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ABSTRACT
The purpose of this study was to identify whether the Student Transfer
Achievement Reform Act enacted through Senate Bill 1440 had a positive
influence on transfer students at a California State University campus. It
compared and contrasted the similarities and differences among students
admitted to the university as both traditional transfer students and those admitted
under the Student Transfer Achievement Reform Act (SB1440). A traditional
transfer student, for the purposes of this study. was defined as any upper division
student transferring with a minimum of 60 units who did not earn an associate
degree for transfer (ADT).
This study closely followed Thomas’ (2012) research on bachelor’s degree
completion and the Associate of Applied Science (A.A.S). Similar to the ADT in
California, the A.A.S. was an alternative transfer pathway into the public
university system in Iowa. While the A.A.S. study had the benefit of data from a
mature transfer pathway, this was not the case with the California ADT. The
effectiveness of the California program has not yet been determined up to this
point.
The guiding question that drove this study was whether the ADT pathway
was a viable method for achieving higher levels of student admissions and,
ultimately, degree completion. Two distinct groups of transfer students derived
from the data examined included: traditional transfer (non-ADT) and transfers
iii

with the ADT. The ADT, through quantitative analysis, has shown promise in
terms of shortening the time to graduate, increasing graduation means, and
narrowing the achievement gaps between student groups.
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CHAPTER 1
INTRODUCTION
According to the California Master Plan for Higher Education, Cal.
Education Code § 66000 et seq. (the defining document detailing the missions of
the various systems in California), the community college system has a primary
goal of providing the first two years of the baccalaureate degree with the end
goal of students transferring to the state’s four-year institutions to complete the
remaining two years. Nearly 50% of California State University (CSU) system’s
bachelor degree recipients had previously attended a California Community
College (CCC) according to the California Community College Chancellor’s
Office (CCCCO, 2012). Each system under the California Master Plan for Higher
Education (hereafter referred to as the Master Plan) has its own unique role to
play in higher education. The University of California Educational Relations
Department website (2007) summarizes the roles as follows:
CSU's primary mission is undergraduate education and graduate
education through the master's degree including professional and teacher
education. Faculty research is authorized consistent with the primary
function of instruction.
The California Community Colleges have as their primary mission
providing academic and vocational instruction for older and younger
students through the first two years of undergraduate education (lower
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division). In addition to this primary mission, the Community Colleges are
authorized to provide remedial instruction, English as a Second Language
courses, adult noncredit instruction, community service courses, and
workforce training services.
The Master Plan was signed into law in the 1960s and was a defining
moment for higher education. It outlined the fundamentals of the three systems
of higher education used in California, including the creation of a coordinating
council with representatives from higher education, the establishment of
independent institutions, and the appointment members. Further, it defined the
primary missions of the systems. The University of California (UC) system
became the top-tier system that admitted the top 12.5% of high school graduates
and designated as the only system to offer most doctoral degrees. The CSU
system was primarily responsible for offering bachelor degrees, master degrees,
and teaching credentials. It accepted the top 33.3% of high school graduates.
Finally, the CCC system was responsible for offering associate degrees and
preparation for transitioning to a UC or CSU institution. The CCC system was
designated an open-door institution, allowing any high-school graduate to attend.
It also offered programs of study beyond the associate degree and transfer (e.g.,
vocational training and adult education). Since its inception, the Master Plan has
been amended a number of times, most notably to allow a limited number of
doctorate degrees to be offered at the CSU system. There is also legislative
movement allowing bachelor degrees at the CCCs—with 15 pilot programs now
in existence (SB-850, 2014).
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Under ideal conditions, the concept of transferring allows a student to
move from a CCC to a CSU where the student can apply previously taken
coursework taken at CCC toward degree requirements at the new institution.
The Master Plan implemented this concept as a primary benefit of moving from
one system to another. The benefit to the student includes lower cost of courses
at the CCC and quicker time to graduation at the CSU due to the lower-core and
general education requirements being previously met.
The last few years have brought many changes in regulations and state
laws designed to affect transfers. California Senate Bill 1440 (known as the
Student Transfer Achievement Reform Act or simply SB1440) is one such bill,
with a primary purpose of easing the process of students transferring from a CCC
to a CSU. Although marketed as “A Degree with a Guarantee,” it may not,
however, guarantee admission to students’ campus of choice. With this and
many other initiatives introduced by legislature, it would be beneficial to step
back and review the results that have been achieved by these initiatives thus far.
Background of the Problem
For many students, attainment of a baccalaureate degree is the minimum
requirement necessary for entry into today’s global economy, but the path
individuals follow to degree attainment can vary widely. One common approach
is to utilize one of the many community colleges across the nation as a means of
transferring into a four-year institution. In a state like California, where the
population is estimated to be more than 38 million, the community college route
is a popular one (United States Census Bureau, 2015). However, not all paths
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are equal or lead to the same result. The Master Plan was used as a guiding
principle in setting up the three systems of higher education within the state, but
it did not define how each should smoothly work together.
In their exhaustive review of the state of education and specifically the
community colleges, Pascarella and Terenzini (2005) posited that a growing
body of research shows that students entering the community college system, as
opposed to a four-year university system, have a reduced likelihood of obtaining
a baccalaureate degree. They found those who started their higher education
career in the community college system were 15% less likely to earn their
bachelors in comparison to students who began at a four-year campus
(Pascarella & Terenzini, 2005, p. 591).
Graduation rates for transfer students in the CSU system hovers around
27% within two years of matriculation (California State University, 2013). A 70%
graduation rate takes approximately six years of enrollment (California State
University, 2013). The mission of the CCC has been traditionally to allow
transfer students to complete the first two years of the bachelors at the
community college and then to complete their degree at a CSU. Part of the issue
facing students is courses that are transferred to the CSU may not count toward
the bachelor’s degree. While students at a CCC may believe they are taking
courses that will fulfill CSU major requirements, they may be shocked to learn
some courses will not articulate with the CSU system. SB1440 addressed this
issue by having the CCC and CSU systems work together in formulating an
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associate degree for transfer (ADT) that matches closely to the CSU equivalent
major.
The Student Transfer Achievement Reform Act (SB1440) was a law
passed on September 29, 2010 that enabled the CCC and the CSU to coordinate
on the creation of the ADT. Since the original passage of the Master Plan, the
environment in the state has changed dramatically. Many campuses are
impacted, suffering from a lack of funds, and have trouble meeting demands for
services. The negative effects on students include increased times to degrees,
lower graduation rates, lack of class sections, and other issues. SB1440 is one
of many legislative ideas adding to the patchwork of laws in an attempt to
alleviate problems such as these.
Students’ choice of campus for admissions is a limiting factor for many.
According to the 2014-15 Impacted Programs Matrix (2013) published by the
CSU Chancellor’s office, the majority of campus programs are impacted. This
includes many of the system’s largest campuses including Fullerton, Long
Beach, San Diego, San Jose, and San Luis Obispo. “An undergraduate major or
campus is designated as impacted when the number of applications received
from fully qualified applicants during the initial filing period exceeds the number of
available spaces” (California State University, 2014). Impaction can occur at the
level of individual programs, such as a particular major not being able to
accommodate any new students. It can also occur at the institutional level. In
the worst case, it occurs at both levels and for both freshman and transfer
students. The institution used in this study is “impacted in all undergraduate
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programs, pre-programs, undeclared programs, and for FTF (first-time-freshman)
and UDT (upper-division transfers)” (2014-15 Impacted Programs Matrix, 2013).
Impaction is but one of the challenges facing students transitioning into the CSU
system.
Low graduation rates among those transferring from a community college
are another historical trend in the CSU system. According to data published from
the CSU Chancellor’s Office, only half of the transfer students have graduated
within three years of entering the system (California Community College Transfer
Rates, 2011). Although the data presented is from 2011, the trend is apparent
across entering students as far back as the 1970s. To its credit the CSU system
has improved—in 1975 the three-year rate was 36% and staring with the class of
2007, it climbed to 52% (California Community College Transfer Rates, 2011).
However, when examining the data up to the six year mark no more than 72% of
the cohort made it to graduation.
Thomas (2012) conducted similar research in his study of bachelor degree
completion for transfer students who had obtained an Associate of Applied
Science (A.A.S). Much like the ADT in California, the A.A.S. is offered as an
alternative transfer pathway in the public university system of Iowa. In his study,
Thomas compared those who transferred to an Iowa state university with an
A.A.S. to those who transferred with an A.A. degree. Drawing upon the previous
work of Townsend and Barnes (2001), Thomas selected persistence and
academic performance as areas of focus. In both Thomas (2012) and Townsend
and Barnes (2001) studies, the dependent variables were degree completion and
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grade point average (GPA). The independent variable much like this current
study is the type of transfer degree. Deng (2006) also explored the idea of
expanding the number of variables to include a broader demographic landscape
of the transferring students, including gender, age, and racial/ethnic background.
This study follows a similar pattern set forth by Thomas (2012), Townsend
and Barnes (2001), and Deng (2006) and adds to the basic understanding of
transfer student success in the four-year university system. While Thomas had
nearly 10 years of data available for his research, this current study is based on a
new transfer degree program first implemented in 2012. Therefore, the quantity
of data available for this study was not as large and ranged from the first
admission term of Fall 2012 to the present. The previous studies found
similarities in the graduation rates and mean GPA (Deng, 2006; Thomas, 2012;
Townsend & Barnes, 2001). A decline in GPA is the primary result of a student
experiencing “transfer shock” in their first semester (Whorton, 2009). The
dependent and independent variables utilized by Deng (2006), Thomas (2012),
and Townsend and Barnes (2001) formed the base of the statistical comparison
in this current study.
Problem Statement
The problem that this study addressed is the myriad of challenges that
many community college students face as they transition to the CSU system.
Some of these challenges include complicated admissions criteria, unclear
course articulation, and graduating on time. The implementation of the ADT
under SB1440 is still very new to the state and it is unknown if it has made a
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significant impact on transfers into the CSU. Students face many problems when
transferring to a four-year institution: time to degree, transfer shock, an
unsupportive environment, and more (Cejda, Kaylor, & Rewey, 1998; Pascarella
& Terenzini, 2005; Rhine, Milligan, & Nelson, 2010).
With admissions criteria becoming ever more complicated, articulation not
clear, campuses impacted, and funds shrinking, more barriers are introduced to
students. The hurdles that students need to overcome are varied, not consistent,
and cause untold frustration. In addition, the admissions requirements at some
CSUs and programs are never stagnant leaving students, counselors, and even
faculty pondering the next steps.
Purpose Statement
The purpose of this study was to ascertain whether the ADT pathway is a
viable method for achieving higher levels of admissions acceptance and
ultimately degree completion. Exploring how the ADT affects the problem of
transfer completion is of importance to both the CCC and CSU systems. The
study compared and contrasted the similarities and differences among students
admitted to the university as both traditional transfer students and those admitted
under the Student Transfer Achievement Reform Act (SB1440). Specifically, it
examined between the two groups (a) their rates of admissions, (b) how students
performed academically over the course of their enrollments, (c) their
continuation rates, (d) their progress toward their degrees over time, and (e) time
to degree completion.
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Research Questions
The guiding topic that drove this study was whether the ADT pathway is a
viable method for achieving higher levels admissions acceptance and ultimately
degree completion within the CSU institution used in this study. The two distinct
groups of transfer students derived from the data for examination were the
traditional transfer (non-ADT) student group and the ADT transfer student group.
The following research questions guided this quantitative study:
1.

What are the differences, if any, in bachelor degree attainment
among transfer students who obtained an ADT?

2.

To what degree does transferring with the ADT predict a student’s
likelihood of admission, changing major, continuation, time-todegree, and overall GPA?

3.

What are the differences, if any, for bachelor degree attainment
among traditionally underserved higher education students
respective to age, gender, and ethnicity?
Significance

This research study has far-reaching significance for a number of
stakeholders. Firstly, it will be beneficial to the CCC system as they are on the
forefront of supporting the ADT pathway. In cooperation with the CSU system,
the community college system has designed programs that are deemed “similar”
to counterpart programs at the CSU. During initial implementation of the
program the two systems worked together to identify the 25 programs with the
highest enrollment.
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Secondly, the CSU system will benefit from a comprehensive review of the
program thus far. As the organization on the receiving end of the ADTs, it would
be of interest to the CSU system on how effective the pathway has been in
supporting the success of students to bachelor degree attainment. In attempting
to keep within the letter of the law, the CSUs have undertaken many new
initiatives internally to manage enrollment for SB1440 students. However, there
is no system-wide effort to coordinate efforts and each campus has individually
developed their own processes to maintain compliance with the law. This study
will look specifically at the program as run at one institution.
Finally, policy makers and the Academic Senate are the third group that
could benefit from this study. This research is important and will make a
significant contribution to educational leadership because statewide initiatives
such as SB1440 are being imposed on the CCC and CSU systems with little data
to back up their effectiveness. This study compared the first five years of the
effects of SB1440 against traditional transfer students and attempted to quantify
any benefits of the law. To date there has been no comprehensive study of the
effectiveness of SB1440 in fulfilling its mandate at CSUs. In addition, this
research will provide potential implementation strategies that can improve upon
the transfer pathway and address the needs of various underserved populations.
Scope of the Study
This project focused on datasets taken from one institution’s student
information system (SIS). The datasets consisted of undergraduate level transfer
students divided into two groups––the non-ADT transfer group and the ADT
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transfer student group. Data from other institutions and states will not be
considered.
Assumptions of the Study
Data will be extracted from the SIS of the institution used in this study, and
it was assumed that the data entered and stored in the system were accurate
and complete. When using datasets obtained from database management
systems, the researcher must ensure that the data collected is accurate and fully
represents all variables required for the study. Some data elements to be
examined were classified as self-reported data. Such elements may include
gender and ethnicity. No attempts to verify these elements were made, as there
is no current process at the institution used in the study to validate this data.
Assumptions were also made that the institution used in this study performed all
necessary steps internally required under the law for managing the SB1440
implementation.
Study Delimitations
Similar programs to SB1440 in other states were not examined. To
examine programs in other states would significantly increase the scope of the
study. Focusing solely on one institution in California will provide a clearer idea
of the effectiveness of transfer programs between the CCC and CSU systems.
Study Limitations
Since SB1440 was first passed as a law in September 2010, the data
examined was limited to the first term it was implemented to the present.
Traditional transfer students prior to this date were excluded. Because access to
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the internal data of various CSU campuses could have been a limiting factor, the
focus of this study was one CSU institution. By virtue of the location of the
institution used in this study, the study could be limited by having only local
college feeder areas providing sufficient numbers of applicants for study. For
example, it would be expected that the data would have many students from the
local community college transferring to the institution used in the study and only a
limited number of students from colleges in Northern California. Additionally, one
institution will be the sole source of data for this study.
Definitions of Key Terms
AA-T. AA-T is an acronym for the Associates in Arts degree for Transfer.
It is one of the two types of transfer degrees offered under SB1440.
AS-T. AS-T is an acronym for the Associate in Science degree for
Transfer. It is one of the two types of transfer degrees offered under SB1440.
Associate degree for transfer (ADT). ADT is a new special degree offered
by the CCC system that meets minimum eligibility requirements for guaranteed
admissions to a CSU. Benefits of the degree include a GPA bump for admission
to impacted campuses or majors as well as the ability to complete a bachelor’s
degree within 120 units (60 units at the CCC and 60 at the CSU).
Associate degree for transfer (ADT) student group. The ADT student
group is composed of any upper division student transferring to the research site
institution with a minimum of 60 units who earned or is earning an associate
degree for transfer (AA-T or AS-T) as defined under state Senate Bill 1440.
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Attrition. Attrition rates, as defined by the CSU system, represent the
proportion of the undergraduate students leaving the university without a
bachelor’s degree within a specified period (California State University, 2009).
Continuation rates. Continuation rates, as defined by the CSU system,
represent the proportion of undergraduate students that are still enrolled within
the same campus for a year after matriculation (California State University,
2009). Two continuation variables will be utilized as methods for measuring
student success.
CSU General Education-Breadth (CSU GE). The five general areas of
courses all undergraduate students must fulfill toward completion of the
bachelor’s degree. The areas include: (a) English language communication and
critical thinking, (b) scientific inquiry and quantitative reasoning, (c) arts and
humanities, (d) social sciences, and (e) lifelong learning and self-development
(California State University, 2015d).
Golden four. The four general categories of courses all upper-division
transfer students must have completed to be admitted to the CSU. The
categories include: Written Communication, Quantitative Reasoning, Oral
Communication, and Critical Thinking.
Grade point average (GPA). This study will examine the students’
cumulative GPA representing credits earned from the transfer institution as well
as well as course credits earned at the institution used in the study.
Impaction. A campus is considered impacted when it has received more
qualified applicants than it has sufficient capacity to accommodate. In the CSU
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system, there are two levels of impaction: major and campus. Major impaction is
at the program level and occurs when a major has surpassed the number of
qualified applicants than it can accept. This type of impaction may allow the
impacted student to choose an alternative major. The second level of impaction
is at the campus level and provides for fewer admission opportunities for
students. Rather than individual majors being closed to applicants at this level,
the campus has exceeded its ability to offer additional accommodations and
resources for the applicant pool.
Intersegmental General Education Transfer Curriculum (IGETC). A core
transfer curriculum system that CCC students can follow to complete all their
lower-division requirements needed by the CSU and UC systems (Geiser &
Atkinson, 2010).
Persistence. Persistence is defined within the CSU system as being the
opposite of attrition (California State University, 2009). Whereas attrition is the
proportion of students leaving the university without a bachelor’s degree
persistence is the opposite. Persistence is the proportion of students leaving the
university with an earned bachelor’s degree.
SB1440. Known as Senate Bill 1440 and the Student Transfer
Achievement Reform Act (STAR Act), this bill was signed into state law
September 2010. It created the associate degree for transfer at the CCC system
allowing a more structured transfer pathway into the CSU system. Under the bill,
admissions requirements are eased and time to degree is legislated as 120 total
units (60 at the CCC and 60 at the CSU).
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SB1440 benefits. A variable used in the dataset that provides information
about the students’ status as the institution. ADT students may not necessarily
maintain the benefits of the pathway. Having the benefit maintains a maximum
120 units needed to graduate (60 at the CCC and 60 at the CSU).
Student success. The California Postsecondary Education Commission
(CPEC) (2011) defines student success in higher education as “the ability of
students to accomplish their education goals in a timely manner and to attain key
performance milestones” (p. 4). The commission also places emphasis on both
traditional and non-traditional measures. Traditional measures include (but are
not limited to) program completion, course completion, grades, persistence,
retention, and basic skills. Nontraditional measures are those “that capture
student’s initial and intermediate goals” (CPEC, 2011, p. 4). Examples given for
initial goal would be completing a word processing course and intermediate may
be competing prerequisite to gain admission to selective programs.
Time-to-degree. Time to degree typically is defined as the time it takes
students from admission to graduation. The CSU system uses cohort data that is
restricted just to degree recipients. Non-graduates are excluded from
calculations. The “percentage distribution is computed by dividing the number of
degrees conferred over a time interval by the total number of degree completers”
(California State University, 2009).
Traditional transfer student group (non-ADT). The non-ADT group is
defined as any upper division student transferring to institution used in this study
with a minimum of 60 units who did not earn the ADT. For purposes of this study

