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ABSTRACT
President Obama charged community colleges with a significant role in
moving forward the nation’s college degree completion agenda. Community
colleges offer a pathway to degree completion, which is transfer readiness. This
qualitative study explored African American community college students’
perceptions of factors that contributed to transfer readiness. A strength-based
approach was used for this study focusing upon capital, assets, institutional, and
environmental best practices. Transformative–pragmatic philosophical
perspectives and the theoretical underpinnings of Schlossberg, Waters and
Goodman (1995) transition theory provided the framework for this study.
The methodology consisted of an exploratory-descriptive design including
student archival data, pre-questionnaire, and semi-structured interviews with 20
transfer ready African-American students (10 women and 10 men) enrolled at
Santa Monica College during Fall 2015. Furthermore, the study sought to identify
inclusive and equitable practices that support transfer readiness for African
American community college students.
Major findings included three non-cognitive strengths that AfricanAmerican community college students practiced, which included self-discipline
“do or die mentality,” help seeking “investigative” skills, and self-motivation
“resiliency.” Institutional agents, also known as transfer agents, such as
instructional faculty and intrusive counseling faculty were critical to successful
iii

transfer preparation. Environmental influences were comprised of student
lifelines-family support, peer support, high-touch ethnic base transfer program,
Black Collegians, and Santa Monica College’s prestigious transfer culture, and
diverse learning environment.
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CHAPTER 1
INTRODUCTION
Student success for all students is the number one mission for American
higher education. Throughout Obama’s presidency, he addressed the nation
emphasizing that degree completion is paramount to cultivating a thriving and
competitive global economy (Brandon, 2009). President Obama identified
community colleges as a critical pathway to degree completion and charged
community colleges to implement effective institutional practices to increase
degree completion among all students. “Let’s make community college free,”
stated President Obama during the 2015 State of the Union Address. The sixtybillion-dollar American College Promise proposal included two free years of
college and estimated that nine million students would benefit from this initiative
(The Whitehouse, 2015).
Governor Jerry Brown proposed an 8.3-billion-dollar budget to fund
California Community College’s student success and equity agenda with the
expectation that the student success and equity agenda would result in promising
returns on higher education as it pertains to enhancing the California workforce
(California Community College Chancellors Office, 2016). State legislation
identified performance-based funding for higher education as critical to moving
forward the transfer mission. This mandate required community colleges to take
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a closer look at not only the student success factors listed above but also
institutional factors that contributed to student success.
The California Community Colleges consist of 113 community colleges
and 71 off campus centers. As the largest public higher education sector in the
United States, community colleges play a significant role in transfer readiness
(Cohen, Brawer, & Kisker 2016; Gard, Patton, & Gosselin, 2012; Student
Success Scorecard, 2013; Wood, Nevarez, & Hilton, 2012). Community college
transfer students are highly represented at the university level. As of Fall 2014,
45% of undergraduate college students were community college transfer
students. This statistic indicates that almost half of the entire undergraduate
student population in the United States are community college transfer students
(American Association of Community College, 2016).
Two-year colleges serve a diverse student population that has increased
from 5.7 million to 7.9 million in the last ten years. That change represents an
influx of a 2.2 million increase in community college enrollment (American
Association of Community Colleges, 2016). The community college student
population is comprised of varied ethnicities, ages, abilities, and socio-economic
backgrounds. Due to affordability and access, the majority of African American
students start their post-secondary education at a community college (Wood &
Williams, 2013). Although African American students are more likely to enroll at a
community college, they have the lowest transfer rates compared to Asian and
White students. As of Fall 2013, 20% of African American students between the
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ages of 25-29 achieved a bachelor’s degree compared to 40% of white students
(State of Education for African American Students, 2013).
According to The State of Blacks in Higher Education in California (2013)
African-Americans represent one of the lowest completion rates for first-time
students and transfer students among all three public higher education sectors
including California Community Colleges, California State Universities (CSUs),
and the Universities of California (UCs) (The State of Blacks in Higher Education
in California, 2013). This suggests that African-Americans are underrepresented
at both CSUs and UCs. Over 70% of first-time college students who are AfricanAmerican enroll at California community colleges. The above statistics illustrate
the disparity among African American students and their transfer readiness. This
study will examine those factors that contribute to transfer readiness with a focus
upon African American community college students’ stories, narratives, and
examples to paint an authentic picture of their journey to transfer ready success.
Much literature focuses on African American students’ educational
experiences from a deficit approach, primarily focusing on lack of course
completion, persistence, transfer readiness, and progress towards degree
completion (Griffin, 2006; Harper, 2010). A deficit approach identifies the student
as the sole reason for systemic and historic low student success rates. Although
it is essential to have a clear understanding of African American community
college students’ academic performance and transfer rates, this study seeks to
identify factors that contribute to successful transfer readiness in hopes of
maximizing these factors both on and off community college campuses.

4
Therefore, this study will capture the success factors African American students
utilized, and or practiced, throughout their community college experience to
achieve transfer ready success and in addition to institutional agents and
environmental influences that had a positive influence on transfer success.
In her research, educator and student advocate Ladson-Billings (2006)
emphasized paying less attention to the academic achievement gap and more
attention to institutional and systemic barriers that impede student success for
African American students. She reframed the much-used term “achievement
gap” to “educational debt”. Her research has focused on the educational
system(s) that have failed to provide adequate, equitable, and inclusive
education for African American students. To that end, this study will focus on
exploring equitable and successful components that contribute to African
American transfer readiness. An overview of transfer readiness is discussed
below.
The existing literature provides two definitions of transfer readiness.
According to the California State University (CSU) Mentor (2015), The University
of California (2015), and ASSIST (2015) transfer readiness comprised of: (a)
completion of lower division liberal arts curriculum also known as the InterSegmental General Education Transfer Curriculum (IGETC) and the California
State University General Education Breadth (CSU Breadth); (b) successful
completion of introductory major courses found on ASSIST; (c) successful
completion of the four-year application process; (d) and extracurricular activities
for UC schools.
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Ellis’s (2013) qualitative study defined transfer readiness as
comprehensive, including the above-mentioned requirements and the following:
(a) the ability to manage and to complete an academically rigorous curriculum,
(b) the ability to understand how to effectively finance college, and (c) the ability
to socially integrate into the four-year college environment. This holistic definition
defined by Ellis describes unspoken expectations academically, socially, and
personally for students. Overall students are challenged with mastering how to
be a successful student in addition to their external obligations.
High performing African American students have a unique cultural
expectation pertaining to academic performance. Fries-Britt & Turner (2001)
described this unique experience of African American students as a “proving
process” especially when African American students are the minority. The
proving process for African American students is this expectation to “demonstrate
their intellectual ability to peers and faculty members” which at times can leave
these students isolated, stressed, and dissatisfied (p. 440). This study will identify
the “why” and “how” of African American students successfully navigate the
community college system, persevere, and endure the challenges they
experience both on and off campus. The sections below provide a closer look at
some of the challenges that African American community college students
endure while preparing for transfer.
Background of the Problem
In September 2014 President Obama announced the My Brother’s Keeper
Initiative, calling all community members, educators, and leaders to create
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pathways to success and mentorship for young men of color (The Whitehouse,
2015). My Brother’s Keeper is a direct response to the disproportionate numbers
of men of color who historically and systemically fail to transfer, graduate, or
obtain social stability. Obama’s message emphasized that if an individual works
hard, they should have an equal opportunity to pursue their goals. Obama’s
message embodies the notion of the American Dream that African American
students have historically struggled to achieve. As the on-going and relevant
statistics reveal, community colleges provide African American students access,
however a very small number of enrolled African American students are
transferring, graduating, or obtaining certifications (McGlynn, 2013). An overview
of institutional barriers and African American student’s unique challenges during
the pre-transfer process are addressed below.
Institutional Barriers
A significant amount of literature identified the systemic barriers impeding
community college transfer readiness (Alfonso, 2006; Escobedo, 2007; Kisker,
Wagoner, & Cohen, 2016; Monaghan & Attewell, 2014). Researchers identify
that nontraditional pathways pose barriers to transfer readiness. Non-traditional
pathways include flexible enrollment patterns, lack of credit applicability, poor
transfer guidance, counseling, and remedial education as institutional barriers
(Bahr, 2008; Dougherty, 1992; Monaghan & Attewell, 2014; Monroe, 2006).
Other structural barriers include lack of partnerships between two year and four
year universities and limited dissemination of essential transfer information (Long
& Kurleander, 2009; Monaghan & Attewell, 2014). Furthermore, Bensimon (2007)
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and Dowd, Pak, and Bensimon, (2013) have contested that transfer resources
should not only be used to increase access but increase transfer outcomes
among minority populations.
Transfer experts contend that one of the prominent barriers to transfer
readiness is the lack of articulation between two year and four year colleges
(Cohen et al., 2016). Moaghan and Attewell (2014) determined choke points that
contributed to low bachelor degree attainment of community college students.
These choke points included the loss of credit units and remedial or
developmental classes that delay the transfer ready process. According to
Handel (2011) there are a large number of transfer policies and procedures that
serve as barriers to transfer readiness, including mistrust among institutional
agents and other institutional programs, and opposition pertaining to transfer
curriculum policies.
Research indicates a gender divide between African American men and
women when it comes to their experiences within higher education; these
experiences are both convergent and divergent (Strayhorn & Johnson, 2014;
Turner, 2011; Wood & Williams, 2013). In this study, it is imperative to distinguish
between backgrounds, experiences, and needs of African American men and
women. This is important in order to provide specific forms of tailored support,
resources, and accommodations for these two populations. Below is an overview
of African American students shared experiences and differences.
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African American Community College Students Shared Experiences
African American community college men and women across the United
Sates are, enduring both psychological and economical barriers. Currently there
is a nationwide civil rights epidemic of police brutality and numerous killings of
innocent African American men and women, especially African American men.
These tragedies leave many African American community college students
feeling isolated, fearful and concerned about their wellbeing. This widespread
epidemic cultivated the Black Lives Matter movement. The Black Lives Matter
campaign demands fair, equal and just treatment for African Americans (Black
Lives Matter, 2015). Psychological turmoil and concern for their lives on a daily
basis causes stress for African American community college students.
Literature describes challenges that African American community college
students endure based upon their background including being first generation,
working, and parenting (Bush & Bush, 2010; Robinson & Franklin, 2011;
Strayhorn, 2011). Furthermore, African Americans have historically lived below
the poverty level, which causes additional stressors and challenges such as
homelessness (U.S. Bureau of Labor Statistics, 2016). Maslow’s (1943)
hierarchy of needs discussed the stages of self-actualization. The first stage is
physiological needs including the bare necessities such as food, water, and
shelter. Financial constraints and not having the basic needs significantly impacts
the students’ ability to meet higher education expectations and pay for school.
Other shared experiences of African American community college
students include racism, micro-aggressions, lack of faculty engagement, minimal
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representation of faculty and staff of color, and lack of culturally relevant
pedagogy in higher education (Bush & Bush, 2010; Robinson & Franklin, 2011;
Strayhorn, 2011; Turner, 2011). In addition to the overarching issues described
above, there are some unique challenges faced by African American women and
men.
African American Women. The degree completion statistics for African
American women illustrate higher enrollment and greater success than African
American men. However, African American women have unique challenges and
unmet needs at the community college. African American women experience not
only racism but also gender discrimination. African American women are typically
single parents, experience limited or non-existent specialized programs, and
resources at community colleges such as child care and other unmet needs
(Turner, 2011). Robinson and Franklin (2011) discussed the lack of space for
African American women to express and share their academic journey. They
stated “The academic journey for these women is neither easy nor well
understood” (p. 22).
African American Men. One of the distinct challenges African American
men experience is based upon masculinity constructs and identify conflict which
causes stress and isolation (Baber, 2014). This masculinity construct is known as
the “cool pose” in which African American males refuse to seek assistance or
support because culturally it is considered weak and less than being a selfsufficient man. The cool pose is derived from structural oppression in a variety of
institutions. Collins (1991) discussed structural domains in areas that implement
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rigid systems such as schools, banks, police departments, and real estate
transactions. Collins (1991) provides examples, including the use of zip codes as
a screening process for job selection, standardized tests that are advertised as
racially neutral, yet African American students routinely test poorly and property
taxes that effect funding for schooling, leaving high poverty and urban areas with
large class sizes, poor instruction, and minimal resources for African American
students. The above mentioned historical and systemic barriers faced by African
American students provides context for the problem statement discussed below.
Problem Statement
Considerable literature has illustrated the transfer mission, functions, and
programs offered to community college students (Cohen et al., 2016; Gard et al.,
2012). Furthermore, a large amount of literature captures the historical and
systemic low transfer rates of African American community college students
(Bush & Bush, 2010; Wood & Williams, 2013). Lingering disparities in the areas
of race, gender, and educational attainment has been an ongoing problem for
community colleges.
However, as we take a closer look at the African American community
college students’ experience, the literature is limited on factors that contribute to
their transfer readiness and success and how to effectively implement and
maximize best practices and support for African American community college
students during their community college tenure. Transfer readiness has the
potential to impact their job security and quality of life (Strayhorn, 2011). The
majority of the higher education literature on African American students,
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concerns the four-year university which is a drastically different environment from
community colleges, with its own unique culture and challenges (Harris & Harper,
2008; Wood & Turner, 2010). This study identified those factors that have to do
with transfer readiness and success for African American students at one of the
high performing community colleges, Santa Monica College, which has one of
the top transfer rates for African American students in California.
Chase, Dowd, Pazich, and Bensimon (2012) examined transfer equity,
which includes implementation of accountability instruments facilitating the
transfer process, and found state transfer policies to be color blind. Chase et al.
stated “No state has a set of comprehensive, multi-level (system, institution, or
program) indicators measuring progress along the entire curriculum, and none
goes beyond disaggregated monitoring in a handful of indicators to pay special
attention to the progress of minoritized students” (p. 691). Failure to address the
disproportionate transfer rates of minority students, such as African American
community college students, result in a depleting California workforce and a
dismal future for the economy (Cohen et al., 2016). Yet despite the staggering
transfer rates and multiple internal and external barriers African American
community college students endure, many have soared and attained their
educational goals at community colleges. In the sections below, I elaborate upon
internal and external factors that contribute to African American student success.
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African American Internal Factors
The majority of the literature that describes the experiences and outcomes
of African American students is based on a deficit approach. This study was
different in that it concentrated on identifying both successful internal and
external factors that contributed to African American community college students’
transfer ready success. The literature suggests that students’ pre-college
background, parents’ education, grade point average, socioeconomic status, and
non-cognitives play a significant role in their overall success (Harris & Wood,
2013; Wilson 2014; Wood, Harris, & Xiong, 2014). Wood et al. (2014) found noncognitives that are critical to African American student success including selfefficacy, locus of control, degree utility, action control, and intrinsic interest.
Researcher Yosso (2006) also believed that the success rate of students of color
is rooted in both internal and external factors, which she calls “cultural capital”
and “cultural wealth.”
Community cultural wealth provides six captials that students of color can
use to navigate, persevere, and ultimately succeed in higher education. The six
components are (a) aspirational capital, (b) linguistic capital, (c) navigational
capital, (d) social capital, (e) familial capital, and (f) resistant capital (Yosso,
2006). The different forms of capital described above were developed and or
created in ones’ community. Yosso (2006) believed that many students of color
already have these assets and either did not know they possessed these skills or
have not learned how to apply these skills.
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African American External Factors
In addition to internal factors, the literature also focuses on external
factors such as environmental and institutional factors. Community colleges offer
a variety of pathways to attain associate degrees, transfer readiness, and
vocational options at reasonable costs (Belfield & Bailey, 2011). Specific
literature pertaining to successful African American community college transfer
ready students, and perspectives on specific factors that contribute to transfer
readiness is limited (Ellis, 2013; Gard et al., 2012; Miller, 2013; Miller et al., 2011;
Wood & Williams, 2013). This study sought to illuminate the strategies,
resources, programs, as well as characteristics, and skills sets African American
community college students possess to achieve transfer readiness.
Purpose Statement
This exploratory-descriptive study offers an in-depth examination on
factors that contribute to successful transfer readiness, from the perspective of
African American community college students. Moreover, this study sought to
increase equitable transfer outcomes to the point that transfer ready rates for
African American community college students are comparable to Asian and
White community college transfer ready rates.
Research Questions
The following research questions will guide this qualitative study:
1.

How do African American community college students describe
their successful transfer readiness process?
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2.

What leads to African American community college students’
successful transfer readiness, taking into consideration both
institutional agents and environmental influences?
Significance of the Study