16
only state-support programs were considered as opposed to self-support
(extended education) style programs.
Transfer shock. In reviewing literature regarding transferring from
community colleges, the term transfer shock is regularly used. Cejda et al.
(1998) defined transfer shock as a phenomenon where the student experiences
a decline in grade point average during the first semester at a four-year
institution.
Organization of the Dissertation
In Chapter 1, a context regarding the current state of transfers from the
CCC system to the CSU is presented and current issues surrounding transfer
including complex admissions criteria, lack of articulation, time-to-degree, and
other related topics was explored. Next, the purpose of this study is described,
which is to identify whether the Student Transfer Achievement Reform Act
(SB1440/SB440) has a positive influence on transfer students at the research
site institution. The significance is further discussed—there has been no
comprehensive study of how SB1440 has attempted to fulfill its mandates. The
scope of the study includes looking at two general groups of transfer students: a
non-ADT transfer student group and a ADT transfer student group. The study
used statistical methods to find significant differences among the two groups.
Chapter 2 presents a critical review of the literature pertaining to the
research questions. Chapter 3 contains the research design, data collection, and
analysis methods. Chapter 4 presents the study’s findings, and in Chapter 5, a
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discussion is presented on conclusions, interpretations, and recommendations
for policy and practice.
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CHAPTER 2
REVIEW OF THE LITERATURE
California relies heavily on the transfer function of the CCC system for
matriculating students into its public university systems. According to a CSU
developed impact report, approximately 42% of students entering the CSU
system began their academic career in a community college (California State
University, 2010). Since the passage of the California Master Plan in the 1960s,
the duties and responsibilities of the CSU have changed. The mandates evolved
along with the challenges (population growth, unstable funding, and the everchanging legislative environment). The last few years have brought a number of
changes in regulations and California state laws meant to affect transfer students
into the CSU. SB1440 is one such bill, which has its primary purpose to ease the
transition of students transferring from a CCC to a CSU. The problem this study
addressed is the difficulties of students transferring from the CCC system to the
CSU. Specifically, this study focused on the effects of the implementation of the
associate degree for transfer (ADT) under SB1440 on transfers into the CSU.
The purpose of this study was to ascertain whether the ADT pathway is a viable
method for achieving higher levels of admissions acceptance and, ultimately,
degree completion. This literature review will examine research related to
transfer pathways as well as the historical perspective of the regulatory
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environment and its affect upon resolving or exacerbating issues related to
college transfer.
Historical and Theoretical Foundation
One of the primary missions of the CCC is to prepare students for transfer
to a four-year institution to complete a bachelor's degree. The transition from
one system to the next is rooted in the Master Plan. The Master Plan created
one of the first laws in the nation that clearly distinguished the responsibilities of
each system of education and defined how each system should coordinate to
provide students a range of opportunities. However, students face a number of
challenges in making the transition from the CCCs to four-year institutions. This
section will explore the historical foundation of the community college and how
legislation––from the Master Plan to the present––has affected student transfer.
It will conclude with Nancy Schlossberg’s (1984) transition theory and explore
how it applies to the study of college transfer.
Historical Foundation
An understanding of the current state of transfer pathways cannot be
complete without a historical perspective. Following the conclusion of the Second
World War, the California systems of education became a top destination of a
newly re-invigorated post-war America (Community College League of California,
n.d.). The popularity of education taxed the foundations of the system. For the
decade ending in 1960, the population growth in California was a 49% increase
over the prior decade and the same period saw a 67% growth in enrollments
(Callan, 2009). Recognizing the newfound importance of education, the Master
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Plan was enacted in the 1960s to clarify the duties of the three branches of
higher education in the state.
The Master Plan established frameworks for the three systems of higher
education, with a focus on providing access, affordability, and excellence
(Shulock & Moore, 2005). Another goal of the Master Plan was to provide
education in a more cost-effective manner and avoid duplication of efforts
(Community College League of California, n.d.). The Master Plan divided
California public higher education into three systems: CCC, CSU, and the UC.
The junior colleges (later known as community colleges or the CCCs) became an
important feature of higher education and were given the largest mandate for
expansion. The Master Plan spelled out the duties of each system. The CCC
system was to focus on providing the first two years of undergraduate education
(lower division coursework) along with vocational, remedial, and other noncredit
instruction. The state colleges (later known as the California State University
system or the CSU system) were made independent of the public-school system
and were authorized to grant degrees at the undergraduate and graduate level.
The CSU system was also given an independent governing board. The UC
system would primarily focus on advanced graduate studies and research.
The Master Plan also outlined basic governance structures for the
colleges, which would remain essentially community based and locally controlled.
The authors of the Master Plan were convinced that the local boards should
retain their position as the governing boards. These boards empowered their
colleges to create curriculum to meet the needs of the local communities. Fiscal
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resources were also heavily influenced by the boards, which at the time had
power to adjust local property tax rates. Beyond the governance structures of
the three systems, fiscal issues would continue to challenge leaders.
Funding. In 1978, higher education and public sector expansion was
curtailed with the adoption of Proposition 13. This was a voter-approved initiative
that reduced property taxes by close to 60% and placed severe restrictions on
future tax increases (Community College League of California, n.d.). The Master
Plan was touted as providing college opportunity to the masses and broadaccess but this access was the first to be effected by enrollment reductions due
to fiscal instability.
Additional legislation was introduced by way of voter-approved proposition
98 in the late 1980s. This proposition was an attempt to strengthen the
education systems’ fiscal health for K-14 by mandating nearly 40% of the state's
budget not earmarked for other purposes to go only for education (Knoell, 1997).
It also required yearly minimum percentage increases in the state budget go
toward education. Propositions 13 and 98 were double-edged swords-proposition 13 limited the amount of property tax that could be collected and
proposition 98 mandated up to 40% of state revenue must be spent on education
without regard to where the revenue would come from. Shortfalls in collecting
revenues in the 1990s resulted in many community colleges suffering from lack
of sufficient funding (Knoell, 1997).
According to the Community College League of California (n.d.),
community college enrollments in the early 1990's were decreased by over
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170,000. These reductions in enrollment hurt the student populations most in
need of college access, including low-income, first-generation, and minority
college students (Community College League of California, n.d.).
Shared Governance. The role of the community colleges continued to
evolve and gain importance when AB1725 passed in 1988. This California
Assembly bill restructured the governance within the state's community college
system. It was also known as the law that introduced shared governance. The
aim of the bill was to underscore the new role of the colleges as post-secondary
institutions that were truly distinct from their former connections with the local
school districts.
AB1725 codified the role of faculty in all matters related to academics.
AB1725 (also known as the ten plus one law) outlined a number of governance
responsibilities: (a) degree and certificate requirements, (b) curriculum,
prerequisites, and placement of courses within disciplines, (c) grading policies,
(d) education program development, (e) standards and policies related to student
preparation and success, (f) district and college governing structure related to
faculty goals, (g) faculty role and involvement with accreditation, (h) policies for
professional development, (i) processes for program review, (j) processes for
institutional planning and development, and (k) other academic matters agreed
upon by governing board and the academic senate. Fiscal issues over the years
and mandated structural changes in governance have accumulated because of a
number of task force initiatives focusing on improving business efficiencies.
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AB1725 was not aimed specifically at transfer pathway programs but it did
have a significant effect of how the colleges would function in the future. With
passage of SB1440, the Academic Senate for California Community Colleges
(ASCCC) took the lead in coordinating the creation of transfer model curriculum
(TMC). The goal was to establish consistent major preparation instead of having
each of the 112 community colleges developing curriculum using different
criteria. After TMCs were published the community colleges were free to develop
their degree plans. It was the responsibility of the academic departments within
the CSU system to evaluate which were similar to their majors (CCCCO, 2011).
Business improvements. Although since the 1990s the legislators have
attempted to improve the transfer function of the colleges, transfer success has
been hampered by fiscal constraints and subsequent limitations on enrollment
(Knoell, 1997). Joint task forces have proposed many other changes to improve
transfer between the CCC system and institutions in the CSU system and the UC
system. Kisker, Cohen, and Wagoner (2010) conducted a study for the Center
for the Study of Community Colleges (CSCC) as a follow up to a joint task force
between the CCCs and the CSU and UC systems. The primary purpose of the
study was to “consider substantive reforms to the transfer process and identify
ways to increase the number of community college students transferring to the
state’s four-year universities” (Kisker et al., 2010, p. 1). The study outlined four
top priority solutions that needed to be implemented statewide (Kisker et al.,
2010): (a) transfer associate degrees, (b) descriptor-based articulation, (c)
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statewide online academic planning tools, and (d) shared messaging about
transfer and financial aid.
Transfer associate degrees. Kisker et al., (2010) concluded that
introducing a transfer associate degree that included a common statewide
general education (GE) curriculum along with instruction that could be directly
applied to lower-division major requirements was an effective way to improve the
transfer function of the CCC (Kisker et al., 2010). This finding was echoed by
other studies from Couturier (2012) and Kisker (2007) that found simplified
pathways with clear and consistent articulation were needed for effective
transfers. Further, it was recommended that such a degree must guarantee
admission to a public university with the possibility of priority admission within
their academic discipline.
Descriptor-based articulation. Common course numbering is a method
used to help facilitate articulation and transfer between institutions. The CCC
utilized the course identification numbering system (C-ID) as a statewide project
as a potential solution for creating a consistent system for identifying courses
between campuses. The aim of the C-ID was to enhance the articulation
between systems and to increase transfer to the UC and CSU systems (Kisker et
al., 2010). It did this by “developing a process that identifies course
commonalities while respecting local variations in courses that commonly
transfer” (California Community Colleges, n.d., p. 1). The CSCC recommended
that the project continue implementation statewide and even further incorporate a
policy that would require all campuses in a district adopt the C-ID courses (Kisker
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et al., 2010). The CSCC’s recommendations have begun to see widespread
adoption. The California electronic transcript standard has already implemented
a number of descriptor-based enhancements including support for
Intersegmental General Education Transfer Curriculum (IGETC), CSU General
Education-Breadth (CSU GE), and the ADT.
Statewide online academic planning tools. Online planning tools are
vital to understanding how community college coursework articulates into the
university system. Articulation System Stimulating Inter-Institutional Student
Transfer system (ASSIST) is an online system first introduced in the mid-1980s
to facilitate the basics of an online planning tool. By today’s internet standards
the ASSIST site is obsolete and in need of major upgrades. Various
organizations including the ASSIST Executive Management Oversight
Committee (EMOC) and the Community College Transfer Task Force (2009)
have concluded the system must be enhanced. Kisker et al. (2010)
recommended in their study that focus should indeed be placed on upgrading the
system and aligning it with other goals such as the transfer degree and C-ID
descriptors. Next Generation ASSIST, a joint project involving collaboration
among the state’s three systems has been launched as a new development
project to bring the system up to today’s higher standards.
The most recent historical event to affect students in California is the ADT
under Senate Bill 1440. The bill’s key components closely align with past studies
and recommendations (Couturier, 2012; Kisker, 2007; Kisker et al., 2010), but
offers students a different pathway to the bachelor’s degree. Although the ADT
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has only been in existence a few years, students who transferred to the
university system using the ADT have begun to graduate from the CSU.
Theoretical Foundation
Schlossberg’s (1984) transition theory is one of many theories that relate
to adult development. Schlossberg’s transition theory focuses on the many
challenges that face adults in both long-term and short-term transitions.
Originally introduced by Nancy Schlossberg, it has been further expanded over
the years. The purpose of the theory is to gain a better understanding of adults
in transition and, through this knowledge, offer assistance that would allow adults
to connect with any necessary help they need (Schlossberg, 1984). Transitions
of a significant nature provide adults the opportunity both growth and
opportunities. Schlossberg’s transition theory has four main components: what
constitutes a transition, the different types of transitions, the transition process,
and the factors that may influence the process.
What constitutes a transition. A transition is moving from one stage of
an individual’s life to another stage (Schlossberg, 1984). Goodman,
Schlossberg, and Anderson (2006) defined it as “any event, or non-event, that
results in changed relationships, routines, assumptions, and roles” (p. 33). The
significance of the transitions is unique to the circumstances and the individual.
Goodman et al. (2006) proposed that the perception of a change having no
significance to the individual is not a true transition. Not all types of transitions
are afforded the same level of importance in the mind of an adult. The
Schlossberg Transition Theory delineates different types of transitions.
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Types of transitions. Goodman et al. (2006) described three types of
transitions: anticipated, unanticipated, and nonevents. Anticipated transitions are
the type that individuals prepare for and expect to occur. An example of this type
would be the transition into a college. The student needs to apply to the
program, send in appropriate documents, and submit payment for tuition—
therefore this falls under the anticipated category. Unanticipated refers to the
events that occur in life that were not planned—such as health issues or a death
in the family. The final category—the nonevent—is closely related to the
anticipated type. It is an event that the individual prepares for but does not
occur. One example is applying to college but not being accepted.
Transition process. Transitions do not occur over a few days.
Transitions of significance are processes that expand over time. Evans, Forney,
Guido, Patton, and Renn (2010) explained that the adult first begins with a
preoccupation with the transitions, which then cumulates with integration of the
transition into their life. The time and effort required in the transition process can
vary between individuals as well as can the benefits—transitions can potentially
lead to growth as well as decline. Goodman et al. (2006) further expanded upon
the time element of transitions to include broad phases utilizing three terms: (a)
“moving in” which begins with the preoccupation and planning for the transition,
(b) “moving through” the direct implementation of the transition, and (c) “moving
out” completing the transition and integration into the individual’s life. A number
of factors also directly influence the transition process.
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Factors of influence. The Schlossberg’s transition theory asserts that
humans’ ability to adapt to changes is affected by an interaction of various
variables. Many factors may influence how individuals may grow or decline in
their attempts to transition. Goodman et al. (2006) defined the “4 Ss” of
transition: situation, self, support, and strategies. The situation may manifest
itself in not just the transfer to college, but the situation may also include previous
experiences, stress, timing, and other life events. The self-component involves
items such as the individual’s demographic characteristics, gender, age, and
socioeconomic status. Support comes from the individuals’ relationships with
family, friends and, in terms of college students, the campus environment. The
final component entails finding strategies to cope with the transition. An
individual’s ability to successfully navigate and cope with the stresses of a
transition depends on their aptitude in these four areas (Goodman et al., 2006).
Applying Schlossberg’s transition theory and the 4 Ss. Other than
marriage and perhaps retirement, transitioning to a college career is one of the
most important milestones that any individual may face. Finding a theoretical
framework that would appropriately address the needs of students in their
transition to college was a challenge. Fortunately, Nancy Schlossberg’s
transition theory directly applies to the discussions and study of college transfer.
This theory has direct correlation with the study of ADTs in California as it fits
with the transition from an old role to new one (i.e., transition from a community
college student role to university student role). The ADT, in this case, allows the
student to transition from role to role.
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The process of making a transition into a four-year university system is
one of the most significant milestones in any individual’s life. How well the
student adapts to the transition may very well determine how likely the student is
to succeed or fail in the attempt. Cameron (2005) in her study of transfer
students in a baccalaureate nursing program found Schlossberg’s transition
theory explained the stress found in the first few months after nursing students
transferred. She found the experiences of students in her study were typical of
stress found in any major life transition (Cameron, 2005).
The first S of the theory, situation, varies by a number of factors.
Goodman et al., (2006) identified some of the factors, including what triggered
the transition, timing, control, and duration. Triggers for transitions can be both
anticipated and unanticipated. For example, completing the remaining final units
to obtain 60-units for lower division work may trigger for a student the desire to
transfer to a four-year university. The trigger event in the Cameron (2005) study
described previously was the announcement that a bachelor degree was the new
entry level requirement for nursing professions in Ontario.
The timing of the transition for college transfer varies by individual and
situation. In the CSU system transfer typically occurs once the applicant has
achieved the minimum 60-units, completed key required course, and obtained a
satisfactory GPA. To transfer (or not) is uniquely controlled by the individual.
Transition control can be either internal or external (Goodman et al., 2006).
Whereas internal control is based in the individual student, the opposite is the
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case for external control. In an external controlled transition, the transition is
forced upon the individual.
Duration of the transition is also a key component of the situation. The
individual’s ability to copy with the stresses and challenges of a transition is
affected by the duration or length of time needed (Goodman et al., 2006).
College transfer is potentially a process that requires a long duration. The
transition process begins long before the student sets foot upon the university
campus. In a system like the CSU the first challenge is during the application
stage. Many campuses are impacted, which triggers the addition of extra
admission requirements and causes frustration and confusion to the applicant
pool. The duration of the transition may be prolonged by the confusion and by
the challenge of understanding which campuses will accept the applicant. This
uncertainty in duration inevitably leads to transition stress (Goodman et al.,
2005).
Cameron’s (2005) conceptual model proposed that the self-element must
include both the experiences and characteristics of the individuals as well as their
experiences and interactions with the institution. Through these interactions and
experiences, the self-element will allow the student to persist until degree
completion (Cameron, 2005). Some elements of self include: demographic
characteristics, socioeconomic status, age, gender, and ethnicity (Goodman et
al., 2006). A number of studies have explored the interrelations of these
variables and student success in higher education (Adelman, 1999; Kymes &
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Ray, 2012; Neault & Piland, 2014; Rendon, Novack & Dowell, 2004; Shulock &
Moore, 2005; Wassmer, Moore, & Shulock, 2004).
When applied to the study of college students, self may manifest through
the students’ experiences within the transfer program and their perceived
feelings of support and commitment that are provided by the institution.
However, Townsend (1995) found many of the students she studied became
self-reliant even in situations where the institution provided only minimal support
and assistance. Characteristics vary widely for each student, and Cameron’s
(2005) study found they were not an important factor in her study of nursing
students
The third element of the 4 Ss is support. Support for adults and students
in particular may be received from a number of sources. Goodman et al. (2006)
specified four types of support: intimate relationships, families, friends, and
institutions. Transfer pathway programs such as the ADT rely on institutional
support at both the CCC and CSU levels to provide guidance to their student
populations. Cameron (2005) further added that when students established
close relationships with faculty, they were more likely to continue their studies
after transferring. This finding was further clarified by complementary research
that showed mentoring, advising, and coaching programs can provide
instrumental tools for aiding student success programs (Wallach & Hoffman,
2005; Bettinger & Baker, 2014).
In California, one clear example of this support element is the
implementation of the Seymour-Campbell Student Success Act of 2012, which
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established the Student Success and Support Program (SSSP). The SSSP is a
comprehensive program established for the CCC system. A summary of SSSP
follows (California Community Colleges Chancellor’s Office, 2014, p. 4):
[SSSP was established] to increase California community college student
access and success by providing effective core matriculation services,
including orientation, assessment and placement, counseling, and other
educational planning services, and academic interventions or follow-up
services for at-risk students.
The SSSP provides a number of core services for many students, including:
orientation, assessments, student education plans, priority registration, and
counseling services (California Community Colleges Chancellor’s Office, 2014).
Through these core services the ultimate aim is for the community college
system to help all students to meet their educational goals.
The fourth element of the 4 Ss of transition theory as explained by
Goodman et al. (2006) is strategies. Coping strategies are behaviors individuals
use to deal with the stresses caused by the transition. Different types of
transitions produced different levels of stress for individuals. Groups of
individuals undergoing the same type of transition may experience starkly
different levels of stress due to unique personality types. Therefore, strategies
for coping with stress must be uniquely tailored to each individual. Research
cited by Goodman et al. (2006) included three coping responses individuals
typically utilized: (a) modifying the situation, (b) controlling the meaning of the
problem, and (c) managing stress after it occurs (Pearlin & Schooler, 1978).
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According to Pearlin and Schoolar (1978), modification of the situation
may include negotiating a solution through seeking the advice of others, such as
through counseling. In the case of college students, the advice of a professional
counselor or academic advisor may be sought. Controlling the meaning of the
problem or stress may involve redirection or reordering priorities or simply
ignoring the problem triggering the stress. Finally, managing the stress may
involve yelling, venting of feelings, or any other number of negative behaviors.
Ultimately, the strategy individual students use is a personal choice. However,
colleges have a number of tools at their command (i.e., SSSP) that can
potentially influence the choices taken by students in stressful transitions.
Transitions—such as college transfer—cannot be accomplished quickly
and easily. Transfer path programs are one such strategy. As will be reviewed
further in the study and this chapter, transfer path programs such as Senate Bill
1440 in California were crafted for solving transition issues encountered by
students moving into the university environment. The ADT addresses the needs
of students and many of the 4 Ss of the Schlossberg transition theory in order to
aid adult students in the important transition from the CCC system to the CSU
system.
Review of the Scholarly Empirical Literature
The CCC systems transfer function is one of its primary mandates. It
plays a vital role in the overall mission of higher education in the state. This
section examines this important role from a variety of angles. First, a high-level
overview detailing conceptually how this study will address the transfer function
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will be introduced. Next, issues related to transferring to a CSU will be explored.
This includes detailing many of the challenges students face when transferring to
a CSU as well as their success (or lack of success) when matriculated at the
university. Next, the current transfer environment will be detailed including a look
at the recent SB1440 that created the ADT pathway in California. Finally, this
section concludes with some opportunities for change––especially for
underrepresented students and for those from financially challenged
backgrounds.
Conceptual Framework
The conceptual framework for this study is grounded in three broad
concepts. The first are issues relating to transfers to four-year universities.
Transitions issues, although found and documented in the literature, still exist. In
California alone, many of the larger state university campuses have impacted
admissions policies, course shortages, low graduation rates among many
students and other transition issues. The second concept is the current state of
affairs in California as it pertains to the ADT program introduced with SB1440.
Programs such as ADT were developed to ease the transition of students from
the high school or community college into the university environment. The last
concept is the opportunities for change, including community college bachelor
degrees and other transfer programs. With the concepts described above as a
conceptual framework, this study reviewed the progress made thus far in the
implementation of the ADT by examining it from a comprehensive quantitative
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view. Little research exists detailing the effects of legislative mandated transfer
programs such as those mandated by SB1440.
Issues Related to Transferring
The history of college transfer in the CCC system is both long and
complicated. McDonough (1997) linked low student achievement to the lack of
financial resources and the shifting of financial aid from grants to federal student
loans. Due to the higher cost of education, students from economically
disadvantaged backgrounds disproportionality affected. Legislation that has
attempted to improve the transfer function came in many forms, including
AB1725. AB1725 was legislation that attempted better coordination among the
three system of higher education in California.
Financial issues, among others, can potentially manifest as transfer shock
(a phenomenon in which students experience academic difficulties soon after
transferring). In addition, when demand from students outpace the capacity of
the system (in this case, the CSU system) the result is impaction. Higher entry
requirements because of impaction turn away students who normally would be
admissible and successful. Finally, more problems can arise when students are
denied admission because of transfer issues. Students may stay at the
community college taking more units than necessary, which creates fewer
options for new community college students. An additional problem area exists
for students that successfully transfer but never persist to graduation. The
following paragraphs will explore each of these issues related to transferring.
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Transfer shock. In the literature regarding community college transfer,
the term transfer shock is regularly used. Cejda et al. (1998) defined transfer
shock as a phenomenon where the student experiences a decline in their GPA in
their first term at a four-year university. Cejda et al. investigated the relationship
between students’ majors and their academic performance after transferring. A
disturbing statistic from this study indicates stated that community college
transfer students experience between 18% to 22% dismissal rates.
Although the Cejda et al. (1988) study is now dated, the information about
the phenomenon known as transfer shock remains a common issue. Transfer
students are at the highest risk for being placed on probation due to their first
semester GPA (Cejda et al., 1998; Laanan, 2001). Cejda et al. (1998) and
Laanan (2001) point out that many previous studies have focused on the poor
performance of transfer students in their first semester at a four-year university.
However, most of the studies do not examine student performance by major,
therefore the contribution of the Cejda et al. study is that it examined transfer
shock as found in specific disciplines. Cameron (2005) studied the transfer
difficulties of nursing students in a collaborative program. Her study used the
term “transition stress” as opposed to “transfer shock” but the phenomenon was
similar. Cameron found that although the experience of each participant was
different, the commonalities for achieving success involved adapting to campus
culture, the curriculum, and the geography.
While the ADT attempts to address the effects of transfer shock by
providing a clearly articulated pathway, other studies point out the need for
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mentoring. Wallach and Hoffman (2005) posited that students needed mentoring
and advising programs as a tool to achieve successful transfers. The importance
of mentoring is also stressed in Cormier and Hackney’s 1993 proposal to include
mentoring as an additional component in the Schlossberg transition theory.
Cormier and Hackney (1993) proposed adding it as a practical method that would
aid individuals who are making a significant transition in their lives. Advising is
especially important in underrepresented communities where it plays a crucial
role in helping students decide their future academic direction (Allen, Smith, &
Muehlech, 2013; Cormier & Hackney, 1993; Wallach & Hoffman, 2005).
The Cejda et al. (1988) study focused only on transfer students who
successfully completed all requirements of the associates of arts (AA) degree.
This degree is generally not a prerequisite to enter a four-year university as a
transfer student. Cejda et al. determined that science-technology-engineeringmath (STEM) related areas suffered from the most transfer shock (had highest
level of GPA drops). On the other hand, arts related areas had the least negative
effect. These areas had GPA increases.
Rhine, Milligan, and Nelson (2010) also investigated transfer shock in their
report on best practices in creating an environment in which students are more
successful. While Cejda et al. (1998) had a primary focus on differences among
majors, the study by Rhine et al. (2010) was broader. Rhine et al. proposed that
community college leaders could take steps to alleviate transfer shock. Like
Cejda et al., this study also focused on students in the arts and sciences
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disciplines. The authors of the studies reviewed in this section explored a series
of best practices to address transfer shock.
In a study by Adelman (1999), cited in Pascarella and Terenzini (2005),
found students who move around to different colleges have a reduced likelihood
of baccalaureate degree attainment. The study examined transcript and survey
data and included several important data elements including socioeconomic
status, race-ethnicity, gender, degree expectations, financial aid, and institutions
attended. Adelman concluded that students who attended more than one school
and did not return to their first institution were less likely to complete a bachelor’s
degree.
Impaction. Many potential problems plague transfer students in the CCC
system. These problems include: general education course patterns, course
availability, inconsistent course numbering systems, and course preparation that
is inconsistent with requirements of the four-year system (Moore & Shulock,
2011; Neault & Piland, 2014). Compounding these issues are the budgetary
ones that the state has faced for many years. The result of incremental budgets
that do not keep up with inflation has made the situation increasingly dire for
students. Table 1 shows the past three academic year’s education expenditures.
In the CSU system, the increase in CSU eligible applicants and incremental
funding increases have resulted in both program and campus level impaction at a
number of campuses. CSU full-time equivalent students (FTES) have continued
to climb year by year while the ratio to funding has remained constant (limited
growth). The lack of capacity to serve all eligible students requires campuses to
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implement more stringent admissions standards through higher entry GPA
requirements (Neault & Piland, 2014).
Table 1
Higher Education Expenditures (dollars in millions) and CSU FTES (students)
System