Community colleges are experiencing a significant shift towards
performance based measures (California Community College Chancellors Office,
2015; Official Legislation Information, 2015; SB 1456-Student Success Act, 2012;
Student Success Scorecard, 2015; The Whitehouse, 2015). Institutional
accountability measures are a strategy being used by state legislatures to
increase degree completion among all students. Identifying key factors that
increase transfer readiness will directly support the degree completion pipeline.
Moore & Shulock (2010) analyzed the progress of California’s Community
Colleges and stated, “The future of California depends heavily on increasing
numbers of Californians with certificates, associate degrees, and bachelor’s
degrees. Educational attainment in California declines with each younger
generation a statistic that bodes poorly for the state’s economic competitiveness”
(p. 1). This quote embodies the sense of urgency for a major increase in degree
completion and California’s workforce. Multiple measures will need to be
implemented to meet this lofty goal.
There are five national, private, and or state level initiatives moving
forward the degree completion agenda emphasizing the urgency of establishing
degree completion pathways such as transfer readiness: These initiatives are:
(a) SB 880 Community College Bachelor Degree Pilot Program, (b) SB 1456
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Student Success Act, (c) American Graduation Initiative, (d) National and
Prominent Foundation completion agendas, and (e) Student Equity Plan.
Senate Bill 880
Senate Bill 880 offers selected California community colleges the
opportunity to pilot an eight-year baccalaureate program. The bill requires a
comprehensive governance structure, curriculum development, hiring of faculty,
a specialized matriculation process, appropriate facilities, collaboration with local
businesses and educational agencies, and control of tuition and student costs
(California Legislative Information Website, 2014).
SB1456: Student Success Act
SB1456 Student Success Act (2010) is a revision of the previous Seymour
Campbell Act (1986). The revised act consists of a comprehensive matriculation
process that includes (a) application, (b) orientation, (c) assessment, (d) declared
major, and (e) comprehensive educational planning. Moreover, disaggregated
data and institutional performance reviews are required and submitted to the
state annually (Student Success Scorecard, 2016).
American Graduation Initiative
In 2009, President Obama announced a ten-year, $12 billion investment
plan called the American Graduation Initiative. The investment plan provided
community colleges with additional funding to increase graduation rates. The
goal of the initiative was to assist an additional five million Americans in obtaining
a degree by 2020 so they are able to participate in a competitive global economy
(Brandon, 2009).
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National and Prominent Foundations Completion Agendas
The Lumina Foundation and the Bill and Malinda Gates foundation has
funded millions of dollars towards the degree completion agenda (Bill & Malinda
Gates, 2015; Lumina Foundation, 2015). California community colleges play an
integral role in workforce development. According to the Official California
Legislative Information Website (2014), “California needs to produce one million
more baccalaureate degrees to remain economically competitive by 2025” (p.1).
The Report from California Community College’s Baccalaureate Degree Study
Group (2014) stated: “To meet the projected demand by 2025, the state would
need to immediately increase the number awarded by almost 60,000 per year—
about 40 percent above current levels” (p.1). This research is important and
contributes to providing key stakeholders such as policy makers, community
college administrators, staff, faculty, and community members with culturally
relevant and inclusive learning environments, practices, and support as it
pertains to transfer preparation for African American students.
Student Equity Plan
The student equity plan was reestablished in 2014. Historically and
systemically African Americans have low success rates in America’s educational
system. Student equity requires institutions to disaggregate and monitor student
data to determine proper resource allocations and most importantly identify the
root of underachievement and create action steps towards equity. The purpose of
student equity is to create inclusive institutional practices that support
disproportionate student success (California Community College Chancellors
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Office, 2016). Disproportionate numbers of students of color are low achieving in
the five student success indicators access, ESL and basic skill development,
course completion, transfer, and degree completion (California Community
College Chancellors, 2016). Furthermore, African American student population is
less likely to utilize support services and or seek help when needed. Lack of
engagement results in students dropping out of college (Bush & Bush, 2010).
The purpose of student equity is to develop quality programs and services that
equalize success among all students. The scope of this study is discussed
below.
Scope of the Study
This study focused on African American community college students that
completed all curriculum and extracurricular requirements for transfer to a UC,
CSU, and or private universities. The theoretical framework used was
Schlossberg et al., (1995) transitions theory to identify the primary factors that
contributed to successful persistence and ultimately transfer readiness.
Schlossberg et al., (1995) transitions theory is expounded upon through
exploring both internal (student characteristics, skill sets, and non-cognitive) as
well as external factors (institutional and environmental) that contributed to each
student participants’ transfer ready success. Additional success models were
incorporated to capture African American student success practices and
approaches. The scope of the study includes assumptions, study delimitations,
and study limitations.
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Assumptions of the Study
It is assumed that the student participants comprise of diverse
backgrounds and transfer ready experiences. Student participants were first
generation students, parents, and employed. There were five assumptions for
this study. The first assumption is that all participants answered all questions
honestly and truthfully. A confidentiality process was completed in which the
identity of all participants was undisclosed and pseudonyms were provided for
each participant. This offered participants the opportunity to be honest and
forthcoming regarding their transfer preparation experiences without feeling
concerned about judgment or consequences. The second assumption was that
the data process was accurately collected, analyzed, and summarized. All
demographic data was collected by a pre-questionnaire and validated by
collecting official college documents such as transcripts and student profiles. All
data collected was recorded and transcribed to ensure accurate depiction.
The third assumption was that the environment provided for the
participants while conducting the pre-questionnaire during the semi-structured
interviews was appropriate and safe. The location was in a secure, quiet, and
private office space to offer privacy. The fourth assumption is that the host
community college is diverse in ethnicity, age, ability, gender, and socioeconomic status. The host community college is identified as one of the most
diverse community colleges in Southern California with a prominent and growing
international student population and transfer culture. The last assumption is that
the measures used for this study were reliable and validated. To ensure a
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reliable process the following process was completed: (a) pre-questionnaire,
(b) collection of official college documents, (c) recorded semi-structured
interviews, (c) preliminary examination of data collected, (d) official transcriptions
completed for each interview, (e) and use of Dedoose program to accurately
code, identify, and analyze the emergent themes.
Study Delimitations
The goal for this study was to provide an in-depth student perspective of
factors that contribute to transfer readiness for African American community
college students. The primary focus of this study consisted of self-identified
African American or Black community college students who were transfer ready.
Transfer readiness for this study was comprised of (a) completion of all required
transfer curriculum and (b) a 2.5 cumulative grade point average or higher.
The purpose for using this process is to ensure that the data collected is
from participants who have successfully completed the transfer preparation
process. Emphasis on the pre-transfer experience will serve as an intervention
and preparation for aspiring transfer ready students as well as best practices for
support services, policy makers, faculty, administrators, and community
members. This study will not consider the post-transfer experience of African
American community college students.
Study Limitations
The limitations of the study included that the participants consisted of 10
African American male and 10 African American female students who were
enrolled at SMC during the Fall 2015 semester. The validity of the study is limited
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to the instruments used for this study which consisted of a pre-questionnaire,
official college documents, semi-structured interviews, and the Dedoose
program. The study is also limited based upon the geographical location and
environment of the host community college used for this study. Due to the
sample size of twenty participants, there was an inability to generalize a larger
African American community college student population as it pertained to the
relationship between internal and external factors and transfer readiness.
Moreover, the sample size limits the monitoring and tracking abilities of African
American transfer ready community college student populations. Definitions of
the key terms used for this study are further explained below.
Definitions of Key Terms
To understand the scope and focus of the study the following terms are
offered.
Academic integration. This is the level in which a student is academically
engaged including studying, class participation, obtaining good grades, and
interaction with faculty and peers.
Articulation agreements are “formal agreements identifying the types of
credits that transfer and the conditions under which transfer takes place” (Ignash
& Townsend, 2000, p. 284).
Deficit model. The deficit model solely blames the student as the primary
reason for failure, removing any blame on institutional culture, institutional
agents, and or systemic and historic oppression.
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Drop out. Students who no longer attend or complete courses at a higher
education institution.
Environmental factors. Environmental factors include community
organizations and community members that play a significant role in supporting
students’ success. Community members may include peers, kin, and non-kin.
High touch programs. These programs include individualized intrusive
advising/counseling, ongoing monitoring, and follow up with students, as well as
staff, faculty, and administrators who are dedicated to student success
(Achieving the Dream, 2015).
Inclusive environment. The institutional environment means developing
and implementing practices that accommodate and support all ethnicities, ages,
gender, socio-economic, and abilities of students.
Institutional barriers. Institutional barriers are systemic, political, cultural,
and structural challenges impeding upon student success.
Institutional environment. The institutional environment “relates to
institutional conditions that may help or impede students’ progress, including
matriculation processes, pedagogy, curriculum, schedules, academic and
student support services, organizational culture, and the physical environment”
(West, Shulock, & Moore, 2012, p.1).
Pre-transfer. This is the term used for students’ academic, personal, and
social experiences prior to transferring to a four-year university.
Retention. This term refers to institutional initiatives that support and
sustain students to continue, persist and eventually to graduate from college.
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Social integration. This term references student’s level of social
involvement that may include clubs and organization, memberships, bonding,
connecting, networks, mentorships, and community organizations.
Stakeholders. Stakeholders are the individuals who are invested,
interested, and connected to the development and success of a group.
Stop Out. This is the term for students who stop completing courses with
the aspiration to come back in the future.
Student background. This term relates to students’ socio-economic
background, pre-college experience (academic and social preparation),
demographics and ethnicity.
Transfer culture. Transfer culture is when students, faculty, staff, and
administrators foster attitudes, behavior, and place significant value on transfer
education and readiness.
Transfer partnership. This term describes the “collaboration between one
or more community colleges and a bachelor degree granting institution for the
purpose of increasing transfer and baccalaureate attainment for all or for a
particular subset of students” (Kisker, 2007, p.284).
Transfer ready. This term refers to students who successfully
academically and socially integrate, which includes successful completion of the
required lower division general education curriculum, introductory major courses,
and the four-year application process with the aspiration to transfer to a four-year
university.
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Two four-year transfer pathways. This term describes the process of
successfully creating an effective transfer culture, practices, and systems that
provides ongoing transfer information, resources, and cross–collaborations
between community colleges and four year universities.
Organization of the Dissertation
This chapter provided an introduction and the background regarding the
state of higher education as it pertains to transfer readiness and an overview of
plummeting transfer rates of African American community college students. The
purpose and significance of the study discussed the direct correlation between
the California Community College transfer pathway, degree completion, and the
United States workforce. The scope of the study included the assumptions,
delimitations, limitations, and definition of key terms. Chapter 2 begins with a
historical overview of African American students’ higher education mobility and
the transfer process. This is followed by a transformative-pragmatic philosophical
framework, Schlossberg et al., (1995) transition theoretical framework, and
additional student of color student success models.
The conceptual framework introduces the major themes of the literature
reviewed pertaining to internal and external factors that promote transfer
readiness. Chapter 3 describes the step-by-step process of recruiting a sample
population of African American California community college students for this
study. Furthermore, an overview of the methodology for the study, the collection
of data, and the process of analyzing the data to explore transfer readiness are
discussed. Chapter 4 presents the results of the study and in Chapter 5, the
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conclusion, interpretations, and recommendations for policy and practices are
discussed.
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CHAPTER 2
REVIEW OF THE LITERATURE
The U.S. Census Bureau (2015) projected that by 2042, the new majority
will be comprised of Hispanic, African American, Asians, and Pacific Islanders.
As children of color become the majority population in the United States, it is
essential that all students receive an adequate education to stabilize and
enhance the labor market (U.S. Census Bureau, 2015). As one of the new
majorities, African Americans community college students are among one of the
lowest transfer ready and degree completion populations. As a direct pathway to
degree completion, community colleges offer all students access to successfully
complete transfer readiness (Cohen et al., 2016; Gándara, Alvardo, Driscoll, &
Orfield, 2012; Wilson; 2014). Transfer readiness consists of (a) completion of
lower division transfer curriculum, (b) applying to four year universities, and (c)
successful academic, social, and personal integration (Cohen et al., 2016; DeilAmen, 2011; Ellis, 2013; Wilson, 2014).
According to the California Community College Chancellors Office
(CCCO) Data Mart (2015), 1,563,395 students enrolled at a California community
college during Fall 2014. Sponsored by the CCCO and the California Partnership
for Achieving Student Success the Transfer Velocity Comprehensive Study of
California Community College Transfer Students (2007-2012) was undertaken.
The Transfer Velocity Project studied a cohort of 138,760 aspiring transfer
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students starting in the 2008-2009 academic year and followed the participants
for six years. This cohort was comprised of 65% of traditionally aged students
(18-24). The cohort ethnic breakdown of students who actually transferred was
37% white, 24% Hispanic,16% Asian American, and 4% African-American. This
study indicated that African American students had the lowest transfer rates.
Community colleges are offering access to higher education and numerous
transfer initiatives, however; transfer rates, for African American students are at a
disproportionately low rate, and indeed continue to drop (The State of Blacks in
Higher Education, 2013; CCCO Student Equity, 2015; Student Success
Scorecard Website, 2016). Researchers have indicated that low transfer rates
are due to both internal and external factors. Internal factors are comprised of
student characteristics and backgrounds such as socio-economic status,
parenting, first generation status, gender, and race (Batts & Pagliari, 2013;
Monaghan & Attewell, 2014; Nakajima, Dembo, & Mossler, 2012; Wood et al.,
2012).
External factors as revealed by the research is comprised of historical and
systemic institutional factors such as non-traditional pathways including flexible
enrollment patterns, lack of credit applicability, remedial education, lack of
transfer information, and or misinformation from key institutional agents such as
instructional faculty and counseling faculty (Alfonso, 2006; Chase et al., 2012;
Ellis, 2013; Miller et al., 2011; Monaghan & Attewell, 2014; Serban et al., 2008).
The purpose of this study was to explore and identify key strategies, skill sets,
resources, and institutional and environmental factors that have contributed to
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successful transfer readiness for one of the historically underrepresented
populations in education. This study intended to identify elements that contribute
to success towards degree completion for African American community college
students.
Chapter 2 is separated into six sections. The first section reviews a
transformative-pragmatic philosophical point of view as a framework to promote
inclusive and culturally relevant institutional structures for African American
community college students. The second section provides an historical overview
of the educational pipeline of African Americans. The third section describes
Schlossberg et al.’s (1995) transition theory, including: moving in, moving
through, and moving out. In addition to student success models and frameworks
that focus on African American student success, institutional agents that play a
significant role in transfer preparation are discussed. The fourth section
discusses the current transfer practices, programs, and initiatives moving the
transfer mission forward. The fifth section includes a detailed overview of the
empirical research related to internal and external factors that contribute to
successful transfer readiness for African American students. The chapter
concludes with a summary.
Historical, Philosophical, and/or Theoretical Frameworks
An overview of the historical, philosophical and theoretical frameworks
that guided this study are described in detail below.
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Transformative-Pragmatic Philosophical Frameworks
Community colleges serve as a beacon of hope for many to improve the
quality of life by attaining a higher education degree. African-American students
were chosen for this study due to their underrepresentation within student
populations that are transfer ready. Native Americans, Latinos, and AfricanAmericans have the highest poverty rates, highest unemployment rates, lowest
degree attainment rates, and lowest transfer rates (Student Success Scorecard,
2014; US Bureau of Labor Statistics Website, 2014; U.S. Census Bureau, 2013).
These startling statistics call for community college agents and community
organization members to implement programs and practices that promote
equitable outcomes for African American community college students and other
marginalized student populations.
Transformative Framework. Due to the historical and systemic low
transfer rates of African American community college students, a transformative
framework will guide this study. A transformative framework addresses equitable
outcomes by identifying strategies and practices that increase transfer readiness
for African American students. This approach requires a critical-reflective lens to
examine the various barriers that stand in the way of transfer readiness for
African American students, in hopes of creating institutional change on
community college campuses (CCCO Student Equity, 2016; Creswell, 2013).
This philosophical standpoint strives to cultivate an inclusive experience
for all students. This can occur specifically by cultivating a higher education
system in which African Americans students’ transfer rates progressively
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increase and equalize with their Asian and White peers (CCCO Student Equity,
2016). Additionally, a transformative framework is collaborative in nature by
discovering inclusive transfer ready practices which includes all key stakeholders
(faculty, staff, students, family, community members, and administrators).
Pragmatic Framework. One of the primary goals of this study was to
identify internal and external factors that work to support transfer readiness.
Therefore, a pragmatic approach is utilized. Foundational aspects of pragmatism
consist of (a) conducting the study in an orderly fashion and development of an
idea, (b) testing and validating the idea through experimentation, (c) and taking
action by implementing the findings that were found effective (Ozmon, 2003). An
overview of the historical and systemic context of the African American
educational pipeline is further explained below (Ozmon, 2003).
Historical Framework: African American Educational Pipeline
The African American educational pipeline provides an historical context
for key stakeholders with a comprehensive understanding of monumental events,
acts, and prominent leaders that have paved the way for African Americans to
gain access, resources and attain a higher education. This historical framework
sheds light on the pivotal moments in history and influential leaders that have
exemplified the values of education, resiliency, and succeeding while dealing
with adversity. This directly correlates with African American Community College
students who also endure personal, financial, and academic challenges yet still
succeed.
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This historical context illuminates how higher education has progressed as
it pertains to African American students’ access and also the current educational
systems embedded traditional belief’s, values, and structures that negatively
impact African American students. Ultimately this section provides policy makers,
administrators, and prominent higher education leaders the opportunity to reflect
and assess their current institutional structures and cultures; to cultivate a just,
fair, equitable, and inclusive learning environment for all students. This section
includes an overview of (a) influential African American leaders, (b) monumental
events, (c) and embedded social structures.
Influential African American Leaders. Historically there are a number of
African American philosophers and leaders who contributed to the value and
importance of African American’s obtaining an education. Two prominent African
American leaders are Booker T. Washington and W. E. B. DuBois. These
philosophers provided a foundation of values, strategies, and resources for
African Americans during the post-slavery era. Although both philosophers
provide different points of views, the common thread is the importance of
education in addition to how education affects one's lifestyle and prosperity.
Booker T. Washington Contributions. Booker T. Washington believed in
practical knowledge. He believed that African-Americans should not only obtain
mental and intellectual prowess but also develop a trade and domestic skills.
Many African Americans during this era had industrial and trade skills such as
farming, blacksmithing, cooking, sewing, and housekeeping. Washington
believed that superior labor would increase African Americans’ economic power
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in the United States of America (Johnson & Watson, 2004). He believed in
African Americans creating their own business and becoming land owners.
Socially and politically, Washington believed that African Americans should not
spend their time or energy on political or social issues. Combating issues such as
discrimination and racism, Washington thought, would perpetuate anti-black
crimes (Johnson & Watson, 2004).
W. E. B. DuBois Contributions. W. E. B. DuBois created the talented
tenth percent (DuBois, 2007). Training and educating the ten percent of the best
and competent African American population was the goal. The ten percent would
teach and share all knowledge, resources, and strategies with the greater
African-American community (Johnson & Watson, 2004). DuBois discussed the
importance of obtaining not only an education but obtaining a trade. Socially and
politically, Du Boise was a civil rights activist and supported social change for
African-Americans. He was against perpetuating white oppression. Washington
and DuBois were influential in paving the way for some of the monumental
events and acts illustrated in Table 1 (Cohen et al., 2016).
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Table 1
African American Higher Education Influential Events and Acts
Date

Major Event

1954

Brown vs. Board of

1967

Description

Education

Found that separate was not equal in schools and
was therefore unconstitutional.

Little Rock Nine

Courageous teenagers made an intentional
decision to attend Little Rock Central High School
for a quality education and supported ending
segregation in public schooling.

1964

Civil Rights Act

African Americans were no longer excluded from
various public facilities such as hotels and
restaurants.

1971

The Newman Report

Addressed the importance of equality for women,
expansion of minority access, and promoting
financial aid for students.

1965/1978

Affirmative Action

Attempted to eliminate discrimination in
employment and educational admissions
processes.

1972/1978

Pell Grant

The Guaranteed Loan Act (1978) assisted low
income students in financing an education, the
government addressed equality issues.

1972

Title IX

Prohibited discrimination based on gender.

1973

Rehabilitation Act

Prohibited discrimination based on disability.

Embedded Social Structures. Evident in the laws passed and the events
described in Table 1 were considered victories during the post-civil rights
movement. However, historical patterns of social inequality and limited access
still affected subordinate populations. Black feminist theorist, Patricia Hill Collins
(2005) has stated:
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Formal legal discrimination has been outlawed, yet contemporary social
practices produce virtually identical racial hierarchies as those observed
by Du Bois. By whatever measures used in the United States or on a
global scale, people of African descent remain disproportionately clustered
at the bottom of the social hierarchy. The effects of these historical
exclusions persist today under a new racism (p. 32).
Social issues described by Collins (1991) included lack of health care,
poverty, unemployment, and under-resourced schools. She connected these
social inequalities with African Americans, Latinos, women, blue-collar workers,
and other similar groups who were historically marginalized. Subordinate groups
were not offered the same level of access, equity, education, and resources as
whites.
In reference to Collins’ argument of social inequality twenty years ago, the
U.S. Census Bureau (2013) reported that African Americans have one of the
highest poverty levels. African-Americans in poverty are 22.1%, compared to
Hispanics 22.8%, Asians 11.8%, and Whites 9.5%. The statistics indicate that
there is a direct correlation between education level and income. According to
the U.S. Census Bureau (2011-2013) in California, the level of degree attainment
for African-Americans in 2013 was 28.14% compared to Whites at 44.47%. The
two highest unemployed groups are African-American at 10.1% and Hispanics at
6.8% compared to Asians 3.2% and Whites 4.7%. These statistics indicate that
African Americans still are under-represented in economic and social status in
America.
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Collins (1991) argued that the primary cause of deep-seated American
customs is racism. There are still invisible effects of past racial segregation and
new forms of racial segregation developing today. This invisible effect was
identified by Collins as colorblind racism.
Forman (2004) has defined color blind racism as:
A general set of ideas that race does not matter in post-civil rights America
and the claim by many Americans that they are personally color blind and
do not see race. It fosters a view that existing racial inequality must be the
result of personal choice, not blocked opportunity (p. 45).
In response to color blind racism Collins believed that racial politics had
been reconfigured. Our society has a visible African American middle class and
an African American President, both of which may be viewed as major
accomplishments. Despite these accomplishments, Collins (2009) believed social
indicators may show that subordinate populations, continue to experience
discrimination and inequality regarding education, employment, and treatment. It
is important to address institutional culture that perpetuates color blind racism.
Understanding the major events in history that paved the way for access,
equality, and inclusivity for African American higher education, as well as
educational opportunities for other marginalized groups, will offer a foundation for
community college policy makers, administrators, community members, and
support staff to utilize while making pertinent decisions that impact African
American’s academic and social integration into college. Building upon the
history of educational socialization and social mobility of African American
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students will support community college leaders in creating and prioritizing
inclusive pathways that promote transfer readiness for African American
students. Below two key components are described for successful transfer
readiness, academic and social integration.
Academic and Social Integration
Transfer readiness requires students to progress through a series of
stages and action steps. Students are required to socially and academically
integrate. Miller (2013) stated, "Students forge nurturing and sustaining
communities that foster a transfer mindset through integration into the campus
community, successful completion of a transfer curriculum, and transfer to a
university" (p. 44). While integrating into the college system, students endure
varying stressful events that may include academic, personal or social stressors.
Academic integration requires the student to attain study skills, test taking
skills, critical thinking skills, reading comprehension, successfully engage with
instructional faculty, and other key institutional agents (Kraemer, 1996). Social
integration requires the student to attain interpersonal communication skills,
establish support systems on and off campus, and learn how to successfully
navigate the campus for assistance and resources (Kraemer, 1996). This
requires students to develop relationships, negotiation skills, and navigation skills
while on campus (Deil-Amen, 2011; Stanton-Salazar, 2011). This study
examined the ways in which African American community college students
successfully integrated into the campus environment—both academically and
socially—and ultimately achieved transfer readiness.
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Successful completion of transfer readiness requires students to interact
with the campus environment, the external environment, and key transfer
institutional agents. Much research regarding African American students and
campus environments primarily focuses upon a sense of belonging. This is due
to the minimal representation of faculty, staff, and in some cases students of
color at most campuses (except for Historically Black Colleges and Universities).
This leaves African American students feeling isolated. Campus environmental
factors may include the climate and conditions inside of the classroom and
outside of the classroom. The climates and conditions of these settings can be
welcoming and/or unwelcoming, easy, and/or challenging. Research shows that
there are African American students who are first generation, and consequently
do not have the needed support at home (Bush & Bush, 2010; Robinson &
Franklin, 2011; Strayhorn, 2011; Turner, 2011).
Also, African American students may have additional responsibilities such
as parenting and working which are also considered to be external environmental
factors (Bush & Bush, 2010; Robinson & Franklin, 2011; Strayhorn, 2011; Turner,
2011). Both campus and external environments can cause stress for students.
Institutional agents provide essential information regarding transfer, course
completion, access to key resources which may include admissions and records
staff, transfer center staff, director, counselors, articulation officers, support
services, and faculty. Institutional agents play a role in the student’s ability to
persist and successfully navigate the various stages of transfer readiness.
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Moreover, students are expected to know how to communicate and negotiate
effectively with these institutional agents.
Schlossberg et al.’s (1995) transition theory was chosen for this study due
to the direct correlation with transfer readiness and persistence. The theoretical
framework begins with Schlossberg et al. (1995) transition theory. Additional
success models were incorporated to provide a comprehensive overview of key
components that contribute to holistic African American student success. The
internal success models include (a) Collin’s (1991) four domains of power, (b)
Sedlacek and Brooks’s (1976) non-cognitive questionnaire, (c) Harris and
Wood’s (2014) socio-ecological framework, (d) and Yosso’s (2006) community
cultural wealth.
Student Success Theoretical Frameworks and Models
Below are internal and external models that promote student persistence,
validation, cultural capital, and non-cognitive skill building. These models provide
African American students with approaches that support their holistic
development and success.
Schlossberg’s Transition Theory
Schlossberg et al.’s (1995) transition theory offers an in-depth
understanding of the stages of student persistence. The goal of transfer
readiness is to successfully complete all required transfer curriculum,
extracurricular activities, and maintain a competitive grade point average.
Schlossberg et al.’s (1995) transition theory offers healthy coping mechanisms
and various levels of support for students. Transition theory consists of three
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stages (a) moving in, (b) moving through, (c) and moving out. Below I describe
each stage in detail.
Stage 1: Moving in. The moving in stage occurs during the first year of
college. Students are expected to adjust to a new college environment which
may include learning cultural norms and college policies and procedures.
Students are solely responsible for successfully learning how to navigate the
college environment. Acclimating to a new college environment can potentially be
overwhelming for students. Moving in is a critical process for transfer preparation.
Students are expected to declare a major in their first year, file for financial aid to
pay for courses, choose their transfer schools of interest, and identify the correct
courses to meet transfer requirements for those schools.
Stage 2: Moving through. Moving through encompasses the student’s
ability to successfully complete general education and lower division major
courses required for transfer. During this stage students are expected to
complete all courses successfully, seek help and academic support when
needed, and effectively negotiate with faculty pertaining to class assignments
and expectations. Furthermore, students are also negotiating how to obtain key
resources from personal support services on campus such as transfer
counseling, academic resources and support. Time management is also critical
due to the fact that many community college students are also parents and
working to support themselves and their families. Therefore, students must attain
non-cognitive skills such as self-efficacy, self-discipline, and self-motivation to
successfully complete their courses. Essentially students have to balance
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multiple priorities and maintain a competitive grade point average to obtain
acceptance into their dream four-year college.
Stage 3: Moving out. The moving out stage consists of leaving the
community college and transferring to a four-year university. During this stage
student are preparing their application materials in hopes of being accepted. This
requires students to complete an online application, answer supplemental
questions, submit official college documents such as transcripts, meet specific
deadlines, and, for some universities obtain recommendation letters, and create
personal statements. Once accepted students may also consider looking for a
new job and housing near their university and obtaining financial support for
tuition, housing and other personal needs.
As students move in, move through, and move out there are a variety of
life events that may occur. Schlossberg et al. (1995) identified three types of
transitions: (a) anticipated, (b) unanticipated, and (c) non-events. Anticipated
examples include high school graduation, marriage, and the birth of a first child.
Unanticipated events include a death of a family member, divorce, or being fired.
Non-events are those one might expect to occur, but may not necessarily come
to pass, such as a job promotion. All three types of transition cause some form of
stress. The transitional framework seeks to provide students with coping
strategies when dealing with stressful events. Schlossberg et.al. (1995) created
coping strategies called the four s's that consist of (a) situation, (b) self, (c)
support, and (d) coping strategies.
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Situation. A situation can be defined as specific events or major transition
in one's life or a trigger. While students are completing their transfer preparation
there may be multiple events occurring while managing school. These events
may potentially cause a delay in completing transfer preparation and/or may
enhance and help the students complete transfer requirements .
Self. Self includes a personal awareness and understanding of one's
identity. Research indicates that non-cognitives such as socioeconomic status,
age and gender are indicators of whether a student succeeds (Harris & Wood,
2014; Lundy, 2010; Sedlacek, 2005; Wilson, 2014). Additionally, there are other
facets of a human being that influences one's personal outlook which includes
spirituality, values, beliefs, and psychological resources. Spirituality is found to be
a coping mechanism commonly used in the African-American community and a
part of the black psyche (Boyd-Franklin, 2013; Knox, 1985). Utilizing
psychological services is not a common practice when dealing with stressful
situations for African Americans (Boyd-Franklin, 2013).
Support. Support is found to be a critical component for African American
students (Baber, 2014, Bates, 2012; Harper, 2009; Harris & Wood, 2014;
McGlynn, 2013; Sandoval-Lucero, Maes, & Klingsmith, 2014). Internal support
systems include family, peers, communities, and networks. Schlossberg et al.,
1995 emphasized that when considering one's “environment” it should be
understood within a broad context. Three environmental factors are discussed by
Schlossberg et al., (1995) (a) interpersonal support systems, (b) institutional
supports, and (c) physical setting. Interpersonal support systems include the
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family unit, intimate relationships, and a network of friends. Institutional support
may include religious organizations, occupational organizations, and higher
education settings. Physical settings include the actual conditions, climate, and
facilities at a specific location. Higher education settings are either located in an
urban, sub-urban or rural location.
Healthy coping strategies. Coping strategies are considered strategies
to manage stressful events. Students have the option of modifying and reframing
the situation by either action or inaction, controlling the situation by cognitively
neutralizing or reframing the situation, and implementing self-care through
effectively managing stress. Schlossberg et al. (1995) defined adaptation as an
individual moving from being totally preoccupied with the transition to successful
integration. The overall concept of transition is one's ability to adapt to stressful
events through effectively using healthy coping mechanisms.
Implementation of transition theory is applicable for specific types of
higher education programs and initiatives. Programs include orientation,
paraprofessional, professional training, self-help groups, transition programs, as
well as transfer preparation programs (Evans, Forney, Guido, 1998; Patton,
2006). Although applicable to the dynamics of the transfer process under
discussion, the applied validity of transition theory is scarce in the literature. The
ability to assess the effectiveness of the theory is challenging for higher
education practitioners. Critics indicate that the model is complex and
convoluted. Specifically, they argue, finding quantitative measurement tools to
assess the variables is difficult.
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Although transition theory focuses on the general adult learner, no indepth studies have been done on diverse student learners. Diversity factors such
as ethnicity, socioeconomic status, ability, sexual orientation, and religion all play
a significant role in how individuals cope with stressful transitions. To develop a
comprehensive transition theory Schlossberg et al. (1995) may consider the
following; inclusive learning environments, culturally responsive pedagogy, and
transition strategies that assist practitioners in appropriately accommodating
diverse student learners (Evan et al, 2010). An overview of community college
practices will provide a context of external factors that contribute to successful
transfer readiness.
Internal Success Models
The internal models addressed below are (a) Collin’s (1991) four domains
of power, (b) Sedlacek’s and Brooks’s (1976) non-cognitive questionnaire, (c)
Harris and Wood’s (2014) socio-ecological framework, (d) and Yosso’s (2006)
community cultural wealth. These models provide students with approaches on
how to persist, endure challenging environments, and ultimately succeed in a
variety of powerful social structures.
Four domains of power. Patricia Hill Collins is a sociologist, black
feminist, educator, author and activist for social inequality. Her scholarship is
concerned with access and injustice as it pertains to race, class, and gender.
Collins has a critical eye on the social constructs and traditional frameworks of
social institutions that perpetuate racism, classism, and sexism. Collin’s (1991)
approach to an afro-centric epistemology influences many existing social
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structures including education. This model encourages African American
students to approach various social structures with a critical consciousness. A
critical consciousness assists students in navigating and approaching different
environments (Collins, 1991).
The four domains of power framework are structural, disciplinary, cultural,
and interpersonal. The structural domain is social institutions that are in place to
implement rigid systems such as schools, banks, police departments, and real
estate institutions. Collins (1991) provided examples, including the use of zip
codes as a screening process for job selection, standardized tests that are
advertised as racially neutral, however African American students routinely test
poorly, property taxes that effect funding for schooling, leaving high poverty
urban areas with large class sizes, poor instruction, and minimal resources.
The disciplinary domain focuses on power dynamics, which are based
upon the individuals position and consequently determines how they behave and
treat others. An example provided by Collins is how teachers implement school
policies. Students are punished and praised for specific types of behavior. She
explains that African American boys are more likely to end up punished more
than other students. Teachers may choose to overlook the same type of
misbehavior from other students (Collins, 1991).
Cultural domains begin with an idea, then become a belief system and
eventually turn into an action. The cultural domain is primarily implemented and
perpetuated in and through various social institutions such as media, schools,
religion, and family. Media provides a structure of ideas and systems of beliefs
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that are routinely embedded consciously and sub-consciously. These beliefs can
be solidified by continual visual displays of successful African Americans such as
Oprah Winfrey and Barack Obama on television. These routine visual displays
acknowledge the progress of some African Americans but also deflect attention
away from the many African Americans who are poor and continue to experience
racism and discrimination (Collins, 1991). This domain exemplifies the power and
influence of teachers.
The interpersonal domain discusses how individuals interact with one
another. Interpersonal domain is the most practical and applicable domain.
Social scripts are given to everyone that explains how one should act and
behave. However, it is the students’ choice to determine if they will respond to an
issue in a docile or rebellious manner. Individuals are responsible for their
speech and actions. The opportunity to connect with other individuals who can
relate to others experiencing racism or discrimination is one of the benefits of the
interpersonal domain (Collins, 1991). The four domains of power offer a
comprehensive overview of strategies to develop self-discipline, social
consciousness, interpersonal skills and cultural awareness. This model is
inclusive and applicable in all social institutions and people.
Student success pre-questionnaire. Sedlacek and Brooks’s (1976) prequestionnaire identified factors that contributed to African-American student
success. The seven factors are comprised of (a) global positive self-concept, (b)
realistic self-appraisal, (c) understanding of racism and ability to deal with racism,
(d) ability to work towards long-term goals, (e) availability of student support, (f)

45
successful leadership experience, and (g) community service involvement.
Overall Sedlacek (2011) discovered direct connections between practicing noncognitive skill sets and African American student success. Other researchers
have committed to research validating the effectiveness of non-cognitive such as
Harris and Wood’s (2014) socio-ecological framework.
Socio-ecological framework. Internal strengths, assets, and abilities are
also known as non-cognitives. The term non-cognitive exemplifies skill sets that
are not academically related such as test taking skills, studying skills, critically
thinking, reading comprehension, and writing skills. On the other hand, noncognitives focus on demographics, and intrinsic skill sets that motivate and assist
students in persisting and ultimately accomplishing their educational goals. Many
researchers have committed to analyzing non-cognitive factors that support
African-American student success, one of which is Harris and Wood's (2014)
socio-ecological model which identifies seven non-cognitive factors that have the
ability to either support and or enable African-American student success. The
non-cognitive components include (a) intrinsic interest, (b) academic selfefficacy, (c) degree utility, (d) locus of control, (e) action control, (f) masculine
identity, and (g) racial/ethnic affinity (Harris & Wood, 2014; Wood, Harris, &
Xiong, 2014). Harris and Wood (2014) have created a variety of inventories to
assess factors that contribute to African American male success as an extension
of the socio-ecological framework. Santa Monica College partnered with Harris
and Wood to conduct the Community College Survey for Men during spring
2015. Below provides an overview of success factors pertaining to African
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American community college men.
A total of 916 male students were surveyed. Of the 916 male students
6.1% of the study participants were African-American males. The demographic
makeup of the 65% of the African-American male participants were
predominantly traditionally aged (18-24). Fifty-three percent were below poverty
level in which their household income was less than $10,000. The majority of the
study participants were also first-generation in which both parents’ highest
education was high school. Their primary educational goal for their education
was bachelors and master’s degree attainment.
Regarding successful non-cognitive factors that the participants indicated
as effective were (a) help seeking, (b) self-efficacy, (c) positive racial affinity, (d)
action control, (e) degree utility, and (f) locus of control. Significant findings
pertaining to institutional and environmental influences included feeling a sense
of belonging, engagement in class, and access to support services. Yosso (2006)
provided other forms of non-cognitive strengths that African American students
can apply in college.
Community cultural wealth model. Yosso (2006), a strength based
researcher, created community cultural wealth framework through counter
storytelling. Yosso (2006) described counter storytelling as "bringing attention to
those who courageously resist racism and struggle toward more socially and
racially just society"(p. 10). Qualitative in nature, counter storytelling offers the
lived experiences of marginalized populations and illuminates one's ability to
persist, navigate and move through the educational pipeline. Yosso (2006) also
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resisted the traditional approach and ideology of remaining silent regarding
challenges endured both inside and outside of higher education, which she
described as "injuries inflicted by racism" (p. 15). She reframes these injuries as
different forms of capital.
Community cultural capital consists of skill sets, resources, and networks
that are essentially in every student’s backyard. Many students develop capital
through community-based experiences at home, church, community
organizations, school, work, and their neighborhoods. The diverse community
based teachings cultivated students’ values, morale, intrinsic motivation, selfidentity, and other interpersonal skill sets and mind sets needed to navigate the
real world. Yosso (2006) illuminated the “why” and “how” her study participants
developed and practiced their cultural capital and shared their community their
cultural wealth.
There are six forms of capital discussed by Yosso (2006): (a) aspirational
capital, (b) linguistic capital, (c) navigational capital, (d) social capital, (e) familial
capital, and (f) resistant capital. Aspirational capital is the ability to sustain hope
and optimism in attaining one’s dreams and goals despite adversity and various
barriers. Linguistic capital is an opportunity to utilize bilingual education, which
provides an opportunity to communicate across many cultures. Navigational
capital is ones’ ability to persist and succeed in institutional structures that were
not created for minority populations. Navigational capital is also known as
resiliency which is commonly associated with the African America community.
Social capital is creating a space that provides an abundance of resources and
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different forms of support. Support may include emotional, financial, or academic
support. Once the student obtains the knowledge and wisdom the idea is to
share this information with other individuals within one's community to help
others achieve their goals.
Familial capital is creating a large network of individuals to assist and
support students in attaining their goals. Transcending past the traditional
definition of family, familial capital embraces a variety of communities that can
serve as an extended family member to students. This component is critical to
the African-American students. Familial capital includes institutional agents,
mentors, community members, and peers. These agents can also be found in
community organizations such as church, clubs, organizations, school, and work.
Finally, resistance capital addresses the deficit-minded messages created from
media, school, and community organizations that perpetuate self-doubt, selfhate, and self-sabotage. Instead, resistance capital challenges students to
question, research, and develop a critical consciousness of the oppressive
conditions, climate, and structures around them. The combined forms of capital
described above cultivates community cultural wealth as an opportunity for
underrepresented and marginalized populations to transform their educational
and personal experience into a thriving and successful experience.
External Success Models
Currently there is a large amount of literature that focuses on invalidating
experiences of African-American students. Invalidating experiences primarily
come from institutional agents. Those agents include, instructional faculty, peers,
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administrators, and support services staff. African-American students have
expressed experiences of micro aggressions, discrimination, prejudice, and
racism that have negatively impacted their college experiences (Robinson &
Franklin, 2011; Strayhorn, 2011; Turner, 2011). These experiences have resulted
in students refusing to ask for help, feelings of marginalization, shame, and
isolation on campus. In an effort to transition from oppressive experiences to
empowering experiences. The three external success models addressed are: (a)
Rendon’s (1994) validation theory, (b) Stanton-Salazar’s (2011) empowerment
agents, and (c) Ladson-Billing’s (2009) cultural relevant and responsiveness
practices. These models complement one another with a common theme of the
power and impact of institutional and environmental agents as it pertains to
African American community college success.
Rendon’s validation theory. Rendon (1994) focused upon the impactful
role of institutional agents and transforming the college experience of students of
color through validation. Validation can occur both in and outside of the
classroom. Academic validation is comprised of faculty members expressing a
genuine interest and concern for students. This can be implemented through
engaging students during class and following up with students after class
regarding their academic performance and the creation of an open space in
which students feel faculty members are approachable and treat all students
equally. Out of classroom experiences primarily comes from family, peers,
partners, and community organizations. Validation may include acknowledging
and or praising the student’s educational drive, persistence, or accomplishments.
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The outcomes of a validating learning environment include students feeling a
sense of belonging, self-worth, and value on college campuses. A validating
environment encourages students to thrive and achieve their educational goals.
Stanton-Salazar’s empowerment agents. African American students
interact with a variety of institutional agents throughout their transfer ready
process. Institutional agents may include administration, faculty, instructional
faculty, and support services staff. Stanton-Salazar (2011) discussed the
configurational properties and integrative properties students must develop to
obtain social capital during college. The configurational properties consist of the
depth and strength of relationships, and networks established by students. The
integrative properties consist of the level of investment, trust, and reciprocity
between the student and the institutional agent.
Empowerment agents are also known as non-kin individuals on campus,
and consequently attain high status and power on campus. Institutional agents
have the ability to provide key social and institutional support for students. This
may include highly valued resources, opportunities, services, negotiations,
essential skill development, strategies to navigate the social structure, and
privileges. According to Matin and Salem (1995) institutional agents have the
ability to empower students. Empowerment is defined as obtaining academic,
financial, social competencies, and having access to various forms of power over
one's life and accomplishments. Stanton-Salazar coined the term “empowerment
agents” to describe those agents who assist students in developing a sense of
achievement, critical consciousness, and critical awareness as it pertains to
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institutional policies and practices, societal structures, and environmental
conditions that hinder and or enhance one’s efforts towards goal attainment.
Stanton-Salazar (2011) stated, "Powerful mitigating processes set in
motion by the individual, by community groups, and by empowerment agents that
help historically oppressed communities gain immediate access to key resources
and also enable them to socially construct egocentric networks characterized by
trusting relationships with a constellation of institutional agents that provide often
social and or institutional support" (p. 1092). As it pertains to transfer readiness,
institutional agents key transfer information pertaining to course completion,
support services, academic resources, and valuable information for transferring.
Ladson-Billing’s cultural relevant model. Ladson-Billings’s (2009)
research primarily focuses upon African-American student success with an
emphasis upon cultural relevancy embedded in curriculum. Despite race, gender
or class, her model focuses upon effective practices that build, develop, and
strengthen student success in the classroom. Cultural relevance focuses upon
students’ academic success as well as promoting and educating students about
their culture. According to Ladson-Billings (2009), it is imperative to infuse
history, culture, and prominent role models into lectures and curriculum.
Incorporating culturally relevant pedagogy and practices develops self-efficacy
and positive self-identity. Ladson-Billings (2009) stated, "Culturally relevant
teaching is a pedagogy that empowers students intellectually, socially,
emotionally, and politically by using cultural referents to impart knowledge skills
and attitudes" (p. 20). She believes that students should have an understanding
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and direct connection to their various forms of identity including racial, national,
cultural, and global identities that can be learned and discussed inside and
outside off the classroom.
Ladson-Billings (2009) identified six culturally relevant practices that
successful teachers implemented inside of the classroom: The practices are
teachers having a high self-esteem and high regard for others; teachers feeling a
part of the community and seeing teaching as a way of giving back to the
community and encouraging students to also give back to their communities;
teachers seeing themselves as artist and teaching being a form of art, realizing
that the classroom is not strictly methodical but developmental and evolving:
teachers believing that all students can succeed: teachers made direct
connections between students community, national and global identities:
teachers seeing education as digging knowledge out of students. Ladson-Billings
(2009) culturally relevant pedagogy model provides not only instructional faculty
but also other practitioners with a variety of approaches, practices, and concepts
to address incorporating culture into education. Contributing to not only their
academic excellence but also personal development.
Review of the Scholarly Empirical Literature
The scholarly empirical literature provides an overview of critical
community college transfer practices, programs and initiatives that contribute to
transfer readiness and degree completion.
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Community College Transfer Practices, Programs and Initiatives
Community colleges were developed to provide a lower division liberal
arts education as a transfer pathway to four-year universities (Cohen et al.,
2016). One of the paradigm documents that set the foundation for the role of the
community college is the 1960 California Master Plan (Committee on Measures
of Student Success, 2011). The California Master Plan (1960) clearly defined the
role of community colleges. The California Master Plan (1960) stated, “Junior
colleges shall offer instruction through but not beyond the fourteenth-grade level
including, but not limited to one of more of the following: (a) standard collegiate
courses for transfer to higher institutions, (b) vocational-technical fields leading to
employment, and (c) general, or liberal arts courses” (p. 2). Although this plan
has provided a blueprint for the transfer function, community colleges have not
fully implemented the master plan (Official California Legislative Information,
2015).
Next, specific community college programs, state mandated initiatives and
institutional agents that support the transfer mission will be examined. The
initiatives highlighted below are (a) transfer centers, (b) SB 1440 associates
degree for transfer (ATD), (c) articulation, (d) transfer admissions guarantee
(TAG), (e) dual enrollment, (f) community college-university partnerships, and
(g) specialized transfer programs. I highlight each initiative below.
Transfer centers. During the fall of 1985, the transfer center pilot was
implemented based on legislation AB 1725. Transfer centers were established to
increase transfer readiness for underrepresented populations. Underrepresented
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populations included first generation, disabled, and low-income students. The
transfer centers typically include a transfer director, counselors, articulation
officers, and a variety of workshops on transfer preparation to a variety of
universities. Transfer directors also establish relationships with four-year
universities to create effective transfer pathways. The California Community
College Transfer Recommendation Guidelines (2014) stated: “While it is clear
that transfer centers serve as the focal point of community college transfer
activities, the work of improving transfer is the responsibility of the institution as a
whole including campus administration, faculty and student services programs, in
cooperation with the baccalaureate-level universities” (p. 11).
SB 1440 associates degree for transfer. The Student Transfer
Achievement Reform Act (SB1440) required community colleges to create
associate degrees for transfer (ATD) that guarantee a prescribed curriculum to
transfer from a community college to a four-year university with an associate’s
degree. The development of additional ATD’s are still in progress and awaiting
approval on various California community college campuses. The types of ATD’s
offered to students are different across many community college campuses
based upon local workforce needs (Official California Legislation, 2015).
Transfer admissions guarantee program. The Transfer Admissions
Guarantee Program (2016) consists of selected Universities of California schools
and California State Universities that guarantee California community college
students admission based upon specific requirements. Students are required to
complete an online TAG application by the specified deadline. Complete a
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specific amount of college level transferable units and have a specific grade point
average based upon the TAG campus. Students are responsible for applying to
the UC campus during the filing period (University of California, 2015).
Articulation and credit transferability. Curriculum articulation is an
essential part in the transfer ready process. Many efforts are dedicated to
including faculty, administrators and staff in the transfer process. Key players
include admissions and records, counselors, transcript analyst, and articulation
officers. However, no system has yet solidified to ensure that students obtain all
of their credits for transfer (Cohen et al., 2016). According to Cohen et al. (2016)
community colleges are faced with many challenges regarding the transfer
function. Due to flexible enrollment students are allowed to enroll at multiple
community colleges which may impede upon credit transferability to four year
universities.
Dual and co-current enrollment. Dual and co-current enrollment offers
high school students an opportunity to take college level course during high
school. Dual enrollment was implemented to offer accelerated learning
opportunities. Courses offered include career technical and academic
coursework. Dual enrollment promotes college access, persistence, college
coursework completion, transfer readiness and degree completion (Cassidy,
Keating, & Young, 2010). Co-current enrollment offers students the opportunity to
take two courses in the same subject matter simultaneously.
Two year and four-year partnerships. Establishing alliances between
two-year and four-year universities has been an ongoing topic for the past 20
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years. The majority of transfer partnership literature focuses on articulation
agreements which consist of a formal agreement between two- year and fouryear universities regarding the type of transfer curriculum appropriate for transfer.
Community college university partnerships includes summer bridge programs,
four-year college faculty engagement, scholarships, and access for underserved
populations (Kisker, 2007).
Specialized African American and transfer programs: Umoja
programs. A specialized community college program for African-American
students that promotes transfer readiness is the Umoja program. Umoja was
developed at Diablo Valley College in October 2006.Umoja serves economically
disadvantage students catering to African-American student success. Umoja is
recognized by many major trustees, governing boards, and senates. Umoja
programs consist of college orientation, counseling, educational planning,
transfer preparation, financial aid education, and professional development
(Patton, 2006; Umoja Community Organization, 2015).
Institutional Agents
The transfer ready process requires students to engage with a variety of
agents who provide key transfer resources, financial support, academic
resources, and personal support. Below I highlight two key institutional agents
counseling faculty and instructional faculty.
Counseling faculty. Counselors assist students in creating a
comprehensive educational plan that is manageable and realistic for each
individual student. Students heavily rely on counselors’ professionalism and
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expertise in the area of transfer curriculum and degree completion (Ellis, 2013).
Counselors are expected to be well-versed in transfer curriculum for public,
private, out of state, and not for-profit colleges. Transfer requirements and
curriculum vary at each type of institution. Therefore, it is essential for counselors
to receive ongoing training and information pertaining to updates and changes in
transfer requirements.
Training and professional development regarding transfer curriculum
varies at each institution. Inaccurate information from a counselor may cause a
student to delay their transfer and/or degree completion process, which may
result in dropping out. It is essential that counselors are well informed.
Counselors level of engagement, follow up, and rapport building with students
play a critical role in persistence, transfer preparation, and overall student
success (Bensimon, 2007; Deil-Amen, 2011).
Instructional faculty. In addition to educational planning, community
college students spend the majority of their time inside of the classroom
(Bensimon, 2007). Instructional faculty play a critical role in whether or not
students persist and complete their transfer curriculum. A large amount of
research has conveyed the critical component of student- faculty engagement
(Deil-Amen, 2011). Research indicates that faculty serve as agents to student
success. Furthermore, studies find that faculty are not well-versed nor do they
communicate with students about the transfer ready process (Tatum, Howard, &
Monzon, 2006).
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Conceptual Framework
The conceptual framework for this study is grounded in two broad areas.
The first area includes internal factors that include student’s backgrounds, habits
and characteristics. The second major area is external factors that include
institutional and environmental factors.
Internal Factors
The literature suggests that specific internal factors impact African
American student success. Three significant findings include (a) students’
academic preparation, (b) student characteristics, and (c) student backgrounds.
Student academic preparation. The literature indicates that pre-college
preparation has a major impact on transfer readiness and degree completion
(Crisp & Nora, 2010; Goldrick-Rab, 2010; Miller et al., 2011; Redmond, 2011).
Pre-college factors that impact transfer readiness and degree completion are
grade point averages (Nakajima et al., 2012; Strayhorn & Johnson, 2014), high
school ranking, and pre-college programs (Crisp & Nora, 2010; Flowers, 2004).
Redmond (2011) found a significant relationship between pre-collegiate
background and college success for African American students.
Researchers have indicated that students’ academic preparation plays a
significant role in persistence, transfer, and degree completion (Crisp & Nora,
2010; Miller et al., 2012, Porchea, Allen, Robbins, & Phelps, 2010; Nakajima
et.al, 2012). The Student Readiness Inventory (SRI) validity study found that
students with increased academic preparation resulted in a higher likelihood of
transferring to a four-year as opposed to dropping out (Porchea et al., 2010).
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Adelman’s (2006) study reported that students who completed gatekeeper
classes such as college level courses have a higher chance of achieving a
bachelor degree.
A significant amount of the literature has also discussed community
college students’ need for remedial or developmental courses, which has a
negative outcome on transfer readiness (Attewell, Domina, & Levey, 2006;
Bailey, Jeong, & Cho, 2010; Calcagno, Crosta, Bailey, & Jenkins, 2007;
Hagedorn, Moon, Cypers, Maxwell, & Lester 2006). Two studies discovered that
more than half of community colleges students take at minimum one
developmental course (Bailey et. al. 2010) and one remedial course (Attewell et
al., 2006).
A monetary cost is associated with taking remedial and developmental
courses. Melguizo, Kienzll, and Alfonso (2011) found that students spent 60% in
remedial courses and 40% of their time completing college-level transferable
courses. Furthermore, students spent five years enrolled at a community college
and paid $7000 on remediation needs compared to the $4000 students who
completed transferable courses only. These studies illustrate that there is a large
community college population enrolling in remedial and developmental courses,
which causes a delay in transferring and increases educational costs to complete
the appropriate courses.
Student background. Community college students’ background and
external obligations are diverse and play a role in their success. A significant
amount of the literature has illustrated that community college students are more
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likely to be employed during their college tenure (Batts & Pagliari, 2013;
Monaghan & Attewell, 2014; Nakajima et al., 2012; Porchea et al., 2010; Wood &
Williams, 2013) and are also involved in parenting (Strayhorn, 2010; Turner,
2011; Wilson & Cox, 2011; Wood, 2012). Batts and Pagliari (2013) found that
students worked 40 hours a week in addition to going to school. The level of
parental education is a major theme in the success of obtaining a degree (Crisp
& Nora; 2010; Crisp & Nunez, 2014; Walpole, Chambers, & Gross, 2014; Wang,
2012; Wood, Navarez, & Hilton, 2012). Furthermore, research indicates the
cultural capital is directly correlated with African American student success
(Baber, 2014, Gold, 2011; Sandoval-Lucero et al., 2014; Turner, 2011; Wilson,
2014; Wise, 2011).
Student demographics. Research has identified specific demographic
factors that impact student success (Lundy, 2010; Wilson, 2014; Wood et al.,
2013). Lundy (2010) conducted a study using the Beginning Post-Secondary
Students data set and completed a descriptive analysis on ethnicity/race, gender,
and socio-economic status. The results indicated that 58.9% of the total student
population studied obtained a bachelor degree in six years. Based upon ethnicity
and race, Asians and Whites had the highest percentages rate (70.7% and
62.0%) compared to Latinos and African Americans rate (46.7%and 42.4%).
Wood et al. (2013) found that age, race, and disability are related to transfer.
Socio-economic status was a significant indicator for student success
(Bragg & Durham, 2012; Strayhorn, 2010). Students with low income status had
difficulty purchasing academic supplies for school. Additionally, age was a
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significant finding pertaining to African American student’s level of satisfaction
with college (Strayhorn, 2010; Strayhorn & Johnson, 2014; Wood, 2013).
Strayhorn (2011) administered the community college student experiences
questionnaire with an ex post facto survey design with 5,193 African-American
student participants. The participants identified their level of satisfaction. One of
the significant findings was that age played a critical role in the level of
satisfaction with attending college.
External Factors
A significant body of research has addressed the role of the community
college student’s experience as it pertains to transfer readiness. The four major
themes are (a) institutional commitment, (b) financial aid, (c) student support, and
(d) institutional agents.
Institutional commitment. A large amount of literature focuses on
institutional commitment to the transfer mission (Berger & Melaney, 2003; Chase
et al., 2012; Handel, 2006; Serban et al. 2008; Suarez, 2003; Transfer Velocity
Project 2007-2010). Community colleges that place transfer success as their
number one priority have higher transfer rates (Cohen et al., 2016). The Transfer
Velocity Project (2007-2010) completed a case study of seven California
community colleges and identified those institutional factors that contributed to
higher transfer rates. These institutions cultivated a strong transfer culture,
student centered institution and comprehensive support.
Handel’s (2006) study determined that community college and university
partnerships supported a transfer going culture. Interwoven in the institutional
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culture was the belief that transfer readiness is attainable. Rigorous curriculum in
the areas of critical thinking, writing, mathematics, and science were offered with
high quality instruction. Innovation was embedded within program development
and instruction. Research-based pedagogies and development of intensive
academic support program such as peer tutoring, academic counseling, and
effective learning techniques were implemented.
Suarez (2003) used an exploratory study to determine factors that
contributed to transfer success of community college students. She interviewed
counselors, administrators, and students. Suarez (2003) stated that "institutional
factors that stakeholders identified included institutional commitment to transfer,
validation by staff and faculty, role models, community college flexibility, transfer
readiness as a shared responsibility, and minority students support programs”
(p. 4). Craig and Ward (2007) found that institutional practices and policies
played an intricate role in student retention and success. Findings included that
effective communication with students was essential to their success.
Development of academic intervention strategies, allocation of sufficient
resources to improve academic services, counseling, and career advising prior to
entering a four-year university were essential. Berger and Malaney (2003)
examined the pre-transfer experiences of community college students aspiring to
transfer to a four-year university. The study consisted of telephone surveys,
interviews, and a standardized instrument. The findings indicated that community
colleges play a critical role in preparing students to transfer to a four-year
university.