2012-13

2013-14

2014-15

UC
Total Funds
6,463.9
6,901.8
7,011.9
General Fund
2,566.7
2,844.4
2,986.7
CSU
Total Funds
5,157.5
5,515.4
5,743.1
General Fund
2,474.1
2,789.3
2,966.3
FTES
357,715.3
369,282.9
380,801.1
CCC
Total Funds
10,897.9
11,054.9
11,556.3
General Fund*
6,623.2
6,744.2
7,233.6
Note: Adapted from California Department of Finance (2015), California State
University (2015c).
* Includes property tax revenue which is a part of the state’s obligation under
Proposition 98
A campus is considered impacted when it has received more qualified
applicants than it has sufficient capacity to accommodate (California State
University, 2015). In the CSU system, there are two levels of impaction: major
(program) and campus. Major impaction is at the program level and occurs when
a particular major has surpassed the number of qualified applicants than it can
accept. This type of impaction allows the impacted student an opportunity to
choose an alternative major. The second level of impaction is at the campus
level and provides for fewer admissions opportunities to students. At the campus
level, rather than individual majors closed to applicants, the campus as a whole
has exceeded its ability to offer additional accommodations and resources for the
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applicant pool. While SB1440 may help with the technical aspects of transferring
to the CSU system, issues related to budgets still affect many.
The CCC system has a unique place in educating students within the state
of California. Its mandate is to admit any student interested in attending. The
Master Plan promised that any student regardless of previous preparation could
pursue a baccalaureate degree by first attending a community college (Shulock &
Moore, 2005). To obtain this benefit the student only needs to fulfill a minimum
number of requirements including general education coursework and GPA.
However, this unique CCC function is jeopardized by CSU impaction
policies. Impaction has the capacity to effect students from lower income
backgrounds and underrepresented minority groups at a more disproportional
rate due to their reliance on the community college system as an entry into
higher education (Rendon et al., 2004; Shulock & Moore, 2005). Rendon et al.,
(2004) used the term “Tidal Wave II” to illustrate the enrollment growth attributed
to the children of the aging baby boomer generation. According to their research,
although admissions standards were only moderately more selective in the early
2000s, it was found White high school students were twice more likely to be
college ready than Latino and African American students (Rendon et al., 2004).
Impaction alone does not contribute to this problem, but it may limit the
educational choices of these groups.
With a tightening budget environment and increased applicant pool,
universities implement more stringent admissions criteria. Colorado State
University in 2003 faced a similar situation as the CSU system in California. It
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had a greater than 5% increase of applicants when the system could support no
more than 2% growth (Cada, 2003). The resulting consequence was the closing
of loopholes for transfer students by enforcing hard mathematic requirements
prior to enrollment (Cada, 2003). At Colorado State University, the effect of the
increase in applicants was limited to changing the requirements for math—but
other options available could include raising tuition and requiring higher GPAs,
both of which have been utilized in California universities.
To meet the needs of transfer students, Shulock and Moore (2005)
described the process defined in the Master Plan as a three-stage model:
pipeline, process, and capacity. The pipeline consists of the demand from
community college students who want to transfer and depends on a number of
factors including support networks, outreach efforts, and other economic factors.
The process stage consists of the mechanisms required to facilitate the transition
from community college to the CSU system. This includes areas such as
articulation of courses, advising, transfer centers, and data sharing among the
institutions. The SB1440 law attempts to enhance the transfer pathway in this
process stage. The final stage is defined as capacity. This is where funding
affects the overall pathway for transfer students. The availability of state
resources has an effect on the overall allocation of spots available for new
students. SB1440 could potentially affect this last stage negatively as its
guarantees admissions but does not provide funding to increase capacity.
Over the years since the Master Plan was implemented a number of
changes to the education code and technologies have been introduced––-most
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importantly SB1440 and the ADT. The ADT’s major features include (a) clearly
articulated courses that transfer to the CSU, (b) admissions guarantee at the
CSU, and (c) the ability to graduate from the CSU in two years. These three
components of the law when working together may help alleviate transition
issues from the CCC system to the CSU system. College transfer is a significant
life event for students and potentially challenging for many. Schlossberg’s
transition theory explores three components of any transition: (1) type of
transition, (2) the process, and (3) the factors influencing the process. The ADT
pathway addresses these three transition areas.
The ADT was designed specifically to aid the community college student
transition into the CSU. It attempts to simplify the process for students. Students
at the CCC enroll in an ADT degree program and follow a recommended
academic program. Upon graduation at the CCC the courses are transferred to
the CSU and automatically fulfill both GE and lower division requirements of the
major. Schlossberg’s (1984) transition theory also requires that the factors
influencing the process must be addressed. SB1440 does this by legislative
action—the CCC and CSU systems must work together to formulate an agreed
upon transfer path. Challenges such as course articulation were to be addressed
long before the ADT program was open for enrollment.
Other changes included the joint launching of Assist.org as a statewide
articulation tool. Funded by the state legislature, the system launched in 1985 as
a central repository of data related to course articulation (Assist, 2015). From
this website students, as well as school admissions staff, can lookup courses and
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equate them to corresponding courses at other campuses. It is the responsibility
of articulation offices at the various campuses to maintain the accuracy of the
system. Third party vendors have also introduced similar systems such as
Transferology.com from CollegeSource. The CollegeSource system takes
articulation to the next step by directly extracting course encoding from campus
degree audit systems and merging them into a central public interface
(CollegeSource, 2015).
Life after denial. Neault and Piland (2014) followed the academic career
of a population of community college students who attempted and failed at
transferring to a four-year institution. Their study focused on 3,700 students from
six local community colleges that were denied admission to their local four-year
university for the terms Fall 2010, Spring 2011, and Fall 2011. The population
demographics included a mix of ethnicities with 37% identifying as White and
more than half classified as students of color. Neault and Piland conducted a
survey of the students and cross-referenced their population against national
databases—namely the National Student Clearinghouse. They found the
overwhelming response of more than 55% of the population that was denied
admission was to continue attending courses at the community college to
complete missing transfer requirements. The second highest category in the
survey was to take courses at the community college to improve GPA. This was
interesting to note due to the importance placed on transfer GPA by the CSU
system. Many of the impacted campuses have their minimum GPA requirements
above the CSU-system standard. One final aspect of the study was 54% of the
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respondents in the survey did not know the reasons why they were denied
admission). SB1440 was created to address many of these common issues
experienced by the students in the Neault and Puland study.
Persistence and graduation rates. Retention and persistence to a
degree for community college students has been widely studied. One study by
Deil-Amen (2011) suggested that retention and persistence was linked to a
student’s academic and social integration at their chosen community college.
The study concluded that interracial interactions among minority college students
and faculty contributed to a positive relationship, which translated to more
persistence. Other studies (Young & Litzler, 2013; Wang, 2012) confirmed that
beyond GPA, transfer students suffer difficulties due to psychological, academic
and social adjustments.
In their study of promising practices, Levin, Cox, Cerven and Haberler
(2010) found that consistent patterns of program behaviors helped to promote
regular interactions with advising staff. Program behaviors such as frequent
advisement helped to provide for a consistent message and the support needed
by students to succeed with their transfer goals (Levin et al., 2010). Although
Levin et al. (2010) did not use the terms academic and social integration, the
research helps to validate the work of Deim-Amen (2010). Consistent and
frequent interactions with students helps to create a positive influence on their
academic and social integration.
Short (2009) linked the connection between advising in the early years of
an academic program to student success. Research by others (Feghali, Zbib, &
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Hallal, 2011; Young, 2012) found that cost savings and added service levels
could be brought to advising via technology.
Graduation and persistence of students of color continues to be a
challenge for higher education. For students of color, college graduation rates
nationwide remain low—33.6 percent for African Americans and 34.1 percent for
Latinos (Swail, Redd, and Perna, 2003). In the CSU system, students of color
face a lower rate of graduation among all populations. For instance, according to
California State University (2013), Hispanic and Black students matriculated in
fall 2012 have graduation rates within two years of 28.2% and 23.8% respectively
two years after transferring. White students in the same incoming class had a
higher graduation rate of 31.5%. The number of CSU full-time students at the
upper division level for the Fall 2012 term varied by ethnic group with African
Americans comprising 9,028 students, Mexican American/Other Latino
comprising 58,566 students, and White comprising 64,602 students. Each ethnic
group had nearly 80% of their respective ethnic group maintaining full-time
status. Aragon and Perez (2006) attributed the discrepancies among students of
color to common structural problems that affect all students including incomplete
articulation, financial aid limitations, and unsupportive environments. Extra
structure and support provided to students as a form of advising can be a vital
component in ensuring their success (Allen, Smith, & Muehlech, 2013; Cormier &
Hackney, 1993; Wallach & Hoffman, 2005).
Current Status of Transfer Path Programs
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In the last few years, the California legislature has taken notice of the
problems with transfer student success. To address the problems of admission,
time to degree, and articulation of coursework new laws have been drafted and
signed into law. Chief among these laws are Senate Bills 1440 and 440. This
section will provide more information about these important pieces of legislation.
SB1440. In a report written by Couturier (2012) reviewing transfer policies
nationwide, one key policy recommendation was proposed—create a structured
transfer pathway. The report points out that students actually need fewer options
for transfer but more guidance and structure. Couturier concluded that using a
structured approach would streamline transfer and make articulation more clear
and consistent (Couturier, 2012). A similar report by Kisker (2007) noted the
importance of consistent articulation between institutions.
The aim of SB1440 is to ease the transition of community college students
in California into one of the state’s four-year systems. The law has two key
points (SB-1440 Fact Sheet, 2013): reducing the number of unnecessary units
and eliminating transfer confusion. The predicted benefits of the law are most
apparent in its attempt to strengthen the pipeline, process, and capacity aspects
as described by Shulock and Moore, 2005.
With admissions criteria becoming ever more complicated, articulation not
clear, campuses impacted, and funds shrinking, more barriers are introduced to
students. The hurdles that students need to overcome are varied, not consistent,
and therefore cause untold frustration. In addition, the requirements are never
stagnant leaving students, counselors, and even faculty pondering the next
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steps. Neault and Piland (2014) found that many applicants who did not meet
the more high-level admissions standards were not clear in their understanding
of what those higher standards actually were. The aim of SB1440 was to
introduce a more simplified pathway toward the bachelor’s degree for the transfer
student.
As stated in SB1440 (2010) coursework that students take at a CCC
toward an associate degree are different from the course needed to transfer to
the CSU system. As a result, students who pursue an associate of arts degree
have fewer choices and experience misunderstandings about the requirements
for transfer (Neault & Piland, 2014). Cohen, Brawer, and Kisker (2014) found
that despite the number of articulation agreements at the state and local levels
their effectiveness in the transfer function were mixed. Cohen et al., (2014)
stated there is a distinction in articulation between the terms credit transfer and
credit application. Course credits may indeed transfer to a four-year institution
but they may not themselves be applicable to any general education or major
requirement at the receiving institution. One aim of SB1440 was to solve this
dilemma by utilizing a statewide transfer model curricula (TMC) between the
CCC and CSU systems (Legislative Analyst’s Office, 2015). At the time of this
study, 33 agreed upon TMCs had been created that identify what pre-major CCC
requirements are needed to prepare students for transfer (Legislative Analyst’s
Office, 2015). Under the agreed upon TMCs, students can complete all
coursework necessary for transfer while at the same time earning an associate’s
degree.

48
A second and perhaps more challenging issue SB1440 aimed to solve
was the ability of students to be admitted to their local CSU campus. Those who
receive the new ADT under the SB1440 law are guaranteed admission with
junior status – although with some limitations (“About the guarantee,” 2014).
Students can only be admitted to campuses having similar majors to the degree
earned at the CCC. Adoption of ADTs by CSU campuses continues to improve
with most now offering at least one major in each related concentration
(Legislative Analyst’s Office, 2015). This feature of SB1440 also partially
addresses the concerns that admissions criteria are subject to continual change
and confusion (Neault & Piland, 2014). In the CSU system, campuses that
function under impaction implement supplementary admission criteria to screen
applicants (California State University, 2002). Under impaction, campuses have
a number of additional criteria options available for screening, including zero
quotas, additional prerequisites, geographical location requirements, and
deadlines (California State University, 2002). Five CSU campuses are currently
fully impacted in all majors (California State University, 2015b): Fullerton, Long
Beach, San Diego, San Jose, and San Luis Obispo. The ADT does not eliminate
these impaction issues completely although it does provide for slight GPA
advantages for transfers (California State University, 2015). At the institution that
was used for this study, the campus generally offers a 0.1 GPA advantage (J.
Wagoner, personal communication, March 6, 2014).
In some cases, even students with the ADT cannot be admitted to the
campus of their choice. To alleviate the concerns raised by Neault and Piland,
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Shulock and Moore and others, there is a provision in the law that instructs the
CSUs to redirect these applications to another CSU campus (SB1440, 2010) but
without any enforcement measure to ensure it occurs. A follow up bill SB440
(2013) put more pressure on the CSU system to develop a technological solution
for redirection of students to other institutions as well as to provide metrics for
measuring the effectiveness of the program.
Graduation rates for transfer students in the CSU system have hovered
around 27% within two years of matriculation (California State University, 2013).
It takes approximately six years for graduate rates of transfer students to reach
70% (California State University, 2013). The mission of the CCC system has
traditionally been to allow transfer students to complete the first two years of the
bachelor’s degree at a community college then finish up at the CSU. Part of the
issue facing students before SB1400 was enacted was that courses transferred
to the CSU may not count toward the bachelor’s degree. While community
college students may have thought they were taking courses that would fulfill
CSU major requirements, they were often shocked to find that there was no such
articulation for many of the courses. SB1440 addressed this issue by having the
CCC and CSU systems work together to formulate the ADT that matches closely
to the CSU equivalent major.
Today all the CSUs make use of a redirection process. Redirection is
utilized when a SB1440 applicant has the minimum CSU standards in place but
lacks campus specific requirements. Campus specific requirements are typically
involved when the campus or individual programs face impaction (California
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State University, 2015b). When the campus is unable to accommodate an ADT
degree holder, it has a duty to redirect the applicant to another CSU campus that
can accommodate the student. Although this may appear to be a benefit, the
student may think otherwise when their application to is redirected to another
campus far from their intended campus.
Issues of articulation are addressed under the law. At the institution used
in the research study, when a SB1440 student runs their degree audit, their lower
division coursework is waived (Wagoner & Harkbarth, 2013). This provides
immediate relief to the student and allows them to graduate from the CSU within
two years (60 units). A 2011 study by Moore and Shulock at CSU Sacramento
found that it was important to have transfer students select a program of study
early in their academic career. According to their study first-year students
entering a program of study were 50% more likely to finish the program than
students who choose their program of study later.
However, there are limitations under SB1440 that are potentially unknown
to students. For example, to guarantee that no additional units will be required to
graduate the student must maintain enrollment within their original major and
may not add minors or secondary majors. Making changes, such as those
described above, may invalidate the graduating-in-60-units benefit guaranteed
under SB1440. Another issue currently unresolved at most CSU campuses is
how to adequately monitor the SB1440 population as they advance in their
academic studies. The CSU Chancellor’s Office has not yet release any baseline
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solutions for the Common Management System (PeopleSoft) that all the
campuses utilize.
Opportunities for Future Change
Since its inception, the Master Plan has evolved with every new piece of
legislation related to higher education. In the future, there is no doubt it will
continue to undergo changes as the environment in California changes. SB1440
is only one of the recent changes in higher education. Other changes being
piloted include offering limited numbers of bachelor’s degrees at the community
colleges. Programs have also been adapted to increase student success for
groups that are typically underrepresented or from economically disadvantaged
backgrounds. This section will focus on these areas.
Alternatives to the bachelor’s degree from a CSU. SB1440 as
described previously is one approach to improving the shortage of bachelor
earning students in California. However, there is a more revolutionary idea—
community college bachelor degrees. Geiser and Atkinson (2010) in their white
paper proposed radical changes to the state’s 1960 Master Plan. The demand
for bachelor degrees in the state (especially in some fields such as nursing and
other professions) is far outpacing the ability of the two public university systems
to meet the demand (Geiser & Atkinson, 2010; Goldrick-Rab, 2010; Kisker,
2007). Other ideas being examined include creating a hybrid structure or
branches (Geiser & Atkinson, 2010).
In one hybrid model known as a university center, a UC or CSU institution
would provide upper-division coursework at the community College campus.
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This would in effect allow the community college student to complete all
necessary coursework (both lower and upper division) at the campus (Geiser &
Atkinson, 2010). In a similar model known as a branch campus the community
college would focus on strictly lower division work and allow for a seamless
transfer to the local four-year university (Geiser & Atkinson, 2010). In both
scenarios, the focus is on bringing the two (or three) system much closer to
provide an almost seamless merging of the best of all the systems with the final
goal of bachelor degree attainment.
To add weight to the idea that community colleges are capable of handling
the added duties of granting bachelor degrees, Melguizo, Kienzl, and Alfonso
(2011) conducted a study that examined whether community college transfer
students had similar outcomes as native rising juniors at the university level.
Variables in the study included the number of non-remedial credits earned,
gender, ethnicity, financial aid, and labor market characteristics. The results of
the study indicated that there were no significant differences between the two
groups of students among many of the variables. Melguizo, Kienzl, and Alfonso
(2011) concluded that community colleges have the responsibility to “provide the
academic preparation and transfer curriculum necessary for students to transfer
on time” (p. 282). Further, the study posited that the CCC system can provide
the services, coursework, and instruction needed to offer bachelor degrees.
Although this seems to contradict common thought about the community college
system, it is interesting to see the potential available in the community colleges.
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Further, it concluded the four-year systems must work with students during their
transition to ensure a smooth transfer process.
It is unclear how the newly introduced bachelor degrees at the CCC will
affect student transfers into the CSU system. A select number of colleges will
begin to offer bachelor’s degrees before fall 2017. The program was designed to
ensure that the community colleges are not competing with the public university
system and only offering degrees in unique disciplines. Example degrees in the
pilot include: mortuary science at Cypress College, automotive technology at Rio
Hondo College, health information management at San Diego Mesa College, and
dental hygiene at West Los Angeles College (Asimov, 2015). These are not
typical academic disciplines offered at the university level but they are important
to the general workforce and, therefore, do not appear to have a connection with
the transfer population.
Other recommendations. The literature is filled with studies, white
papers, and think tank reports on best practices and strategies for public
education. The issues and solutions vary widely. Eagan and Jaeger (2009)
explored the negative effects of using part-time faculty on community college
student success. Another study by Hezel (2010) studied the big picture problems
of articulation. In the report, Hezel (2010) recommended a number of steps that
states could undertake such as routine evaluation of their articulation and
transfer policies. Also included is the recommendation that a clear transfer
pathway for students be established as they transition from one system to
another. Metrics are also heavily encouraged by many studies as important
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indicators of program effectiveness (Clotfelter, Ladd, Muschkin, & Vigdor, 2013;
Hezel, 2010; Ritze, 2006). Many of these recommendations were included in
SB1440.
Racial and socioeconomic differences in the student population are a
common theme in many studies. Wassmer et al. (2004) concluded that
institutions schools with larger populations of Latino or African American students
have a lower six-year completion rate. Institutions with higher proportions of
Latino and African-American students have smaller transfer rates even after
factors such as academic preparation and socioeconomic status are controlled.
The study also concluded that there were disparities in transfer rates based on
ethnic groups, even among individuals who intended to transfer (Wassmer et al.,
2004). On the other hand, Kymes and Ray (2012) in a study of using cohort
models in rural areas found that success of the students was not limited to
specific gender or ethnic groups.
Chapter Summary
Community college student options for transitioning into a four-year
baccalaureate program in the state of California can be attributed to the landmark
legislation known as the Master Plan. This legislation, considered at the time as
groundbreaking, laid out the duties and mandates for the three systems of higher
education in the state.
The UC system was designated the top-tier system where the top students could
apply. Its primary focus was on advanced graduate studies and research. The
CSU was designated as the second level and was authorized to grant degrees at
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the undergraduate and graduate levels. The final system was the CCC system.
The first two years of the baccalaureate was offered along with vocational,
technical training, basic skills and varied interests not covered in the two other
systems. On the surface the three interconnected systems with complementary
mandates seems a logical design that should successfully educate California
students. However, research has shown that the systems, especially the CCC
and CSU systems, have been challenged in implementing their missions.
The transfer pathway from the CCC to the CSU in particular has been a
challenging one for students. Research has shown that the phenomenon known
as transfer shock continues to plague students in their first semester and beyond
after transferring. It frequently manifests itself as by lowering GPAs during their
first semester after transfer. Lowered GPAS can cause students to be placed on
probation or even dropout. Impaction at the CSU is found at the program and
campus levels and is the result of not being able to meet the needs of transfer
students seeking bachelor’s degrees. Inadequate funding from the state is
frequently the cause of impaction and has the effect of limiting admissions from
otherwise CSU-eligible students. Previous studies indicated that students who
are denied admission to the CSU system often continue to take classes at a
community college in hopes of improving their transfer opportunities or to
improve their GPAs. Students who do successfully transfer face a new set of
challenges. Retention and graduation rates for transfer students have been of
concern in CSU system for many years.
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Because of the past issues with admissions and degree completion
among transfer students, California passed SB1440 and a follow up bill SB440.
The aims of the bills were to streamline the transition process from one system to
another with the end goal of allowing more students to obtain their bachelor’s
degree. For the purposes of this study, the “bill” will refer to SB1440, which will
include the follow up language introduced by SB440 that was approved shortly
after. The primary components of the law include admissions guarantee to a
CSU, lower division coursework completion at a CCC, and 60-unit maximum
requirement at a CSU. In the situation where a student’s primary CSU cannot
accommodate the applicant, a redirection process allows transfer students to
attend another CSU offering a degree in a similar discipline.
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CHAPTER 3
RESEARCH METHODOLOGY
The California state system of higher education traces its foundations to
the groundbreaking law in the 1960s––the California Master Plan for Higher
Education. It was created as a method to organize the three complementary
systems of higher education in the state. It created clear distinctions between
the CSU, UC, and CCC systems. The UC system was mandated as the premier
research system and the CCC was to focus on lower division baccalaureate
work, transfer, and career technical education. The CSU was positioned in
between as a major recipient of transfer students from the CCC. Since the
1960s, the mandates of the three systems of higher education in California have
evolved along with the challenges (population growth, unstable funding, and the
ever-changing legislative environment). This study addressed the difficulties of
students transferring from the CCC system to the CSU system. Specifically, it
examines how the implementation of the ADT under SB1440 has influenced
transfers into the CSU.
The purpose of this study was to ascertain whether the ADT pathway is a
viable method for achieving higher levels of admissions acceptance and
ultimately degree completion. This study took a quantitative look at students who
had matriculated into the research site institution. It compared and contrasted
the similarities and differences among students admitted to the research site
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institution as both traditional transfer students (non-ADT) and those admitted
under the Student Transfer Achievement Reform Act (ADT). The following three
research questions were explored:
1.

What are the differences, if any, in bachelor degree attainment
among transfer students who obtained an ADT?

2.

To what degree does transferring with an ADT predict a student’s
likelihood of admission, changing major, continuation, time-todegree, and overall GPA?

3.

What are the differences, if any, for bachelor degree attainment
among traditionally underserved higher education students
respective to age, gender, and ethnicity?

In this chapter, first, the methodology used in the study will be described.
Next, a description of the research design will be presented that falls within the
methodological approach that was selected. Following the research design,
more details on the specific research methods will be explored. This includes
information about the setting, sample, data collection (including instrumentation
and procedure), and data analysis (including validity/trustworthiness and the role
of the researcher). The chapter concludes with a summary.
Quantitative Research
This quantitative study sought to understand how the recently
implemented ADT program affects community college students’ transition to the
state’s four-year university system. According to Creswell (2012), quantitative
research is appropriate when there is a need to explain trends or relationships
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among variables. As will be detailed later, this research study consisted of a
large dataset of variables covering the target population in an attempt to explain
if the ADT provided a successful transfer path for students. Further, through
quantitative study, data can be collected from a large number of people using
various types of instruments (Creswell, 2012).
This research project examined the transfer pathway created by the
implementation of the SB1440 law. The law itself was aimed at a few areas of
concern that are related to issues explored previously in the literature review:
impaction, admissions, articulation, and time to degree. Each of the variables
used in this study were directly traced to data elements found in the student
information system (SIS) at the institution used as the research site making a
quantitative inquiry feasible. Additionally, having direct access to the database
allowed for a more robust and direct sampling of data. The research compared
two distinct groups of transfer students (non-ADT and ADT). Having two distinct
transfer student groups and research questions that addressed measurable
outcomes supported the use of a quantitative methodology.
Research Design
This quantitative study followed a nonexperimental causal-comparative
design. This design style attempted to determine cause and effect. In
educational research studies, utilizing experimental designs with control groups
would not be an ethical approach. Experimental studies attempt to determine if
specific treatments influence an outcome by withholding the treatment from a
control group (Creswell, 2012). Nonexperimental studies do not manipulate a
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treatment. Creswell (2012) stated that causal-comparative research is one type
of quantitative research “in which the investigator compares two or more groups
in terms of a cause (or independent variable) that has already happened.”
Causal-comparative research is closely related to correlational designs.
However, there are a number of differences, including the number of
independent variables and groups that are used.
Causal-comparative research is also known as ex post facto research. It
attempts to find an explanation for existing differences between two or more
groups. Using this design, a number of statistical procedures are possible
including t-tests, ANCOVA, and regression analysis, to name a few. To conduct
a causal-comparative study the research must identify two or more groups that
differ on at least one independent variable. Next, a theory should be presented
that explains the ways that the groups may perform differently. Finally, a
representative sample from the population must be selected. A common critique
of the design is the lack of randomization of the sample. Therefore, a key aspect
of the design is selecting an appropriate sample.
Pedhazur and Schmelkin (1991) described a sample as an aggregate of
the target population that the researcher wishes to generalize. Defining the
desired sample from the general population is a key design consideration in
formulating the research. The sample needs to be defined as explicitly as
possible to avoid introducing any ambiguity.
Generally, a sample consists of smaller subsets of a desired population.
Various methods have been described in research texts about the process for
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generating the sample. These methods include using probability sampling,
nonprobability sampling, and simple random sampling. Typically, studying the
entire population of interest is not feasible because of financial issues, which
justifies the need for a limited sample.
Having two groups of complete data, (not a limited sample) provided an
excellent opportunity to perform side-by-side comparisons using statistical tools.
The dataset utilized for the study included the entire transfer student population
at the research site.
Research Methods
In this section, a description of the specific research methods utilized in
this causal-comparative research design will be explored. Specifically, the
section will discuss the setting, sample, data collection, data analysis, and steps
taken to ensure validity or trustworthiness.
Setting
The target population of this study consisted of upper division students
transferring to the institution used as the research site. The research site
institution is one of the largest CSU campuses as defined by total student
population. Primarily an undergraduate institution, it offers instruction at both the
undergraduate and graduate levels. Located in southern California, the campus
frequently breaks records in the number of applications received in both the firsttime-freshman and transfer categories.
The research site institution only admits upper-division transfers. Among
all CSU campuses, the research site institution remains one that takes the most
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transfer students. According to the CSU Chancellor’s office (2014) for college
year 2013-14, it was 2nd in terms of the number of transfer student admissions
(Sacramento State was number one).
The institution used as the research site accepts transfers from community
colleges throughout the state. The ADT was first introduced as law in 2011 and
has gradually expanded from its initial offerings that just covered a few academic
disciplines. The research site institution accepts the ADT in a select number of
general subject areas with new degree pathways routinely added. Refer to
Appendix B for a list of ADT subject areas and accepted majors.
Sample
The study was comprised of approximately 98,154 total upper-division
transfer applicants covering admission terms Fall 2012 to Spring 2016 that were
studied for questions related to admissions. Of this applicant population, a
subset of 9,829 matriculated students covering admissions terms Fall 2012 to
Spring 2014 were studied for questions related to enrollment and graduation.
The population covered upper-division transfer students who were both currently
enrolled as well as those who had completed their degree programs. Two
distinct groups developed from the data: a non-ADT group and an ADT group.
The traditional transfer group contained a larger population than the ADT group.
Below are the specifics of each distinct group.


Non-ADT: This group was defined as any upper division student
transferring to the research site institution with a minimum of 60
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units who did not earn the ADT. For purposes of this study only
state-support programs were considered.


ADT: This group was defined as any upper division student

transferring to the research site institution with a minimum of 60
units who earned an ADT as defined under state Senate Bill
1440/440. An additional sub group within the ADT included those
who fully maintained their SB1440 pathway during enrollment at the
research site institution.
Data Collection and Management
According to Wayman (2005), a student information system (SIS) provides
real-time access to student data such as attendance, demographics, test scores,
grades, and schedules.” At the institution used as the research site, the
population data was contained in the PeopleSoft SIS. Access to data was
obtained by executing database scripts on the underlying Oracle database
tables.
Instrumentation. Variables in this study were collected from the source
system directly (PeopleSoft) via the use of Structured Query Language (SQL).
Through SQL, raw data was extracted and reformatted for use by IBM SPSS
statistical tools. Markers are present in the data that will allow sufficient
delineation between traditional transfer students (those without the ADT) and
those who obtained the new ADT. Three types of data sets were extracted from
the source system: program/plan stack, demographic, and SB1440 status.
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Program/plan stack (PeopleSoft terminology) is the active student record
containing academic plan information of all matriculated students. Only students
who have applied and/or admitted to the university as an upper division transfer
student were selected via SQL. The data was narrowed even further during
analysis with additional limiting criteria such as admission term.
Once the program/plan stack data was obtained, the student data was
also cross-referenced against demographic data contained within the source
system. By use of unique database keys basic demographic details was
extracted for each upper division student. Information such as gender, age, and
ethnicity were obtained. Personally identifiable information such as name, social
security number, and address information was not included in the data, as it was
not needed for any statistical purpose and to protect the confidentiality of the
students.
The final dataset extracted was the SB1440 status of the students. At the
research site institution, the SB1440 status was recorded in the PeopleSoft
system via student groups (a type of electronic flag or indicator). This flag
allowed the researcher to determine SB1440 status for each student in the
dataset. SB1440 students at the institution fall into a few categories:


Self-Reported: The student reported on their application to the
institution that they received their ADT. This is the initial status and
requires validation and verification of the degree by the admissions
department.
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In Progress: The student had the ADT in progress at their
community college and will shortly be earning the degree.



Verified: The admissions staff had verified the merits of the selfreported status either by official transcript or verification documents
from the community college. To be considered part of the ADT
transfer student group in the study, students had to remain in this
condition for the continuation of their enrollment at the institution.



Cancelled agreement: The student had fallen out of the SB1440
agreement. The student may have changed majors and chosen an
incompatible major or added additional degree programs to the
enrollment (i.e., second major or minor).

Procedures. IBM SPSS version 24 was utilized to analyze the data
collected from the research site institution’s SIS. The SIS is a database system
that contains all education records of students at the institution. Within the
system is information pertaining to admissions, enrollments, transcripts, and bio
demographical information. In analyzing the data, descriptive statistics was first
generated. This was conducted to generate baseline information about the
population. One key variable collected in the data (detailed in Appendix A) was
the SB1440 status indicator. This indicator flags the SB1440 status of the
student in the system. Students without any flag or corresponding incoming
degree type were grouped into the non-ADT group. Using these procedures two
distinct groups of students were generated from the population extracted.
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Comparative analysis was conducted between the two groups to
determine if any statistical differences among variables could be discovered.
Based on an analysis of the data available, the study was able to determine if the
ADT pathway was a viable method for achieving higher levels admissions
acceptance and ultimately degree completion.
Data Analysis and Interpretation
In quantitative studies, the use of statistical methods as an approach for
interpreting the data is essential. In this section, the use of statistical tools such
as IBM SPSS will be examined as well as procedures to ensure validity and the
role of the researcher.
Data analysis. The study focused on three different research questions.
Each question approached the analysis of the SB1440 transfer pathway from a
different perspective that required different variables and calculations. The first
research question required a comparative approach looking at bachelor degree
attainment among those with the ADT. To answer the second research question
regression analysis was used to explore how the ADT predicted a student’s
progress through a number of different dependent and independent variables.
Finally, to answer the third research question a comparative approach was used
to examine degree attainment among student subgroups.
Data for the variables was collected via Structured Query Language (SQL)
from the research site institution’s SIS. Table 2 details the variables collected.
Table 3 details how the variables used in referenced studies compared to this
current study. Confidentiality of the students was maintained by masking any
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personally identifiable information. Once data was extracted, analysis was
performed using IBM SPSS Statistics Premium version 24 software. SPSS is a
software package available for Windows-based personal computers that allows
many statistical tests to be performed against the source data.
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Table 2
Coding of Variables

Variables

Coding/Scale

Definition

Research
question

Admission_Status

0 = Not Admitted
1 = Admitted

Admissions data
representing if the
applicant was admitted.

1, 2

Admit_Term

2127 = Fall 2012
2133 = Spring 2013
2137 = Fall 2013
2143 = Spring 2014
2147 = Fall 2014
2153 = Spring 2015
2157 = Fall 2015
2163 = Spring 2016
2167 = Fall 2016

Admissions terms for the
applicant. Used to track
cohorts of students who
entered the University
during the same
admissions term.

1, 2, 3

ADT Earned

0 = No
1 = Yes

Transfer institution data
that shows whether the
student earned an AA-T
or AS-T degree

1, 2, 3

SB1440 Benefits

0 = No
1 = Yes

Records data that shows
whether the student is
earning SB1440 benefits.

1, 2, 3

Prog_Status

0 = Not active
1 = Active
2 = Graduated

Current matriculation
status of student.
Students not admitted
never get any status.

1, 2, 3

Term_Count

Continuous whole
number

Number of terms student
has been at campus

1, 2, 3

Graduated

0 = No
1 = Yes

Records data that shows
whether the student
graduated.

1, 2, 3

Cum. GPA

0–4.00 continuous
Scale.

Current cumulative GPA
of student at campus.

2, 3
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Table 2, cont.

Variables

Coding/Scale

Definition

Research
question

Continuation1

0 = No
1 = Yes

Student success variable
measuring whether
student continued or
graduated in the first
year.

2

Continuation2

0 = No
1 = Yes

Student success variable
measuring whether
student continued or
graduated in the second
year.

2

Planchanges

Continuous whole
number

Number of academic
plan changes student
initiated.

2

Time to degree

0 = Did not graduate
1 = 4 years or more
2 = 3.5 years
3 = 3 years
4 = 2.5 years
5 = 2 years
6 = 1.5 years
7 = 1 year
8 = 0.5 year

Time measures in partial
years it took student to
graduate.

2

Age group

1 = Under 17
2 = 17
3 = 18
4 = 19
5 = 20
6 = 21
7 = 22
8 = 23
9 = 24
10 = 25-29
11 = 30-34
12 = 35 and over

Calculated age based on
students’ birthdate.

3
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Table 2, cont.

Definition

Research
question

Variables

Coding/Scale

Ethnicity

0 = Two or More
Ethnicities
1 = White
2 = Black/African
American
3 = Hispanic/Latino
4 = Asian
5 = American
Indian/Alaska Native
6 = Not Specified
7 = Native
Hawaiian/Oth Pac
Island

Ethnicity

3

Gender

0 = Male
1 = Female

Gender of student

3
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Table 3
Variables Used in Reference Studies Compared to Current Study
Reference study variable
Neault and Piland (2014)

Similar current study variable


Ethnicity

Race-ethnicity



Transfer GPA

GPA



Current cumulative GPA



Ethnicity

Race-ethnicity



Matriculation Status

Graduation Rates



Term Count / Time to Degree



Ethnicity

Race-ethnicity



Matriculation Status

Graduation Rates



Term Count / Time to Degree

Gender



Gender



Ethnicity



Ethnicity



Age



Ethnicity

Race-ethnicity



Matriculation Status

Graduation Rates



Term Count

Wassmer et al. (2004)



Ethnicity

Race-ethnicity



Gender

Kymes and Ray (2012)



Ethnicity

Race-ethnicity



Gender

Swail et al., (2003)

Adelman (1999)

Financial Aid
Institutions Attended
Shulock and Moore (2005)
Race-ethnicity
Major/Academic Plan
Rendon et al., (2004)
Race-ethnicity
Age
California State University (2013)

Gender

Gender
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Comparing degree attainment with t-tests. When researching the
difference between two independent groups the use of independent samples ttests are required (Morgan, Leech, Gloeckner, & Barrett, 2013). It allows the
researcher to compare the means between two groups that utilize the same
dependent variable. For example, Morgan et al. (2013) gives a sample question
comparing the difference in males and females on their math achievement
scores. The independent samples t-test can be utilized when comparing
between groups based on one independent variable (such as gender) and a
dependent variable that is normal/scale. Other variants of the t-test are
available; they differ in the number of groups and observations (i.e., one sample
t-test and paired t-test).
The use of independent t-test requires two components: one independent
categorical variable and one dependent variable. Other requirements relating to
the data include having a normally distributed dependent variable. However,
minor deviations from normal do not have a large influence on Type I errors. If
the variable happens to be non-normally distributed then other statistical
calculations may need to be performed such as the Mann-Whitney U test (Leech,
Barrett, & Morgan, 2011). Laerd (2013) provided further assumptions when
running t-test calculations, including the need for independence of observations,
which means there are no relationships between the participants in each group.
Testing the dependent variable for normal distributions can be performed using
the Shapiro-Wilk test (Laerd, 2013).
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Research questions one and three both explored degree attainment
among groups. The first question took a high-level view of the ADT transfer
student in general and degree attainment at the research site institution. The
third question took a closer look at more specific student populations. In both
cases, degree attainment was the primary goal. In question one the groups were
delineated by an independent dichotomous variable representing if the transfer
population had the ADT or not.
Question three examined the program from the perspective of justice,
equity, and inclusion. While it is possible to implement laws and special
programs that increase student success, they may not have an effect outside the
majority demographic. The third question examined the pathway and its effect
on specific student populations delineated by various categories, which included
age, gender, and ethnicity. Bio demographic information on the student
population was included in the dataset allowing for a number of independent
sample t-tests to be calculated.
Measuring effect with Cohen’s d. In quantitative studies, the effect size
is a measure of the strength of a phenomenon or correlation between two or
more variables. Effect size in the calculations of this study were measured using
Cohen’s d. Cohen’s d is a value used to differentiate a standardized difference
between two means (Cohen, 1977). The calculation is typically used with t-test
and AVONA results. Cohen (1977) suggests that a d value of .20 is small, .50 is
a medium effect, and .80 is large effect. The calculation was conducted as a
difference between the means divided by the pooled standard deviation.
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Predicting success with regression models. Schroeder, Sjoquist, and
Stephan (1986) stated that, “multiple linear regression analysis is a method for
measuring the effects of several factors concurrently.” Regression models are
statistical calculations that examine one or more variables in an attempt to
understand their correlations and predict future outcomes. Regression models
can be either simple or multiple. Simple regression models utilize one dependent
and one independent variable. The multiple regression model, and specifically
multiple linear regression (MLR), is an extension of the simple version and can
be used to predict a dependent (normal) variable from a combination of many
normally distributed independent or regressor variables (Morgan et al., 2013).
MLR is utilized to understand the correlation, if any, among the variables to
predict the dependent variable. For instance, multiple regression analysis could
be computed to predict student success in passing a course (dependent variable)
based on a number of factors (independent variables) such as student study
time, attendance, gender, age, and completion of prerequisites.
To implement multiple regressions, the dependent variable must be
measured on a continuous or interval scale (Leech et al., 2011). Independent
variables should also be mostly interval or scale, but there is the ability to utilize
dichotomous variables. When working with variables, the researcher must be
careful to reduce the opportunity for multi-collinearity errors. This is the condition
when two or more of the independent variables are highly inter-correlated with
each other (Leech et al., 2011).
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Research question two explored how the ADT predicted a student's
likelihood of admission, changing majors, continuation, time-to-degree, and
overall GPA. Multiple linear regressions were the statistical calculations of
choice in addressing this research question. In preparing for a regression
analysis, it was important to acquire the appropriate data elements for use in
statistical software. This research question was focused on exploring various
outcomes of a student transferring with the ADT; therefore, an appropriate
selection of independent variables had to be considered.
The first outcome explored was the students' likelihoods of being admitted
to the research site institution (dependent variable). One benefit of the ADT is
that lower GPA requirements are allowed for admissions. Change of major to
one outside the ADT’s academic discipline is a concern within the CSU system.
Through studying the dataset, the number of students changing their major
outside the ADT's academic discipline was computed.
Continuation, time-to-degree, and overall GPA at the research site
institution was also studied to determine if the ADT played a role in a student
choosing to continue their academic career at the research site institution.
Student status consisted of dichotomous variables derived from the dataset. The
time spent at the research site institution was derived from the students'
admission term to the term of graduation.
Procedures to ensure validity. Data collected from the research site
institution’s SIS required stages of validation to ensure it could be considered
trustworthy for the study. However, because retrieving data from a live database
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where students often drop in and out of programs daily made consistency nearly
impossible, the data was extracted for a particular cohort based on admission
term just once—in essence taking a snapshot in time. Validity of the data was
checked against census data collected and reported by the Institutional Research
(IR) office. The IR office maintains separate databases from the live SIS
whereby they perform statistical analysis via IBM SPSS and other tools. The IR
office submits finalized reports to the system-wide Chancellor’s Office.
Information the IR office has access to includes information on applicants, GPA,
transfer units, SB1440 indicators and most of the variables contained in
Appendix A. By validating study results against data from the IR office, the study
ensured accuracy and validity.
Role of the researcher. For the purpose of transparency, the
researcher’s full-time job entails working at the research site institution studied.
Primary job duties include performing the role of Information technology director
in the Admissions and Records office. In the course of duties, the researcher
has been heavily involved in research and development of information
technology platforms and programs that helped the research site institution
admit, track, and graduate students.
Daily work in the department includes access to data in the SIS. Common
activities include extracting data from the SIS for use by academic departments,
the provost office, the Institutional Research Office, and for government
mandated reporting through the CSU Chancellor’s Office. In addition to data
extraction, there also is a heavy emphasis on development of system
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enhancements (i.e., computer programming, debugging, and requirements
gathering from administration and department staff).
The researcher serves on a statewide committee related to the
eTranscript California project. This CCC managed project involves more than
the CCC system. Representatives from the two state public university systems
as well as private institutions participate. The system’s purpose is to allow for the
electronic interchange of college transcript data between institutions. The goal is
a more efficient method for students to send their official transcripts to colleges.
Most recently, the system has undertaken changes incorporating the new ADT in
the data elements. The researcher was a key developer on this statewide project
and served as key CSU representative during testing and implementation.
Chapter Summary
The problems this study addressed are the difficulties encountered by
CSU transfer students and the effectiveness of the ADT program in increasing
student degree attainment. It compared and contrasted the similarities and
differences among transfer students who had been admitted to the research site
institution as either an ADT transfer student or a traditional transfer student.
Using the dataset available at the institution used as the research site, the study
compared the ADT transfer group and the non-ADT transfer group on the rate of
admissions, how students performed academically over the course of their
enrollment, student continuation rates, and measured their time to degree
completion.
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This study employed a quantitative methodology to examine the trends
and relationships between the two groups of transfer students. Quantitative
studies are useful when the research involves use of large amounts of data
collected from various instruments. This study utilized data extracted from the
research site institution’s SIS. The data was examined by using a correlational
research design to describe and measure the associations between the two
groups. Historical data was examined, therefore, a retrospective approach
utilized.
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CHAPTER 4
FINDINGS
This study used a quantitative approach in examining the research
questions. Specifically, a non-experimental causal-comparative design
comprising of a number of different statistical calculations were undertaken to
evaluate each question. The three research questions attempted to undercover
significant differences among groups—specifically those with transferred with the
ADT and those who did not. Comparative analysis was conducted to determine
if any statistical difference of significance existed between the variables. While
all three questions explored the ADT pathway, each approached the subject from
a different perspective requiring different statistical methods to answer the
question.
Demographics
Tables 4 and 5 detail the demographics of the population used in this
study. The applicant pool covered Fall 2012 to Spring 2016 admission terms and
was comprised of 98,154 individuals. Females comprised the majority of the
applicant population at 54.2% with males at 45.8%. Students identifying as
Hispanic/Latino were the largest ethnic group on campus at 35%. The second
and third largest ethnic groups were White (26.6%) and Asian (22.7%). The
largest percentage of students fell into the 25-29 age group at 45.8%.
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The enrolled population found in Table 5 consisted of students who were
admitted and had enrolled in at least one term. The enrolled population covered
Fall 2012 to Spring 2014 and was comprised of 9,829 individuals. Females
comprised the majority of the enrolled population at 55.5% with males at 44.5%.
Students identifying as White were the largest ethnic group on campus at 33.5%.
The second and third largest ethnic groups were Hispanic/Latino (30.2%) and
Asian (23.3%). The largest percentage of students (59.6%) were in the 25-29
age group.
First Research Question
The first research question asked: Are there differences in bachelor
degree attainment among transfer students who obtained an Associate Degree
for Transfer (ADT)? One of the purposes of the ADT pathway was to facilitate
the ability of transfer students to obtain a bachelor’s degree. It does this through
two primary mechanisms under the SB1440 law—guaranteed admissions to a
CSU and a maximum cap of 60 units required at the CSU to graduate. However,
in practice it has been unclear if the ADT delivered significantly different results
from the pathways students traditionally follow. To explore how the ADT could
potentially affect bachelor degree attainment a series of independent t-tests were
conducted. Two approaches were taken: (a) looking at those students who
obtained an ADT and (b) looking at those students that obtained the ADT and
maintained the pathway after transferring to receive all SB1440 benefits (i.e.,
ability to graduate in 60 units assuming the chosen major was compatible with
the ADT earned).
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Table 4
Demographics of the Applicant Pool (N = 98,154)
n

%

Male

44,995

45.8

Female

53,152

54.2

Missing

7

0.0

26,133

26.6

4,446

4.5

Hispanic/Latino

34,336

35.0

Asian

22,312

22.7

470

.5

9,732

9.9

700

.7

25

0.0

Under 17

1

0.0

17

2

0.0

18

4

0.0

19

27

0.0

20

167

.2

21

2,504

2.6

22

7,594

7.7

23

12,570

12.8

24

15,866

16.2

25-29

44,945

45.8

30-34

8,758

8.9

35 and Over

5,709

5.8

7

0.0

Characteristic
Gender

Ethnicity
White
Black/African American

American Indian/Alaska Native
Not Specified
Native Hawaiian/Other Pac Islander
Missing
Age

Missing
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Table 5
Demographics of the Examined Enrolled Population (N = 9,829)
Characteristic

n

%

Gender
Male

4,377

44.5

Female

5,452

55.5

3,290

33.5

195

2.0

Hispanic/Latino

2,964

30.2

Asian

2,293

23.3

44

.4

962

9.8

Native Hawaiian/Other Pac Islander

65

.7

Missing

16

.2

Under 17 to 19

0

0.0

20

1

0.0

21

6

.1

22

28

.3

23

404

4.1

24

1,489

15.1

25-29

5,862

59.6

30-34

1,185

12.1

854

8.7

Ethnicity
White
Black/African American

American Indian/Alaska Native
Not Specified

Age

35 and Over
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The ADT was first introduced at the research site institution in the Fall
2012 admission term; therefore, the potential population to explore included
students admitted from Fall 2012 to the present. However, in order to examine
graduation rates this study limited the population to those students admitted Fall
2012 to Spring 2014. Tables 6 and 7 present the entire matriculated population
from Fall 2012 to Spring 2014.
Firstly, the population who received the ADT was examined. Table 6
includes the results of Independent t-tests against ADT earned as a grouping
variable and the graduated variable. The population consisted of 720 students
who transferred under the ADT pathway. The remaining population of 9,109
comprised the non-ADT pathway group. The ADT earned group had a slightly
higher mean (.69) in comparison to the non-ADT group (.64). The ADT group
also had a smaller standard deviation (.464) in comparison to the non-ADT group
(.480). Independent t-test analysis indicated a statistically significant difference
between ADT earned and non-ADT groups with an effect size of .10. Effect size
in the tables are measured using Cohen’s d which is a method to differentiate a
standardized difference between two means (Cohen, 1977). Cohen suggests
that a d value of .20 is small, .50 is a medium effect, and .80 is large effect. The
measured effect in this case was below the small value suggested by Cohen.
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Table 6
Aggregate Comparisons between Students with and without the ADT and the
Effect on Graduation (N = 9,829)
Variable

n

M

SD

Graduated
Non-ADT
ADT

t

df

-2.582 845.25
9,109

.64

.480

720

.69

.464

p

d

.010

-.10

It is reasonable to assume among the ADT population those who
continued the SB1440 pathway past the point of admission, remaining in a
compatible major, and not adding second majors or minors should have had a
higher probability of graduating than those without the SB1440 benefits. To
obtain understanding if this was the case, another independent t-test was
conducted using the SB1440 benefits variable against graduated. Table 7
displays the results from the statistical test. The SB1440 group who received
benefits was comprised of 392 students and was much smaller than the ADT
group as a whole, which was comprised of 720 students. This means that there
were 328 students who received the ADT degree but were not receiving SB1440
benefits. The SB1440 group had a .72 mean in comparison to a .64 mean for the
non-SB1440 group. The standard deviation of the SB1440 group was also
smaller (.447) in comparison to the non-SB1440 group (.480). The difference
between the two groups was significant (p < .05) but with a very small Cohen’s d
effect of .17.
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Table 7
Aggregate Comparisons between Students with and without SB1440 Benefits
and the Effect on Graduation (N = 9,829)
n

Variable

M

SD

Graduated
Non-SB1440

t

df

p

d

-3.606 429.205 .0001 -.17
9,437 .64 .480

SB1440

392 .72 .447

Disaggregated by admission term. Further statistical analysis provided
information regarding term-by-term disaggregated results. Admission terms vary
from year to year due to funding from the state and other capacity issues. Spring
term admissions at the research site institution were limited to transfer students
and acceptance rates were much lower than rates in the fall terms. Tables 8 and
9 provide a disaggregate view of the SB1440 benefits variable against graduated
by admission term.
Fall 2012 was the first term the ADT pathway was available. For Fall 2012
(N = 4,312, t = .344), non-ADT students (n = 4,276, M =.72, SD = .449) and ADT
students (n = 36, M = .69, SD = .467) did not have a significant difference
(p > .05). However, over time the population of the ADT group increased. For
Spring 2013 (N = 273, t = -2.134), non-ADT students (n = 98, M = .67, SD = .471)
and ADT students (n = 175, M = .79, SD = .405) showed a significant difference
(p < .05), with a small educationally significant Cohen’s d effect of .28. This
shows a higher average for the ADT students on the graduated variable. The
ADT group standard deviation also was smaller (.405) in comparison to the
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standard deviation of the non-ADT group (.471), showing a tighter variance
among ADT students on the graduated variable.
Among all the Fall terms, the Fall 2013 admission term, was the first that
saw significant difference (p < .05) with a small Cohen’s d effect of .20. For Fall
2013 (N = 4,735, t = -3.902), non-ADT students (n = 4,413, M = .58, SD =.494)
and ADT students (n =322, M =.68, SD = .466) had a significant difference
(p < .001) with small Cohen’s d effect of .20. For Spring 2014 (N = 509,
t = -3.280), non-ADT students (n = 322, M = .44, SD = .498) and ADT students
(n = 187, M = .59, SD = .492) had a significant difference (p < .05) with small
educationally significant Cohen’s d effect of .30.
Table 8
Disaggregate Comparisons among Students with and without the ADT, Split by
Admission Term, and the Effect on Graduation (N = 9,829)
Variables

n

M

SD

Fall 2012 Graduated
Non-ADT
ADT

4,276

.72

.449

36

.69

.467

Spring 2013 Graduated
Non-ADT
ADT

98

.67

.471

175

.79

.405

Fall 2013 Graduated
Non-ADT
ADT

4,413

.58

.494

322

.68

.466

Spring 2014 Graduated
Non-ADT

322

.44

.498

ADT

187

.59

.492

t

df

p

d

.344

4310.00

.7310

.07

-2.134

177.06

.0340

-.28

-3.902

375.62

.0001

-.20

-3.280

507.00

.0010

-.30
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Table 9 displays the results of the disaggregate view of the SB1440
benefits across the Fall 2012, Spring 2013, Fall 2013, and Spring 2014
admission terms.
For Fall 2012 (N = 4,312, t = -2.084) non-SB1440 students (n = 4,289,
M = .72, SD = .449) and SB1440 students (n = 23, M = .87, SD = .344) had a
significant difference (p < .05) with small educationally significant Cohen’s d
effect of .33. For Spring 2013 (N = 273, t = -1.415), non-SB1440 students
(n = 178, M = .72, SD = .448) and SB1440 students (n = 95, M = .80, SD = .402)
did not have a significant difference (p > .05). For Fall 2013 (N = 4,735,
t = -2.966) non-SB1440 students (n = 4,573, M = .58, SD = .493) and SB1440
students (n = 162, M = .69, SD = .463) had a significant difference (p < .05) with
a small Cohen’s d effect of .22. For Spring 2014 (N = 509, t = -4.524), nonSB1440 students (n = 397, M = .45, SD = .489) and SB1440 students (n = 112,
M = .68, SD = .469) had a significant difference (p < .001) with a small
educationally significant Cohen’s d effect of .47. Spring 2014 term had the
highest Cohen’s effect size of the four disaggregated terms explored at d = .47
showing a small but educationally significant Cohen’s d effect.
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Table 9
Disaggregate Comparisons among Students with and without the SB1440
Benefits, Split by Admission Term, and the Effect on Graduation (N = 9,829)
Variables

n

M

SD

Fall 2012 Graduated
Non-SB1440
SB1440

4,289

.72

.449

23

.87

.344

Spring 2013 Graduated
Non-SB1440
SB1440

178

.72

.448

95

.80

.402

Fall 2013 Graduated
Non-SB1440
SB1440

4,573

.58

.493

162

.69

.463

Spring 2014 Graduated
Non-SB1440

397

.45

.498

SB1440

112

.68

.469

t

df

p

d

-2.084

22.404

.0490

-.33

-1.415

210.654

.1580

-.19

-2.966

174.184

.0030

-.22

-4.524

187.470

.0001

-.47

Second Research Question
The second research question asked: To what degree does transferring
with the associate degree for transfer (ADT) predict a student’s likelihood of
admission, changing majors, continuation, time-to-degree, and overall GPA?
Regression analysis was utilized to explore the interrelations of dependent
variables (admissions status, plan changes, Cum. GPA, continuation1,
continuation2, graduated, and time to degree) against the two independent
variables (ADT earned and SB1440 benefits). There were two datasets used to
explore this question: (a) admissions data that contained the entire applicant pool
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and (b) enrollment data that included only students who matriculated and
enrolled at the institution. Therefore, two separate sets of regression analyses
were conducted to explore the relationships between the variables.
Admissions
Linear regression was utilized to explore the ADTs effect on the students’
admissions. First, the ADT earned variable was analyzed alone from aggregate
and disaggregate views. Second, the same analysis was performed for the
SB1440 benefits variable. Lastly, both variables were analyzed jointly from both
aggregate and disaggregate views.
Independent variable ADT earned. Table 10 includes the results of
regression analysis for the ADT earned and the admission status variables. The
population consisted of 98,154 students who applied in one of the targeted terms
from Fall 2012 to Spring 2016. Results of the analysis indicated ADT earned
(M = .17, SD = .374) significantly predicted admissions status (M = .25,
SD = .435), F(1, 98,152) = 125.374, p < .001, R = .036, adjusted R² = .001.
Table 10
Aggregate Regression of all Students in Admission Terms Fall 2012 to Spring
2016 using Independent Variable ADT earned with Dependent Variable
Admissions Status (N = 98,154)
Admit Term