63
The researchers indicated that students’ involvement in transfer
preparation plays a significant role in transition and adjustment to a four-year
college. Furthermore, the findings suggested that community college leaders
need to make a commitment to actively engage students in the transfer process
and establish a transfer going culture. Moreover, community college educators
need to pay attention to both the process of transfer preparation and transfer
outcomes.
The Pell Institute for the Study of Opportunity in Higher Education
conducted a study to determine effective institutional practices that facilitate
degree completion for community college transfer students, focusing on
institutional practices that facilitate students transferring out of the community
college (Miller et al., 2011). Findings regarding community colleges’ role in
transferring out, determined that creation of academic pathways for students,
such as articulation was important, as was a student centered environment,
culturally sensitive leadership, and counseling (Miller et al., 2011).
Financial aid. A major theme related to transfer readiness for African
Americans was access to financial aid (Crisp & Nora; 2010; Gard et al., 2012;
Ishitani, 2006; McKinney & Navack,2013; Miller et al. 2011; Nakajima et al.,
2012; Turner, 2011; Wise, 2011). Using the Beginning Post-Secondary Student’s
Longitudinal Study, Crisp and Nunez (2014) found that out of 1360 student
participants studied, only 39% successfully transferred to a four-year institution
within six years. Degree expectations were identical between all students despite
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race however the types of institutions attended were different based upon
enrollment sizes and financial aid offered to students.
Carter, Paulsen, and St. John (2005) facilitated a study on the relationship
between college costs and persistence of African-American students and White
students. The findings indicated that African-Americans had a larger financial
need to pay for college. Furthermore, African-American students were more likely
to attend a less expensive college. Therefore, financial aid was an increased
intrinsic value for African-American students. Habley and McClanahan (2004)
discovered that financial aid availability and student employment opportunities
were two essential institutional factors that influenced attrition.
Crisp and Nora (2010) conducted a logistic regression analysis to test
factors that influenced the persistence levels and transfer decisions of students
of color. Financial aid support was one of the major influences on persistence
and transferring to a four-year university. Another study by Cabrera, La Nasa,
and Burklum (2001) found that students wanting to transfer to a four-year college
who received loans had a 22% chance to transfer whereas students from low
socio-economic status who received loans had 11% chance of transferring.
D'Amico, Morgan, and Robertson (2011) studied first year students consisting of
three cohorts using an exploratory descriptive analysis. The researchers used a
backward binary logistic regression to determine factors that contribute to student
achievement and retention. Findings showed that financial resources were a
strong predictor for student persistence.
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Ishianti (2006) used event history modeling and national data sets and
found that financial aid positively affected first generation students’ retention in
the forms of grants and work study during their first year. This research indicated
that community college students have multiple competing obligations.
Accessibility and availability of financial resources played a significant role in
students of color persistence. Turner (2011) conducted interviews using a
qualitative method to determine motivation to successfully attain ones
educational at a community college. Factors that supported African American
students’ persistence were faculty influence, financial support, family, peers, and
mentor support.
Student support. Current literature on African American support systems
that exists includes family support, specialized academic programs, mentorship,
and peers (Baber, 2014, Bates, 2012; Harper, 2009; Harris & Wood, 2013;
McGlynn, 2013; Patton, 2006; Sandoval-Lucero et al., 2014). Baber (2014)
conducted a qualitative study to explore factors that supported African-American
males in transition to the community college. The findings included family,
academic and peer support as critical to their success as well as other key
resources such as administrators and instructors identified as important to the
transition of African American males.
Gold (2011) conducted a qualitative study consisting of focus groups. Her
findings discovered specific community cultural wealth aspects that the AfricanAmerican females utilized during college. The overarching theme was academic
support programs created a space for students to develop and thrive. The major
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findings included community cultural capital; linguistic, social, navigational, and
aspirational capital. Findings indicated that African American women were able to
develop in the areas of community service, peer mentoring, and networking due
to utilizing the above-mentioned community cultural wealth components.
McGlynn’s (2013) study reported key characteristics for the success of students
of color in transferring to include Educational Opportunity Program & Services
(EOP&S) and Care, Puente, Adelante, and UMOJA programs. Furthermore,
Patton (2006) found that Black Collegians programs played a significant role in
the success of African American students. Jenkins (2007) study on institutional
effectiveness and student success found that high impact colleges included
targeted support services that met the needs of minority students.
Mentorship was a key indicator for African American student success
(Gold, 2011; Robinson & Franklin 2011; Wilson, 2014; Wise, 2011). Robinson
and Franklin (2011) conducted an exploratory phenomenology study on African
American woman identifying the needs of this population by utilizing storytelling.
The prominent finding was that mentorship and support systems were critical to
their success.
Support for African American students was also strongly connected to
family support (Baber, 2014; Buttaro, Battle, & Pastrana, 2010; Capps, 2012;
Mattison, 2013; Sandoval-Lucero et al., 2014; Turner, 2011; Wise 2011).
Mattison’s (2013) study of African American female community college students
found that participants’ motivation to attend college stemmed from family, friends,
and their children. Causey, Livingston, and High (2015) examined factors that
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contributed to African-American college students’ self-esteem. The results
indicated that parental involvement contributed to African-American college
students’ self-esteem. Furthermore, empirical research found the strong
influences of peers was a significant support system for African American
students (Gold, 2011; Turner, 2011; Walpole, Chambers, & Gross; Wood &
Palmer, 2014). Wood and Palmer (2014) used the community college survey of
student engagement consisting of a total of 699 institutions totaling to 443,818
African-American male student participants as the basis for their study. One of
the significant findings was peer relationships/support and extracurricular
involvement increased the likeliness of transfer for African-American males.
Institutional Agents
Literature addressing institutional agents that play a significant role in
transfer readiness comprise of two major themes (a) instructional faculty (b) and
counseling-faculty.
Instructional faculty. As it pertains to institutional agents, faculty’s impact
on transfer success has been a major theme in literature (Baber, 2014; Borglum
& Kubala, 2000; Deil Amen, 2011; Goldrik-Rab, 2010, Nakajima, et al., SandovalLucero et al., 2014; Settle, 2011, Stayhorn & Johnson, 2014; Sutherland, 2011;
Turner, 2011; Wise, 2011; Wood & Turner, 2011; Wood et al., 2012). According
to Deil Amen (2011), institutional agents have a significant role in influencing
success or failure of student’s. Faculty are the consistent point of contact for
community college students. Varied experiences of faculty-student interactions
have been researched found that faculty-student interactions ranged from
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discouraging and unsympathetic, to approachable, helpful, and understanding.
Using a qualitative explorative process, Deil-Amen (2011) found the
approachability and accessibility of faculty played an intricate part in students’
feelings of belonging, intellectual acceptance, and comfort. Out of classroom
opportunities to meet with faculty and receive additional support and assistance
was important to student’s success.
Strayhorn and Johnson (2014) used a multi-variant analysis with 315
Black women to determine students’ level of satisfaction with the community
college programs, services, and support. One of the strongest influences on
satisfaction as it pertains to black women at community colleges was faculty
engagement. A study by Nakajima et.al. (2012) determined that faculty played a
significant role in moving students through academia and the transfer pipeline.
Baker (2015) conducted a study of freshmen using a national longitudinal
survey design of freshman. Twenty-eight selective colleges and universities were
selected, which resulted in 3,924 student participants. The significant finding was
that African-American students primary social support on campus that increased
success was direct support from faculty of color. A considerable amount of
literature has shown that faculty and administrators of color can serve as mentors
and role models for students of color. Sandoval-Lucero et al. (2014) conducted
focus groups with 22 African-American and Latino students at an urban
community college. The top three themes from the focus groups concerned
relationships with faculty members. Faculty played a significant role in the
success of students of color. Wood and Williams (2013) study also found
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significant that African American males were more likely to succeed with
increased faculty interaction.
Borglum and Kubala’s (2000) case study found that students who were
academically and socially integrated had positive interactions with faculty.
Students had a positive regard for faculty and a high level of engagement.
Furthermore, students appreciated the class sizes, courses offered, the timeframes for classes, counselors, and the orientation process. The overarching
theme is that faculty played a prominent role in the success of community college
students. Wood and Turner’s (2010) study determined that positive faculty
relationships included engagement, encouragement to succeed, attentiveness,
and a genuine concern for African American male students.
Counseling faculty. Counseling is an important component of transfer
success with mixed reviews regarding the effectiveness of dissemination of
accurate transfer information (Allen, Smith, & Mueheleck, 2013; Borglum &
Kubula, 2010; Ellis, 2013; Gard et al., 2012; Goldrick-Rab, 2010; Settle, 2011;
Wise, 2011; Wood et al., 2012). Wilson (2014), conducted a qualitative study
using semi-structured interviews and follow up questions of eighteen AfricanAmerican students. The findings indicated that students who utilized academic
advising obtained community cultural wealth and were able to navigate the
transfer process more efficiently. Ellis (2013) qualitative study reported that
students wanted counselors to obtain professional development in the transfer
process to ensure that accurate information was disseminated. Ellis (2013) found
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that the counselor student ratio was vastly unequal. Furthermore, students
complained about inadequate advising regarding transfer curriculum.
Allen, Smith, and Mueheleck (2013) surveyed 26,211 students around
twelve advising functions. The highest rated function for pre-transfer students
was receiving accurate information from advisors. Gard, Paton, and Gosselin
(2012) administered a descriptive exploratory study using semi-structured
interviews, focus groups and follow-up surveys to determine impediments to
successful transfer experiences. Findings illustrated that counseling and
advisement played a critical role in their transfer experience. Well-versed and
skillful counselors were helpful to students as opposed to inefficient counselors
that resulted in students taking nontransferable courses.
Gandara, Alvardo, Driscoll, and Orfield (2012) conducted a study
consisting of five California community colleges. The researchers used a case
study design by interviewing key stakeholders including administrators, transfer
counselors, transfer directors, and financial aid professionals. The results
indicated that successful transfer readiness was due to effective counseling.
Chapter Summary
The chapter begins with an introduction of transfer readiness and an
overview of the African American educational pipeline and multiple theoretical
frameworks that were applied to this study. A summarization of transfer
practices, programs and initiatives were addressed. Chapter 2 illustrated two
major themes regarding factors that contributed to African American community
college students successful transfer readiness. The two major themes included
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internal factors and external factors. First, the chapter provided a concise
summary of what research shows about transfer readiness as it pertains to
internal factors that contribute to successful transfer readiness that included
internal factors such as student academic preparation, background, and
demographics. Secondly, external factors were addressed including
environmental influences and institutional agents. The first external factor was
environmental influences which consisted of different forms of support such as
family, peers, and other community organizations. Other external factors included
instructional faculty and counseling faculty who played a significant role
throughout the transfer preparation process and were known as key transfer
agents. Type your chapter summary content here.

72

CHAPTER 3
METHOD OF INQUIRY
Community colleges are experiencing plummeting transfer rates
(Community College Research Center, 2016). Low transfer rates result in lack of
degree completion and consequently a U.S. workforce that is considerably
depleted in terms of abilities and preparedness. As a direct pathway to degree
completion, California community colleges are expected to create effective
transfer pathways to support the degree completion agenda. To increase degree
completion Student Success and Support Programs (SSSP) and the Student
Equity Program (SEP) were established at all California community colleges.
These initiatives were a response to the historical and systemic institutional
oppression of underrepresented student populations, resulting in an increasingly
large number of minority students not attaining their educational goals (California
Community College Chancellors, 2016; Student Success Scorecard, 2016).
One of the primary student populations addressed in SSSP and SEP are
African American community college students. In an effort to identify and
maximize effective success strategies, this study focused on factors that
supported transfer readiness for African American community college students.
As one of the primary community college student populations, African American
transfer ready student participants provided an in-depth perspective on their
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strengths, assets, institutional, and environmental factors that supported their
transfer preparation.
Identifying and implementing effective research methods to capture the
true and authentic experiences and educational outcomes of African American
community college students is a mandated requirement for both SSSP and SEP.
The data driven mandate requires community colleges to disaggregate and
identify specific populations that are historically and systemically impacted and
create initiatives to eliminate equity gaps and increase the identified student
success indicators (access, course completion, basic skill development, transfer
readiness, and degree completion). Creation of effective research methods and
designs ensure that community colleges implement data driven decision making,
tailor fit programs for specific student populations, and engage in culturally
relevant practices and accommodations for African American community college
students as well as other impacted community college student populations.
The purpose of this qualitative study is to understand and illuminate
African American community college students’ voices pertaining to factors that
contribute to their transfer ready success. This study specifically focused on the
pre-transfer process that included the academic, social, and personal preparation
process for transfer readiness. The research questions that guided this study
were:
1.

How do African American community college students describe
their successful transfer readiness process?
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2.

What leads to African American community college students’
successful transfer readiness, taking into consideration both
institutional agents and environmental influences?

The research questions captured African American community college
students’ understanding of successful habits, assets, strengths, as well as
institutional and environmental factors that supported their transfer readiness.
Chapter 3 begins with an overview of the qualitative methodology utilized
for this study, including advantages and disadvantages of the chosen research
method. Also discussed is the rationale for utilizing both transformative and
pragmatic philosophical frameworks, Schlossberg et al. (1995) transition theory
and additional success models tailored to African American student success. A
detailed description of the research design including the setting, sample, step by
step data collection process, instruments used for the study, and data analysis
are explained. Finally, the chapter concludes with my role as the researcher and
the chapter summary.
Qualitative Methodology
The methodology used for this study was explorative and descriptive.
Justification of why an exploratory-descriptive approach for the research was
best fit for this study will be explained. According to Creswell (2013) qualitative
research explores a specific phenomenon through the collection of data.
Qualitative research does not offer definitive findings. It offers instead a wide
range of alternatives and solutions to the research questions (Mack, Woodsong,
MacQueen, Guest, & Namey, 2005). This study utilized a strength-based
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approach, adding to the current literature on African American Community
College students’ success, with an emphasis upon successful transfer readiness.
Moreover, qualitative research was chosen to provide a platform and voice for
African American community college students regarding their strengths, assets,
institutional, and environmental best practices to add to the limited research in
this area.
This study utilized an inductively logical approach, which is commonly
used in qualitative research. This approach was described by Creswell (2014) as
follows:
Qualitative researchers build their patterns, categories, and themes from
the bottom up by organizing the data into increasingly more abstract units
of information. The inductive process illustrates working back and forth
between the themes and the database until the researchers have
established a comprehensive set of themes (p. 187).
The first stage of the inductive research process consisted of gathering
data. Data was collected through the examination of official archival college
documents, a pre-questionnaire, and semi-structured interviews. The interview
questions consisted of open-ended questions to identify strengths, assets, and
best practices as well as institutional and environmental aspects relevant to the
study. This holistic approach assisted in knowledge building and in gaining an indepth understanding of transfer readiness for African American Community
College students.
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The second phase included analyzing the data collected to determine the
emergent themes. Dedoose, a qualitative analysis software, supported
accurately coding, and organizing the data. Finally, based upon the major
themes, I identified broad patterns and generalizations within the collected data.
Twenty emergent themes were found and then collapsed into eight major
emergent themes. Dedoose also assisted in analyzing the data by providing
charts, graphs and frequency distributions, which captured both qualitative and
quantitative data. The eight emergent themes were then compared to past and
current literature, which supported the validity of the findings. The three major
areas implemented for this study were (a) student participant focus,
(b) reflexivity, and (c) a holistic approach.
Student Participant Focus
As the researcher, I solely depended upon the student participant’s
archival documents, pre-questionnaire, and interview data. Relying exclusively
on the participants’ experiences, narratives, and examples assisted in
understanding African American community college students’ perceptions of
successful transfer readiness. Qualitative research seeks to find the true essence
of the problem being studied, and relies on the real-life stories of the participants
to better understand the phenomenon. The next key qualitative component
addressed is reflexivity.
Reflexivity
As stated above this study relied solely on the participants’ narratives in
order to understand successful transfer readiness of African American
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community college students. As the researcher, I did not want to impose nor
influence the direction of the study. Therefore, I took a significant amount of time
to write and reflect on my personal background and academic experiences in
higher education in order to identify potential biases or potential interpretative
bias of the data collected. My goal as the researcher was to ensure that none of
my influences or experiences greatly impacted the data to a degree that the true
and authentic experiences of the participants were diluted. Notating and
reflecting was an ongoing process throughout the data analyzing stage. Later in
this chapter I describe in detail my role as the researcher. Next I will discuss the
holistic approach for this study.
Holistic Approach
One of the primary characteristics and strengths of qualitative research is
offering a comprehensive account of the participants’ experiences. This study
included a variety of methods to capture the true essence of the participants
transfer readiness experience. These methods included (a) student archival
documents, (b) pre- questionnaire, and (c) semi-structured interviews.
Additionally, the backgrounds and characteristics of the participants were
diverse. The participants were both male, female, first generation college
students, parents, employed students, basic skill students, and college ready
students. Having multiple venues for data collection and varied participants,
helped capture a holistic account of the twenty African American community
college students who participated in the study. In the section below, I describe
the advantages and disadvantages of qualitative research.
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Advantages and Disadvantages of Qualitative Research
Qualitative research has its advantages and disadvantages. The
advantages include an in-depth and detailed perspective from the selected
student participants. Participants offer narratives and lived experiences that
capture the essence of each participants’ transfer ready experience.
Furthermore, qualitative research offers a variety of data collection instruments
including archival data, text, narratives, interviews, focus groups, case studies,
and observations, all of which offers rich and descriptive research. Qualitative
research is also known to provide a voice to marginalized, under-represented,
and muted populations (Creswell, 2015).
Currently there is limited research regarding internal and external factors
that contribute to successful transfer readiness for African American community
college students. Therefore, this study offered a voice for African American
community college students in hopes of illuminating their assets, strategies,
strengths, as well as effective environmental and institutional best practices.
Furthermore, qualitative research offers community college practitioners with
effective and successful institutional and environmental practices from the
students’ perspective. According to Mack et al. (2005) qualitative research
“evokes responses that are meaningful and culturally salient to the participants”
(p. 4). Descriptive research creates an opportunity to understand and capture
valuable and raw data for key stakeholders.
Disadvantages of qualitative research include limited generalizability.
According to Creswell and Plano Clark (2011), the number of participants needed
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for the qualitative research results in a smaller sample size. Typically, qualitative
research has a small sample population that only speaks to that limited student
population as opposed to a larger and broader population. Therefore, the findings
cannot provide an accurate account of all African American community college
students transfer ready experiences and solely captures the experiences of the
participants studied. Therefore, qualitative research relies heavily on the
participants lived experiences and is highly subjective in nature. Another
disadvantage is the data analysis process for qualitative research can be timeconsuming because it consists of multiple interviews, transcribing, coding, and
summarization (Creswell, 2015). Because the high dependency on the
participants, the researcher is constantly in communication with participants to
ensure the data collected is correct (Creswell, 2015).
The philosophical frameworks supporting this qualitative study were a
transformative framework and pragmatism. According to Creswell (2013), “The
basic concept is that knowledge claims must be set within the conditions of the
world today and in the multiple perspectives of class, race, gender, and other
group affiliations” (p. 27). Creswell’s quote embodies the importance of collecting
data that illuminates the voice of non-dominant populations, spanning across a
diverse set of perspectives. Most importantly a transformative and pragmatist
perspectives promote institutional reformation for the betterment of underrepresented student populations. Both the transformative and pragmatism
frameworks are described below.
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A transformative framework seeks to implement needed change to
improve the overall advancement of marginalized populations. Ensuring that just,
equitable, and inclusive practices are implemented in various influential social
structures such as higher education is a key area of transformative philosophy.
This study specifically captured success factors contributing to transfer readiness
for African American community college students, in hopes that the findings of
this study will provide key policy makers with best practices and strategies that
will increase the success of African American community college students. This
requires key administrators to implement changes in policy, procedures,
programs, and approaches to instruction and support services for African
American community college students. Furthermore, a transformative framework
requires a shared governance approach to address inclusivity requiring
counseling faculty, instructional faculty, support services, and students to come
together to discuss the “why” and “how” to make effective institutional change to
increase transfer readiness for African American community college students and
other impacted groups (Creswell & Plano Clark, 2011).
Pragmatism was also chosen as a philosophical framework for this study
due to the action-oriented nature of identifying what works effectively. A
pragmatic approach explores, examines, and understands the findings.
Pragmatism also focuses upon what works in terms of discovering best practices.
For this study, the student participants shared factors that effectively worked as it
pertained to successful transfer readiness. The pragmatic goal is to share the
effective strategies, institutional, environmental, and other helpful resources in
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hopes of implementing and maximizing the identified best practices to increase
transfer readiness for African American community college students. I will now
discuss the research methods for this study (Creswell, 2013).
Research Methods
The purpose of this study was to inform diverse key stakeholders about
factors that contributed to African American community college students transfer
readiness. Key stakeholders include higher education practitioners, faculty, staff,
parents, policy makers, community members, and aspiring community college
transfer students. This section explains the methods used to conduct the study. A
detailed overview of the methods includes (a) the setting, (b) the sample, (c) data
collection and management, (d) instrumentation, (e) procedures, (f) data analysis
and interpretation, and (g) validity and trustworthiness. Lastly the chapter
concludes with my role as the researcher and the chapter summary.
Setting
Creswell (2012) defined a setting as "narrative research that may include
friends, family, workplace, home, social organization, school, or place in which a
story physically occurs" (p. 628). For this study the setting is located at Santa
Monica College (SMC) a two-year community college that serves approximately
45,215 students and over 80 fields of study (Student Success Scorecard, 2016).
The college campus is located in a suburban setting and known for having one of
the most diverse/international student populations. This campus is identified as a
Hispanic serving institution according to the U. S. Department of Education
(2011). The student demographic consists of Hispanic 34.3%, White 31.8%,
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Asian-Pacific Islander's 13%, Black 8.8%, and Multi-ethnic 3.7% (Student
Success Scorecard, 2016). The college serves a larger number of female
students in comparison to males. The primary age group is 20-24 at 37.7%.
Seventy percent of students’ attending SMC have the educational goal of
obtaining a degree, certificate and/or transfer preparation to a four-year university
(Student Success Scorecard, 2016).
SMC has created a transfer culture due to their commitment and ongoing
dedication to the transfer mission. SMC has a prominent reputation and legacy of
being the top transfer school to prestigious universities such as UCLA, USC and
LMU in southern California (Santa Monica College, 2016). Beyond southern
California, SMC has a strong international student population providing the
campus with multi-national status and prestige. This campus offers an expansive
transfer center consisting of a department chair, transfer director, over 120
counselors spanning across the entire campus, articulation officer, transcript
evaluators, and weekly campus visits from a variety of college representatives
from an array of universities across the United States and internationally (Santa
Monica College, 2016). During the university application season, the campus
offers an overflow of transfer workshops consisting of CSU and UC application
information sessions, personal statement workshops, private university, and out
of state application information sessions. The campus also has a variety of high
touch transfer programs that include intrusive counseling, direct transfer
pathways, and access to general education courses (Santa Monica College,
2016).
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As stated earlier the campus is known to be the number one University of
California transfer community college campus and has collaborated with UCLA's
Center for Community College Partnerships (CCCP) with the primary purpose to
inform, motivate, and prepare students to transfer from a California community
college to a prestigious research university. The UCLA CCCP includes
specialized programs to intentionally address the disproportionate rate of
community college African American students, Latino students, and Native
American students transfer readiness. Understanding that the transfer
preparation process is a collaborative and collective initiative between the
student, community college and four year universities. According to the Student
Success Scorecard (2014), as of fall 2012, 69.9% of the student population
completed transferable courses. Additionally, 73.8% of the student population
either completed a degree, certificate, and or transferred.
Access and Participant Confidentiality
As a current faculty member at SMC, I met with the institutional research
department to obtain approval to conduct my study. Approval from the
institutional research department for this study was in accordance with the IRB
process for Cal State Fullerton’s IRB procedures. I received approval of all of the
research instrumentation and protocols by SMC’s institutional research director
via email.
My ultimate goal as the researcher was to create an inclusive experience
for the participants. Therefore, it was imperative that I was conscious of my
language, gestures, and facial expressions throughout the data collection

84
process. During the semi-structured interviews, I was transparent and
forthcoming regarding the purpose and goals of the study. Prior to beginning
each interview, I made it a point to develop rapport to establish a trustworthy and
open environment for participants. Check-ins were administered throughout each
interview to ensure that participants were comfortable and accommodated.
Sample
According to Tashakkori and Teddlie (2010), “Sampling is the process of
selecting a subset or sample unit from a larger group or population of interest,
and its purpose is to address the study’s research question” (p. 356). For this
study, I used purposeful sampling which is intentional in selecting a specific
population and or specific environment for a study (Creswell, 2012). The targeted
population for this study were 10 African American community college females
and 10 African American community college male students who were transfer
ready. A total of twenty students were chosen to ensure that the study reflected a
range of study participants’ perspectives on successful transfer readiness.
According to Creswell (2015) the total number of participants needed is
determined by saturation. Saturation is the point in which no new data or results
are available. By the twentieth interview the data became repetitious and
saturated. Transfer ready for this study implied the following criteria: (a) a 2.5
cumulative grade point average, (b) self-identified African American or Black
community college students, both male and female, and (c) successful
completion of the required transfer curriculum.
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All of the student participants self-identified as either African-American or
Black descent. The age of twelve of the students ranged from 18-24 and eight
participants were over 25 years of age. All of the students entered SMC at the
basic skill English and/or math levels, with the exception of three of the student
participants who assessed into college level English and math. The majority of
the students were non-science majors with the exception of two, who were
specifically in the pre-med and chemical engineering tracks.
The number of years it took the participating students to achieve transfer
readiness ranged from two years to 17 years. All of the study participants
indicated that campuses in the University of California, California State University
system or a private university were their top transfer choices. Refer to Table 2 for
further details on study participants’ demographics and educational background.
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Table 2.
Student Participant Demographics and Educational Background

Major

1st
Gen.

Basic Skill

Transfer
Readiness

Name

Ethnicity

Age

GPA

Alexandria

African
American

24

2.79

Pre-Med
(Anthropology)

No

English &
Math

6

Angela

African
American

28

4.00

Interdisciplinary

No

Math

6

Ariel

Senegese

20

3.50

Psychology

Yes

Math

2

Camille

African
American

20

3.79

History

No

Math

2

Harmony

African
American

36

3.33

Global Studies

No

English &
Math

12

Kai

African
American

20

3.50

Film Production

No

English &
Math

2

Penelope

African
American

34

2.88

AA Studies

Yes

English &
Math

3

Phoenix

African
American

20

3.68

Political Science

No

College
Ready

2

Priscilla

African
American

21

3.75

Communication

Yes

English &
Math

3

Taylor

African
American

23

2.40

Political Science

Yes

English &
Math

4

Ali

African
American

19

3.54

Communication

No

College
Ready

3

Duke

African
American

38

3.80

Interactive
Design

Yes

Math

2

Dylan

African
American

30

3.23

Business

Yes

Math

2

Ivan

African
American

33

3.42

Chemical
Engineering

Yes

College
Ready

2

Jackson

African
American

26

3.79

Music

Yes

Math

5

Jason

African
American

24

3.07

Sociology

Yes

English &
Math

4
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Table 2, cont.

Major

1st
Gen.

3.14

Japanese

No

English &
Math

4

20

3.14

Music

No

English &
Math

2

Black/Creole

36

3.38

Global Studies

Yes

Math

17

African American

49

3.49

Theater

Yes

English &
Math

4

Name

Ethnicity

Age

GPA

Miles

African American

35

Nathan

African American

Noah
Sidney

Basic Skill

Transfer
Readiness

Note. Female participants are listed in the top portion of the table, males in the bottom. Transfer
readiness is the amount of years it took for transfer preparation.