R²

Adj R²

R

N

F

p

Fall 2012 to
Spring 2016

.001

.001

.036

98,154

125.374

.0001

To understand the term-by-term impact of the ADT a disaggregated
analysis was performed with results in table 11. For Fall 2012 (n = 18,164), the
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ADT earned (M = .09, SD = .284) significantly predicted admissions status
(M = .28, SD = .449), F(1, 18,162) = 390.989, p < .001, R = .145, adjusted
R² = .021. For Spring 2013 (n = 1,450) the ADT earned (M = .52, SD = .500)
significantly predicted admissions status (M = .23, SD = .422),
F(1, 1,448) = 26.738, p < .001, R = .135, adjusted R² = .017. For Fall 2013
(n = 22,209), the ADT earned (M = .12, SD = .326) significantly predicted
admissions status (M = .25, SD = .435), F(1, 22,207) = 153.125, p < .001,
R = .083, adjusted R² = .007. For Spring 2014 (n = 3,530) the ADT earned
(M = .14, SD = .351) significantly predicted admissions status (M = .16,
SD = .366), F(1, 3,528) = 271.103, p < .001, R = .267, adjusted R² = .071. For
Fall 2014 (N = 21,965) the ADT earned (M = .21, SD = .406) significantly
predicted admissions status (M = .21, SD = .407), F(1, 21,963) = 4.171, p < .05,
R = .014, adjusted R² = .000. For Spring 2015 (n = 4,246) the ADT earned
(M = .19, SD = .391) significantly predicted admissions status (M = .37,
SD = .482), F(1, 4,244) = 153.969, p < .001, R = .187, adjusted R² = .035. For
Fall 2015 (n = 21,627), the ADT earned (M = .19, SD = .394) significantly
predicted admissions status (M = .20, SD = .402), F(1, 21,625) = 752.571,
p < .001, R = .183, adjusted R² = .034. For Spring 2016 (n = 4,963), the ADT
earned (M = .29, SD = .453) significantly predicted admissions status (M = .55,
SD = .498), F(1, 4,961) = 41.337, p < .001, R = .091, adjusted R² = .008.
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Table 11
Disaggregate Regression of all Students in Admission Terms Fall 2012 to Spring
2016 using Independent Variable ADT Earned with Dependent Variable
Admissions Status (N = 98,154)
R²

Adj R²

R

F

p

Fall 2012

.021

.021

.145

18,164

390.989

.0001

Spring 2013

.018

.017

.135

1,450

26.738

.0001

Fall 2013

.007

.007

.083

22,209

153.125

.0001

Spring 2014

.071

.071

.267

3,530

271.103

.0001

Fall 2014

.000

.000

.014

21,965

4.171

.0410

Spring 2015

.035

.035

.187

4,246

153.969

.0001

Fall 2015

.034

.034

.183

21,627

752.571

.0001

Spring 2016

.008

.008

.091

4,963

41.337

.0001

Admit Terms

n

Independent variable SB1400 benefits. Table 12 includes the results of
regression analysis against SB1440 benefits and the admission status variable.
The population consists of 98,154 students who applied in one of the targeted
terms from Fall 2012 to Spring 2016. Results of the analysis indicate SB1440
benefits (M = .04, SD = .195) significantly predicted admissions status (M = .25,
SD = .435), F(1, 98,152) = 3,519.366, p < .001, R = .186, adjusted R² = .035.
Table 12
Aggregate Regression of all Students in Admission Terms Fall 2012 to Spring
2016 using Independent Variable SB1440 Benefits with Dependent Variable
Admissions Status (N = 98,154)
Admit Term

R²

Adj R²

R

N

F

p

Fall 2012 to
Spring 2016

.035

.035

.186

98,154

3,519.366

.0001
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Table 13 includes the results for the regression analysis in disaggregate
form. For Fall 2012 (n = 18,164), the SB1440 benefits (M = .01, SD = .078) did
not significantly predict admissions status (M = .28, SD = .449),
F(1, 18,162) = .753, p > .05, R = .006, adjusted R² = .000. For Spring 2013
(n = 1,450) the SB1440 benefits (M = .11, SD = .310) significantly predicted
admissions status (M = .23, SD = .422), F(1, 1,448) = 214.036, p < .001,
R = .359, adjusted R² = .128. For Fall 2013 (n = 22,209), the SB1440 benefits
(M = .02, SD = .127) significantly predicted admissions status (M = .25,
SD = .435), F(1, 22,207) = 94.559, p < .001, R = .065, adjusted R² = .004. For
Spring 2014 (n = 3,530), the SB1440 benefits (M = .06, SD = .238) significantly
predicted admissions status (M = .16, SD = .366), F(1, 3,528) = 300.905,
p < .001, R = .280, adjusted R² = .078. For Fall 2014 (n = 21,965), the SB1440
BENEFITS (M = .04, SD = .191) significantly predicted admissions status
(M = .21, SD = .407), F(1, 21,963) = 731.557, p < .001, R = .180, adjusted
R² = .032. For Spring 2015 (n = 4,246), the SB1440 benefits (M = .09,
SD = .282) significantly predicted admissions status (M = .37, SD = .482),
F(1, 4,244) = 192.416, p < .001, R = .208, adjusted R² = .043. For Fall 2015
(n = 21,627), the SB1440 benefits (M = .05, SD = .225) significantly predicted
admissions status (M = .20, SD = .402), F(1, 21,625) = 1,917.332, p < .001,
R = .285, adjusted R² = .081. For Spring 2016 (n = 4,963), the SB1440 benefits
(M = .14, SD = .343) significantly predicted admissions status (M = .55,
SD = .498), F(1, 4,961) = 319.112, p < .001, R = .246, adjusted R² = .060.
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Table 13
Disaggregate Regression of All Students in Admission Terms Fall 2012 to Spring
2016 using Independent Variable SB1440 Benefits with Dependent Variable
Admissions Status (N = 98,154)
Admit Terms

R²

Adj R²

R

n

F

p

Fall 2012

.000

.000

.006

18,164

.753

.3860

Spring 2013

.129

.128

.359

1,450

214.036

.0001

Fall 2013

.004

.004

.065

22,209

94.559

.0001

Spring 2014

.079

.078

.280

3,530

300.905

.0001

Fall 2014

.032

.032

.180

21,965

731.557

.0001

Spring 2015

.043

.043

.208

4,246

192.416

.0001

Fall 2015

.081

.081

.285

21,627

1,917.332

.0001

Spring 2016

.060

.060

.246

4,963

319.112

.0001

Independent variables ADT earned and SB1400 benefits. Table 14
explores how both the ADT earned and SB1440 benefits variables, taken
together as an aggregate, influenced admissions across all admission terms from
Fall 2012 to Spring 2016. Simple linear regression was computed to investigate
whether the two independent variables ADT earned or SB1440 benefits variables
predicted student admissions. ADT earned (M = .17, SD = .374) and SB1440
benefits (M = .04, SD = .195) significantly predicted admissions status (M = .25,
SD = .435), F(2, 98,151) = 1,874.030, p < .001, R = .192, adjusted R² = .037.
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Table 14
Aggregate Regression of All Students in Admission Terms Fall 2012 to Spring
2016 using Independent Variables ADT Earned and SB1440 Benefits with
Dependent Variable Admission Status (N = 98,154)
Admit Term
Fall 2012 to Spring 2016

R²

Adj R²

R

N

F

p

.037

.037

.192

98,154

1,874.030

.0001

Table 15 expands the analysis by disaggregating the data by admissions
term to see individual affects. From a disaggregate viewpoint the R and R² were
stronger than the aggregate analysis. This would be expected as Spring and Fall
terms are much different in terms of the pool and number of students admitted.
ADT was initially introduced into the admissions cycle beginning with the Fall
2012 term. For Fall 2012 (n = 18,164), the ADT earned (M = .09, SD = .284) and
SB1440 benefits variables (M = .01, SD = .078) significantly predicted
admissions status (M = .28, SD = .449), F(2, 18,161) = 202.460, p < .001,
R = .148, adjusted R² = .022.
Fall 2013 and Fall 2014 followed the same small effects and weak
correlations. For Fall 2013 (n = 22,209), the ADT earned (M = .25, SD = .435)
and SB1440 benefits (M = .02, SD = .127) significantly predicted admissions
status (M = .25, SD = .435), F(2, 22,206) = 185.007, p < .001, R = .128, adjusted
R² = .016. For Fall 2014 (n = 21,965), the ADT earned (M = .21, SD = .407) and
SB1440 benefits (M = .04, SD = .191) significantly predicted admissions status
(M = .21, SD = .407), F(2, 21,962) = 403.036, p < .001, R = .188, adjusted
R² = .035. For Fall 2015 (n = 21,627), the ADT earned (M = .20, SD = .402) and
SB1440 benefits (M = .05, SD = .225) significantly predicted admissions status
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(M = .20, SD = .402), F(2, 21,624) = 1017.847, p < .001, R = .293, adjusted
R² = .086.
Spring semesters produced different results due to population differences.
For Spring 2013 (n = 1,450) the ADT earned (M = .52, SD = .500) and SB1440
benefits (M = .11, SD = .310) significantly predicted admissions status (M = .23,
SD = .422), F(2, 1,447) = 107.449, p < .001, R = .360, adjusted R² = .128.
Although both R and R² are higher than Fall 2012, they both show a small
relationship per Cohen. Spring 2014 produced similar results but with more than
double the total population (n = 3,530) compared to Spring 2013 (n = 1,450).
For Spring 2014 (n = 3,530), the ADT earned (M = .14, SD = .351) and
SB1440 benefits (M = .06, SD = .238) significantly predicted admissions status
(M = .16, SD = .366), F(2, 3,527) = 184.362, p < .001, R = .308, adjusted
R² = .094. For Spring 2015 (n = 4,246), the ADT earned (M = .19, SD = .391)
and SB1440 benefits (M = .09, SD = .282) significantly predicted admissions
status (M = .37, SD = .482), F(2, 4,243) = 108.767, p < .001, R = .221, adjusted
R² = .048. For Spring 2016 (n = 4,963), the ADT earned (M = .29, SD = .453)
and SB1440 benefits (M = .14, SD = .343) significantly predicted admissions
status (M = .55, SD = .498), F(2, 4,960) = 171.516, p < .001, R = .254, adjusted
R² = .064.
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Table 15
Disaggregate Regression of All Students in Admission Terms Fall 2012 to Spring
2016 using Independent Variables ADT Earned and SB1440 Benefits with
Dependent Variable Admissions Status (N = 98,154)
R²

Adj R²

R

n

Fall 2012

.022

.022

.148

18,164

202.460

.0001

Spring 2013

.129

.128

.360

1,450

107.449

.0001

Fall 2013

.016

.016

.128

22,209

185.007

.0001

Spring 2014

.094

.094

.308

3,530

184.362

.0001

Fall 2014

.035

.035

.188

21,965

403.036

.0001

Spring 2015

.048

.048

.221

4,246

108.767

.0001

Fall 2015

.086

.086

.293

21,627

1017.847

.0001

Spring 2016

.065

.064

.254

4,963

171.516

.0001

Admit Terms

F

p

Changing major, continuation, time-to-degree, and GPA
Regression analysis was utilized to explore the ADT’s effect on the
dependent variables planchanges, Cum. GPA, continuation1, continuation2,
graduated, and time to degree. First, the ADT earned independent variable was
analyzed alone from aggregate and disaggregate views. Secondly, the same
analysis was performed for the SB1440 benefits independent variable. Lastly,
both independent variables were analyzed jointly from both aggregate and
disaggregate views.
Independent variable ADT earned. Table 16 shows the results of
regression analysis against ADT earned and the variables planchanges, Cum.
GPA, continuation1, continuation2, graduated and time to degree. The
population consisted of 9,829 students admitted from Fall 2012 to Spring 2014
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who were enrolled. The ADT earned variable (M = .07, SD = .261) did not
significantly predict planchanges (M = .03, SD = .221), F(1, 9,827) = .080,
p > .05, R = .003, adjusted R² = .000. The ADT earned variable (M = .07,
SD = .261) significantly predicted Cum. GPA (M = 3.06, SD = .426),
F(1, 9,827) = 12.992, p < .001, R = .036, adjusted R² = .001. The ADT earned
variable (M = .07, SD = .261) significantly predicted continuation1 earned
(M = .89, SD = .317), F(1, 9,827) = 4.046, p < .05, R = .020, adjusted R² = .000.
The ADT earned variable (M = .07, SD = .261) significantly predicted
continuation2 (M = .85, SD = .358), F(1, 9,827) = 7.026, p < .05, R = .027,
adjusted R² = .001. The ADT earned variable (M = .07, SD = .261) significantly
predicted graduated (M = .64, SD = .479), F(1, 9,827) = 6.295, p < .05, R = .025,
adjusted R² = .001. The ADT earned variable (M = .07, SD = .261) significantly
predicted time to degree (M = 3.01, SD = .2.425), F(1, 9,827) = 19.302, p < .001,
R = .044, adjusted R² = .002.
Table 16
Aggregate Regression of all Enrolled Students in Admission Terms Fall 2012 to
Spring 2014 using Independent Variable ADT Earned and Dependent Variables
Planchanges, Cum. GPA, Continuation1, Continuation2, Graduated, and Time to
Degree (N = 9,829)
Variable

M

SD

R²

Adj R²

R

Planchanges

.03

.221

.000

.000

.003

.080

.7780

3.06

.462

.001

.001

.036

12.992

.0001

Continuation1

.89

.317

.000

.000

.020

4.046

.0440

Continuation2

.85

.358

.001

.001

.027

7.026

.0080

Graduated

.64

.479

.001

.001

.025

6.295

.0120

3.01

2.425

.002

.002

.044

19.302

.0001

Cum. GPA

Time to Degree

F

p
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Table 17 expands the analysis by disaggregating the data by splitting the
data by admissions term to see individual results. From a disaggregate
viewpoint the R and R² results are stronger than looking at the data from an
aggregate perspective.
Plan changes. None of the admission terms were found to have
significance in predicting the planchanges variable between ADT earned
students and those without this attribute.
Cum. GPA. For Fall 2012 (n = 4,312), the ADT earned variable (M = .01,
SD = .091) did not significantly predict Cum. GPA (M = 3.048, SD = .456),
F(1, 4,310) = .018, p > .05, R = .002, adjusted R² = .000. For Spring 2013
(n = 273), the ADT earned variable (M = .64, SD = .481) significantly predicted
Cum. GPA (M = 3.067, SD = .441), F(1, 271) = 8.611, p < .05, R = .175, adjusted
R² = .027. For Fall 2013 (n = 4,735), the ADT earned variable (M = .07,
SD = .252) significantly predicted Cum. GPA (M = 3.063, SD = .448), F(1, 4,733)
= 3.941, p < .05, R = .029, adjusted R² = .001. For Spring 2014 (n = 509), the
ADT earned variable (M = .37, SD = .483) significantly predicted Cum. GPA
(M = 3.167, SD = .613), F(1, 507) = 33.236, p < .001, R = .248, adjusted
R² = .060.
Continuation1. None of the admission terms was found to have
significance in predicting the continuation1 variable between ADT earned
students and those without this attribute.
Continuation2. Only Fall 2013 was found to have significance in
predicting the contination2 variable between ADT earned students and those

99
without this attribute. For Fall 2013 (n = 4,735), the ADT earned variable
(M = .07, SD = .252) significantly predicted continuation2 (M = .85, SD = .360),
F(1, 4,733) = 3.891, p < .05, R = .029, adjusted R² = .001.
Graduated. For Fall 2012 (n = 4,312), the ADT earned variable (M = .01,
SD = .091) did not significantly predict graduated (M = .72, SD = .449),
F(1, 4,310) = .118, p > .05, R = .005, adjusted R² = .000. For Spring 2013
(n = 273), the ADT earned variable (M = .64, SD = .481) significantly predicted
graduated (M = .75, SD = .433), F(1, 271) = 4.956, p < .05, R = .134, adjusted R²
= .014. For Fall 2013 (n = 4,735), the ADT earned variable (M = .07, SD = .252)
significantly predicted graduated (M = .59, SD = .493), F(1, 4,733) = 13.764,
p < .001, R = .054, adjusted R² = .003. For Spring 2014 (n = 509), the ADT
earned variable (M = .37, SD = .483) significantly predicted graduated (M = .50,
SD = .500), F(1, 507) = 10.756, p < .001, R = .144, adjusted R² = .019.
Time to degree. For Fall 2012 (n = 4,312), the ADT earned variable
(M = .01, SD = .091) did not significantly predict time to degree (M = 3.18,
SD = 2.270), F(1, 4,310) = 1.018, p > .05, R = .015, adjusted R² = .000. For
Spring 2013 (n = 273), the ADT earned variable (M = .64, SD = .481) significantly
predicted time to degree (M = 3.32, SD = 2.129), F(1, 271) = 5.392, p < .05,
R = .140, adjusted R² = .016. For Fall 2013 (n = 4,735), the ADT earned variable
(M = .07, SD = .252) significantly predicted time to degree (M = 2.90,
SD = 2.551), F(1, 4,733) = 22.682, p < .001, R = .069, adjusted R² = .005. For
Spring 2014 (n = 509), the ADT earned variable (M = .37, SD = .483) significantly
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predicted time to degree (M = 2.40, SD = 2.482), F(1, 507) = 13.873, p < .001,
R = .163, adjusted R² = .025.
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Table 17
Disaggregate Regression of All Enrolled Students in Admission Terms Fall 2012
to Spring 2014 using Independent Variable ADT Earned and Dependent
Variables Planchanges, Cum. GPA, Continutation1, Continuation2, Graduated,
and Time to Degree (N = 9,829)
Variable
Planchanges
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Cum. GPA
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Contiuation1
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Continuation2
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Graduated
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Time to Degree
Fall 2012
Spring 2013
Fall 2013
Spring 2014

n

M

SD

R²

Adj R²

R

F

p

4,312
273
4,735
509

.01
.02
.04
.07

.151
.181
.257
.334

.000
.003
.000
.005

.000
-.001
.000
.003

.009
.051
.007
.072

.341
.705
.214
2.613

.5600
.4020
.6440
.1070

4,312
273
4,735
509

3.04
3.06
3.06
3.16

.455
.441
.448
.613

.000
.031
.001
.062

.000
.027
.001
.060

.002
.018
.175 8.611
.029 3.941
.248 33.236

.8930
.0040
.0470
.0001

4,312
273
4,735
509

.89
.90
.89
.89

.317
.304
.317
.318

.000
.002
.000
.003

.000
.002
.000
.003

.015
.074
.022
.068

1.013
1.501
2.370
2.361

.3140
.2220
.1240
.1250

4,312
273
4,735
509

.85
.86
.85
.86

.357
.347
.360
.351

.000
.005
.001
.006

.000
.002
.001
.004

.004
.074
.029
.079

.083
1.496
3.891
3.207

.7730
.2220
.0490
.0740

4,312
273
4,735
509

.72
.75
.59
.50

.449
.433
.493
.500

.000
.018
.003
.021

.000
.014
.003
.019

.005
.118
.134 4.956
.054 13.764
.144 10.756

.7310
.0270
.0001
.0010

4,312
273
4,735
509

3.18
3.32
2.90
2.40

2.270
2.129
2.551
2.482

.000
.020
.005
.027

.000
.016
.005
.025

.015 1.018
.140 5.392
.069 22.682
.163 13.873

.3130
.0210
.0001
.0001
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Independent variable SB1400 benefits. Table 18 includes the results of
regression analysis of SB1440 benefits and the variables planchanges, Cum.
GPA, continuation1, continuation2, graduated, and time to degree. The SB1440
Benefits variable (M = .04, SD = .196) significantly predicted planchanges (M =
.03, SD = .221), F(1, 9,827) = 7.565, p < .05, R = .028, adjusted R² = .001. The
SB1440 benefits variable (M = .04, SD = .196) did not significantly predict Cum.
GPA (M = 3.06, SD = .426), F(1, 9,827) = 3.739, p > .05, R = .020, adjusted R² =
.000. The SB1440 benefits variable (M = .04, SD = .196) did not significantly
predict continuation1 (M = .89, SD = .317), F(1, 9,827) = .048, p > .05, R = .002,
adjusted R² = .000. The SB1440 benefits variable (M = .04, SD = .196) did not
significantly predict Continuation2 (M = .85, SD = .358), F(1, 9,827) = .343, p >
.05, R = .006, adjusted R² = .000. The SB1440 benefits variable (M = .04, SD =
.196) significantly predicted graduated (M = .64, SD = .479), F(1, 9,827) =
11.434, p < .05, R = .034, adjusted R² = .001. The SB1440 benefits variable (M
= .04, SD = .196) significantly predicted time to degree (M = 3.01, SD = 2.425),
F(1, 9,827) = 30.806, p < .05, R = .056, adjusted R² = .003.
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Table 18
Aggregate Regression of All Enrolled Students in Admission Terms Fall 2012 to
Spring 2014 using Independent Variable SB1440 Benefits and Dependent
Variables Planchanges, Cum. GPA, Continuation1, Continuation2, Graduated,
and Time to Degree (N = 9,829)
Variable
Planchanges
Cum. GPA
Continuation1
Continuation2
Graduated
Time to Degree