Recruitment of participants consisted of campus-wide email blasts, flyers,
and word-of-mouth. The target population was recruited from various programs
that primarily served African American students including TRIO, EOP&S, Cal
Works, Guardian Scholars, Scholars, Black Collegians, and the transfer center.
Prospective participants were evaluated to determine if they met the study
requirements before an initial telephone contact. Qualified participants were
contacted via email to schedule an interview and to obtain all essential
information for the interview. The pre-interview information that was obtained
consisted of the pre-questionnaire, the consent form, and the interview questions
to help participants prepare prior to the interview. A follow up email and phone
call was administered to remind students about their interview session.
Data Collection and Management
The data collection and management section was comprised of three
areas (a) instrumentation, (b) data collection procedure, and (c) data
management strategies.
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Instrumentation
Semi-structured interviews examined the vivid and real life experiences of
each participant. The ultimate goal for the semi-structured interviews was to
capture the true essence of each participants’ transfer ready experience. The
semi-structured interviews were conducted in an orderly fashion. The interview
process consisted of an introduction, a step by step review of the interview
process, a review of confidentiality and consent form, completion of the interview,
and closing. The introduction provided an opportunity to develop rapport with the
participant, explain the semi-structured interview protocol, and answer any initial
questions. The semi structured interview questions consisted of open ended
questions. All questions designed were meaningful, relevant, and purposeful
pertaining to African American students’ successful transfer preparation
experiences.
The open-ended questions utilized for the interviews did not restrict the
participants from providing in-depth answers. The purpose of open-ended
questions was to explore each student’s transfer preparation experience by
receiving detailed narratives, lived experiences, examples, and understanding of
each participant’s preparation experience. Further probing questions were asked
to gain additional information regarding the interview questions. These probing
questions served as a follow-up to the original interview questions. For this study,
close-ended questions were only used to gather demographic information
regarding each participant, and these questions were located in the pre-
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questionnaire. The close-ended questions were predetermined and were
answered with either yes, no, or on a scale (Creswell & Plano-Clark, 2011).
Potential semi-structured interview limitations included uncooperative
participants yielding minimal information, interviewer losing control of the
interview process, or an inability to collect all information through audio-taping,
and note taking (Krueger & Casey, 2000). Hard data numbers were collected to
create frequency distribution tables. Frequency distribution validated the major
findings by the numerical number of times each participant discussed each major
finding (Creswell, 2015).
Semi-structured interviews were relevant for this study because it provided
a voice for each participant, including an in depth look at the participants
personal, academic, environmental, and institutional experiences at SMC. One of
the strengths of using semi-structured interviews was that individuals who were
reluctant to share information within a group were more receptive to share
individually (Creswell, 2013). One-on-one interviews offered students a private
and secluded environment. The interviews were strictly based upon the
participant’s point of view and not the researchers (Creswell, 2015). Overall, this
design offered helpful and resourceful strategies that could be used to inform the
greater community including K-12 agents, parents, policy makers, students, and
educational community-based programs. Follow up with participants was
conducted to answer clarifying questions. The data collection process is
explained below.
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Phase 1: Outreach and recruitment. The first phase of the data
collection process consisted of utilizing SMC’s student database system to
identify students who qualified for the study. Student reports were created for the
SMC student database to determine all African-American students with a 2.5
grade point average, declared major, and declared transfer as their educational
goal. Individualized emails were sent to all qualified students informing them of
the semi-structured interview opportunity. Students who expressed interest in the
study were sent information regarding scheduling interviews. The email also
included the pre-questionnaire, protocol, and incentives for participation which
was a $30 gift card. As the researcher, I called each student and sent an email
reminder to each participant who scheduled an appointment 24 hours prior to the
interview as a reminder.
To recruit additional participants, flyers were distributed to all programs
that primarily served African American students, including TRIO, EOP&S, Cal
Works, Guardian Scholars, Black Collegians, Scholars Program, STEM program,
Learning Resource Center, and the transfer center during the Fall 2015
semester.
Phase 2: Collection of archival data. Archival data was collected to
provide an in-depth description of each participant. I utilized SMC’s student
database to verify that each participant qualified to participate in the study. I
collected three important documents. The documents included (a) current
transcripts, (b) Intersegmental General Education Transfer Curriculum (IGETC),
and California State University (CSU) degree audits, and (c) student profile.
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Participant’s current transcripts verified current enrollment and a 2.5 grade point
average.
The degree audit system verified that all general education requirements
were completed to ensure that each participant was qualified to apply for transfer
during Fall 2015. The degree audit was slightly different for participants applying
to private universities. For participants applying to private universities, I used the
universities articulation agreements to verify that the student completed the
required transfer curriculum. Furthermore, ASSIST (the official California higher
education public higher education website for transfer major preparation
information) was used to determine if students completed the introductory major
courses for the selected four-year university (ASSIST, 2015). The last document
collected was the students’ profile, which provided each participant’s initial start
date at SMC, age, major, and English and math placement.
Phase 3: Pre- questionnaire. The pre-questionnaire served as a second
verification of each participant’s academic and personal background. The
questionnaire included each participant’s contact information to ensure I was
able to follow up during the study. Ethnicity information was collected to ensure
that each participant self-identified as either African American or Black. Gender
verification assisted in ensuring that the study consisted of at least ten females
and ten males. Parents’ highest education level verified weather or not the
participants were first generation college students. Additional questions were
used to determine participants English and math placement to determine if the
participants started at basic skill level, their grade point average, to verify they
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met the minimum GPA requirement for the study, and transfer schools to capture
the types of schools the participants aspired to attend. Furthermore, the prequestionnaire included the semi-structured interview questions to offer the
participants’ time to reflect and prepare for the interview. The semi structured
interview protocol is described in detail below.
Phase 4: Semi-structured interviews. Semi-structured interviews were
used as the qualitative data collection instrument for this study. Development of
the introduction and questions for the semi-structured interviews consisted of an
introduction, open-ended questions, probing questions, and a closing (Krueger &
Casey, 2000). Semi- structured interviews were audiotaped and later on they
were transcribed. Audio-taping the interviews ensured an accurate collection and
depiction of each participants transfer ready experience. According to Krueger
and Casey (2000) audiotaping interviews provides, emotion, frequency and
specificity of each participants’ story. Once the interviews were completed the
data was entered into Dedoose program which assisted in creating emergent
themes from the data. All of the data collected was stored in a secure and locked
drawer to ensure confidentiality and the security of the data. A detailed
description of the data management process is described below.
Data Management
All personal information was removed to ensure confidentiality therefore,
each participant was given an identification number and pseudonym to help with
collecting and analyzing data. I used a secure filing cabinet to organize all of the
supportive documents for each participant that included the interview protocol,
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college archival data, and pre-questionnaires. The participant’s identification
number and pseudonym assisted in organizing, labeling and coding all of the
data in the Dedoose program. I ensured that all data were secure. All archival
data was backed up on a reliable external drive and audio recorder. Semistructured interview audiotapes were stored in a secure locked drawer and a
reliable external drive.
Data Analysis
The semi-structured interview audio tapes were thoroughly reviewed. I
conducted a preliminary process in which I listened to each interview and took
detailed notes on each participant. I created individual student profiles for each
student outlining all of their demographic information and key aspects of each
answer from the interview. Also, I identified key quotes that embodied the
participants transfer ready experience. Quotes are critical to the qualitative
process, especially focused quotes that speak to the authentic experiences of
transfer ready African American community college students. From this
preliminary process I identified the initial, broader themes.
Next I had all of the interviews transcribed. Once all of the interviews were
transcribed, I downloaded all of the interview answers into Dedoose software
program. Dedoose software assisted in coding, labeling, and organizing the data.
Constant comparison analysis was used to code themes (Tashakkori & Teddlie,
2010). Once themes were developed a “keyword in context” was facilitated. This
is the process of identifying keywords and quotes to better understand the
participants lived experiences (Tashakkori & Teddlie, 2010).
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Procedures to Ensure Validity and/or Trustworthiness
Ensuring validity and trustworthiness for a qualitative study focuses upon
accurate data collection and interpretation procedures. Validity and
trustworthiness were established through (a) the IRB approval procedure, (b)
triangulation, and (c) the use of reliable data interpretation tools. Qualitative
validity and trustworthiness for this study started with an IRB procedure. Prior to
conducting the study, I was required to complete an IRB approval process at
SMC. This process included a detailed overview of my prospectus, interview
protocol, confidentiality, consent information, and how the data would be used
and presented. All of my study documents were approved and validated by the
institutional research director of SMC as well as a Cal State Fullerton faculty
member.
The second phase of validity and trustworthiness was triangulation.
Creswell (2013) defined triangulation as “the process of corroborating evidence
from different individuals, types of data, or methods of data collection in
descriptions and themes in qualitative research” (p. 629). Triangulation for this
study comprised of using multiple data sources including college archival data,
pre-questionnaire data and semi-structured interviews. The three-layered
process ensured that all of the data collected was compared with other data
sources to ensure accuracy. Additionally, the diversity within the twenty
participants offered a variety of perspectives and experiences. Despite the
diversity in backgrounds and experiences of the participants, while there were
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some differences in their narratives, there were similarities, and emergent
themes that evolved from the data collected.
Role of the Researcher
I am currently a counselor for the Black Collegians program at SMC and
an Equity coordinator at an urban-based community college. My role as a
counselor for over five years at one of the high performing California community
colleges has provided me with a wealth of knowledge and resources. I consider
this campus to be progressive and sets trends on an ongoing basis. I have a
sound understanding of the transfer process, transfer resources, and insight from
transfer ready students. Furthermore, as a counselor I have been exposed to
both the barriers and successes of African American transfer ready students
through ongoing interactions and counseling sessions with a diverse group of
community college students. I believe being a counselor strengthens this study
given my background in transfer counseling.
As an equity coordinator, I am well versed in the Student Success and
Support Programs (SSSP) and Student Equity Plan (SEP) missions. A primary
component of both initiatives is transformative in nature, requiring institutional
agents to implement change in areas that prevent student success for underrepresented populations. My role as the equity coordinator requires me to use a
critical lens in addressing the root of underachievement. This requires ongoing
data analysis of disaggregated data, working with diverse key stakeholders such
as faculty, staff, and students on creating initiatives that support increasing the
student success indicators (access, course completion, basic skill development,
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transfer readiness, and degree completion) for the identified impacted groups
one of which is African American community college students. This role requires
me to always look for just, equitable, fair, and inclusive practices regarding
student success.
Previously I served as the interim program coordinator for two ethnic
based programs. Both roles afforded me the opportunity to understand the
leadership and managerial aspects of these two ethnic-based transfer programs
that offered classes, supplemental instruction, counseling, and workshops. As an
African American woman, my gender, and ethnicity may be considered as
potential, perceptual biases given the nature of this study. The historical and
systemic institutional racism, power asymmetries, and privilege of dominant
communities in higher education have impacted my perspective as a leader,
student, and individual. Despite the adversity and challenges experienced in
higher education, I was able to still persevere and accomplish my educational
goals. The perseverance and resilience stem from my environment, support, and
personal drive. Although this was my experience I believe the student
participants for this study would provide new themes, strategies, and narratives
through their lived experiences of how to successfully navigate and attain
transfer readiness.
Chapter Summary
The goal of this study was to determine all successful transfer ready
components that supported African American community college students.
Schlossberg et al. (1995) transition theory guided this study along with additional
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student success models geared towards African American students.
Furthermore, the described aims of transformative and pragmatic philosophical
frameworks were addressed. This chapter outlined the research methods,
including details on the setting, and samples. This chapter presented the data
collection methods including archival data, a pre-questionnaire, and semistructured interviews. Data analysis for this study included coding, transcribing,
and summarizing. The next chapter discusses the findings from the data
collection and analyses.
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CHAPTER 4
FINDINGS
The aim of this study was to focus on the strengths, assets and best
practices that supported the transfer readiness of African American community
college students. Therefore, a study using qualitative exploratory methodology
was conducted. The qualitative design consisted of the collection of student
archival data, a pre-questionnaire to collect demographic information, and twenty
semi-structured interviews that provided in-depth narratives that described the
pathways to successful transfer readiness.
One of the primary objectives for this study was to capture success
strategies that can be specifically tailored for individual needs, as well as to
examine those practices and models that increase African-American community
colleges students’ transfer readiness. The study participants consisted of ten
African-American male students and ten African-American female students from
SMC. The interviews were conducted during the Fall 2015 semester. This study
was grounded in Schlossberg et al. (1995) transition theory and the
underpinnings of a transformative-pragmatic philosophical framework.
Chapter 4 is divided into three major sections. The first section includes an
overview of the study participants. The second section addresses the major
findings from the first research question, which includes three non-cognitive
strengths applied by study participants: self-discipline (do or die mentality), help-
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seeking (investigative), and self-motivation (resiliency). The third section
addresses the second research question, which is separated into five major
findings. The major findings include: (a) transfer agents-intrusive counseling
faculty, invested instructional faculty, (b) student lifelines-family support and peer
support, (c) Black Collegians a high touch ethnic based transfer program, and (e)
SMC’s prestigious and diverse learning environment. The findings for the two
research questions were chosen based upon the breadth and depth of
descriptions from the participants as well as how frequently the topic was
addressed. Additionally, convergent and divergent themes are discussed
pertaining to gender, age, and grade point average. I conclude with a chapter
summary.
Behind the Success: Student Demographics and Educational Background
All study participants were asked to fill out a pre-questionnaire so the
researcher could obtain a deeper understanding of each participant’s unique
backgrounds prior to the in-person interviews. Areas addressed in the prequestionnaire included demographics, challenges, support, transfer aspirations,
and advice to aspiring transfer students. Below are the pre-questionnaire
summaries for each study participant separated by gender.
Female Study Participants
Participant 1: Alexandria. Alexandra is an African American woman,
traditional student, and a pre-med anthropology major aspiring to be a
pediatrician. She maintained a 2.7 grade point average and completed transfer
preparation in six years. Alexandria comes from a single parent home in which
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higher education was not an option, it was an expectation. Alexandria discovered
support systems and, academic resources early. She attributed Black Collegians
and STEM as major support systems. Her goal in preparing for transfer was
keeping a positive outlook on completing rigorous coursework.
Participant 2: Angela. Angela is an African American woman and has a
4.0 grade point average and is an interdisciplinary major aspiring to transfer to a
private university. She completed transfer preparation in six years. Angela
believed she had a good sense of self as an African American woman and
practices a do or die mentality when it comes to her education. Her advice to
aspiring transfer students included the following: research and ensure the college
environment is actually supportive and accommodating prior to attending; to take
the time to self-explore and know what you actually want and need and learn
how to be your own advocate during college.
Participant 3: Ariel. Ariel is a Senegalese woman, a first-generation
college student, and a psychology major. She aspires to attend UCLA. She
maintained a 3.52 grade point average, and it took her two years to become
transfer ready. Her parents and family members instilled in her at an early age
the importance of an education. The challenges she experienced were low
placement in English and math. She discovered support from her family, Black
Collegians, and a faculty mentor. Her advice to students regarding transfer
readiness is to join Black Collegians, utilize faculty office hours, counselors, and
attend transfer workshops.
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Participant 4: Camille. Camille is an African American/Haitian woman,
and a traditional student who maintained a 3.79 grade point average. Camille is a
history major and aspires to attend UC Santa Barbara. Camille completed
transfer preparation in two years. Camille comes from a single parent home and
decided to move in with her father after graduating from high school. Her transfer
preparation process primarily consisted of obtaining feedback from counselors,
professors, and her parents on her personal statement. Services she primarily
used during her preparation were Black Collegians, counselors, and her peers.
She emphasized peer support; her peers were relatable and available more than
her professors. Advice she shared was to frequently visit counselors, be informed
of services provided, and take the appropriate classes for transfer.
Participant 5: Harmony. Harmony is an African American woman and
maintained a 3.33 grade point average. She was a global studies major and
aspires to attend San Jose State. She completed transfer preparation in twelve
years and attended Cal State Northridge prior to SMC. Harmony was successful
in transfer preparation based upon establishing a realistic course load. She took
one to two classes per semester because it was realistic and manageable. Her
course-load complimented her personal life which consist of her family and
working. Her advice to aspiring transfer students is to join Black Collegians due
to its access to resources, support, and because it provides motivation to achieve
ones’ educational goals.
Participant 6: Kai. Kai is an African American woman, a traditional
student and maintained a 3.50 grade point average. Kai is film production major
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and aspires to attend the University of Southern California (USC). Kai completed
transfer preparation in three years. This is her second time applying to USC.
Challenges she experienced included maintaining a high GPA and receiving
financial aid. Kai described herself as being self-reliant, investigative, and utilized
professor’s office hours. Her advice to students is to not take your first year
lightly, visit counselors frequently, and be self-sufficient. She recommended
learning as much information on your own and use counselors to solidify all
pertinent transfer information.
Participant 7: Penelope. Penelope is an African American woman and
older student. She maintained a 2.88 grade point average. She is an African
American studies major aspiring to attend UCLA and completed transfer
preparation in three years. Penelope came from a single parent home and is a
first-generation college student. Her peers/co-workers inspired her to attend
SMC. A lot of her motivation comes from within. She expressed wanting a better
quality of life and career. She discovered support for the transfer process through
California Community College Partnership (CCCP), which is a program that
provides the step-by-step process for transfer. Self-motivation and help seeking
skills are the characteristics she believes students need in order to achieve
transfer readiness.
Participant 8: Phoenix. Phoenix is a Nigerian woman, and is a political
science major who aspires to attend a UC Berkeley to become a lawyer. She
maintained a 3.68 grade point average and completed transfer preparation in two
years. Phoenix comes from a single parent home. Phoenix explained as a
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Nigerian it is a cultural expectation that she completes a higher education and
supports her family financially. She believes in being self-reliant and
independent. Academically she utilized tutoring and she created a study regiment
that focused on repetition. Throughout her transfer preparation she visited her
dream colleges, researched, and established networks at her dream college. She
also got involved on campus. Black Collegians was her home away from home.
Participant 9: Pricilla. Priscilla is an African American woman, traditional
student and maintained a 3.75 grade point average. She is a communication
major and aspires to attend UCLA. Priscilla completed transfer preparation in
three years. She became very fascinated with Japanese culture and quickly got
involved on campus. She joined Black Collegians and Alpha Gama Sigma which
assisted her with transfer readiness. Her advice to students was to ensure they
meet with counselors early and complete the right courses for transfer especially
general education courses.
Participant 10: Taylor. Taylor is an African American woman, a
traditional student and maintained a 2.40 grade point average. She aspires to
attend Cal State Long Beach as a political science major. Taylor completed
transfer preparation in four years. Counselors and transfer workshops assisted
her in preparing for transfer. Academically she utilized her peers to determine
good professors and classes to take, she frequently used professor’s office hours
and would study between classes. Her advice to students is to stay focused on
your goals despite how society portrays African Americans and higher education
as not being cool. Ask for help because people want to help.
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Male Study Participants
Participant 11: Ali. Ali is an African American male and completed
transfer preparation in three years. He is a communication major, aspires to
attend UC Berkeley and maintained a 3.54 grade point average. Ali’s support
system primarily was his family and friends. He attended SMC with some of his
high school friends which motivated and challenged him to succeed and
complete his educational goals. Ali believes he maintained his GPA based upon
his self-discipline. He rarely goes out with friends in order to focus on school,
attends professors’ office hours, and actively participates in class. Transfer
preparation primarily came from visiting counselors and attending UC workshops.
His advice to students is to maintain self-discipline, create a balance of work, and
play, and stay engaged in class.
Participant 12: Duke. Duke is an African American male and first
generation college student. He is an interactive design major, aspires to transfer
to SMC’s bachelors program, and maintained a 3.80 grade point average. It took
Duke five years to complete transfer readiness. Prior to SMC Duke attended two
different colleges and unfortunately took a number of classes that did not transfer
to SMC. Upon arriving to SMC he enjoyed the welcoming environment, programs
such as STEM and Black Collegians. He especially appreciated the professors
who were engaging. His advice to students was take advantage of all the
resources offered at SMC.
Participant 13: Dylan. Dylan is an African American male and a firstgeneration college student. He is a business major, aspires to attend USC and
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maintained a 3.23 grade point average. Dylan completed transfer preparation in
two years. Dylan endured some challenges his first year. He was not informed of
nor connected to any clubs, organizations, or programs. He completed thirty units
his first year. The majority of his classes were not a part of USC’s transfer
requirements. During his second year, he learned about Black Collegians and
joined. Dylan described himself as self-reliant and has persisted based on
personal will and motivation. His advice to students is to be an active learner,
listen in class, stay engaged, and ask questions when needed. He also believes
it is important for students to get connected their first year to programs and
resources on campus to establish a support network.
Participant 14: Ivan. Ivan is an African American male and first
generation student. He is a chemical engineering major, aspires to transfer to
UCLA, and maintained a 3.42 grade point average. It took Ivan four years to
complete transfer readiness. He comes from a single parent home and returned
to college for the second time to achieve his dreams. Ivan developed a strong
sense of self awareness and knows his strengths and limitations. He practices
self-discipline by removing distractions (family and friends for example). Ivan
discovered key contacts to his dream colleges, completed extensive research,
and became informed about the transfer process for his schools of interest. He
advised being self-aware and fully committing to ones’ educational goals.
Achieving a higher education must be a personal goal.
Participant 15: Jackson. Jackson is an African American male and a
first-generation college student. He is a music major, aspires to transfer to Cal
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State Los Angeles and maintained a 3.7 grade point average. It took Jackson five
years to complete transfer preparation. His motivation to attain a higher
education stemmed from his parents’ encouragement, job security, and
becoming a music teacher. Challenges he experienced were maintaining
motivation. His advice to students is to become a conscious learner by
understanding your strengths and weaknesses as a student. He discussed
utilizing one’s metacognition, identifying academic behavior that prevents
success and seeking help to correct defeating behavior.
Participant 16: Jason. Jason is an African American male and first
generation college student. He is sociology major, aspires to transfer to Cal State
Dominguez and maintained a 3.07 grade point average. It took Jason 4 years to
complete transfer preparation. He endured challenges with classes but found the
right academic resources on campus. He became involved in the Black
Collegians club and worked in the Black Collegians office. When preparing for
transfer he utilized counselors to assist him through the process. Academically
he utilized online resources, supplemental instruction, and his peers for support.
He defined transfer readiness as having a clear understanding of how to navigate
college successfully. He believes the community college is a training ground to
transfer to a four-year university. Students should seek help, build networks and
embrace their independence.
Participant 17: Miles. Miles is an African American male student and
maintained a 3.14 grade point average. He is a Japanese major and aspires to
transfer to Cal State Los Angeles. He completed transfer readiness in four years.
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Miles endured challenges academically and financially but sought help and
resources on campus. Miles shared a sense of calmness and confidence as a
student based on years of mastering student success. He believes he has
accomplished transfer readiness and is ready for the next stage in completing his
degree. His advice to students was to practice pacing and taking breaks when
needed.
Participant 18: Nathan. Nathan is an African American male and
completed transfer preparation is two years. He is a music major, aspires to
attend Vanguard University and maintained a 3.14 grade point average. His
support system consists of his mother but primarily he expressed that his
accomplishments were based on his self-motivation. He shared it was important
to establish a purpose and educational goal early. For transfer preparation he
primarily completed this process on his own through online research, visiting his
dream schools, and inquiring to schools of interest. Support from the Black
Collegians program specifically with the counselors who assisted him in applying
was helpful. He also discussed the importance of getting involved.
Participant 19: Noah. Noah is Black/Creole male and a first-generation
college student. He is a global studies major, aspires to transfer to UC Berkeley
and maintained a 3.38 grade point average. It took Noah 17 years to complete
transfer readiness. He dropped out of SMC and returned later on. He became a
fulltime worker but discovered that he did not want to keep his current job for the
rest of his life. Once returning to school he joined a number of organizations such
as Black Collegians, Adelante, Honors Society, and the Scholars program. His
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advice was to read and stay informed about key resources and opportunities. He
believes all students should get involved in a club or organization, create a
manageable class schedule, and frequently meet with counselors.
Participant 20. Sidney. Sidney is an African American male and a firstgeneration college student. He is a theater major, aspires to attend Cal State Los
Angeles and maintained a 3.49 grade point average. Preparing for transfer at the
beginning was difficult however Sidney’s counselor walked him through the
application process step by step. He utilized the STEM program, the Black
Collegians program and tutoring to assist him with his academic preparation. He
advises student to take 30 minutes after class to review their course material to
ensure comprehension. He also discussed the importance of asking for help,
creating a study regiment that works, and staying focused on ones’ goal.
The study participants were ethnically diverse and included African
American, Senegalese, Creole and Nigerian. The majority of the participants
aspired to transfer to a Cal State University and or a University of California
institution. Challenges primarily were related to academic coursework and or to
personal challenges outside of school. Students support primarily came from
counseling, faculty, support services, family, and peers. More than half of all
participants were first-generation college students and they were the first to
attend higher education and achieve transfer readiness. For example, Jason
discussed his experience being a first-generation college student and attaining a
degree for himself and his family:
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No one in my family has had a bachelors’ degree. My grandmother went
to college and stopped. My mom went to college and stopped, so I'll be
the first one that actually finishes some college, at least an associate’s
degree. It basically goes back to me not wanting to be a stereotype. My
big brother had all the opportunity in the world to go to college, but he
chose to gang bang. It’s either you want to be like him or do you still want
to be the golden child. I’ll be the only one in my family with an A.A. This
means I completed something that nobody else in your family completed.
Jason was the first in his family to achieve an associate’s degree and
acceptance to a four-year university. Observing his mother and grandmother's
struggle motivated him to pursue a higher education. He also observed his older
sibling join a gang. Jason's philosophy rings true for many students of color;
higher education is a pathway out of poverty. For Jason, this was an opportunity
to establish independence and a promising future. Jason was accepted to
California State University, Dominguez Hills and will start Fall 2016.
Gender, Age, and Grade Point Average Overview
Divergent and convergent themes were further analyzed based upon
gender, age, and grade point average. Illustrations of these findings for gender,
age, and grade point average are further addressed.
Gender
The major convergent findings among male and female study participants
included involvement; all participants were a part of a club, organization, or SMC
program. Instructional faculty and counseling faculty engagement were also
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major findings. Practicing self-discipline (do or die mentality) and help seeking
(investigative skills) were also emergent themes. There were major divergent
findings among male and female study participants. Male participants discussed
the importance of self-awareness more frequently than females. Female
participants discussed family and peers more often than males. Using Dedoose
convergent and divergent themes were identified considering age, gender, and
grade point average.
Table 3
Emergent Themes by Gender
Themes

Female

Male

Total

Self-Discipline

23

23

46

Help Seeking

19

25

44

Counselors

19

20

39

Faculty

20

15

35

Family

24

11

35

Peers

17

7

24

Black Collegians

13

9

22

Prominent Reputation

10

11

21

Self-Motivation

8

12

20

Self-Awareness

4

12

16

Involvement

5

10

15

Diversity

7

7

14
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Age
The major convergent themes among older and younger participants were
counseling faculty engagement, practicing help seeking skills, and self-discipline.
There were many divergent themes between the two age groups. The older
population discussed faculty engagement, self-awareness, and the diversity on
campus more than the younger-aged group. The younger aged group discussed
Black Collegians, family, and peers more often than the older population.
Table 4
Emergent Themes by Age
Themes

25+

18-24

Total

Self-Discipline

23

23

46

Help Seeking

23

21

44

Counselors

19

20

39

Faculty

23

12

35

Family

13

22

35

Peers

4

20

24

Black Collegians

8

14

22

Self-Motivation

12

8

20

Self-Awareness

14

2

16

5

10

15

10

4

14

6

5

11

Involvement
Diversity
Welcoming
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Grade Point Average
Students with a 3.0 or higher grade point average discussed instructional
faculty and counseling faculty more than 2.5-2.9 grade point average
participants. Help seeking and self-discipline were more frequently discussed by
students with a 3.0 verses those with a 2.5-2.9 grade point average. There were
more responses about family and peers for students with a 3.0 grade point
average or higher as compared to students with a 2.5-2.9 grade point average.
Table 5
Emergent Themes by Grade Point Average
Themes