M
.03
3.06
.89
.85
.64
3.01

SD
.221
.462
.317
.358
.479
2.425

R²
.001
.000
.001
.000
.001
.003

Adj R²
.001
.000
.000
.000
.001
.003

R
.028
.020
.002
.006
.034
.056

F
7.565
3.739
.048
.343
11.434
30.806

p
.006
.053
.826
.558
.001
.001

Table 19 expands the analysis by disaggregating the data by splitting by
admissions term to see individual results. From a disaggregate viewpoint the R
and R² are stronger than analyzing the data from an aggregate perspective.
Planchanges. Only Fall 2013 and Spring 2014 were found to have
significance in predicting the planchanges variable between SB1440 benefits
students and those without this attribute. For Fall 2013 (n = 4,735), the SB1440
benefits variable (M = .03, SD = .182) significantly predicted planchanges
(M = .04, SD = .257), F(1, 4,733) = 4.185, p < .05, R = .030, adjusted R² = .001.
For Spring 2014 (n = 509), the SB1440 benefits variable (M = .22, SD = .415)
significantly predicted planchanges (M = .07, SD = .334), F(1, 507) = 6.156,
p < .05, R = .110, adjusted R² = .010.
Cum. GPA. Only Spring 2014 was found to be significant in predicting the
Cum. GPA variable between SB1440 benefits students and those without this
attribute. For Spring 2014 (n = 509), the SB1440 benefits variable (M = .22,
SD = .415) significantly predicted Cum. GPA (M = 3.167, SD = .613),
F(1, 507) = 15.072, p < .001, R = .170, adjusted R² = .027.
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Continutation1. None of the admission terms were found to have
significance in predicting the continuation1 variable between SB1440 benefits
students and those without this attribute.
Contination2. None of the admission terms were found to have
significance in predicting the continuation2 variable between SB1440 benefits
students and those without this attribute.
Graduated. For Fall 2012 (n = 4,312), the SB1440 benefits variable
(M = .01, SD = .073) did not significantly predict graduated (M = .72, SD = .449),
F(1, 4,310) = 2.564, p > .05, R = .024, adjusted R² = .000. For Spring 2013
(n = 273) the SB1440 benefits variable (M = .35, SD = .447) did not significantly
predict graduated (M = .75, SD = .433), F(1, 271) = 1.876, p > .05, R = .083,
adjusted R² = .003. For Fall 2013 (n = 4,735) the SB1440 benefits variable
(M = .03, SD = .182) significantly predicted graduated (M = .59, SD = .493),
F(1, 4,733) = 7.825, p < .05, R = .041, adjusted R² = .002. For Spring 2014
(n = 509), the SB1440 benefits variable (M = .22, SD = .415) significantly
predicted graduated (M = .50, SD = .500), F(1, 507) = 19.142, p < .001, R = .191,
adjusted R² = .034.
Time to degree. For Fall 2012 (n = 4,312), the SB1440 benefits variable
(M = .01, SD = .073) significantly predicted time to degree (M = 3.18,
SD = 2.270), F(1, 4,310) = 8.147, p < .05, R = .043, adjusted R² = .002. For
Spring 2013 (n = 273), the SB1440 benefits variable (M = .35, SD = .477)
significantly predicted time to degree (M = 3.32, SD = 2.129), F(1, 271) = 3.938,
p < .05, R = .120, adjusted R² = .011. For Fall 2013 (n = 4,735), the SB1440
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benefits variable (M = .03, SD = .182) significantly predicted time to degree
(M = 2.90, SD = 2.551), F(1, 4,733) = 19.767, p < .001, R = .064, adjusted
R² = .004. For Spring 2014 (n = 509), the SB1440 benefits variable (M = .22,
SD = .415) significantly predicted time to degree (M = 2.40, SD = 2.482),
F(1, 507) = 22.011, p < .001, R = .204, adjusted R² = .040.
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Table 19
Disaggregate Regression of All Enrolled Students in Admission Terms Fall 2012
to Spring 2014 using Independent Variable SB1440 Benefits and Dependent
Variables Planchanges, Cum. GPA, Continuation1, Continuation2, Graduated,
and Time to Degree (N = 9,829)
Variable

n

M

SD

R²

Adj R²

R

F

p

4,312

.01

.151

.000

.000

.007

.217

.6410

273

.02

.181

.005

.002

.074

1.495

.2230

4,735

.04

.257

.001

.001

.030

4.185

.0410

509

.07

.334

.012

.010

.110

6.156

.0130

4,312

3.04

.455

.000

.000

.019

1.547

.2140

273

3.06

.441

.013

.009

.114

3.571

.0600

4,735

3.06

.448

.000

.000

.009

.405

.5250

509

3.16

.613

.029

.027

.170

15.072

.0001

4,312

.89

.317

.000

.000

.006

.163

.6860

273

.90

.304

.001

-.003

.032

.275

.6000

4,735

.89

.317

.000

.000

.002

.028

.8670

509

.89

.318

.001

-.001

.026

1.351

.5540

4,312

.85

.357

.000

.000

.004

.067

.7960

273

.86

.347

.004

.000

.062

1.035

.3100

4,735

.85

.360

.000

.000

.003

.032

.8580

509

.86

.351

.003

.001

.055

1.537

.2160

4,312

.72

.449

.001

.000

.024

2.564

.1090

273

.75

.433

.007

.003

.083

1.876

.1720

4,735

.59

.493

.002

.002

.041

7.825

.0050

509

.50

.500

.036

.034

.191

19.142

.0001

4,312

3.18

2.270

.002

.002

.043

8.147

.0040

273

3.32

2.129

.014

.011

.120

3.938

.0480

4,735

2.90

2.551

.004

.004

.064

19.767

.0001

509

2.40

2.482

.042

.040

.204

22.011

.0001

Planchanges
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Cum. GPA
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Continuation1
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Continuation12
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Graduated
Fall 2012
Spring 2013
Fall 2013
Spring 2014
Time to Degree
Fall 2012
Spring 2013
Fall 2013
Spring 2014
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Independent variables ADT earned and SB1400 benefits. Table 20
includes the results of the regression analysis of the independent variables ADT
earned and SB1440 benefits, and the dependent variables planchanges, Cum.
GPA, continuation1, continuation2, graduated, and time to degree. The ADT
earned (M = .07, SD = .261) and SB1440 benefits variable (M = .04, SD = .196)
significantly predicted planchanges (M = .03, SD = .221), F(2, 9,826) = 6.872,
p < .05, R = .037, adjusted R² = .000. The ADT earned (M = .07, SD = .261) and
SB1440 benefits variable (M = .04, SD = .196) significantly predicted Cum. GPA
(M = 3.06, SD = .462), F(1, 9,826) = 6.981, p < .05, R = .038, adjusted R² = .001.
The ADT earned (M = .07, SD = .261) and SB1440 benefits variable (M = .04,
SD = .196) significantly predicted continuation1 (M = .89, SD = .317),
F(2, 9,826) = 3.641, p < .05, R = .027, adjusted R² = .001. The ADT earned
(M = .07, SD = .261) and SB1440 benefits variable (M = .42, SD = .196)
significantly predicted continuation2 (M = .85, SD = .358), F(2, 9,826) = 5.394,
p < .05, R = .033, adjusted R² = .001. The ADT earned (M = .07, SD = .261) and
SB1440 benefits variable (M = .04, SD = .196) significantly predicted graduated
(M = .64, SD = .479), F(2, 9,826) = 5.720, p < .05, R = .034, adjusted R² = .001.
The ADT earned (M = .07, SD = .261) and SB1440 benefits variable (M = .04,
SD = .196) significantly predicted time to degree (M = 3.01, SD = 2.425),
F(2, 9,826) = 15.548, p < .001, R = .056, adjusted R² = .003.
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Table 20
Aggregate Regression of All Enrolled Students in Admission Terms Fall 2012 to
Spring 2014 using Independent Variables ADT Earned and SB1440 Benefits with
Dependent Variables Planchanges, Cum. GPA, Continuation1, Continuation2,
Graduated, and Time to Degree (N = 9,829)
Variable

M

SD

R²

Planchanges

.03

.221

.001

3.06

.462

Continuation1

.89

Continuation2
Graduated

Cum. GPA

Time to Degree

Adj R²

R

F

p

.000

.037

6.872

.0010

.001

.001

.038

6.981

.0010

.317

.001

.001

.027

3.641

.0260

.85

.358

.001

.001

.033

5.394

.0050

.64

.479

.001

.001

.034

5.720

.0030

3.01

2.425

.003

.003

.056

15.548

.0001

Table 21 expands the analysis by disaggregating the data by splitting the
data by admissions term to see individual results. From a disaggregate
viewpoint the R and R² are stronger than analysis from an aggregate
perspective.
Plan changes. Only Fall 2013 and Spring 2014 were found to have
significance in predicting the planchanges variable based on the two independent
variables ADT earned and SB1440 benefits. For Fall 2013 (n = 4,735), ADT
earned (M = .07, SD = .252) and SB1440 benefits (M = .03, SD = .182) variables
significantly predicted planchanges (M = .04, SD = .257), F(2, 4,732) = 2.994,
p < .05, R = .036, adjusted R² = .001. For Spring 2014 (n = 509), ADT earned
(M = .37, SD = .483) and SB1440 benefits (M = .22, SD = .415) variables
significantly predicted planchanges (M = .07, SD = .334), F(2, 506) = 3.083,
p < .05, R = .110, adjusted R² = .008.
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Cum. GPA. Only the two Spring terms were found to have significance in
predicting the Cum. GPA variable based on the two independent variables ADT
earned and SB1440 benefits. For Spring 2013 (n = 273), ADT earned (M = .64,
SD = .481) and SB1440 benefits (M = .35, SD = .477) variables significantly
predicted Cum. GPA (M = 3.067, SD = .441), F(2, 270) = 4.357, p < .05,
R = .177, adjusted R² = .024. For Spring 2014 (n = 509) ADT earned (M = .37,
SD = .483) and SB1440 benefits (M = .37, SD = .483) variables significantly
predicted Cum. GPA (M = 3.167, SD = .613), F(2, 506) = 16.590, p < .05,
R = .248, adjusted R² = .058.
Contination1. None of the admission terms were found to have
significance in predicting the continuation1 variable based on the two
independent variables ADT earned and SB1440 benefits.
Continuation2. Only Fall 2013 was found to have significance in
predicting the Continuation 2 variable based on the two independent variables
ADT earned and SB1440 benefits. For Fall 2013 (n = 4,735), ADT earned
(M = .07, SD = .252) and SB1440 benefits (M = .03, SD = .182) variables
significantly predicted contination2 (M = .85, SD = .360), F(2, 4,732) = 3.337,
p < .05, R = .038, adjusted R² = .001.
Graduated. For Fall 2012 (n = 4,312), ADT earned (M = .01, SD = .091)
and SB1440 benefits (M = .01, SD = .073) variables significantly predicted
graduated (M = .72, SD = .449), F(2, 4,309) = 4.912, p < .05, R = .048, adjusted
R² = .002. For Spring 2013 (n = 273), ADT earned (M = .64, SD = .481) and
SB1440 benefits (M = .35, SD = .477) variables did not significantly predict
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graduated (M = .75, SD = .433), F(2, 270) = 2.487, p > .05, R = .135, adjusted
R² = .011. For Fall 2013 (n = 4,735), ADT earned (M = .07, SD = .252) and
SB1440 benefits (M = .03, SD = .182) variables significantly predicted graduated
(M = .59, SD = .493), F(2, 4,732) = 6.925, p < .05, R = .054, adjusted R² = .002.
For Spring 2014 (n = 509), ADT earned (M = .37, SD = .483) and SB1440
benefits (M = .22, SD = .415) variables significantly predicted graduated (M = .50,
SD = .500), F(2, 506) = 9.618, p < .001, R = .191, adjusted R² = .033.
Time to degree. For Fall 2012 (n = 4,312), ADT earned (M = .01,
SD = .091) and SB1440 benefits (M = .01, SD = .073) variables significantly
predicted Time to degree (M = 3.18, SD = 2.270), F(2, 4,309) = 6.293, p < .05,
R = .054, adjusted R² = .002. For Spring 2013 (n = 273), ADT earned (M = .64,
SD = .481) and SB1440 benefits (M = .35, SD = .447) variables significantly
predicted time to degree (M = 3.32, SD = 2.129), F(2, 270) = 3.063, p < .05,
R = .149, adjusted R² = .015. For Fall 2013 (n = 4,735), ADT earned (M = .07,
SD = .252) and SB1440 benefits (M = .03, SD = .182) variables significantly
predicted time to degree (M = 2.90, SD = 2.551), F(2, 4,732) = 12.583, p < .001,
R = .073, adjusted R² = .005. For Spring 2014 (n = 509) ADT earned (M = .37,
SD = .483) and SB1440 benefits (M = .22, SD = .415) variables significantly
predicted time to degree (M = 2.40, SD = 2.482), F(2, 506) = 11.221, p < .001,
R = .206, adjusted R² = .039.
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Table 21
Disaggregate Regression of All Enrolled Students in Admission Terms Fall 2012
to Spring 2014 using Independent Variables ADT Earned and SB1440 Benefits
with Dependent Variables Planchanges, Cum. GPA, Continuation1,
Continuation2, Graduated, and Time to Degree (N = 9,829)
Variable

n

M

SD

R²

Adj R²

R

F

p

Planchanges
Fall 2012
Spring 2013
Fall 2013
Spring 2014

4,312
273
4,735
509

.01
.02
.04
.07

.151
.181
.257
.334

.000
.006
.001
.012

.000
-.002
.001
.008

.009
.075
.036
.110

.170
.766
2.994
3.083

.8430
.4660
.0500
.0470

Cum. GPA
Fall 2012
Spring 2013
Fall 2013
Spring 2014

4,312
273
4,735
509

3.04
3.06
3.06
3.16

.455
.441
.448
.613

.001
.031
.001
.062

.001
.024
.001
.058

.034
.177
.033
.248

2.526
4.357
2.513
16.590

.0800
.0140
.0810
.0001

Continuation1
Fall 2012
Spring 2013
Fall 2013
Spring 2014

4,312
273
4,735
509

.89
.90
.89
.89

.317
.304
.317
.318

.001
.013
.001
.006

.000
.006
.001
.002

.029
.114
.034
.076

2.517
1.777
2.680
1.401

.0810
.1710
.0690
.2470

Continuation2
Fall 2012
Spring 2013
Fall 2013
Spring 2014

4,312
273
4,735
509

.85
.86
.85
.86

.357
.347
.360
.351

.000
.020
.001
.006

.001
.013
.001
.002

.013
.143
.038
.079

.370
2.809
3.337
1.601

.6910
.0620
.0360
.2030

Graduated
Fall 2012
Spring 2013
Fall 2013
Spring 2014

4,312
273
4,735
509

.72
.75
.59
.50

.449
.433
.493
.500

.002
.018
.003
.037

.002
.011
.002
.033

.048
.135
.054
.191

4.912
2.487
6.925
9.618

.0070
.0850
.0010
.0001

Time to Degree
Fall 2012
Spring 2013
Fall 2013
Spring 2014

4,312
273
4,735
509

3.18
3.32
2.90
2.40

2.270
2.129
2.551
2.482

.003
.015
.005
.042

.002
.015
.005
.039

.054
.149
.073
.206

6.293
3.063
12.583
11.221

.0020
.0480
.0001
.0001
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Third Research Question
The third research question asked: What are the differences, if any, for
bachelor degree attainment among traditionally underserved higher education
students respective to age, gender, and ethnicity? To explore aspects of justice,
equity, and the following variables were explored: age, gender, and ethnicity. For
each variable both ADT degree holders and those following the SB1440 pathway
were examined through independent t-tests.
Age
The ages of students were obtained from the SIS and grouped into age
categories mirroring the method used by the CSU system. Table 22 provides
general information about the make-up of the age groups. Independent samples
t-test was conducted to explore how ADT earned affected graduated based on
age group (see Table 23). Much of the population was found to be between 24
and 34 years old. Aggregate data indicated a significant difference between ADT
and non-ADT groups based on specific semesters (see Table 8); however, there
was no significant difference between ADT and non-ADT groups based on age
groups.

113
Table 22
Characteristics of ADT Earned and Age Groups in the Enrolled Population
(N = 9,829)
ADT EARNED
Age Group

No

Yes

Frequency

%

20

1

0

1

.0

21

4

2

6

.1

22

26

2

28

.3

23

361

43

404

4.1

24

1,344

145

1,489

15.1

25-29

5,451

411

5,862

59.6

30-34

1,110

75

1,185

12.1

812

42

854

8.7

35 and Over

The age categories were then examined with a focus on students with
SB1440 benefits. Table 24 provides general information about the make-up of
the age groups. Most students were found to be in the 24 to 34-year-old age
range. Table 25 shows how SB1440 benefits and the graduated variable are
influenced by the age categories. Of all the age categories, only the age group
of 23 years old was found to have statistically significant differences between
SB1400 BENEFIT students and those without this attribute. For the age group of
23 years (n = 404, t = -3.602), non-SB1440 students (N = 377, M = .65, SD =
.478) and SB1440 students (n = 27, M = .89, SD = .320) had a significant
difference (p < .05) with a moderate clinically significant Cohen’s d effect of .51.
All other age categories did not have significance (p > .05).
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Table 23
Comparisons of Age between Students with and without the ADT and the Effect
on Graduation (N = 9,829)
Variables

n

M

SD

Age 20 and Graduated*
Non-ADT

1

1.00

—

ADT

0

—

—

Age 21 and Graduated
Non-ADT

4

.50

.577

ADT

2

1.00

.000

Age 22 and Graduated
Non-ADT
ADT

26

.62

.496

2

.50

.707

Age 23 and Graduated
Non-ADT
ADT

361

.66

.476

43

.74

.441

Age 24 and Graduated
Non-ADT
ADT

1,344

.67

.469

145

.74

.437

Age 25-29 and Graduated
Non-ADT
ADT

5,451

.65

.476

411

.67

.472

Age 30-34 and Graduated
Non-ADT
ADT

1,110

.59

.492

75

.65

.479

Age 35+ and Graduated
Non-ADT
ADT

812

.56

.496

42

.69

.468

*No statistics computed for Age 20

t

df

p

d

—

—

—

—

—

—

—

-1.23

.311

26.000

.758

.25

-1.221

54.290

.277

-.17

-1.855

181.653

.065

-.15

-.528

5860.000

.598

-.04

-1.089

84.886

.279

-.12

-1.702

45.901

.095

-.26
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Table 24
Characteristics of SB1440 Benefits and Age Groups in the Enrolled Population
(N = 9,829)
SB1440 Benefits
Age Group

No

Yes

Frequency

%

20

1

0

1

.0

21

5

1

6

.1

22

28

0

28

.3

23

377

27

404

4.1

24

1,407

82

1,489

15.1

25-29

5,642

220

5,862

59.6

30-34

1,142

43

1,185

12.1

835

19

854

8.7

35 and Over

Table 25
Comparisons of Age between Students with and without SB1440 Benefits and
the Effect on Graduation (N = 9,822)
Variables

n

M

SD

28

.61

.497

0

—

Age 22 and Graduated
Non-SB1440
SB1440
Age 23 and Graduated
Non-SB1440
SB1440

377

.65

.478

27

.89

.320

Age 24 and Graduated
Non-SB1440
SB1440

1,407

.68

.468

82

.76

.432

Age 25-29 and Graduated
Non-SB1440
SB1440

5,642

.65

.476

220

.71

.453

Age 30-34 and Graduated
Non-SB1440
SB1440

1,142

.59

.491

43

.63

.489

Age 35+ and Graduated
Non-SB1440
SB1440

835

.57

.496

19

.68

.478

t

df

p

d

—

—

—

—

-3.602

34.883

.001

-.51

-1.626

92.440

.107

-.17

-1.962

238.258

.051

-.13

-.488

1183.000

.654

-.08

-1.051

18.893

.307

-.22
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Gender
Table 26 presents the results of how the ADT earned and graduated
variables are influenced by gender. As indicated in Table 26, a statistically
significant difference (p < .05) with a very small Cohen’s d effect of .16 existed
between males based on ADT earned. There was not a significant difference for
females (p > .05).
Table 26
Comparisons of Gender Between Students with and without the ADT and the
Effect on Graduation (N = 9,829)
Variable

N

M

SD

Male and Graduated
Non-ADT
ADT

df

p

d

-2.035

306.272 .043 .16

-1.082

538.431 .280 .06

4,108 .58 .493
269 .64 .480

Female and Graduated
Non-ADT
ADT

t

5,001 .69 .463
451 .71 .452

A statistically significant difference (p < .05) was found for both genders
between those with SB1440 benefits and those without (see Table 27). For
males (N = 4,377, t = -2.514) who were non-SB1440 students (n = 4,238,
M = .58, SD = .493) and male SB1440 students (n = 139, M = .68, SD = .467)
had a significant difference (p < .05) with a small Cohen’s d effect of .20. For
females (N = 5,452, t = -2.057), non-SB1440 students (n = 5,199, M = .69,
SD = .463) and SB1440 students (n = 253, M = .75, SD = .436) had a significant
difference (p < .05) with a small Cohen’s d effect of .13.
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Table 27
Comparisons of Gender Between students with and without SB1440 Benefits and
the Effect on Graduation (N = 9,829)
Variable

N

M

SD

Male and Graduated
Non-SB1440
SB1440

SB1440

df

p

d

-2.514 148.286 .013 -.20
4,238 .58 .493
139 .68 .467

Female and Graduated
Non-SB1440

t

-2.057 280.418 .041 -.13
5,199 .69 .463
253 .75 .436

Comparing between genders. Table 28 provides a different perspective
on the dataset by examining a direct comparison between the genders within the
ADT statuses. For the non-ADT group (N = 9,109, t = -10.722) the males
(n = 4,108, M = .58, SD = .493) and females (n = 5,001, M = .69, SD = .463) had
a significant difference (p < .001) with small Cohen’s d effect of .23. For the ADT
group (N = 720, t = -1.957), the males (n = 269, M = .64, SD = .480) and females
(n = 451, M = .71, SD = .452) did not have a significant difference (p > .05).
Although females graduate had higher means under both ADT conditions, there
was no significant difference between females and males when both had earned
the ADT.
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Table 28
Comparisons Between Genders Grouped by ADT Earned and the Effect on
Graduation (N = 9,829)
Variable

N

M

SD

Non-ADT and Graduated

t

df

p

d

-10.722 8527.701 .0001 -.23

Male

4,108 .58 .493

Female

5,001 .69 .463

ADT and Graduated

-1.957

Male

269 .64 .480

Female

451 .71 .452

537.413 .0510 -.15

Table 29 presents the results of a direct comparison between the genders
within the two SB1440 benefits statuses. For the non-SB1440 group (N = 9,437,
t = -10.789), the males (n = 4,238, M = .58, SD = .493) and females (n = 5,199,
M = .69, SD = .463) had a significant difference (p < .001) with small Cohen’s d
effect of .23. For the SB1440 group (N = 392, t = -1.321), the males (n = 139,
M = .68, SD = .467) and females (n = 253, M = .75, SD = .436) did not have a
significant difference (p > .05). Although females graduate with higher means
under both SB1400 conditions, there was no significant difference between
females and males when both had the SB1400 benefits.
Ethnicity
The ethnicity of students was obtained from the SIS and grouped into
categories mirroring the method used by the research site institution. An
analysis was conducted first against the ADT earned variable. Table 30 provides
general information about the make-up of the groups.
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Table 29
Comparisons Between Genders Grouped by SB1440 Benefits and the Effect on
Graduation (N = 9,829)
Variable

N

M

SD

Non-SB1440 and Graduated
Male

4,238

.58

.493

Female

5,199

.69

.463

t

df

p

-10.780

8804.84

.0001

-.23

-1.321

268.01

.1660

-.16

SB1440 and Graduated
Male

139

.68

.467

Female

253

.75

.436

d

Table 30
Characteristics of ADT Earned and Ethnicity Groups in the Enrolled Population
(N = 9,813)
ADT EARNED
Ethnicity Group

No

Yes

Frequency

%

3,049

241

3,290

33.5

174

21

195

2.0

Hispanic/Latino

2,682

282

2,964

30.2

Asian

2,177

116

2,293

23.4

39

5

44

.4

910

52

962

9.8

62

3

65

.7

White
Black/African American

American Indian/Alaska
Natives
Not Specified
Native Hawaiian/Other Pac
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Table 31 explores how the ADT earned and graduated variables were
influenced by ethnicity. White, Hispanic/Latino, and Asian ethnic groups
comprised much of the enrolled population. For the White ethnic group
(N = 3,290, t = -2.438), non-ADT students (n = 3,049, M = .66, SD = .473) and
ADT students (n = 241, M = .73, SD = .443) had a significant difference (p < .05)
with a very small Cohen’s d effect of .15. For the Hispanic/Latino ethnic group
(N = 2,964, t = -2.046), non-ADT students (n = 2,682, M = .63, SD = .483) and
ADT students (n = 282, M = .69, SD = .464) had a significant difference (p < .05),
with very small Cohen’s d effect of .12. Combined, these two groups combined
over 63% of the enrolled population examined.
For the Black/African American ethnic group (N = 195, t = -1.295), nonADT students (n = 174, M = .57, SD = .496) and ADT students (n = 21, M = .71,
SD = .463) did not have a significant difference (p > .05). At 23% of the entire
enrolled population, the Asian ethnic group is one of the largest. For the Asian
ethnic group (N = 2,293, t = .167), non-ADT students (n = 2,177, M = .63,
SD = .483) and ADT students (n = 116, M = .62, SD = .487) did not have a
significant difference (p > .05). Other ethnicity groups, as well as the Missing and
Not Specified categories, comprised the remaining 20% of the population. They
had very small proportions in the ADT pathway and did not have significant
differences between ADT and non-ADT populations.
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Table 31
Comparisons of Ethnicity Between Students with and without the ADT and the
Effect on Graduation (N = 9,748)
Variables

N

M

SD

White and Graduated
Non-ADT
ADT

3,049

.66

.473

241

.73

.443

Black/African American and
Graduated
Non-ADT
ADT

174

.57

.496

21

.71

.463

Hispanic/Latino and Graduated
Non-ADT
ADT

2,682

.63

.483

282

.69

.464

Asian and Graduated
Non-ADT
ADT

2,177

.63

.483

116

.62

.487

American Indian/Alaska Native
and Graduated
Non-ADT
ADT

39

.59

.498

5

.80

.447

Not Specified and Graduated
Non-ADT
ADT

910

.65

.476

52

.63

.486

t

df

p

d

-2.438

285.145

.015

-.15

-1.295

25.864

.207

-.29

-2.046

348.261

.042

-.12

.167

2291.000

.867

.02

-.976

5.360

.371

-.44

.299

960.000

.765

.04

Looking at students with the ADT alone does not present the entire
picture. Students that receive the SB1440 benefits can potentially increase the
likelihood of graduation in comparison to those who do not have the benefits. An
analysis was conducted using the SB1440 benefits independent variable and the
gender variable. Table 32 provides general information about the make-up of the
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ethnic groups. The next set of statistics shown in Table 33 examines ethnic
groups using the SB1440 benefits variable.
Table 32
Characteristics of SB1440 Benefits and Ethnic Groups in the Enrolled Population
(N = 9,813)
SB1440 Earned
Ethnicity Group

No

Yes

Frequency

%

3,147

143

3,290

33.5

182

13

195

2.0

Hispanic/Latino

2,813

151

2,964

30.2

Asian

2,243

50

2,293

23.3

41

3

44

.4

931

31

962

9.8

64

1

65

.7

White
Black/African American

American Indian/Alaska
Natives
Not Specified
Native Hawaiian / Other pac

For the White ethnic group (N = 3,290, t = -2.267), non-SB1440 students
(n = 3,147, M = .66, SD = .473) and SB1440 students (n = 143, M = .75,
SD = .436) had a significant difference (p < .05) with small Cohen’s d effect of
.19. For the Hispanic/Latino ethnic group (N = 2,964, t = -2.059), non-SB1440
students (n = 2,813, M = .63, SD = .483) and SB1440 students (n = 151, M = .71,
SD = .456) had a significant difference (p < .05) with small Cohen’s d effect of
.17.
For the Black/African American ethnic group (N = 195, t = -1.514), nonSB1440 students (n = 182, M = .58, SD = .495) and SB1440 students (n = 13,
M = .77, SD = .439) did not have a significant difference (p > .05). For the Asian
ethnic group (N = 2,293, t = -1.449), non-SB1440 students (n = 2,243, M = .63,
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SD = .484) and SB1440 students (n = 50, M = .72, SD = .454) did not have a
significant difference (p > .05).
Table 33
Comparisons of Ethnicity Between Students with and without SB1440 Benefits
and the Effect on Graduation (N = 9,748)
Variables