2.5-2.9

3.0-3.4

3.5-3.9

4.0

Total

Self-Discipline

8

19

17

2

46

Help Seeking

7

16

17

4

44

Counselors

8

17

14

0

39

Faculty

4

11

13

7

35

Family

7

8

17

3

35

Black Collegians

4

9

8

1

24

Peers

8

5

11

0

24

Self-Motivation

3

9

6

2

20

Self-Awareness

0

5

8

3

16

Involvement

2

8

4

1

15

Table 6 provides an overview of study participants college acceptance for
Fall 2016 entrants. The majority of the participants were accepted to California
State Universities and Universities of California. All study participants were
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accepted into a four-year university with the exception of four participants. The
four participants not accepted to a four-year university only applied to one
university. Dylan, Kai, and Penelope applied to only one college. Dylan and Kai
were also the only two participants that applied to USC. Sidney did not complete
the last course for transfer which resulted in him not being accepted.
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Table 6
Student Participants College Acceptance for Fall 2016 Entrants
Participant

College Acceptance for Fall 2016 Entrants

Alexandria

California State University Long Beach

Ali

University of California Irvine
University of California Santa Barbara
University of California San Diego

Angela

University of Pennsylvania

Ariel

University of California Los Angeles

Camille

University of California Santa Barbara

Duke

Santa Monica College Bachelor Degree Program (new)

Dylan

Withdrew from Last Class for University of Southern California
Transfer (Reapplying Spring 2016)

Harmony

San Jose State University

Ivan

California State University Long Beach

Jackson

California State University Northridge

Jason

California State University Los Angeles
California State University Dominguez Hills

Kai

Not Accepted to University of Southern California (Reapplying Spring
2016)

Miles

California State University Los Angeles

Nathan

Vanguard University
San Francisco State University

Noah

University of California Berkeley
University of California Irvine
University of California Los Angeles

Penelope

Not Accepted to University of California Los Angeles (Reapplying Fall
2016)

Phoenix

California State University Long Beach
University of California Los Angeles
University of California Berkeley

Priscilla

University of California Santa Barbara
California State University Fullerton
California State University Long Beach
San Diego State University

Sidney

Withdrew from Last Class for Transfer for California State Los
Angeles (Reapplying Spring 2016)

Taylor

California State University Long Beach
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Students Perceptions of Successful Transfer Readiness
The first research question asked: How do African American community
college students describe their successful transfer readiness process? The
purpose of this question was to identify specific characteristics, skill sets and/or
habits students utilized for successful transfer readiness. The primary response
among all student participants was strongly connected to non-cognitive skill sets.
Finding 1: Non-Cognitive Strengths
Study participants were expected to meet multiple educational, personal,
and work responsibilities. As it pertained to their education, students were
required to complete academically rigorous coursework, negotiate with faculty,
staff, and peers to obtain key information to achieve transfer readiness. Students
developed and practiced specific non-cognitive skills and habits to successfully
complete their goals. Throughout the semi-structured interviews students
discussed three non-cognitive strengths: (a) self-discipline (do or die mentality),
(b) help-seeking (investigative), and (c) self-motivation (resiliency).
Self-discipline (do or die mentality). In order to move through the
transfer ready process, student participants learned what was required in order to
achieve transfer readiness. Students had the ability to assess their current
mental state as it pertained to the best time of the day to study, environments
that worked well for studying, and how long to study. Students had a sense of
their limitations and how to seek help when needed. Students’ self-awareness
and ability to create a variety of regiments exemplified their self-discipline.
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Many students committed to a study regiment. The study regiments
looked different for each student however there was a common commitment from
each participant to obtain the key information and resources needed to
successfully complete their coursework and obtain transfer information. Students
were focused on their specific academic goals, which required that they learned
how to deal with, or remove, distractions that got in the way of achieving their
goals. A willingness to limit social engagements with friends and family was a
frequent comment. Students ultimately used their self-awareness and discipline
to work smarter not harder. There were a higher number of males who expressed
the importance of self-discipline than females. Ivan described his perspectives on
self-discipline below:
My friends will call me and ask me if I’m okay because they haven’t heard
from me in a while and the response is always like, “You know I’m sorry.
I’m just really busy right now. I can’t talk. You know, I’d love to, but I can’t.”
Basically, it’s been cut down to making food, coming to class, and
sleeping. The only thing I haven’t removed yet is rock climbing two times a
week just to keep my body active. But it’s been difficult (Ivan, personal
communication, December 2, 2015).
As a chemical engineering major, Ivan had a clear understanding of the
high expectations and rigorous coursework that goes along with science majors.
Ivan created a strict study schedule and practiced removing all distractions. Ivan
exemplified the art of saying “no” and committing to a strict regimen. He modeled
self-discipline while completing rigorous coursework. Ivan will be attending Cal
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State Long Beach in fall 2016.Below is another excerpt from Noah regarding selfdiscipline:
My mom told me this is your last chance. So I came to SMC knowing I could
not mess this up and not achieve the goals that I set for myself. I didn't really
give myself any room for error. An error to me was like getting Bs and I was
disappointed when I got Bs, on my transcripts. This was my last chance to
pursue a law degree and make up for the mistakes I made in high school. I
came here knowing that I had to get the job done and not let anything
distract me (Noah, personal communication, December 2, 2015).
Noah re-entered SMC understanding the significance of achieving his
career goal of becoming a lawyer. Noah expressed some regret regarding his
previous mistakes as a younger student. However, his past experiences taught
him many lessons. The second time around he established higher personal
standards regarding his grades; he further discussed researching and taking
advantage of all available academic, financial, and personal resources SMC
provided. Most importantly he understood the level of discipline he would need in
order to accomplish a high grade point average and decided early to remove all
distractions and potential barriers. Noah’s self-discipline definitely paid off. He
was accepted to multiple colleges and plans to attend the University of California,
Berkeley in Fall 2016 to pursue a law degree.
Below Taylor discusses her experience being an African American woman
in today’s society.
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Our generation has it tough because of social media, especially African
American women, and how we are portrayed in media. If you're smart, it’s
not really a good look. Just stay focused; do what you have to do for
yourself. You come first and your education comes first (Taylor, personal
communication, December 2, 2015).
Taylor described social medias role in promoting negative self-imagery of
African-American women. Her quotes emphasize the importance of staying
focused which requires discipline and self-awareness. Furthermore, she
describes prioritizing education and persisting despite negative societal
messages.
Self-motivation (resiliency). The findings from the study revealed a
critical dynamic where students reframed their challenges as motivation.
Students embodied an innate self-reliance, resiliency, and motivation to achieve
their goals despite difficult life circumstances. Students practiced using their inner
power and believed failure was not an option. Many attributed this attitude to the
recognition that successfully completing their educational goals would lead to a
better quality of life and job security. Many of the students came from low socio
economic backgrounds and aspired to provide a better life for their children and
parents and to accomplish their own personal goals. Angela’s and Duke’s
description of self-motivation are presented below.
My mother had been in several car accidents and the last one aggravated
the previous injury, and it resulted in her loss of job and my housing. I
pretty much went from having lots of resources to being homeless and
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living out of my car. I couldn't take as many classes as I wanted to, I had
to work. And I had other jobs, but I was really dependent on income just to
stay afloat. I had to pay my gym membership, which is where I showered
and monthly storage where I kept my clothes. I think what's really helped
me at the end of the day was my volunteering work. Even though I didn't
have much time, I was volunteering even when I was homeless. That's
how I knew that I was still privileged because I still had a car, you know.
(Angela, personal communication, November 29, 2015).
Angela experienced a strong sense of loss and minimal financial
resources. Yet despite her living arrangements, Angela discovered resources,
and coping mechanisms to assist her in continuing her education. Volunteering
served as an outlet to give to others and reinforced that her current
circumstances were not as bad as the individuals living in shelters. Maintaining a
positive mindset and laser focus on her goals supported Angela's success.
Angela has a 4.0 grade point average and modeled how to practice selfmotivation during stressful life events. Angela was accepted to the University of
Pennsylvania and will begin Fall 2016.
Below Duke shares his narrative of inner power.
I had to step up and become my mom’s conservator after her stroke. Then
I found out my dad was diagnosed with cancer. So I’ve been dealing with
that this past year. He’s been going to chemo and recently had a surgery to
remove it. Thank God they caught that in time. I had to step back and figure
out what kind of workload I could handle and I decided to take a PE class
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to relieve some stress and lose some weight at the same time to deal with
my stress. I also believed in God. (Duke, personal communication,
November 29, 2015).
Duke experienced family hardships with both of his parents while in
school. Duke exuded a strong sense of self-awareness by assessing his stress
levels and potentially how his family hardships could impact his future. He
modeled self-motivation by persevering during a significant life event. He credits
a physical education course that helped him to relieve stress and his faith in a
higher being that supported him mentally and spiritually.
Help seeking (investigative). Another convergent theme among male
and female participants was help-seeking skills. Students continually expressed
the importance of seeking help to achieve transfer readiness. Students obtained
as many resources, support, and key information from multiple sources. Many
attributed engaging faculty by attending office hours and creating authentic
rapport, which helped them navigate academic support, and manage life
experiences as a key component in completing coursework. Students frequently
scheduled meetings with counselors to identify key transfer information and
discussed academic and personal stressors. Based upon the authentic
relationships and engagement with faculty and counselors, students were also
able to obtain additional resources for transfers such as recommendation letters
for transfer applications, personal statement feedback, and direct connections to
college representatives.
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Lastly, students were successful investigators and leaned how to identify
the resources available to them. Many of them utilized online resources to gain
additional academic resources and tutorials to support completing their classes.
Students frequented online resources such as rate my professor and grade
distribution websites. These resources offered students with both subjective and
objective information prior to enrolling in classes. Students acquired class
information from peers who had previously completed courses. Peers shared
information such as teaching styles, level of academic rigor, and the type of
classroom environment facilitated by faculty. Overall help-seeking assisted
students in succeeding. Excerpts describing the importance of help seeking is
described below by Sidney an ex-professional athlete.
Do not be afraid to ask questions. I see younger Black students, most of
them could be my kids, and everybody is cool. It’s not cool to ask. I see it
in their faces in back of the class, that everybody’s good? And they
struggle. They feel embarrassed or too cool, and they’re not going to ask. I
will bother the teacher until I understand. (Sidney, personal
communication, December 2, 2015).
Sidney returned to higher education 27 years later. During those 27 years,
Sidney was a professional boxer and unfortunately endured physical injuries,
which prevented him from continuing his boxing career. Once returning to school
he understood the significance of obtaining all necessary resources and support
systems to assist him in transitioning back into college. One of the key resources
he readily utilized was faculty. Sidney had no reservations about asking
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questions and obtaining additional academic support from faculty and
counselors. As an African-American man he, understood some of the challenges
African-American men experience pertaining to their masculine identity and
observed many young African-American men in his class refusing to get
assistance based on the perception that asking for help was not cool. He
emphasized the importance of seeking help when needed.
Comparable to Sidney’s notion of help seeking is Phoenix’s shares her
experience.
I didn't really like using the writing lab and the tutoring service because it
made me feel dumb. I eventually realized that I had to erase that
completely from my head and seek help for my classes because if not my
grades would suffer. (Phoenix, personal communication, November 29,
2015).
Phoenix struggled with the fear of looking inadequate when asking for
help. However, Phoenix realized early the potential negative impact on her
college career if she did not seek academic support early. She stopped her
counterproductive behavior and obtained the help she needed.
The second research question asked: What lead to African American
community college students’ successful transfer readiness, considering both
institutional agents and environmental influences? The purpose of this research
question was to illuminate environmental and institutional factors that enabled the
process of successful transfer preparation. This section is divided into two major
themes, institutional agents and environmental influences. The first major theme,
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institutional agents had two findings: (a) intrusive counseling faculty and (b)
instructional faculty. There were three major environmental influences comprised
of (a) prominent institutional transfer reputation, (b) the high touch ethnic-based
transfer program, Black Collegians, (c) and family support. Described below are
key institutional agents that played a critical role in transfer preparation for the
study participants.
Finding 2: Transfer Agents
The term transfer agents refers to the abundance of transfer information,
resources, and networks both counselors and instructors possess. Transfer
agents have the power to influence, develop, and create pathways to successful
transfer readiness for students. Furthermore, students described successful
counselors and instructors as invaluable by providing individual attention,
accountability, mentorship, validation, and encouragement throughout their
community college experience. Without these specific individuals, it was
challenging for students to persist and accomplish transfer readiness. Although
students were ultimately responsible for their education, students heavily relied
on transfer agents accurate transfer information, available resources, and
guidance.
Intrusive counseling faculty. Counselors were found to be impactful
institutional agents for the student participants. Nineteen out of twenty
participants identified and addressed the important role of the counselors in
providing access to transfer curriculum and policies and as being supporters and
validators. The counselors that students interacted with were considered
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intrusive counselors. These counselors developed strong rapport with students
and had a genuine interest and concern regarding their academic and personal
success. Student participant, Harmony, discussed her experience with
counselors.
A few years ago I met with a counselor who told me you shouldn't
consider schools like UCLA because you're not a traditional student; you
have kids and a husband. They want more traditional students not with
many things going on, but when I met with a Black Collegians’ counselor,
they told me, that my background was what makes me special that's what
makes me stand out, they want diversity. Don't deny yourself or hold back
go for it. That conversation with the Black Collegian counselor was really
big for me and I was like, “Okay, I am valuable. Let's do this.” (Harmony,
personal communication, December 2, 2015).
Harmony's experience with the two counselors was extremely different.
One counselor devalued her background and educational experiences. This
could have resulted in Harmony deciding to not proceed with her educational
goals. The Black Collegians counselor validated her life experiences as strengths
and assets. Yosso (2005) discussed community cultural wealth as reframing our
life experiences as capital. This counselor effectively modeled assisting Harmony
in reframing the deficit messages expressed by the previous counselor. This
positive interaction with the Black Collegians counselor inspired Harmony to
continue accomplishing her educational goals. Harmony was accepted to San
Jose State University and plans to attend in Fall 2016. This excerpt exemplifies
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the critical role that counselors play in providing accurate transfer information,
validation, and empowerment.
Next Alexandria shares her experience with intrusive counseling.
Black Collegians counselors are supportive; I know a lot of people don't
have the privilege of just walking into a counselor's office daily. However,
working in the Black Collegians office and being active in the program has
provided me with many opportunities. Even when I'm stressed out about
an exam, I know I can just walk into a counselors’ office and tell them how
I feel, and they will give me a pep talk and say “Okay, well, what did you
do wrong or how do you feel you did wrong?” and how can you improve it
next time. They reinforce that I'm capable of succeeding. (Alexandria,
personal communication, November 29, 2015).
Alexandria and the majority of the student participants were members of
the Black Collegians program. Alexandria, a pre-med major, obtained a Black
Collegians front desk assistant position earlier in her college career at SMC. This
position allotted her daily access to Black Collegians counselors. Her narrative
speaks to the positive impact of establishing authentic relationships with
counselors. These counselors served as reinforcement and validation for
Alexandria when she endured academic and or personal stressors. Access to
counselors assisted her in persevering and moving forward with her educational
goals. Alexandria will be attending the University of California, Los Angeles
starting Fall 2016.
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Jackson also expressed the same sentiment about counseling as
Alexandria.
My counselor took a lot of time to help me out with coming up with my Ed
plan. And she helped me get everything I needed prepared. She is a huge
part of why I’m like actually in a position to send out applications this
semester. (Jackson, personal communication, December 2, 2015).
Jackson described a dedicated counselor who took the time to explain,
guide and support Jackson's transfer application process. This excerpt
emphasizes the critical role counselors play in assisting students through the
transfer preparation process.
Invested instructional faculty. Faculty were one of the top institutional
agents that played major roles in transfer preparation for the study participants. A
total of 15 students out of 20 expressed the importance of faculty engagement
and obtaining academic support from faculty. Below is an excerpt from Angela
and her experience with her English professor.
I really didn't have anyone. Culturally, African Americans or people from
African descent have been in this common place where, the worlds pretty
much against you and we've had to use our active imagination to grasp
onto hope whether it's our belief in God or a higher power that somehow I
can make it. Even though everything around me is saying that I can't. My
English professor exposed me to Black writers for the first time. On a daily
basis, I started reading more. I came across writers like bell hooks and
Cornel West. Love her; love him. All of these Black intellectual thinkers
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that are espousing the same truth that made me not feel so crazy. I now
have the vocabulary to describe my life experiences as well as other
aspects related to my life’s journey (Angela, personal communication,
November 29, 2015).
Angela's professor created a safe and open learning environment which
cultivated a space for Angela to critically think, express her feelings, and her life
experiences. This professor introduced Angela to culturally relevant pedagogy.
Angela was able to relate the content and context to her own life experiences.
Inevitably these authors served as inspiration. These authors validated her
experiences and motivated her to continue reading, which resulted in enhancing
her vocabulary. This professor modeled successful faculty student engagement
that included rapport building, different learning tools and models, challenge, and
support. Angela’s professor emphasized that success was an option in his class.
Angela’s experience is an example of the impact of faculty engagement. Angela
took advantage of a wonderful opportunity to challenge herself and learn and
grow as a student.
Ariel shared her experience with her psychology professor.
My psychology professor that was actually my first semester at SMC. And
she was my first African-American female professor. We got close
because her class was really difficult. And she would recommend people
go to her office hours. I would go to her office hours, and we’d just talk and
she’d help me out a lot. And then through Black Collegians, I did the
mentorship program, and they actually matched me to her. We went out to
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lunch like two times. And then we emailed all the time. She just had a
baby and she was e-mailing me from her hospital bed. She just moved to
a new house with her husband and she invited me over after Christmas.
So I’m going to get her something, something for the baby, and bring it
over to her. (Ariel, personal communication, November 29, 2015).
Ariel's relationship with her psychology professor exemplifies a successful
faculty student relationship. The key components of this successful relationship
included Ariel's commitment to her academic success by visiting the professor
during office hours and the professor’s willingness to mentor Ariel beyond the
classroom. Their relationship naturally blossomed. Not only did Ariel and her
professor create a successful mentoring experience but also a long-lasting
rapport. Ariel will be attending the University of California, Los Angeles during
Fall 2016.
Finding 3: Student Lifelines: Family and Peer Support
Family support. Student lifelines refer to the study participants heavily
relying upon family and peers for support. Students felt a strong obligation to
support their immediate families. Many students discussed their family members
as being one of the number one motivating factors to attend college and
succeed. Family members provided different types of support that helped
students persist and succeed. Some parents offered financial support for
classes, living arrangements, and transportation, while other parents provided
encouragement, validation, and accountability. Many students expressed that
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parents and family members had high expectations for them to attain a higher
education to ensure job security and a better quality of life.
Student participants observed their own parents’ financial struggles
because of the lack of an education, which caused them to be constantly in the
midst of survival mode. Survival mode often meant that students were barely
able to meet their basic needs to live—such as shelter and food. This caused a
delay in completing the required transfer courses for some participants due to
family obligations and supporting family members. As a result of such difficult
experiences, some students did not want to continue the cycle of poverty and felt
committed and driven to make the needed changes. Many were convinced that a
higher education was the key to breaking the cycle of poverty. Below Ariel, Ali,
Kai, and Penelope share their narratives describing the essence of survival and
planning for a better future:
I didn't come from a background, where my family members had a college
degree. My mom completed high school, and I grew up without a father. I
have two siblings that dropped out of high school, and never finished. I
just wanted something better for my life you know; I figured if I want a
better life I need to have a better education. (Ariel, personal
communication, November 29, 2015).
Ariel described in this excerpt her observations of her family members
struggle to achieve a higher education. Additionally, she is the first in her family
to achieve a higher education and transfer readiness. Essentially, her family
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members’ struggles motivated her to beat the odds and create a better livelihood.
Ali describes below the type of support he received from his family.
I consider my mom the closest to me in my whole life, and, you know, she
told me that she would never talk to me again if I didn't go to college. My
mom is never mean; she’s the sweetest person, but the fact that she said
that, really showed that she really wants me to go to college and not just
work at a job because if I lose that job then where am I going to be if I
don't have a college degree. Also two of my uncles for sure because every
time I go back to Massachusetts, we’ll sit down and they'll ask me, “All
right so what are your plans for college”— every year, it’s the same thing.
(Ali, personal communication, December 2, 2015).
Ali's story exemplified his admiration and respect for his mother who was
the closest and dearest person to him. His mother instilled in him that a higher
education was critical. Additionally, her sentiments were reinforced by his uncles
who routinely discussed Ali’s college plans. This narrative models the impact
family members’ play in motivating, encouraging, and supporting students
throughout their college journey.
I always knew I wanted to go to a four-year school or get my degree
because my mom always said education is key. And specifically being a
minority, a double minority in my field, which is film production, you kind of
have to work twice as hard. I applied to four year schools straight out of
high school. Of the seven, I got into two. One was a UC, actually, UC
Riverside, but I couldn’t afford it. I went to my mom, and I asked her, “How