N

M

SD

White and Graduated
Non-SB1440
SB1440

3,147

.66

.473

143

.75

.436

Black/African American and
Graduated
Non-SB1440
SB1440

182

.58

.495

13

.77

.439

Hispanic/Latino and Graduated
Non-SB1440
SB1440

2,813

.63

.483

151

.71

.456

Asian and Graduated
Non-SB1440
SB1440

2,243

.63

.484

50

.72

.454

American Indian/Alaska Native
and Graduated
Non-SB1440
SB1440

41

.59

.499

3

1.00

.000

Not Specified and Graduated
Non-SB1440
SB1440

931

.65

.476

31

.68

.475

t

df

p

d

-2.267

157.580

.0250

-.19

-1.514

14.280

.1520

-.39

-2.059

168.579

.0410

-.17

-1.448

51.518

.1540

-.19

-5.323

40.000

.0001

-.86

-.280

960.000

.7810

-.06

Comparing between ethnicities. Of all combinations of White,
Black/African American, Hispanic/Latino, and Asian groups explored only the
results in Tables 34, 35, and 36 were found to have statistically significant
differences between ADT earned students and those without this attribute.
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Table 34 presents the results of the comparison between White and
Black/African American ethnic groups in evaluating the effect of ADT earned on
graduation. For the non-ADT group (N = 3,223, t = 2.260), White students
(n = 3,049, M = .66, SD = .473) and Black/African American students (n = 174,
M = .57, SD = .496) had a significant difference (p < .05) with a very small
Cohen’s d effect of .19. For the ADT group (N = 262, t = .199), White students
(n = 241, M = .73, SD = .443) and Black/African American students (n = 21,
M = .71, SD = .463) did not have a significant difference (p > .05).
Table 34
Comparisons Between White and Black/African American Ethnic Groups
grouped by ADT Earned and the Effect on Graduation (N = 3,485)
N
M SD
t
df
p
d
Variable
Non-ADT and Graduated
2.260 191.420 .025 .19
White
3,049 .66 .473
Black/African American
174 .57 .496
ADT and Graduated
.199 260.000 .842 .05
White
241 .73 .443
Black/African American
21 .71 .463
The comparison between White and Hispanic/Latino ethnic groups
evaluating the effect of ADT earned on graduation is found in Table 35. For the
non-ADT group (N = 5,731, t = 2.651), White students (n = 3,049, M = .66,
SD = .473) and Hispanic/Latino students (n = 2,682, M = .63, SD = .483) had a
significant difference (p < .05) with very small Cohen’s d effect of .06. For the
ADT group (N = 523, t = 1.171), White students (n = 241, M = .73, SD = .443)
and Hispanic/Latino students (n = 282, M = .69, SD = .464) did not have a
significant difference (p > .05).
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Table 35
Comparisons Between White and Hispanic/Latino Ethnic Groups Grouped by
ADT Earned and the Effect on Graduation (N = 6,254)
Variable
Non-ADT and Graduated
White
Hispanic/Latino
ADT and Graduated
White
Hispanic/Latino

N

M

SD

3,049
2,682

.66
.63

.473
.483

241
282

.73
.69

.443
.464

t
2.651

df
5,603.560

p
.008

d
.06

1.171

514.781

.242

.09

The comparison between White and Asian ethnic groups evaluating ADT
earned on graduation is found in Table 36. For the non-ADT group (N = 5,226,
t = 2.489), White students (n = 3,049, M = .66, SD = .473) and Asian students
(n = 2,177, M = .62, SD = .487) had a significant difference (p < .05) with very
small Cohen’s d effect of .06. For the ADT group (N = 357, t = 2.127), White
students (n = 241, M = .73, SD = .443) and Asian students (n = 116, M = .62,
SD = .487) had a significant difference (p < .05) with small Cohen’s d effect of
.24.
Table 36
Comparisons Between White and Asian Ethnic Groups Grouped by ADT Earned
and the Effect on Graduation (N = 5,583)
Variable
Non-ADT and Graduated
White
Asian
ADT and Graduated
White
Asian

N

M

SD

3,049
2,177

.66
.63

.473
.483

241
116

.73
.62

.443
.487

t
2.489

df
4,626.230

p
.013

d
.06

2.127

208.665

.035

.24
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Of all combinations of White, Black/African American, Hispanic/Latino, and
Asian analyzed, only the results in Table 37, 38, and 39 were found to have
statistically significant differences between SB1440 benefits students and those
without this attribute.
The comparison between White and Black/African American ethnic groups
evaluating SB1440 benefits on graduation is found in Table 37. For the nonSB1440 group (N = 3,329, t = 2.289), White students (n = 3,147, M = .66,
SD = .473) and Black/African American students (n = 182, M = .58, SD = .495)
had a significant difference (p < .05) with very small Cohen’s d effect of .17. For
the SB1440 group (N = 156, t = -.166), White students (n = 143, M = .75,
SD = .436) and Black/African American students (n = 13, M = .77, SD = .439) did
not have a significant difference (p > .05).
Table 37
Comparisons Between White and Black/African American Ethnic Groups
Grouped by SB1440 Benefits and the Effect on Graduation (N = 3,485)
Variable

N

M

SD

Non-SB1440 and Graduated
White
Black/African American

3,147

.66

.473

182

.58

.495

SB1440 and Graduated
White
Black/African American

143

.75

.436

13

.77

.439

t

df

p

d

2.289

200.531

.023

.17

-.166

154.000

.868

-.05

The comparison between White and Hispanic/Latino ethnic groups
evaluating SB1440 benefits on graduation is found in Table 38. For the nonSB1440 group (N = 5,960, t = 2.705), White students (n = 3,147, M = .66,
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SD = .473) and Hispanic/Latino students (n = 2,813, M = .63, SD = .483) had a
significant difference (p < .05) with very small Cohen’s d effect of .06. For the
SB1440 group (N = 294, t = .762), White students (n = 143, M = .75, SD = .436)
and Hispanic/Latino students (n = 151, M = .71, SD = .456) did not have a
significant difference (p > .05).
Table 38
Comparisons Between White and Hispanic/Latino Ethnic Groups Grouped by
SB1440 Benefits and the Effect on Graduation (N = 6,254)
Variable

N

M

SD

Non-SB1440 and Graduated
White

3,147

.66

.473

Hispanic/Latino

2,813

.63

.483

SB1440 and Graduated
White

143

.75

.436

Hispanic/Latino

151

.71

.456

t

df

p

d

2.705

5,853.199

.007

.06

.762

292.000

.447

.09

The comparison between White and Asian ethnic groups evaluating
SB1440 benefits on graduation is found in Table 39. For the non-SB1440 group
(N = 5,390, t = 2.835), White students (n = 3,147, M = .66, SD = .473) and Asian
students (n = 2,243, M = .63, SD = .484) had a significant difference (p < .05)
with very small Cohen’s d effect of .06. For the SB1440 group (N = 193,
t = .391), White students (n = 143, M = .75, SD = .436) and Asian students
(n = 50, M = .72, SD = .454) did not have a significant difference (p > .05).
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Table 39
Comparisons Between White and Asian Ethnic Groups Grouped by SB1440
Benefits and the Effect on Graduation (N = 5,583)
Variable

N

M

SD

Non-SB1440 and Graduated
White

3,147

.66

.473

Asian

2,243

.63

.484

SB1440 and Graduated
White

143

.75

.436

Asian

50

.72

.454

t

df

p

d

2.835

4758.515

.005

.06

.391

191.000

.697

.07

Chapter Summary
Graduation is the cumulating moment in any students experience in higher
education. One of the primary goals of the ADT was to support students in their
personal goal of graduation. To explore how the ADT affected graduation, a
series of independent samples t-tests were used to evaluate the population as an
aggregate and disaggregated by admission term. The results of the analysis
varied based on the students’ admissions term (e.g., Fall versus Spring).
Aggregate data showed that there was a significant difference between groups of
students with the ADT and those without. However, the Cohen’s d effect value
was small. When disaggregating the data by admission term, those students
with the ADT who were admitted in beginning Spring 2013 and Spring 2014
showed significance as well as stronger Cohen’s d effect values. It was further
found that students who remained on the SB1440 pathway throughout their CSU
career had even stronger Cohen d values. Students from the Spring 2014
admission term had the largest differences. Those with SB1440 benefits had an
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almost 80% graduation rate while their non-SB1440 counterparts had a
graduation rate that was under 50%. Cohen’s d showed a moderate effect size
(d = .65), the highest effect size among all cohorts examined.
An increase in admissions to the CSU system was one of the other goals
of the ADT legislation. Linear regression was utilized to explore effect of the ADT
on student admissions. The results computed from an aggregate view found a
positive but weak correlation that had a small Cohen’s d effect size. As with
graduation, it was found that examining the population from a disaggregated
perspective (i.e., by admissions term) more details of the underlying differences
among populations was seen. All terms displayed significance, but spring
semesters had stronger overall Cohen’s d effect sizes compared to Fall terms.
Other aspects of student academic careers, including changing major,
continuation, time to degree and GPA were analyzed using multivariate analysis
of variance. The rate of student changing their majors was not found to be
significantly different among ADT and non-ADT students. “Major hopping” (a
term referenced by Rhine et al. [2010]) neither curtailed nor expanded with the
introduction of the ADT. To obtain the full benefits of the ADT and SB1440
pathway, students are expected to choose their major early in their academic
career at the CCC, then continue in the same discipline once they matriculated at
the CSU level. However, there is no clear distinction between change of major
behavior between ADT and non-ADT students. Nearly 50% of ADT students
leave the SB1440 pathway after CSU admission.
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Of the variables explored GPA, second year continuation, graduation, and
time to degree showed significance analyzing the data as an aggregate.
However, the R² values for the interactions were very small, pointing to a model
not well explained by the variables. Disaggregating the data by admissions term
showed some levels of significance and stronger R² values. Fall 2012 did not
appear to show any significance of note. Spring 2013 showed significance on
GPA and second year continuation. Spring 2014 showed significance on three
variables: GPA, graduation, and time to degree. GPA having largest R² values
followed by time to degree.
Finally, this chapter explored graduation based on various student
characteristics using independent samples t-tests. The analysis of age showed
that the majority of students were between ages 24 and 34. The means of
students having the ADT and graduating were higher than those without the
ADT. However, none of the age groups had statistically significant differences.
Looking at age of students who maintained SB1440 benefits, (a smaller subset of
those with the ADT) found some statistical differences in the 25 to 29-age group.
However, the Cohen’s d effect was small. In terms of gender, males with the
ADT had a statistical difference in comparison to females but with a small
Cohen’s d effect. Maintaining SB1440 benefits produced higher means and effect
values for both genders. Ethnicity and the effects of ADT appear to be limited in
significance to the White and Hispanic/Latino groups. The Cohen’s d effect for
both were small. SB1440 benefits bring significance to the White,
Hispanic/Latino, Asian, and American Indian/Alaska Native groups. Effect sizes
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for the groups varied, with American Indian/Alaska Native having higher Cohen’s
d sizes, but also having a very small overall population. White and
Hispanic/Latino effects both appeared small.
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CHAPTER 5
DISCUSSION
Not all paths toward the baccalaureate degree are equal. The California
Master Plan was created years ago as a guiding principle in coordinating the
efforts of the three systems of higher education in the state of California.
However, in 2013, the CSU system reported that its graduation rate for transfer
students was 27% after two years of matriculation. Transfer students face many
hurdles: (a) capacity issues at the CSU (with impaction found at both program
and campus levels), (b) lack of consistent course articulation, and (c) uncertain
time to degree due to extra coursework required for graduation. In 2010, the
California legislature passed the Student Transfer Achievement Reform Act
(STAR Act) as a method to address these problems. It created the ADT degree
program within the California Community College system as a “guaranteed”
pathway into the CSU.
The purpose of this study was to identify whether the ADT had a positive
influence on transfer students at a California State University campus. It
attempted to compare and contrast the success of students with and without the
ADT who entered the research site institution. This study followed a similar
approach set by Deng (2006), Thomas (2012), and Townsend and Barnes
(2001). These studies also evaluated the effectiveness of transfer pathways as
methods to obtain bachelor degrees at their respective university systems. Many
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of the dependent and independent variables utilized by the aforementioned
studies were utilized for statistical comparison in this study.
The guiding question that drove this study is whether the ADT pathway is
a viable method for achieving higher levels of admissions acceptance and
ultimately degree completion within the research site institution. More specifically
three research questions were asked which required a number of varied
statistical methods to address.
1.

What are the differences, if any, in bachelor degree attainment
among transfer students who obtained an ADT?

2.

To what degree does transferring with the ADT predict a student’s
likelihood of admission, changing majors, continuation, time-todegree, and overall GPA?

3.

What are the differences, if any, for bachelor degree attainment
among traditionally underserved higher education students
respective to age, gender, and ethnicity?

A large dataset was examined from the research site institution’s SIS
necessitating the need for a quantitative study. Creswell (2012) presented the
view that quantitative studies are needed when a relationship among variables is
to be explored. Further, this quantitative study used a nonexperimental causalcomparative design, which is ideal to explore two or more groups without the use
of a control group (Creswell, 2012). Questions one and three required the use of
statistical calculations based on comparisons. Question two took a predictive
approach utilizing regression analysis against a number of variables.
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Interpretations/Conclusions
This study found that there were significant differences in the variables
used in this study based on whether the students had earned an ADT. The first
question examined a high-level view of the ADT’s overall effectiveness on
graduation. From an aggregate viewpoint, the significance was apparent, but the
actual effect of the ADT was minimal. In fact, most of the statistics when
evaluated as aggregate over time did not reveal large effects on the student
population graduation rate. However, the program was only first started in Fall
2012 and at the time of this study the relative percentage of the student
population participating in the ADT pathway was small.
Overall Graduation
Question one explored if there were any differences in bachelor’s degree
attainment between students who had the ADT those who did not. For this
question, selection criteria included students who were admitted, matriculated,
and enrolled at the research site institution. Those who matriculated but never
attended (no-shows) were excluded from the population examined.
Summary and interpretation of findings. From a purely descriptive
evaluation of the variables, the averages show higher rates of graduation among
the ADT population. Although the total students in the ADT group (n = 720) was
only about 7% of the overall total population (N = 9,289), the ADT group
averaged over a 68% graduation rate in comparison to 64% for the non-ADT
students. While the overall comparison in graduation rate between the ADT
group and the non-ADT group may not be strongly significant, the graduation rate
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for students in the ADT group who also maintained their SB1440 benefits
throughout their approached 72%. Students maintaining their SB1440 benefits
also graduated quicker––almost 13% sooner on average compared to the
remainder of the population. Term-by-term disaggregate descriptive analysis
also showed strong differences between students maintaining full SB1440
benefits and other students. In most cases, the ADT and SB1440 benefits
population had a 10% higher graduation rates than the other groups.
An aggregate view of the data presented a significant difference but with a
small Cohen’s d effect between the ADT and non-ADT groups in graduation
rates. However, as stated previously, the relatively short time that the ADT
program had been in effect at the time of this study and the small size of the ADT
group (n = 720) may not fully illustrate the benefits of the program. Additionally,
students who applied to the research site institution with the ADT in progress
may not have completed the degree at their community college after being
admitted to the institution. They also may not have applied for a major
acceptable in the ADT program. The age of the program, incomplete ADTs, and
incompatible majors all potentially contributed to a less than clear view of the
ADT’s benefits and effect. Therefore, for all statistical analyses, a secondary
calculation was computed to examine students who not only were admitted with
the ADT but also maintained their SB1440 pathway benefits while enrolled.
Under this method the SB1440 group (n = 392) was much smaller in population
and had a graduation mean of 72% and a slightly higher Cohen’s d effect.
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It was apparent when examining the data as an aggregate that the ADT
had a small but significant effect on the graduation rate. However, each
admission term and academic year can potentially bring different challenges,
students, and budgets, all of which contribute to the outcome of the analysis.
Therefore, to get a more complete and clear picture of the ADT program, split
data based on admissions term was evaluated. From this disaggregate view the
results were more interesting. Fall 2012, in which less than 1% had the ADT,
displayed no statistical significant difference between the ADT and non-ADT
groups. Spring 2013 and beyond is where significance between the ADT and
non-ADT groups first appeared. Spring 2013 graduation rate for the ADT cohort
was over 79% while the non-ADT cohort was 67%. Likewise, Fall 2013 saw a
higher graduation rate of 68% among the ADT cohort compared to the non-ADT
group graduation rate of 57%. Finally, Spring 2014 saw a 59% graduation rate
for the ADT group versus 44% for the non-ADT group. The number of students
in the pathway was also increasing, although still small relative to the non-ADT
students. Even with limited numbers overall in the ADT groups, their graduated
means were larger and their standard deviations were smaller.
Admissions and Student Success
Research question two explored admissions and other aspects of student
success. The plight of students competing for the limited number of slots at the
CSU is evident every semester by the number of applications that are turned
away. In addition, students may are admitted may face the issue of transfer
shock shortly after their transition. Cejda et al. (1998) defined transfer shock as
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a decline in academic performance shortly after transferring, leading to higher
risk of probation. Other challenges faced by transfer students that have been
uncovered in past research (Moore & Shulock, 2011; Neault & Piland, 2014)
include course patterns, inconsistent number systems, and preparation
inconsistent with the four-year system. The ADT provides a framework and
support structure that attempts to alleviate some of the potential stressors that
transfer student may experience, although it has been proposed that
comprehensive mentoring programs are also needed (Wallach & Hoffman 2005).
The ADT with its widely touted guaranteed admissions policy is one
hallmark of the pathway. The research site institution has suffered for many
years from a phenomenon known as impaction. Impaction is a situation in which
student demand exceeds supply. In the CSU, there are two levels of impaction:
program level and campus level. Program level is the less severe situation
where specific disciplines may have limited space available for new students.
Campus level is the most severe level because the entire campus is affected. In
both program level and campus level impaction, selection criterion for the few
remaining seats often include higher entry requirements, which denies admission
to students who normally would be admissible. Typically, entry requirement
changes involve the need for higher GPAs (Neault & Piland, 2014).
An additional measure of student success is continuation. For this study,
two continuation variables were created each representing one year of
enrollment activity. Continuation first year covered continuation and potential
graduation in the first year of enrollment. For students to have a positive value in
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this variable they must maintain enrollment and/or graduate in the first year.
Similarly, continuation second year covers the second year of enrollment. For
students who graduated in the first year, this second variable will reflect a
positive value (success). Schlossberg’s (1984) transition theory posited that
support and structure provided to students are a contributing factor to their
overall success, especially to students of color.
Summary and interpretation of findings. There was a significant
difference between ADT and non-ADT students when examining admissions
rates—but the means and Cohen’s d effects were small. In fact, the ADT
accounted for less than 1% of the variance—meaning that the ability of the ADT
to predict admissions was not strong. Looking at individual admissions terms
paints a more favorable view of the ADT and its overall effect on admissions.
Spring semesters overall have smaller applicant pools and a higher
percentage of students with the ADT are admitted. Spring 2014 had a high R²
value allowing the ADT to predict 7% of the variance in admissions. Spring 2015
also had a large R² value of 3.5%. This points to the value of the ADT—
especially in the Spring admission terms when the number of spaces available
are typically limited.
The variables examined to answer the second research question
attempted to measure student success aspects of the ADT pathway. Six
variables were chosen: number of plan changes, Cum. GPA, continuation first
year, continuation second year, graduated, and time to degree. These variables
(with the exception of the number of plan changes) exhibited significant
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differences between the ADT and non-ADT populations. The measured R²
values of each of the five variables that had significance (p < .05) were very
small, less than .002. The aggregate nature of the data with more than 90% of
the population in the non-ADT may have served to mask the effect of the
pathway.
Shortening the time to degree and increasing the graduation rates among
all students is a high-valued goal of the CSU and the ADT pathway. Both of
these goals are challenged when students change their majors. The transfer
pathway allows students who begin their career in the community college to
focus their attention by aligning their academic career with their personal life
goals (Rhine et al., 2010). This focused attention may lead to fewer changes of
majors later at the university level. Fewer major changes potentially lead to less
repetition of core classes and less time to degree completion. The ADT pathway
attempts to simplify the transition by eliminating the need to retake lower division
work. However, the statistics did not show a significant difference between the
ADT and non-ADT groups in the number of major changes attempted.
Students changing into incompatible majors was the number one reason
why students left the ADT pathway after admission at the university. Students
may change their majors for a number of reasons. Faculty members at the
Middle Tennessee State University found in their study students today change
their majors more often than when their faculty members were once students.
Marade (2015) proposed that students might change their majors due to personal
growth during their studies or to a perceived lack of relevance. Further, the early
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decisions students made in choosing a major may have been done in an
uninformed manner. However, in the case of the ADT pathway, students’ choice
of majors was made early at the CCC level and was expected to be carried
forward to the CSU. This early major decision is a driving factor in the lower
division articulation and 120-unit maximum requirements features of the pathway.
Therefore, students’ lack of knowledge of their major as proposed by Marade
should not have been a factor in the case of ADT students who left the pathway.
The six set of variables that were used to measure student success had
mixed results when the data was split by admission term. The number of plan
changes was not found to have any significance—students appeared to change
their majors with the same frequency whether they had acquired the ADT or not.
Continuation year one also lacked significance. The remaining four variables
Cum. GPA, continuation second year, graduated, and time to degree had some
levels of significance depending upon the term. Cum. GPA appeared to have
significance only in the Spring terms, with Spring 2014 having the largest R²
value of .062. Continuation second year had significance for Fall 2013 only. The
variable that measured graduation was significant in the Spring 2014, Fall 2013
and Spring 2014 terms with the R² for the later at 0.021. Time to degree was
likewise also significant in Spring 2013, Fall 2013 and Spring 2014 terms with the
latter also having a larger R² at 0.027. Overall, by Spring 2013 significance
began to take shape and strengthen as the number of ADT students increased
with each passing term. The variables examined supports a view that the ADT
pathway presents a significant difference from the pathway taken by non ADT-
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students and that the ADT pathway is becoming more established as time
passes.
Influence on Serving Justice, Equity, and Inclusion
The third research question explored the area of justice, equity, and
inclusion in terms of the ADT. Specifically, three general variables were
examined: age, gender, and ethnicity.
Age. Ages of the students were split and grouped in a manner similar to
the method the CSU utilizes for reporting purposes. Although aggregate data
indicated a significant difference between ADT and non ADT-groups based on
specific semesters (see Table 6), the significance was lost when evaluating
based on age groups. Likewise, when examining the narrower SB1440 benefits
population as an independent variable only one age group (age 23) displayed
any significant difference. The ADT did not provide any significant benefits
based on age.
Gender. Having the ADT alone did not present a significant difference for
graduation for either gender. Only males had a significant difference in
graduation between those with the ADT and those without. Females, although
there was a slightly higher graduation mean for the ADT group, did not present a
significant difference. However, students who both earned the ADT and
maintained their SB1440 benefits at the institution) obtained the greatest
rewards. Both genders demonstrated both statistical and educationally
significant effects from having the ADT while maintaining their SB1440 benefits.
Across all metrics there were more females enrolled, so it was not surprising that
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females appeared to benefit the most, with nearly 75% of those on the SB1440
pathway graduating compared to 69% who were not on the pathway. Males also
appeared to benefit with 68% graduation rates when on the SB1440 pathway in
comparison to a 58% graduation rate for those males who were not on the
pathway.
Taking an approach for analyzing gender data by using direct
comparisons of each gender within the ADT and non-ADT groups illuminated the
potential of the degree. There was a significant difference between males and
females that did not have the ADT in graduation rates. Non-ADT females
graduated at 69% in comparison to non-ADT males who graduated at 58%.
When looking at males and females that had the ADT the significance was lost.
Although the graduation averages in the ADT group were still tilted in favor of
females, the difference was narrowed (females at 71% versus males at 64%).
This suggests that obtaining the ADT serves to narrow the achievement gap
between the genders.
Ethnicity. By total numbers the majority of the enrolled population
(approximately 86.8% of the enrolled population examined) were comprised of
White, Hispanic/Latino, and Asian students. Black/African American comprised
2% of the population at 195 individuals. Students who did not identify their
ethnicity comprised 9.8% or 962 individuals. Finally, American Indian/Alaska
Natives and Native Hawaiian/Other Pacific Islanders combined comprised 1.1%
of the population. As with other calculations, only the enrolled students from
admitted terms Fall 2012 to Spring 2014 were included.
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The ADT did not produce a clear advantage to any particular ethnic group
when ethnic groups were explored independently. White and Hispanic/Latino
ethnic groups represented 63% of the population and these two ethnicities were
the only two ethnic groups that had significant differences between the ADT and
non-ADT populations. The Black/African American group was comprised of 195
students in the population explored, and there were no significant differences
found between ADT students and non-ADT students in the Black/African
American ethnic group. Although lacking significance in the independent t-tests,
the 21 Black/African American students who were on the ADT path represented
a 71% graduation rate in comparison to the 174 non-ADT students who had a
57% graduation rate.
However, when direct comparisons between the ethnic groups were
calculated, the results were more remarkable. When White and Black/African
American students who did not have the ADT were compared, there was a
statistical difference. The means clearly illustrated this difference––the non-ADT
White student population had a graduation rate that was nearly 66% compared to
non-ADT Black/African American students who had a graduation rate of 57%.
When comparison were made between ADT White students and ADT
Black/African American students the two ethnic groups no longer had a
significant difference between them and the gap in the graduation rates
narrowed. The ADT White graduation rate was over 73% and ADT Black/African
American graduation rate was over 71%. Among the ADT students, those who
maintained their SB1440 benefits status throughout their educational career had