131
much can you actually afford”? And I think she told me nine thousand
dollars. So I knew I couldn’t afford a four-year school, but I figured I
worked so hard. I had a good GPA, you know, maybe I’ll get scholarships,
but I didn’t get enough. So that was more so the pivotal moment because
it was like, okay, this isn’t a game. I actually have to work harder, and if
I’m going to get my degree, I’m going to have to find a feasible way to do
it. (Kai, personal communication, December 2, 2015).
Kai along with many other community college students experience
challenges with financing college. Kia reached out to her mother for financial
assistance however the amount her mother could afford was not enough for her
to attend UC Riverside. This experience ignited a stronger resolve in Kai to
accomplish being accepted to her dream college. Furthermore, her mother
reinforced the importance of obtaining a college degree. Kia expressed that
being a film major does not require a higher education degree. However due to
being a double minority she believed it was important to go above and beyond by
attaining a degree. This excerpt models the influence of parents’ support whether
personal or financial in addition to Kia’s determination to succeed.
My mom completed high school and I grew up without a father so I'm not
sure if he completed school as well. I have two siblings that dropped out of
high school; they never finished. The background I come from made me
want better for my life. I need to have a better education so that inspired
me to go back to school (Penelope, personal communication, November
23, 2015).
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Penelope's background consisted of a single-parent home and siblings
who were high school drop outs. Although Penelope is a first-generation college
student and did not have academic support at home, her family members served
as motivation to attain a better quality of life through education.
As stated above family members played a role in the participants’ overall
pre-transfer journey. Some students thought of family members as validators, a
source of financial support, and a constant reinforcement to attain a higher
education. Students also attributed peers as support.
Peer support. Peers were frequently discussed among study participants
and was a major finding. Students expressed their appreciation for their SMC
peers. Some of the study participants described peers as their second family
members who served as a support system for many students. Peers were
described as being relatable and understanding regarding their experiences both
inside and outside of the classroom, which was invaluable and validating. For
some, peers provided that extra push and/or motivation to accomplish their
educational goals. Inside of the classroom students frequently studied with their
peers and discussed their academic challenges on a daily basis. Outside of the
classroom some peers provided transportation, food, and academic supplies.
Furthermore, peers provided encouragement, validation and support during
difficult times. Study participants Taylor, Ali, Camille, and Phoenix described their
experiences of peer support. Examples are provided below.
Being a part of Black Collegians, you interact with a lot of cultures
especially the Latino Center, and you become so close with people it
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makes you feel like this is your second family here on campus. And there's
so many networking opportunities that you can't get anywhere else. What I
like most about being here on campus is that I met a lot of political science
majors, and we always stick together, we tell each other about internships
that we had and how to apply or anything that's law related we always talk
about. So it's good to have that information. It's good to ask students
whose taken classes, especially math. Always ask your friends who they
took, how they liked the class, how was the material given, and how were
the tests. Those are my questions—how is his or her teaching methods?
How are the quizzes? How are the tests? How's the homework (Taylor,
personal communication, December 2, 2015)?
Taylor discussed the community and camaraderie developed between the
Black Collegians and the students at the Latino Center, which is located in the
same communal area. Throughout the academic year both centers created
opportunities for students to network, build relationships, and connections with
their peers. This quote exemplifies the importance of establishing a peer network
and collaboration across different centers. Taylor's peer network has provided
her with personal insights and key information about internships, her major and
choosing classes. Taylor took an active role in contacting her peers to provide
direct insight and experiences with specific instructors. Inquiring with peers
assisted Taylor in making informed decisions on classes and instructors. This
method of seeking help from peers supported her success.
Ali also had successful experiences with his peers.
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My friends and I kind of motivate each other and like one of them actually
will possibly transfer to the same school I plan to attend. This is my best
friend since seventh grade, you know. So this type of motivation will
actually help me do well in school and maintain a good GPA because we
like kind of challenge each other (Ali, personal communication, December
2, 2015).
Ali described his peers as providing motivation to persist and succeed. Ali
modeled creating healthy competition with peers. Creating opportunities to
challenge himself was a strategy to hold himself accountable and stay focused
on his educational goals. Furthermore, creating peer support assured Ali that he
wasn't completing his education alone; his best friend was a constant support
system throughout his college journey.
My friends on campus are transferring as well. And one of them is actually
a history major, so we collaborate together, and she wants to be a teacher
as well. After class we would talk about the material; you know hang out
and stuff. She’s more on my level you know, so I didn’t have to worry
about am I saying the right things. I would definitely say collaborate with a
student you know, connect with them because then you can bounce ideas
off. And I remember quite a few times where I didn’t get what we were
learning. And I didn’t have time to go to professors’ office hours. But I had
time to meet with this friend because there’s the activity hour and there’s
open time, you know? So it worked out to be a good thing (Camille,
personal communication, November 29, 2015).
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Camille discovered a friend with the same major and career aspirations. Her
excerpt exemplifies the importance of collaborating and building relationships
with peers. Camille benefited not only with a friendship but she also received
academic and personal support from her peer. Her peer shared the same major
which was validating. Furthermore, Camille described a safe space she created
with her peer; a space in which she felt comfortable, and relatable. Her friend
was nonjudgmental and not an authoritative figure, which created a space for
Camille to be authentic and genuine.
Some of my friends say, “Man you've got it so good, you know. “You're so
smart”. “You're this, and I know you can do that, and I'm just like, “Dude,
I'm struggling”. Like you don't know, when I go home I struggle, so I
always thank them for telling me those things, because I don't get this
enough, you know. They help me see the good in myself so that would be
my support system (Phoenix, personal communication, November 29,
2015).
Phoenix's excerpt models the impact of peer validation. Phoenix shared
that she did not receive as much validation at home. She described her peers as
a second family who were encouraging and supportive. Her peers identified and
shared her strengths and qualities which was validating for Phoenix.
Finding 4: High Touch Ethnic Based Transfer Program, Black Collegians
A major finding from the interviews was Black Collegians, a high touch
ethnic- based transfer program that all student participants frequently discussed
as the program that provided them with direct transfer pathways, authentic
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support, and a family atmosphere. The Black Collegians program focuses upon
African-American student success and personal development. Their two key
objectives are to assist students in successfully completing an associate degree
and/or transfer preparation by offering high touch services such as intrusive
academic counseling and psychological counseling.
Academically, students who are members of Black Collegians have
access to academic counseling, tutoring, and priority registration. Counseling is a
high touch service. It is required for students to meet with an academic counselor
twice a semester, however, students are encouraged to meet with their counselor
as frequently as needed. Personally, psychological counseling is available for
students to discuss any personal and or academic stressors. Additionally,
students are offered male and female support groups sessions that promote
positive self-identity and authentic discussions on current topics pertaining to the
African American community. Transfer services consist of exclusive general
education courses for Black Collegian student members, college success
workshops and college tours. Furthermore, there is a Black Collegians club that
provides students with the opportunity to compete for an executive board
leadership positions and lead a student community.
Another key transfer service is Black Collegians four-year partnerships
and cross campus collaborations with other key transfer services. Black
Collegians partnered with STEM to increase the number of African American
STEM majors. Below is an excerpt from a student who learned about STEM
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through Black Collegians and took advantage of an excellent transfer preparation
opportunity.
California Community College Partnership (CCCP) program would have
Saturday academies every semester. For the people who were
transferring, they would read your essay and make sure you're answering
all the prompts. For the people that weren't transferring they had
workshops about the different UC's and how to choose which UC is right
for you based on the layout of the campus, the environment of the
campus, and your major. We were required to have a UCLA mentor and
we would have to meet with them three to four times every semester. In
the summer we had to do one of their site programs. So for the STEM
program, we stayed on the campus for a week and we had like two math
lectures from professors at UCLA. The people taking calculus were able to
take an intro to the next course for math so we had intro classes for math.
We had our own like private college fair with all the different UC's and we
were able to talk to them (Alexandria, personal communication, November
29, 2015).
Alexandria's association with Black Collegians afforded her critical fouryear university networks. This excerpt models cross campus collaboration and
partnerships. Black Collegians partnered with STEM to increase AfricanAmerican STEM majors. CCCP is a direct transfer pathway in which students
were provided with direct contacts with UC faculty and staff. CCCP offers specific
strategies and step-by-step processes to complete a competitive transfer
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application. Students experienced extensive lectures with UC faculty and real life
exposure to the university environment through residency at the university.
Overall the CCCP experience comprises of a holistic university level experience
which was beneficial for Alexandria.
Furthermore, Black Collegians partnered with Loyola Marymount
University (LMU), wherein Black Collegian students get the opportunity to
complete a week long intensive research program in which they learn the key
strategies to effectively conduct research at the university level, meet faculty,
staff, and who students attending LMU, and get exposed to the environment and
culture at LMU.
I found out about the LMU Research Intensive Program through STEM
and Black Collegians. I was able to learn how to research at the university
level, stay in the dorms for a week, and meet a lot of amazing people
there, some of which I’ve developed bonds (Duke, personal
communication, December 2, 2015).
Duke described another cross collaboration and partnership between
Black Collegians and Loyola Marymount University. One of the critical
components of university level academic work is developing successful
researching skills. This week-long intensive program exposed students to LMU
faculty, staff, and students. Rigorous research based projects and residency at
LMU for a week provided a direct pathway for students to gain more exposure to
LMU, learn university level academia, and to understand the key strategies to
complete a competitive transfer application.
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Below Dylan discusses another direct transfer pathway to USC.
Black Collegians because they send out e-mails saying, these are some
transfer workshops if you need them. You can come talk to us if you need
to. They also send you on school trips. The last one I went on just
happened to be USC, my dream college. So when they gave me the
opportunity I went. This trip was an instrumental part in my decision. I’ve
been obsessing over this school since the tenth grade and never saw it.
And then we met with a USC college representative. She told us the ins
and outs of transferring and what it means to have a good application and
what’s appealing. (Dylan, personal communication, December 2, 2015).
Being a member of Black Collegians offered Dylan an opportunity to visit
his dream college, USC. Based upon the established networks and partnerships
between Black Collegians and USC, Dylan was directly connected to key USC
institutional agents who provided him with strategies to develop a strong
application. Dylan expressed that this visit validated his strong interest and
motivation to attend USC. In addition to involvement on campus, study
participants discussed involvement with other clubs and organizations. Below
Nathan described his experience being a part of a yacht club and developing his
leadership skills.
I got into the Del Rey Yacht Club, and so with Del Rey Yacht Club I sailed
for my high school team at Palisades High School. What I benefitted from
was the leadership and responsibility because not only are the boats
extremely expensive, and you're racing them but when you sail with other
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sailors you're out in the ocean. You're by yourself with just a coach and so
you have to think smart, you have to be quick witted and all that stuff and
understand your circumstances. I think that really applies to studying;
understanding my circumstances, and the limitations that I have currently.
Also leadership. Because first I was apart of the crew, and then I became
the skipper, which is the one that man's the boat, and I was telling them
what to do. I had to strategize ahead of time to execute those strategies at
the given time that they presented themselves. So all of that pretty much
is like applied to studying, you know. You make a path, you execute the
path when the opportunity presents itself and you succeed.
Nathan's experience with being a part of a yacht club and later on
becoming a skipper played a major role in his leadership development and life
skills. His story exemplifies the importance of involvement and membership.
Being a part of an organization exposed Nathan to independence,
interdependence, communication skills, planning, organization, and self-efficacy.
Nathan can apply these skill sets to various settings such as school, work, and
other social settings. Nathan was accepted to Vanguard University for Fall 2016.
(Nathan, personal communication, December 2, 2015).
Finding 5: SMC’s Prestigious Reputation and Diversity
A convergent theme among the student participants in this study was their
recognition of SMC’s reputation. Students discussed the fact that they were
aware of SMC being on the list of top transfer schools to prestigious universities
such as the University of California, Los Angeles, the University of Southern

141
California, and Loyola Marymount University. The majority of the student
participants described SMC as comfortable and welcoming.
Furthermore, students expressed their appreciation for the state of the art
facilities and the professionalism of the faculty and staff. Duke, an art major,
identified SMC as having a university feel as though they were attending a fouryear university and not at a two-year community college. Duke shared “It’s
professional in the classroom. I feel like I’m being prepared for a real profession.
It always felt like I was in a real studio, and I loved that”.
Students associated SMC’s prestigious reputation with the diversity of the
student population. During the semi-structured interviews students were asked to
discuss why they chose SMC as their transfer preparation school of choice.
Majority of the students shared that one of the major reasons for attending SMC
was because of the diverse student population. SMC is known to have a large
international student population. Camille stated that because the student
population was so diverse, there wasn't a single, dominant group on campus,
which made for an inclusive and more egalitarian learning environment.
It’s like not seeing the dominance of one race you know? Yeah, it just
makes me feel like okay, I’m not the only one. It kind of takes the pressure
off me. And I can just be free to do, whatever I want to do you know
(Camille, personal communication, November 29, 2015).
Typically, African-American women are the minority in higher education
settings and are marginalized among the larger student population. Leaving
some African American female students feeling isolated. Because of SMC’s
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multi-national student population, there is an increase in female students of color.
This larger ratio of students of color eliminated Camille feeling like a minority.
Being a part of the majority which relieved stress for Camille. Ivan further
describes the multi-national population at SMC.
People are used to asking where people are from. I’ve heard students say
they were from the Pan Asian area; you can be from anywhere. Or
anywhere from the Middle East. These questions are constantly going
back and forth. It doesn’t feel like there’s an insult within it. They are
genuinely curious to see where people are from. I also believe there’s a
sharp divide between the students who pull up in brand new Mercedes
and the ones who take a bus for four hours to get here (Ivan, personal
communication, December 2, 2015).
Ivan described his unique experience within a multinational learning
environment. Essentially the strong international student presence created a
global community in which students felt a common humanity and curiosity among
one another. Students were interested in learning more about individuals’ origin
as opposed to feeding into stereotypes and perceptions. Ivan also brought up the
class divide at SMC. There was a clear distinction between the poor and the
wealthy in the student population. Needless to say, this divide speaks to the
historic and systemic divide within U.S. culture at large. Miles discusses below
his admiration of SMC’s diversity.
Well definitely multi-cultural, you pretty much see all walks of life here. I
think the ratio or ethnicity breakdown on campus is really outstanding. It’s
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almost like a big university. Almost every nationality is represented here I
think, every major nationality at least (Miles, personal communication,
November 29, 2015).
Miles, a Japanese major appreciated the multicultural student population
representing a variety of nationalities. The multi-nationalities of the students
sparked a strong interest in Miles future career endeavors. Miles plans to travel
the world and is already exposed to many of the individuals whose origins are
from places he planned to visit, which provided Miles with an opportunity to
create a network. Furthermore, Miles discussed the university feeling at SMC.
The university feel that Miles described is a result of the 30,000+ student
population at SMC representing a large student population compared to other
California community colleges.
Chapter Summary
This chapter began with an overview of the purpose of the study and the
qualitative methodology used for the study. A summary of the student
participants’ backgrounds and demographics were discussed. The two research
questions are addressed in detail by offering in-depth descriptions that
illuminated and validated how the student participants successfully completed
transfer readiness and what contributed to successful transfer readiness
considering both institutional agents and environmental influences. The major
findings included three non-cognitive strengths; self-discipline (do or die
mentality), help seeking (investigative), and self-motivation (resiliency). Additional
emergent themes included (a) transfer agents-intrusive counseling faculty and
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invested instructional faculty, (b) student lifelines-family and peer support, (c)
high touch ethnic base transfer program such as Black Collegians, and (d) a
prestigious and diverse learning environment. The study findings serve as key
strategies, practices, and suggestions on how to create an inclusive learning
environment that promotes African-American community college successful
transfer readiness. Chapter Five will present the interpretations and implications
of the findings, followed by recommendations for theory, policy, practice, and
future research.
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CHAPTER 5
DISCUSSION
Community colleges are being held to higher standards and expectations
as it pertains to institutional performance and students’ academic achievement.
Significant state legislation such as the Student Success and Support Program
(SSSP) and Student Equity Program (SEP) requires community colleges to
increase student success outcomes specifically for underrepresented student
populations. Billions of dollars have been provided to community colleges to
increase student success through SSSP and SEP (California Community College
Chancellors Office, 2015). One key student success outcome is transfer
readiness. As one of the key functions of community colleges, transfer readiness
offers all students the opportunity to complete general education curriculum and
introductory major courses in preparation for transfer to a four-year institution.
Research indicates that many students enroll at community colleges due to
accessibility and feasibility. Despite increased access to higher education many
community college students are experiencing poor transfer rates, especially for
underrepresented student populations.
Systemically and historically, African-American community college
students have the lowest transfer rates as compared to Asian-American and
white community college students (Student Success Scorecard, 2015). Failure to
address lack of transfer readiness for underrepresented populations such as
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African American community college students may result in a depleted California
workforce. Furthermore, African-American students endure personal, academic,
environmental, and institutional challenges that impact their transfer rates.
Common challenges among African-American men and women include
discrimination, racism, isolation, poverty, lack of minority role models, and
Eurocentric teaching models (Robinson & Franklin, 2011; Strayhorn, 2011;
Turner, 2011). Despite these challenges, many African American community
college students have persevered and accomplished transfer readiness.
This asset focused study sought to understand African-American
community college student success as it pertained to successful transfer
readiness. The study intended to illuminate the strengths, assets, and
characteristics that promoted persistence as well as the effective institutional and
environmental influences supporting and promoting African-American community
college students’ successful transfer readiness. A qualitative methodology was
chosen for this study to uplift the voices of African-American community college
students through in-depth and rich descriptions of their academic and personal
experiences contributing to successful transfer readiness. The research design
consisted of official college archival data, a pre-questionnaire to collect
demographic information, and semi-structured interviews with a total of ten
African-American males and ten African American female students at SMC. The
research questions that guided the study were:
1.

How do African American community college students describe
their successful transfer readiness process?
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2.

What leads to African American community college students
successful transfer readiness considering both institutional agents
and environmental influences?

Chapter 5 provides an interpretation of the findings, which include a brief
summary of the major findings from the semi structured interviews. The
implications of those findings are included as well as, providing connections and
comparisons to the extant literature that validate and/or refute the findings.
Lastly, recommendations are offered to key stakeholders including community
college students, policymakers, institutional agents, and community members
that take into account the findings of this study. These recommendations focus
on those action steps that will lead towards inclusive and equitable approaches
that support African-American community college students’ transfer readiness.
Interpretations and Implications
The interpretations section discusses the major findings from the semi
structured interviews accompanied with citations from the literature to validate
each finding. The five key findings that emerged from this study regarding the
successful transfer readiness process for African American community college
students were (a) non cognitive strengths; self-discipline (do or die mentality),
help-seeking (investigative), and self-motivation (resiliency), (b) transfer agents,
invested faculty and intrusive counseling, (c) student lifelines, including family
and peer support, (d) high touch ethnic based transfer program, such as Black
Collegians, and (e) a prestigious and diverse learning environment. Within each
of these categories, the findings are discussed in detail accompanied by
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implications for policy, practices, theory, and future research as it pertains to the
findings.
Finding 1: Non-Cognitive Strengths
Students’ non-cognitive strengths supported their persistence and
ultimately achieving their educational goals. Their non-cognitive strengths were
learned in environments students frequented, consisting of their home, school,
work, community organizations, such as church, and other extra-curricular
activities. Non-cognitive skills played a role in how they viewed themselves and
the internal messages students subscribed to on a daily basis. These internal
scripts either uplifted and supported student persistence or derailed and held
students stagnant. A number of studies found a direct connection with community
cultural capital factors and African American student success (Gold, 2011;
Lucero, Maes, & Klingsmith, 2014; Turner, 2011). Developed by Yosso (2006),
community cultural capital is cultivated through background, life experiences,
family, friends, and mentors as assets and strengths to accomplish their goals.
The varied community cultural capital factors are considered non-cognitive
strengths.
Transfer readiness requires students to complete academically rigorous
coursework, obtain key information for transfer readiness, navigate through
different college policies and procedures, create and maintain relationships with
key transfer agents such as faculty, counselors, and peers. Community college
students are expected to learn and apply both cognitive and non-cognitive skills
to successfully complete transfer readiness. For African American community
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college students, research confirms that these students are more likely working,
parenting, have low- income status and are first generation college students,
which poses additional stressors throughout their transfer preparation process.
During the semi-structured interviews students were asked to discuss how
they successfully persisted and attained transfer readiness. The majority of the
participants stated that their academic and personal values, habits, strengths,
and mindsets contributed to their success. Their non-cognitive strengths
supported students in managing both academic and personal stressors. The noncognitive strengths most frequently discussed were (a) self-discipline (do or die
mentality), (b) help seeking (investigative), and (c) self-motivation (resiliency).
The literature on non-cognitive skills spans more than 30 years. The
literature supports the importance of non-cognitive skill sets and particularly how
they enable African-American student success (Sedlacek & Brooks, 1976). One
of the major non-cognitive strengths for this study was self-motivation, which
required a positive self-concept, confidence, and strength in character. Students
also had to learn how to deal with adversity and still persist. The self-motivation
(resiliency) finding is comparable to Sedlacek’s (2011) findings found that
students’ positive self-concept and confidence supported African American
student success.
Students also discussed help seeking and investigative skill sets. Students
routinely sought after academic support from tutors, peers, supplemental
instructors, and instructional faculty. Many attended faculty officer hours to obtain
additional academic support. Study participants frequently met with counselors to
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identify and learn more about important transfer policies and procedures such as
the correct transfer curriculum, important deadlines and how to develop a
competitive four-year application. Students also researched and investigated the
best classes and professors to choose for core transfer classes and frequently
watched online tutorials for additional academic support. Harris and Wood’s
(2014) socio-ecological model outcomes support help seeking investigative, skills
in which they identify as a common indicator for African American male student
success. One of Golds’ (2011) major findings was social capital. Social capital
implies that one seeks assistance from, and utilize, various agents within the
social capital network such as family, peers, and institutional agents. Such an
approach correlates with the findings from this study.
Study participants also modeled self-discipline, which required students to
create study regiments they committed to on a daily basis. Furthermore, students
had to remove distractions, which usually meant minimal time with family and
friends. Harris and Wood’s concept of ‘action control’—which is a form of selfdiscipline—is a predictor for African American male student success (Wood et
al., 2014). Self-focus is comparable to self-discipline. Self-focus was also a major
finding for Wilson (2014) study of African-American community college transfer
students.
Implications for policy. As evidenced in the literature, non-cognitive
skills are directly related to African-American student success (Sedlacek, 1984).
Therefore, implications for policy must include assessing and evaluating noncognitive strengths needed for successful transfer preparation. The non-cognitive
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aspects of the transfer readiness process are critical to persistence and goal
attainment. Therefore, policy makers have the ability to provide additional funding
in developing and embedding non-cognitive curriculum into core transfer classes.
Implications for practice. Implications for practice pertaining to noncognitive strengths require both academic and nonacademic agents’ participation
in order to enhance student outcomes. Both types of agents have a large
platform to teach, model, engage and promote the building of non-cognitive skill
sets. Instructional faculty can assign exercises and activities that assist students
in critically thinking and applying their non-cognitive strengths within the
classroom. Specifically, this can be implemented in personal development
courses predominately found at community colleges. Non-academic agents such
as family, mentors and community organization staff also have the ability to
encourage and support not cognitive skill building by assisting students in
identifying and validating their innate and natural abilities through practical real
life experiences.
Implications for future research. Implications for future research on
transfer readiness must include researching non-cognitive skills from a holistic
perspective, with a focus on applying non-cognitive skills in a variety of settings.
Such settings could include academic, professional as well as at home and other
social settings that research shows African-American students frequent such as
church. Providing students with a larger framework where they can apply noncognitive skill building in a variety of social settings familiar to African American
students has the potential to increase their chances of relating and
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understanding how their lived experiences and natural abilities can be utilized to
conquer personal challenges and achieve their goals.
Finding 2: Transfer Agents
While preparing for transfer readiness, student participants frequently
interacted and met with community college agents. Community college agents
are sometimes thought of as transfer agents, those who have key information
regarding transfer readiness. The two community college agents who played a
major role in the student participants transfer preparation were instructional
faculty and counseling faculty.
Invested instructional faculty. A common theme that emerged from the
interview data among the student participants was faculty engagement both
inside and outside the classroom. Although the participants stated that their
coursework was at times challenging and rigorous, the students expressed that
professors who helped them to process the coursework successfully, were those
who were also supportive, a factor which made a difference in the faculty-student
relationship. Students expressed appreciation for faculty members that went
above and beyond their prescriptive duties.
Within the classroom, students described successful faculty as those who
created an open, supportive, and empowering learning environment. Faculty
used a variety of different learning tools and pedagogical approaches to teach
the subject matter. Outside of the classroom, the participants defined successful
faculty as those who were accessible, and students frequently utilized their office
hours. Moreover, the supportive faculty member often made available additional
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academic resources to better enable the students to succeed in their classes.
Ultimately these professors made success attainable, rather than being
something that was out of reach. Some of the student participants had authentic
and deep conversations about life experiences and overcoming challenges with
faculty members. The student participants often described these faculty
members as mentors and role models.
A significant amount of research demonstrates the critical impact that
instructional faculty play in the lives of African-American community college
students and their academic success and personal development. Many study
findings emphasized the importance of student-faculty engagement. Turner
(2011) found that African American women believed that faculty had a strong
influence on their academic success. Wood and Turners (2011) determined that
positive faculty relationships included engagement, encouragement to succeed,
attentiveness and a genuine concern for African American male students.
Strayhorn and Johnson (2014) found that the second largest influence pertaining
to African-American women’s satisfaction at community colleges was directly
related to meaningful faculty engagement.
Implication for policy. It is critical for policymakers to clearly identify the
role instructional faculty must facilitate within the transfer agenda. Obviously,
faculty must teach transfer curriculum, however research indicates that AfricanAmerican students thrive in classroom environments where the instructional
faculty are engaging, supportive, and create an inclusive learning environment in
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which the faculty’s top priority is success for all students. Furthermore, faculty
went the extra mile to develop authentic rapport and mentor students.
Implication for practice. The literature provides examples of a variety of
pedagogical approaches for instructional faculty. Faculty have the freedom to
innovate and create an inclusive learning environment in which all students feel a
sense of belonging in the classroom and are motivated to learn. There is an
abundance of instructional methods, pedagogical tools, and practices that faculty
can apply to engage, validate, and inspire diverse thinkers. Implications for
practice when it comes to pedagogical approaches include applying different
learning tools and methods that acknowledge the diverse backgrounds and
experiences of African-American community college students.
As it relates to African-American community college students, culturally
relevant pedagogy is a teaching method that promotes and celebrates real life
experiences, cultural capital, and backgrounds of students of color (LadsonBillings, 2009). Validating their real-life experiences is valuable and noteworthy of
discussion. The professor has the ability to inspire and motivate students. Many
of the study participants admired professors who went the extra mile to validate
their experiences and teach them not only the subject matter but also promoted
their personal development as its related to positive self-identity. As the
community college student population evolves into a diverse student population,
it is important for faculty members to also evolve in their teaching methods by
infusing diverse pedagogical practices that cultivate an inclusive learning
environment.
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Implications for future research. Implications for future research as it
pertains to instructional faculty is to identify the specific roles instructional faculty
play in the transfer ready process. It is evident that instructional faculty are
responsible for teaching transfer curriculum. However, one of the major findings
for this study was African-American community college students’ value
instructional faculty that are engaging both inside and outside of the classroom.
Research regarding instructional faculty's role outside of the classroom pertaining
to transfer readiness is worthy of studying.
Counseling faculty. Counseling faculty also provided key transfer
information, validation and support throughout the pre-transfer process. The
counselors that students regularly interacted with were defined as ‘intrusive
counselors. These counselors developed strong rapport with students and had a
genuine interest and concern regarding their academic and personal success.
Intrusive counselors also held students accountable and followed up with those
students who were struggling. One of the key success strategies for African
American students was having access to counselors. One student indicated that
she could meet with counselors on a daily basis if needed. Counselors also
provided students with the appropriate transfer curriculum, transfer workshops,
college tours, and direct connections to key college representatives.
Beyond providing transfer information, students also shared that
counselors were not afraid to challenge and hold students accountable for their
educational goals. Some associated their counselors as being their second
mothers or fathers. Validation was also associated with successful counselors.
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Students would share academic, financial, and personal stressors with
counselors and would be advised in terms of viable alternatives, enabling
resources, and most importantly, receive encouragement so that the student
would be able to persevere and achieve their educational goals.
Gard et al. (2012) found one of the major factors contributing to successful
transfer readiness was quality counseling and advising. Similar to the findings of
Gard, Paton, and Gosselin’s study found that correct dissemination of transfer
information and counselors’ expertise of transfer requirements was important to
study participants. Allen et al. (2013) found that pre-transfer community college
students emphasized the importance of holistic advising, which included
academic, career, and life goals. Participants in this study also frequently
discussed the importance of counselors who not only provided academic support
but personal support as well, which became key to their persistence and overall
success. Wood et al. (2012) found that meaningful advising was important in
predicting if students would be able to successfully transfer. Correspondingly,
participants in this study shared how dependent upon they were on receiving
accurate information pertaining to transfer requirements from counselors. Indeed,
inaccurate information could serve as a deterrent towards the goal of transfer
readiness.
Implication for policy. It is imperative for policymakers to provide and
disseminate clear and up to date information pertaining to transfer policies and
procedures. Transfer policy and procedures are ever changing and counselors
are expected to stay abreast of these changes as they are enacted in numerous
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public universities, private universities, out of state universities, and not for profit
universities. Additionally, there is clear evidence in the literature that prominent
and prestigious schools have a low rate of admittance for African-American
students (Blacks in Higher Education, 2014). Therefore, there needs to be
ongoing dialogue, review of transfer equity data, and action steps taken that
create seamless transfer pathways that can begin the first year of college.
Admitting and retaining the new majority will increase the California workforce
and enhance the global economy.
Implication for practice. The new majority enrolling at community
colleges are students of color. Therefore, implications for practice for community
college leaders should include promoting and training counselors on culturally
relevant practices that can be used for a variety of community college students.
Counselor training should focus on validation, support, developing positive selfidentity, and encouraging students to use their cultural capital as strengths to
successfully complete the transfer readiness process. All staff directly interacting
with students of color should be made aware of the importance of these factors.
It is important for counselors to be informed about transfer equity and most
importantly, to realize how they are practitioners in the transfer equity dynamic.
Providing counselors with up-to-date statistics on student populations that are
underrepresented regarding transfer readiness can be critical in enabling the
student populations they serve. Taking realistic action steps to promote transfer
equity is key in the overall process.
Implication for theory. In terms of theoretical implications, in essence,
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counselors assist students in all three stages of Schlossberg et al.’s (1995)
transition theory—moving in, moving through, and moving out. Students depend
upon counselors to provide proper guidance and direction regarding choosing the
right classes for transfer and being informed about the different types of
university transfer policies and procedures. In addition to providing personal
support, it is imperative for counselors to fully orient students on how to
successfully prepare for transfer early in the college career.
Implication for future research. Implications for future research
regarding successful transfer counseling would include assessing counselor
competencies in key transfer areas, including: procedures and policy,
understanding of diverse four-year universities transfer processes, and major
related information. Furthermore, due to the diverse needs and accommodations
of community college students, yearly counselor evaluations are important to
ensure students receive adequate counseling, accountability, and appropriate
guidance.
Finding 3: Student Lifelines
Student lifelines are individuals who provide academic, personal,
emotional and financial support for students. These individuals are considered
kin and non-kin individuals who are encouraging, validating, and supportive
throughout the transfer preparation process. Creating safe spaces for students to
be authentic, vulnerable, and real. The study participants discussed both family
members and peers as being lifelines that offered a variety of support.
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Family. As shared in Chapter 4, more than half of the student participants
in this study were first generation college students. Their parents were not able to
provide them with academic guidance during their pre-transfer preparation due to
the lack of a college education. However, many still described their family
members as sources of accountability and financial support. Many students
discussed their family members as being one of the top factors that motivated
them to attend college and succeed. While some students were able to stay at
home, receive financial support to pay for tuition and transportation to school,
other students did not receive financial support, but were nevertheless provided
with encouragement. One of the student participants described how every time
he saw one of his uncles during family events, his uncles would sit him down and
discuss his progress in college as well as point out how critical it was to achieve
a higher education. His uncles served as motivation and reminder to stay
focused.
The literature continues to validate the importance of family support.
Causey, Livingston, and High (2015) examined factors that contribute to AfricanAmerican college students’ sense of self-esteem. The results indicated that
parental involvement contributed to African-American college students’ selfesteem. Baber’s (2012) qualitative study found mixed results when it came to the
importance of family in determining a student’s academic success. Some of the
student participants identified family as supportive while others defined family as
a source of stress. A clearly opposing view related to family is discussed in
Strayhorn’s (2011) studies regarding African-American community college
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students. In these studies, participants identified parents, and families as a
stressor and a deterrent to college satisfaction, rather than being an enabling
resource. Wood (2012) also found that having family responsibilities was a
predictor for African-American male students having to depart from college.
Implication for policy. Policymakers should increase funding for first
generation college students’ support services that focus on educating parents
and other family members on how to academically support their students, despite
their own lack of, or familiarity with, higher education. Investing in one of the
primary sources of support for African American community college students,
namely the family, can assist in increasing African-American community college
student success.
Implication for practice. Implications for practice would include
implementing parent orientation sessions in which parents are provided with key
transfer information during the beginning of their students’ college career. Parent
orientation should be an ongoing and progressive process in which parents are
educated throughout the pre-transfer process. Ensuring parents understand the
transfer preparation process will provide students with an additional support
system at home. Due to multiple obligations that families often face, these
orientations could be provided online to ensure easy access. Additionally,
parents can serve as a form of accountability and provide stability and structure
for students as they move through the transfer preparation process.
Implication for future research. Implications for future research
pertaining to the family has to do with exploring the type of support parents
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provide to their students, despite their own lack of college education or familiarity
with what attending college entails. Research should also focus upon the
phenomenon of defining successful parent-student engagement as it pertains to
higher education. Additionally, community college leaders can use this research
to determine appropriate training for parents so they can enhance their academic
support at home.
Peer support. Academic and social integration are indicators of student
success. Specifically, social integration requires students to develop
interpersonal skills and learn how to develop relationships and connections on
campus. The study participants found connections on campus through
involvement with various support services on campus. Black Collegians created
opportunities for students to develop relationships with peers. Specifically, the
literature indicates that African-American community college students identify
their peers as critical support systems during college.
Peers played a major role in African-American community college
students’ success. Student participants emphasized that peers were relatable
and understood the academic, personal, and social challenges faced by college
students. Relating to one another was a form of validation for students. Wilson
(2014) completed a qualitative explorative study and found that peer advice was
a major finding for the study, specifically peers assisted with how to navigate
college. Peer mentorship was found to be an important support system that
offered academic and emotional support for African-American female students
(Gold, 2011; Wilson, 2014). Turner (2011) discovered that friends were identified
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as a motivational factor to complete a higher education for African-American
community college female students. Walpole, Chambers, and Goss (2014) found
that African-American community college women were more likely to reach out to
peers for emotional support. Peers also played a role in the African-American
community college students’ motivation to attain a higher education (Turner,
2011).
Implications for policy. The literature indicates that African-American
community college students are more likely to be first generation college
students, being the first to attend college. Therefore, African-American
community college students heavily rely on other forms of academic support on
campus, including institutional agents such as instructional faculty, counseling
faculty, and other support services. Peers are one of the major support systems
for African-American community college students. Research shows that peers
provide academic, social, and emotional support. Policymakers should continue
to research and identify initiatives and funding sources to support first generation
African-American community college students’ academic development and
academic support.
Implication for practice. Implications for practice include creating
programs and initiatives that promote peer engagement for African-American
community college students. Practices may include creating peer mentorship
programs, expansion of learning communities, and academic support services
led by peers such as supplemental instruction and tutoring.
Implications for future research. Implications for future research consist
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of continuing to research the effectiveness and best practices of learning
communities. Learning communities are typically a part of specialized programs
or boutique programs found on community college campuses and are normally
not institutionalized. Further research is needed on the effectiveness and
importance of institutionalizing learning communities for at-risk and under-served
student populations to increase peer support, peer mentorship, and community
building among students both inside and outside of the classroom.
Finding 4: High Touch Ethnic-Based Transfer Program, Black Collegians
California community colleges have established a number of support
services geared towards underrepresented community college students that
involve state and federal funding. Well-established community college programs
funded through the state or federal government includes Equal Opportunity
Program/CARE services, TRIO, Cal Works, and the Puente program.
Additionally, there are ethnic base support programs such as UMOJA which
directly supports African-American student success in higher education.
High touch ethnic-based programs emphasize positive self-identity,
celebrate and acknowledge ethnicity and culture and prepares students for
degree completion, certificate completion, and/or transfer readiness. High touch
ethnic-based transfer programs are not established on all community colleges
and are usually not funded by the state or federal governments. These programs
are typically known as boutique programs that have limited grant funding and
serve a specific underserved student population with targeted services geared
towards their success. These types of programs are typically temporary and
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difficult to get institutionalized but have a high impact on student success for
students of color.
At a minimum, research supports the idea that ethnic based programs are
essential to African-American community college student success due to the
concentrated services, committed staff and faculty community, and available
resources provided to students. Correspondingly, the findings from this study
illustrated that a high touch ethnic-based program, Black Collegians played a
major role in providing African-American community college students with key
academic, personal, and career services. The majority of the student participants
were a part of the Black Collegians program at SMC. This program is integrative
in its approach and utilizes counseling, priority registration, exclusive general
education classes, psychological services, tutoring, college success, and African
American education workshops to develop thriving and successful African
American students. Mentorship is also a component of the program, African
American instructors, administrators and counselors serve as role models.
Furthermore, the Black Collegians model provides direct pathways to successful
transfer preparation and connections to faculty, support services, and counselors
at prestigious four-year universities.
Comparable to Black Collegians model and services, Jenkins (2007) study
found that high impact colleges included targeted support services that met the
specific needs of minority students and were generally successful. Patton (2006)
study also found that Black cultural centers were important to African-American
students. Both studies emphasized staff members who positively influenced the
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student population, provided assistance with college assimilation, made students
aware of the availability of resources, encouraged positive self-identity, and
provided a communal space that could be identified as a second home for
students on campus.
Implication for policy. Given the research literature, the policy
implications would be that it is critical for policymakers to establish more
initiatives and financial resources to increase access for African-American
community college students. As the primary school of choice for AfricanAmericans, and as one of the lowest transfer ready student populations,
community colleges must provide the appropriate academic, personal, and
wellness resources needed in order to retain and ultimately increase the number
of African-American community college students who are successful in achieving
transfer readiness.
Implication for practice. Implications for practice would include
institutionalizing programs and services that support African-American
community college students and have proven student success outcomes and
overall student satisfaction. Research indicates that African-American students
value and heavily rely on faculty, counselors, and staff of color during the transfer
preparation process. Thus, it is important for these institutional agents to provide
key transfer information, but also to serve as agents who offer validation and
encouragement during stressful academic and personal events. A large number
of African-American community college students have low socio-economic status
and need financial assistance to fund their higher education. Therefore,
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developing programs that teach and offer practical strategies and techniques that
increase African American students’ financial literacy and understanding of
financial aid and fiscal responsibility is important to accomplishing transfer
readiness and degree completion for this specific population.
Implication for future research. Implications for future research
regarding high touch ethnic-based transfer programs would include securing data
and proven outcomes validating the significance of these types of programs as it
pertains to promoting holistic student development and success of African
American community college students. A comparison analysis of state and
federally funded categorical programs such as high touch ethnic-based boutique
programs that African-American community colleges students frequent will assist
in identifying the key services, best practices, and resources, that best serve
African American community college student success. The ultimate goal is to
identify practices that are sustainable and scalable for ethnic-based community
college programs.
Finding 5: Prestigious Reputation and Diverse Learning Environment
Student participants were asked to describe SMC's environment and why
they chose SMC as their transfer school of choice. Many described SMC as
being like a four-year university that was comprised of state of the art facilities,
readily available resource, professional staff, and faculty. Students truly believed
that they were receiving a quality education. These sentiments reflected a sense
of pride and motivation for students to persist and complete their transfer
preparation at SMC.
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Students also associated SMC with diversity. SMC is well known for its
international student demographics, spanning across many countries. The
diverse demographic was a benefit for the study participants. Students were
interested in creating relationships with students from diverse backgrounds. One
study participant described SMC as not having a non-dominant ethnic population
which alleviated stress regarding potential stereotyping, prejudice, or
discrimination. Although African-American community college students are
considered a minority on campus many were able to find specific communities on
campus to feel a sense of belonging.
SMC is considered a high-performing community college across the
United States and internationally that offers a quality education, support services,
resources, and various pathways to transfer preparedness. SMC is one of the top
transfer schools to prestigious universities such as UCLA, USC, and Loyola
Marymount University. This is attributed to their comprehensive transfer
initiatives including a transfer center which includes over 120 counselors, a
transfer director, a variety of transfer workshops throughout the transfer season,
transfer articulation officers, professional development for counseling faculty, and
established four-year partnerships and networks. Many of the study participants
traveled many miles on a weekly basis to attend SMC because of its prestigious
reputation, its location and its access to key transfer resources.
Implications for policy. The completion agenda is critical to California's
workforce and enhancing the global economy. This requires that all citizens
obtain key skill sets, degrees, and/or certificates which require an education.
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Community colleges are a feasible and realistic option for all citizens with varied
abilities, skills, careers, and/or educational goals. The literature indicates that
there are many jobs and careers vacant due to underprepared citizens who lack
the proper skill sets to complete the jobs and careers currently available.
Systemically and historically African-American community college
students have low transfer rates. It is imperative for community colleges policy
makers to continue to assess and evaluate institutional culture, structures and
policies pertaining to community college transfer equity and to create
accountability systems that focus upon institutional measures to assess and hold
community colleges accountable for transfer equity. Incentives such as funding
for underserved transfer ready students should be made available to community
colleges to continue promoting, addressing, and taking action steps towards
eliminating transfer inequities for underserved student populations.
Implications for practice. Implications for practice include increasing
high touch ethnic-base transfer services for African-American community college
students. The findings indicated that African-American community college
students were successful in learning environments that were comprised of
authentic faculty-student engagement and intrusive counseling services. A
variety of studies support the critical roles of instructional faculty in guiding
students throughout the transfer preparation process. Wood and Palmer (2014)
found that diversity increased the likeliness of African American community
college male likeliness to transfer. Communal spaces that were reflective of a
close-knit family atmosphere including diverse faculty, staff, and peers. This type
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of environment provided students with a sense of belonging, inspiration and
motivation to succeed. Patton (2006) and McGlynn’s (2013) studies found that
ethnic-based programs supported African-American community college students’
success.
Implications for future research. Implications for future research should
consists of continual investigation and examination of high-performing community
colleges that have proven to successfully increase and enhance transfer
readiness of underserved student populations such as African-American
community college students. This research will offer strategies, models and/or
practices that can be implemented on many community college campuses
nationwide.
Recommendations
Recommendation 1: Early Transfer Education and Orientation
One of the primary missions of community colleges is transfer preparation,
therefore, this should be a top priority for all community colleges. Early transfer
education would be a comprehensive and integrative program that includes
instructional faculty, counseling faculty, support services, and a variety of
university and college representatives. Early transfer education would start at the
beginning of the academic year. All students who declared transfer as their
educational goal would be required to complete this program. The class would
comprise of key transfer processes and procedures and serve as a direct
pathway to transfer readiness including extended transfer orientation, university
immersion, and community based learning.

170
Recommendation 2: Community College University Center
Creation of a university center established on California community
college campuses will serve as a direct transfer pathway. To ensure inclusivity
the university center would consist of CSU, UC, private, out of state, HBCU, HSI,
and gender-specific universities and college representatives across the United
States and would include a comprehensive orientation center for the assigned
colleges. Access and direct connections to key transfer resources would be
readily available for all students. This initiative would assist with eliminating any
misinformation or lack of information needed to successfully prepare for transfer.
This university center would create a seamless transfer pathway for students.
Recommendation 3: Transfer Agents’ Professional Development Seminars
Research indicates that key institutional agents play a major role in the
transfer readiness of African-American community college students. There are a
number of components that lead to transfer preparation. It is critical that key
institutional agents are informed and effectively promote transfer preparation.
Based on the ever-changing transfer policies and procedures for different
universities, it is important that institutional agents are trained and receive up-todate transfer information. Creating a professional development series would
assist in establishing a transfer culture in which all key institutional agents are
sharing and disseminating key transfer information to students both inside and
outside of the classroom. To ensure all institutional agents are receiving key
transfer information each semester, the professional development series would
require each staff member to attend at a minimum one professional development
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series that consists of three to four workshops taught by university and college
admissions and counseling services. This would be a requirement for tenured
instructional faculty, counseling faculty, and strongly encouraged for part-time
faculty.
Recommendation 4: Transfer Support Network
Research shows that support networks are critical to African-American
community college students’ success. Study participants identified different forms
of support that was integral to their success. Therefore, a transfer support
network is critical. This extensive network would consist of a variety of key
transfer agents. The network would serve as a navigation tool for aspiring
transfer students in which key transfer agents will offer key advice, strategies,
and resources to successfully attain transfer preparation.
Recommendation 5: Institutional Commitment to High Touch African
American Transfer Programs
It is evident in the literature that African-Americans are highly likely to
attend community colleges due to accessibility and economic feasibility. This is a
student population guaranteed to enter the community college every academic
year and is worth investing in, supporting, and accommodating. Beyond access it
is important that African-American students succeed and achieve their
educational goals, which may include an associate’s degree, certificate or
transfer preparation. Therefore, an institutional commitment to African-American
student success is critical.
The high touch ethnic-base transfer program Black Collegians was a
major finding for this study. Black Collegians has proven to be a navigational tool,
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support system, resource, and direct pathway to transfer readiness for AfricanAmerican community college students. Ethnic-based transfer programs that have
proven to increase African-American transfer readiness over a span of at least
five years consistently should be institutionalized by specifically identifying
scalable and sustainable practices for programs such as Black Collegians.
Institutional commitment would include increased and ongoing funding for a
comprehensive program. A comprehensive program focusing upon academic
development, social development, career development, positive self-identity, and
wellness offers African-American students with an abundance of opportunities to
grow and develop into contributing citizens, degree holders, and thriving leaders.
Summary of the Dissertation
Research shows that historically and systemically African-American
community college students have the lowest transfer rates when compared to
white and Asian community college students, thus, leaving this student
population behind in student success. Current national and state level initiatives
are examining factors that eliminate equity gaps among underrepresented
students such as African-American community college students to ensure a
thriving California workforce and global economy.
This asset-based study sought to illuminate characteristics, strengths, and
behaviors that contributed to African-American community college students
successful transfer readiness. Additionally, the study explored those institutional
agents and environmental influences that supported African-American
community college students’ success. Findings included three major non-
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cognitive strengths that African-American community college students practiced
to persist and accomplish transfer readiness. The three non-cognitive strengths
included self-discipline (do or die mentality), help seeking (investigative), and
self-motivation (resiliency). Transfer agents played a pivotal role in providing key
transfer information, support, and resources. Transfer agents included invested
instructional faculty and intrusive counseling faculty.
Student lifelines were individuals who provided needed support both
inside and outside of the classroom. These individuals consisted of family and
peers. Another major finding was the value of high touch ethnic-based transfer
program, Black Collegians which focuses upon access to key transfer
information, classes, counseling, student development, community development
and positive self-identity. Finally, SMC’s prestigious and diverse learning
environment was found to be influential, resourceful, and motivational for study
participants.
Recommendations include establishing a mandated transfer orientation
course, a university center established on community college campuses,
required professional development seminars, institutional commitment to high
touch ethnic-based transfer programs, and African American community college
transfer support networks. To ensure success for African American community
college students, change must occur at the national, state and local levels. To
shift from transfer inequity to transfer equity, requires institutional reformation,
and dedicated faculty and staff members open to needed change. Change in
practices, change in instruction, change in dialogue, and change in support to
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better serve and increase student success for African American community
college students.
Conclusion
Community colleges are being called to action having been identified as
one of the direct pathways to degree completion through transfer preparation. As
the primary school of choice for African Americans, it is essential for community
colleges to continue addressing pathways and initiatives that increase successful
transfer readiness for underserved student populations such as African American
community college students. Shifting from an “all fit” model to a holistic model
that meets the unique needs of African American community college students.
This study illuminated that both the student, environmental influences and
the community college play a significant role in the overall successful transfer
preparedness for African American community college students. Successful
transfer readiness is a collective and communal process requiring students
mastering student success, a strong rapport and support from committed transfer
agents, and appropriate resources and accommodations that meet the needs of
African American community college students. Study participants identified,
developed and practiced non-cognitive strengths and obtained key academic,
personal, and transfer support through relationship building.
The community colleges role in successful transfer readiness was
establishing an institutional commitment to the transfer mission that cultivated a
thriving, high impact, and resourceful transfer-going culture. This culture included
embedding transfer preparation in a variety of high touch transfer programs,
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increasing staffing of key transfer agents, including counselors, administrators,
managers, and instructional faculty who are committed to the transfer mission.
Study participants emphasized the importance of committed and authentic
transfer agents. Successful transfer agents (instructional faculty and counseling
faculty) were willing to go above and beyond by offering student both their
expertise in their identified profession and authentic mentorship and support. In
addition to strong partnerships and direct transfer pathways to four year
universities.
This study also captured the importance of addressing students holistically
because of students’ diverse academic backgrounds, experiences, and needs.
Furthermore, there were multiple expectations, policies and skill sets students
must achieve to successfully prepare for transfer. Transfer readiness included
successful completion of the student success and support program process
comprising of matriculation, academic integration, social integration, authentic
relationship building both on campus and off campus, and completion of the fouryear application and financial aid application process. Moving through these
stages of transfer readiness, it required students to learn and develop specific
non-cognitive strengths to retrieve key transfer information, develop
relationships, to get support from key transfer agents, and to discover pathways
to successfully prepare for transfer through high touch ethnic base programs.
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APPENDIX A
STUDENT CONSENT FORM
My name is Tyffany Dowd. I am a student in the CSU Fullerton doctoral program in
Community College Educational Leadership under the direction of Dr. Dawn Person. I
am conducting a study to capture African American community college student’s
successful transfer readiness experience.
As an African American transfer-ready student, you are eligible to participate in this
study. You will have the opportunity to answer questions and share information about
your transfer preparation experiences at Santa Monica College. I hope that this study will
provide key agents such as community college leaders, community organization leaders,
parents and aspiring transfer students with an in-depth student perspective on
instrumental transfer initiatives, resources, support and practices that will increase
African American community college students’ transfer readiness.
Your participation will involve completing a pre-questionnaire, one face-to-face interview
that will take approximately 60-90 minutes, and one follow-up meeting as needed. The
interview will be audio-recorded with your permission to ensure accuracy of the
information you share. If you choose not to be recorded, I will take notes during the
interview. Student participants will receive a $30.00 gift card.
During the interview, you do not have to answer any questions that make you
uncomfortable. If you choose not to answer, there will be no consequence and you will
still remain a part of the study. The only identifiable risk to you as a participant in this
study is that you may recall personal and academic obstacles you had to overcome in
your college experience.
Research records will be kept confidential to the extent allowed by law. I am the only
person who will know your name. The responses you provide will not be connected with
your name in any way. Interview transcripts and other study information will be stored in
a locked drawer and on a password-protected computer. Data will be kept indefinitely for
future publications or presentations.
Your participation is voluntary and you are free to withdraw from participation at any time
without suffering penalty or loss of benefits or services to which you may otherwise be
entitled.
If you have questions please contact me at tdowd@csu.fullerton.edu. You may also
contact my dissertation committee chair, Dr. Dawn Person, at (657) 278-7643 or by
emailing to dperson@fullerton.edu. If you have questions about the rights of human
research participants, contact the CSUF Institutional Review Board (IRB) Office at (657)278-7640 or irb@fullerton.edu.
I have no conflict of interest relating to this study, financial or otherwise.
Thank you,
Tyffany Dowd, CSUF Graduate Student
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-----------------------------------------------------------------------------------------------------------I have carefully read and/or have had the terms used in this consent form and
their significance explained to me. By signing below, I agree that I am at least 18
years of age and agree to participate in this project. I have also been given a
copy of this form.
Name of Participant (print) ______________________________________
Signature of Participant ______________________

Date _______________

Signature of Investigator _____________________

Date _______________

Your signature below indicates that you are giving permission to audio/video
record your responses.
Signature of Participant _____________________
Date _______________
All California State University employees are mandated reporters under California¹s Child Abuse and Neglect
Reporting Act ("CANRA"). Whenever a CSU employee, in his/her professional capacity or within the scope of his/her
employment, has knowledge of or observes a person under the age of 18 years whom the employee knows, or
reasonably suspects, to have been the victim of child abuse or neglect, the employee must report the incident to the
appropriate authorities.
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APPENDIX B
STUDENT PRE-QUESTIONNAIRE
Student participants - Please note that all information shared is confidential and
will be coded to remove any personal identification. As the researcher, I am the
only person who will have access to this information. Please complete and
submit the questionnaire to tdowd@csu.fullerton.edu at least 48 hours prior to
your scheduled interview. If you have any questions please feel free to call me at
310-941-8933. Thank You.
First Name:

Last Name:

Address:

City, State:

Phone Number:

Email Address:

Ethnicity:

Gender:

Parents Highest Education
Level:

Please list your original English & Math Placement
during your first year at SMC:

_______High School
______Some College
______College Graduate
_______Post-Graduate
Transfer Major:

Please list all of the transfer schools you applied to
during Fall 2015:
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APPENDIX C
SEMI-STRUCTURED INTERVEIW PROTOCOL
Thank you for participating in this semi-structured interview. My name is
Tyffany Dowd, and I will be facilitating this interview. I am an Ed.D student at
California State University, Fullerton. The purpose of this semi-structured
interview is to understand your experiences preparing for transfer readiness. As
a result of this interview, future transfer students, faculty, counselors and staff will
have a wealth of valuable information pertaining to transfer programs, practices,
and effective staff skills that prepare African American students for transfer
readiness at a community college.
Please be aware that your identity will not be disclosed or identifiable
including your name and personal characteristics. For your protection, we ask
that you do not refer to any classmates or professors by name. This provides you
with the opportunity to be honest and candid about your overall experience
preparing for transfer. All information shared during this interview will be kept
confidential and will only be reviewed by myself and the research team.
You have the right to withdraw from the semi-structured interview or not
answer any of the questions if you feel uncomfortable during the discussion. The
semi-structured interview will be audio recorded. I will take written notes, as well.
Please feel free to stop me at any time if you have any questions. Do you have
any questions about what I just explained?
The interview questions are designed to obtain an open and honest
dialogue. There may be some follow up questions to ensure clarity and accuracy
in understanding. If you agree to this process please sign the consent form.
Before I begin the interview, I would like to learn more about you. Please share
your name and favorites SMC experience. Thank you for sharing. We will now
begin the interview.
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Interview Questions
1.

Why did you choose Santa Monica College as your school of choice for
transfer preparation?

2.

What defining moment, individual or experience inspired you to prepare
for transfer? Explain.

3.

Did you experience any challenges or setbacks during the transfer
preparation at SMC? Describe how you overcame those challenges.

4.

Please describe your support systems. Which of these support systems or
individuals were instrumental in supporting your transfer preparation?
Explain in detail what type of support they offered you.

5.

Please share any workshops, events, services or other resources on or off
campus that primarily provided you with key information about
transferring.

6.

Think about your current grade point average. Describe what was required
of you as a student to maintain your grade point average. Explain your
strategies.

7.

Describe your experience (time, process, feelings) completing the transfer
application process.

8.

In your own words, define successful transfer readiness.

9.

What is one valuable piece of advices you would offer a future student
preparing for transfer?

Closing
I would like to thank you for participating in the interview. If you have any
additional questions or concerns once leaving, please feel free to contact me
directly. Also, please remember that all of your information will remain
confidential. Do you have any questions before we conclude? Thank you for your
time.
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APPENDIX D
THANK YOU LETTER
Thank you for participating in my dissertation research study regarding
African-American community college students’ transfer readiness experience.
Your contributions to this study will provide key individuals (faculty, staff,
community organizations, families and aspiring transfer students) with knowledge
about how to successfully support and complete transfer readiness. The purpose
of this letter is to provide a brief overview of the study and student participants’
role.
The research model I am using is qualitative and the design is explorative
research. This research model will capture stories, examples, and narratives of
African-American students’ transfer preparation experiences. Student
participants will be asked a series of questions (included in the pre-questionnaire
attached) to solicit specific and accurate examples of students’ strengths, assets,
key transfer programs, initiatives, and individuals that supported their transfer
preparation. Please answer each question in detail including your feelings,
behaviors, and thoughts to capture your authentic experience. I want to thank
you for your willingness to participate and share your story. Please feel free to
contact me via email at tdowd@csu.fullerton.edu if you have any questions or
concerns. I look forward to our scheduled interview.
Sincerely,
Ms. Tyffany Dowd