144
even higher averages. This shows the power of the ADT as a potential tool to
narrow the achievement gap between Black and White transfer students.
Comparisons between non-ADT Hispanic/Latino students and non-ADT
White student also found significant differences in graduation rates. The means
for graduation between these two groups showed Whites having a 66%
graduation rate and Hispanic/Latino at 63% graduation rate. Comparing the
same ethnicities using the ADT student populations showed no significant
differences between the two. Both groups showed higher graduation rates––in
this case the graduation rate of ADT Whites was at 73% and ADT
Hispanic/Latino population had a graduation rate of 69%. An examination of
those students in each ethnicity that maintained their SB1440 benefits during
enrollment showed even higher graduation rates. Hispanic/Latino students’
graduation increased to 71%. White graduation rates were 75%.
Implications
The ADT has made a difference, albeit a small one thus far. The full
implications of the ADT pathway have not yet been fully realized. The results of
this study indicate those who follow the pathway and stay with their major
graduate at a higher rate and a shorter period of time than those not on the
pathway. However, the small number of students taking advantage of ADT
benefits limits the success of the pathway. For the program to make progress in
meeting into the needs of the future more focus on policy, practice, theory, and
research into the area must be made.
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Implications for Policy
Time to graduation has been and continues to be a challenge at the
research site institution and the CSU system in general. Rarely are students
able to obtain a bachelor’s degree in four years. The ADT was presented as a
potential solution to this issue and has shown some benefits in this regard.
Policy implications outlined here include standardized reporting, time to graduate,
and funding.
Standardized reporting. Policy on data standards and processes
internal to the institutions needs focus. The CSU Chancellor’s office relies on the
Enrollment Reporting System (ERS) for standard extracts of data, which is then
used for reporting to legislative bodies. Problems were encountered in the study
with data fidelity. These problems were reflected by the ad-hoc nature of how
admissions and records staff dealt with processing and enforcing SB1440 polices
set by the legislation. In many cases inconsistencies were uncovered during my
examination of the data and was reported to the research site institution for
cleanup. One benefit of this study is it left the research site institution with a
cleaner and a better understanding of the data.
Time to graduate. The research site institution has made increasing the
graduation rates as one of its primary strategic goals. The ADT is but one small
component of this overall long-term strategy. To date the number of students
entering the pathway is relatively small, and those that maintain the pathway
upon admissions is even smaller. However, even with such small numbers the
success rates of this group is significant. Time to degree presented a significant
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difference between the ADT and non-ADT groups. In addition, means between
the groups also showed that the ADT decreases the amount of time needed for
the degree. When looking at total days in the semesters, the average number of
days that it took for the non-ADT student to graduate was 821 while ADT
students graduated in an average 740 days. The smaller SB1440 benefits group
had an even smaller average of 714 days to graduate. Clearly, the ADT pathway
is showing potential in this regard—increasing graduation rates and shortening
the time to degree.
Funding. At time of this study, there was no special funding set aside to
accommodate students transferring with the ADT. As such, students with the
ADT and those without are treated no differently from each other and compete
for the same funding available for all transfer students. Campuses must
accommodate students who are admissible under SB1440 in order to abide by
the SB1440 legislation. This can potentially push out otherwise admissible nonADT students by granting admission to ADT transfer students who may have with
lower academic achievement. The ADT does not address funding and how ADT
students may potentially affect more qualified non-ADT transfer students.
Funding was not a focus of this study, but is a very important component of any
ongoing solution. In a study by Geiser and Atkinson (2010), the issue of
structural capacity was an ongoing concern, especially in terms of increasing the
number of students moving to the four-year system directly from the high
schools. Failure to address the capacity issues at the CSU is the biggest
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weakness in the educational system affecting both freshman and transfer
students.
Implications for Practice
By numbers, the transfer applicant population comprises slightly over 30%
of the overall population of the CSU system (California State University, 2016).
Therefore, having a successful transfer pathway with streamlined admissions,
clearly defined program-to-program articulation, and guaranteed graduation with
120 units has far ranging implications for the CSU. The phenomenon known as
transfer shock has been well explored by past research as one area of challenge
that transfer students face when they transition to a four-year university (Cejda et
al., 1998; Laanan, 2001). The ADT does show promise for the small population
that transferred under the program thus far. Graduation rates and time to
graduation were found to be different and in many cases statistically significant
from the traditional transfer pathway.
The first research question explored the implications of the ADT on the
admissions process. Although the total population of ADT degree holder was
relatively small compared to the overall transfer population, its importance cannot
be discounted. Supplemental admissions criteria for impacted campuses causes
uncertainty and frustration in the transfer process. Although the ADT itself
provides a small GPA advantage at impacted campuses, the GPA advantage
does not fully mitigate the effects of impaction. ADT legislation does provide
some resolution. Non-impacted campuses are held to the guaranteed
admissions component allowing anyone possessing the ADT and are otherwise

148
CSU-eligible to be admitted. Impacted campuses that are not able to
accommodate ADT students are mandated to redirect the applications to nonimpacted campuses. Inevitably, the number of students on the ADT pathway will
approach or potentially surpass the numbers of students using the traditional
transfer approach (non-ADT). When this occurs, student frustrations will return
as ADT students compete with other ADT students for the limited number of
seats at the CSUs. One implication for practice in the future relates to how the
ADT (if expanded) can continue to provide admissions guarantees when the
number of seats available may not meet the demand.
The third research question explored the ADT and its potential
implications for addressing areas of justice, equity, and inclusion through
examination of age, gender, and ethnicity. Underrepresented groups and those
from less favorable socioeconomic backgrounds face more challenges when
navigating the higher education system (Wang, 2012). The Black/African
American group at the research site institution has typically trailed behind other
groups in terms of admission and graduation. Statistical differences in
graduation were found between Black/African American and other groups (White,
Asian, and Hispanic/Latino). The research site institution has focused attention
on narrowing the achievement among all underrepresented groups. The ADT
has the potential to narrow the gap even further. When comparing graduation
rates between White and Black/African American students possessing the ADT
no significant difference was found—highlighting the potential of the ADT to
narrow the racial gap and provide a comprehensive method to help students with
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their transition from the CCC system to the CSU system. An implication for
future practice is how CCC and CSU institutions can leverage the ADT pathway
as an additional tool to narrow the achievement gaps of underrepresented
student groups.
The causal relationship between the ADT and student success is not
entirely clear. ADT students have shown to be admitted at higher rates overall in
comparison to their non-ADT counterparts. However, after admissions more
than half of the ADT students fall off the SB1440 pathway. The primary benefit of
the ADT thus far has been to increase the likelihood of admissions to the
research site institution. Although the link to student success and graduation is
limited, overall ADT students do appear more college ready. This may be
explained in part on the requirements to earn the ADT within the CCC system.
Non-ADT transfer students may not necessarily complete all the requirements for
the associate degree or complete all lower division classes before transfer. Their
primary motivation may be to complete the 60 units required for transfer and to
obtain upper division status. The ADT student, on the other hand, must complete
up to 18 units of their ADT major with grade of C or better in addition to
completing California State University General Education Breadth (CSU GE)
requirements (SB-1440 Fact Sheet, 2013). The ADT student fulfills the
admissions requirements (GPA and Golden four) along with CSU General
Education requirements. The non-ADT student may only fulfill the minimum
requirements for transfer (GPA and golden four).
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Implications for Theory
The ADT fits well within the scope of Schlossberg’s (1984) transition
theory. Schlossberg’s theory primarily focuses on the stages of transition and
contains four main components: what constitutes a transition, the different types
of transition, the transition process, and factors of influence. According to
Schlossberg, a transition is the moving from one stage of life to another. The
ADT fits directly within the scope of a transition as defined by Schlossberg.
Several studies show that there are numerous challenges faced by transfer
students (Cameron, 2005; Cejda et al., 1998; Laanan, 2001; Wang, 2012) and
these highlight the ADT’s importance. Some of these challenges include
complicated admissions criteria, unclear articulation, and time to degree. The
ADT has the benefit of addressing each of these challenges by streamlining the
process itself through its admissions guarantee, course articulation, and
mandated maximum units to graduate.
Overtime others have expanded Schlossberg’s (1984) theory to add the
need for mentoring and advising. Wallach and Hoffman (2005) concluded
mentoring and advising are key tools to achieve successful student transfers.
Additionally, Cormier and Hackney (1993) proposed formally adding mentoring
as an additional component of the theory. The SB1440 legislation was quiet in
terms of student support services needed to make the pathway a success. The
ADT provides a component of the educational planning aspect with lower division
coursework articulated to CSU degree plans.
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A missing component is advising and student support services at the CSU
system specifically geared toward students on the pathway. Bettinger and Baker
(2014) in their study of coaching as a form of student advising, found those who
obtained coaching during their studies were had greater retention and completion
rates. Coaching has the potential to affect three identified barriers to success
according to Bettinger and Baker: (a) information access, (b) academic
preparation, and (c) community integration. Access comes in the form of
providing resources to students who lack the necessary information. Academic
preparation may focus on addressing remediation needs--which should not be a
concern of the ADT pathway as lower division requirements are already met.
Finally, social or academic separation can be addressed by better integration of
the student with the greater campus community. Coaching and advising have
implications for addressing the support aspect of the 4 Ss of Transition theory.
Of the 720 ADT students in this study, 328 left the pathway during their
enrollment. The data shows those who stay on the path have a greater chance
of graduation so there needs to be a proactive plan in place to address ADT
pathway retention. An implication for theory and practice is a need to develop a
strategy to address the needs for specialized advising and student support
services geared toward the ADT student at either the CCC system level, the CSU
level, or both.
Implications for Future Research
Ongoing research that attempts to identify enhancements for the
community college to state university pipeline are warranted. The California
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master plan in the 1960’s legislated the process, the state’s workforce of the
future demands a million more bachelor’s degrees, and the systems of education
in the state have been attempting to fulfill the mandate. The ADT is one such
attempt. Another recent attempt not studied here includes adding bachelor
degree programs at the community college level. Both are important pieces of
the overall solution for the future. Future research may be essential to learn
more how institutions can better equip students to succeed in transitions.
Keeping the ADT pathway attractive is warranted. Of the 720 ADT
students who began enrollment at the research site institution, only 392 remained
on the pathway. The 328 who left the pathway after enrollment may have felt the
pathway was not relevant to them beyond admission. The majority of these
students had adjusted their academic plans, which cancelled their SB1440
benefits. Future research needs to be designed to focus on what can institutions
do at both the CCC system and CSU system levels to make the pathway more
attractive and to understand why students are leaving the pathway. In addition,
research into how advising and other student services can be implemented to
encourage students to remain on the pathway is needed. This is particularly
important for underrepresented students who have shown to benefit from the
pathway.
Future research may also extend this study statewide to include all CSU
campuses in the system. This would have the benefit of significantly increasing
the sample size with a more representative statewide population. Although the
research site institution has the second largest student body in the entire system,
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it has a relative small local feeder area. A statewide study would be more
inclusive of the entire population and not just a localized area. However, there
will be challenges as statewide data standards for tracking ADT students are not
universal. There is no systematic process in place that monitors ADT students
during their enrollment beyond admission. However, when a statewide process
for tracking ADT students is implemented, a statewide look at the ADT pathway
could provide beneficial analysis for use by the CCCs, CSUs, and policy makers.
Furthermore, this study focused on age, gender, and ethnicity to
understand the ADT’s effect on serving underrepresented populations. While the
ADT displayed promise in closing the achievement gap based on ethnicity, other
important areas are yet to be explored. Socioeconomic status (SES) and first
generation college students are two important areas warranting additional
research.
Recommendations
The results of this study indicate that the ADT has had limited success
during its four years of existence; however, the analysis of the ADT’s
effectiveness was limited by the data available, the services provided to students,
and the degree programs available. Recommendations provided in the following
sections focus on pragmatic enhancements to both the ADT program itself as
well as campus and system-level business practices that can further smooth
student transitions. First, the data collected illuminated several deficiencies in
how progress is accounted. Second, advising services are provided to all
students on an equal basis with no specialization for ADT students. Due to the
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nature of the ADT, more proactive advising may be needed for ADT students to
keep them on topic and on the pathway. Third, as the program grows it will
ultimately need to bring on more majors and degree programs into acceptance.
For instance, at the research site institution there is no ADT pathway for
accounting majors. All recommendations presented here have three primary
goals: (a) to increase the number of students on the ADT pathway, (b) to
increase the number of students who remain on the pathway once they transfer,
and (d) to increase the number of subject areas compatible with the ADT.
Data Accuracy and Standards
To achieve the three aforementioned goals the research site institution
and the CSU system in general must first focus on improving data accuracy. It
was apparent during data gathering that the infrastructure in place to track
students in the ADT pathway was not robust for analytical studies. Each of the
CSU campuses has implemented ADT support in their SIS differently. Beyond
the data required by the Chancellor’s Office, the Chancellor’s Office has not
supplied the necessary protocols and programs to accurately implement the
program at the campus level. The depth of the Chancellor’s Office’s involvement
has been limited to requiring campuses to provide mandated reporting of
applications and enrollment numbers. The Chancellor’s Office provided
admissions staff general guidelines for encoding a student’s basis of admissions
and their incoming degree type. Each is important for reporting purposes but they
are not useful for tracking students once they are enrolled in the institution. This
lack of leadership left campuses to develop their own methods for tracking and
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enforcement. For instance, the research site institution made early use of
PeopleSoft Student Groups as a stopgap measure before the initial Fall 2012
ADT launch. However, the PeopleSoft Student Groups continued to be the
primary tracking tool used at the research site institution at the time of this study.
According to the Oracle (2012) website, “Student groups enable you to
define groups of similar students at a high level, such as athletes, student body
officers, or honor students.” Student Groups had drawbacks as a technical
tracking mechanism. Data on students in Student Groups cannot be tied directly
to an individual student’s application. Students may potentially have any number
of applications at the institution. Student Groups are only linked to the student’s
ID number and not directly to the student’s application. Another drawback is the
number of groups that are being utilized to represent a student’s status. For
instance, one group shows students who have the ADT in progress and another
group shows students for whom the degree was verified. Taken together it
allows the campus to see the history of the student. However, this multiple group
process can also introduce data issues whereby groups may be coded out of
order. During data extraction for this study many instances of out of order coding
was uncovered and corrected. Maintaining students in the proper groups is a
manual process, prone to data entry errors. There have been new system
automations introduced since Fall 2012 to help alleviate the heavy workload, but
it has not solved all the issues. The researcher experienced issues when
extracting the data for this study that required manual cleanup of data and some
interpretation in cases where the history of the students was not clear.
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Therefore, the first recommendation would be system wide data standards for
processing and reporting on students in the ADT pathway.
Advising/Counseling Services
To reach the goals of increasing the number of students on the pathway
and having them remain there requires advisement at both the CCC and CSU
levels. Once admitted and matriculated into the research site institution, students
with the ADT are served no differently from those without the ADT. The student’s
degree audit has short messaging about the student being on the SB1440/ADT
pathway but this does change the advising and other services that are available
to the student. In addition, unbeknownst to the student, if the student added a
minor or second major the research site institution has taken the view that it can
no longer guarantee graduation in 60 units and cancels the student’s SB1440
benefits. Of the 720 ADT students identified in the study nearly half (n = 328) did
not maintain SB1440 benefits during enrollment. The reasons were varied but
generally fell into one of three categories: (a) the student initiated plan changes
incompatible with the SB1440 pathway (n = 184), (b) the student never provided
final verification of their ADT degree being earned from their community college
(n = 12), and (c) the student never earned the ADT (n = 132).
Personalized coaching sessions with students can potentially lead to
better student engagement, retention, and graduation (Bettinger & Baker, 2014).
A study by Bettinger and Baker (2014) found that coaching solutions increased
student persistence and graduation. Up to a 12% increase in retention was
found for students that were provided. Their study focused on using services
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provided by InsideTrack, a company that specializes in providing coaching
services to colleges and universities. Their study followed two groups of
students, the treatment group and the control group. Students within the
treatment group were assigned an individual coach. The research site institution
does not necessarily need to outsource advising to a third party as was done in
the Bettinger and Baker study, but it may be beneficial to model advising services
after the InsideTrack model, which focused on four main components: people,
methods, system, and use of technology.
As demonstrated in this study on the ADT, those who maintain on the
pathway potentially graduate sooner; therefore, it is important to advise student
to stay on the path. The depth of the research site institution’s support for ADT
students is limited to a degree audit and degree road maps (which vary in details
depending upon academic department). The first category accounted for 184
students who were dropped from the pathway (usually triggered because
students added secondary majors, minors, or changed into a discipline not
compatible with their ADT). Although the SB1440 benefits displayed on the
degree audit were removed, any courses that articulated were unaffected.
Schlossberg’s (1984) transition theory states that the ability to adapt to
change is affected by the interaction of various variables. As such, may factors
in life influence how individuals (students in this case) can succeed in their
attempts to transition. The 4 Ss of Transition include situation, self, support, and
strategies (Goldman et al., 2006). The ADT represents one such strategy
students can utilize in their academic career, and it is marketed as a degree with
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a guarantee. However, as the data has shown while many with the ADT achieve
admissions it is not a certainty they will follow the entire pathway. Those who
stay on the pathway and maintain their SB1440 benefits have better graduation
rates than those ADT students who lost their SB1440 benefits. Close to 80% of
those with SB1440 graduated within two years. Students at the research site
institution who leave the ADT pathway may be suffering from a deficit during their
transition. Using the recommendations made in transition theory and using
special advising may help more ADT students retain their SB1440 benefits.
Advising is especially important to underrepresented communities, as it
serves a crucial step in deciding one’s future academic direction (Allen, Smith, &
Muehlech, 2013; Cormier & Hackney, 1993; Wallach & Hoffman, 2005). As the
results of the comparisons between ethnicities show, the ADT narrowed the
graduation gap between White and Black students and White and
Hispanic/Latino students and is a viable method for achieving the goal of a
bachelor’s degree for Black and Hispanic/Latino students. Moore and Shulock
(2011) proposed that the community college system provide “well-structured
programs” rather than collection of courses that do not equate to a program of
study (p. 2). To accomplish this, they recommended the colleges require
students to declare a major earlier rather than later and more importantly to keep
updated records on each student so they can be appropriately advised. Advising
may play a key role in the success of specific ethnic groups. Black and
Hispanic/Latino students are less successful in entering a program of study than
their White counterparts.
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Therefore, an additional recommendation is proactive advising at both the
CCC and CSU levels for underrepresented students to encourage early major
declaration and to clarify via targeted communications the importance to staying
on the pathway. Institutional research offices at campuses could provide data on
students’ current majors and provide ADT-compatible alternatives. Counseling
students about their options can be accomplished through the use of
dashboards, targeted communications, workshops, and other methods for
student outreach. These tools could be further refined to meet the needs of
subgroups of the student body (e.g., gender, age, and ethnicity).
Expand the number of ADT Majors
The research site institution currently accepts ADTs in 26 general subject
areas such as business, chemistry, English and history. The variety of subject
areas makes for hundreds of potential incoming ADTs having a major that is that
are compatible with majors at the CSU. Having an ADT accepted by the CSU
simplifies the transition and challenges of articulation. Beyond admission, the
goal of the ADT is to allow the student to graduate with the bachelor’s degree
with no more than 120 units required (60 at the CCC and 60 at the CSU). In
order to allow this collaboration between the two systems must take place.
The research site institution has made progress in expanding the number
of disciplines that accept the ADT. Currently, 79 different majors at the research
site institution are open to applications from ADT students The majors include
anthropology, economics, chemistry, criminal justice, history, kinesiology,
mathematics, and many more (see Appendix B for a complete list). However,
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many more majors at the research site institution do not have an ADT pathway.
Some of the plans not allowing the ADT include art, accounting, finance,
information system, biological science, computer engineering, computer science,
electrical engineering, and music (see Appendix C for a complete list). It is
recommended that the CCC and CSU system continue developing additional
ADT pathways that cover many more subject areas.
With the expanding number of ADT pathways come an increasing number
of students. Geiser and Atkinson (2010) explained that funding at the CSU is
one of the largest impediments to servicing the expanding demands of the
population. While funding has incrementally increased over the years, it has not
satisfied the needs of the systems of education. With this is mind, the Geiser
and Atkinson study concluded that, “restructuring may be the only possible
strategy” (p. 28). Any radical solution to the issue of student success in transition
may involve a number creative solutions involving funding, structural changes,
and/or expanding the ADT pathways.
Summary of the Dissertation
The ADT was born out of the modern-day challenges students faced in
obtaining their bachelor’s degree. The California Master Plan for Higher
Education was, and continues to be, the defining document detailing the
missions of each branch of higher education in the state of California. At its time
of creation, it could not be matched by any other state. Each system within the
Master Plan had its own unique role to play. The community colleges were to
focus on vocational, career, and transfer education. The University of California,
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at the top, was to focus on advanced education, research, doctoral degrees, and
would admit only the top 12.5% of high school graduates. The California State
University system was in the middle. It was to focus primarily on bachelor
degrees, master degrees, teaching credentials, and would admit the top 33.3% of
high school graduates.
Over the years due to funding, population changes, and other challenges,
the missions and roles of the three system have gradually evolved. Many CSU
campuses are impacted and are turning away students. The CSUs now offer a
limited number of doctoral degrees. The CCC system is also expanding its
functions with the recent introduction of its own bachelor degrees. Transfer
students are struggling because of the effects of transfer shock. The systems
are struggling with the demands made upon them.
Because of the challenges that students face in reaching their educational
goals, the legislature has other time introduced several new laws in an attempt to
alleviate the issues that students face. The focus of this study was the associate
degree for transfer (ADT) introduced in Senate Bill 1440. The ADT focuses on a
few key areas: guaranteed admissions, articulation of courses, and time to
degree. The ADT was introduced with the slogan “A degree with a guarantee.” It
does this by mandating admission to the CSU for ADT students who meet certain
minimum standards. Articulation, long an issue for transfer students is alleviated
by collaboration between the CCC and CSU system on specific subject areas.
For instance, an ADT degree in psychology will fulfill all lower division
requirements of a psychology degree at a CSU. Time to degree is controlled by
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requiring no more than 120 units total (60 lower division at the CCC and 60 upper
division at the CSU) to complete a bachelor’s degree. The goal is have a typical
120-unit degree equate to a four-year academic career.
This study attempted to determine if the ADT makes a difference in the life
of transfer students. To answer the question a dataset was generated from the
research site institution’s SIS. The dataset contained records for 98,154
applicants and 9,829 students who enrolled. The examination of the enrolled
population focused on cohorts of students based upon their admission term. The
enrollment terms examined included Fall 2012, Spring 2013, Fall 2013, and
Spring 2014. Through nonexperimental causal-comparative quantitative
analysis, three questions were explored to understand how the ADT affected
student transfer and success. Independent samples t-test and regression
analysis were the primary statistical calculations performed.
The first research question asked if there were any differences in bachelor
degree attainment among students with the ADT. Independent samples t-test
analysis of the enrollments found statistically significant differences between the
ADT and non-ADT populations. Actual effects of the differences varied by
admission term with Fall 2012 having no significant difference. Looking beyond
the p-values of the comparisons, graduation means supported the conclusion
that the ADT does make a difference. Non-ADT students in the terms explored
had a graduation rate of at an average of 64% while ADT students had a
graduation rate of 68%. Further, the students who went beyond just obtaining
the ADT and maintained the pathway while at the research site institution
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graduated at a mean of over 72%. Term by term graduation rates again varied
but despite the variations, student maintaining their ADT pathway had the
highest graduation rates.
The second research question asked how well the ADT could predict
admissions, changing major, continuation, time-to-degree, and overall GPA.
Regression analysis of admission data showed mixed results. The ADT was
found to account for less than 1% of the admissions variance for the aggregated
terms Fall 2012 to Spring 2016. It is unfortunate that a stronger relationship was
not discovered. However, some terms fared better than others with Spring 2014
having the highest predictability with R² of .071. In fact, the spring terms with
their more limited enrollment opportunities had higher R² with the ADT as a
variable for prediction. The ADT made no apparent difference in the number of
academic plan changes students made. Obtaining an ADT made it no more or
less likely a student would change their major. As nearly half of the ADT
students did not stay on the pathway after enrollment this seems sensible. In the
future advising and outreach should be considered to keep students on the
pathway. Cum. GPA, continuation second year, graduated, and time to degree
had some levels of significance depending upon the term. Cum. GPA appeared
to have significance only in the Spring terms. The variable that measures
graduation and time to degree was found to be significant in the Spring 2014, Fall
2013 and Spring 2014. It appears that the ADT became more established as
time passed and this would continue—especially as the number of students
transferring with the degree increases.
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The final question explored variables related to age, gender, and ethnicity.
The data was analyzed using independent samples t-tests. Any statistical
significance found between ADT and non-ADT students was masked when
evaluation was based on age groups. Age and the ADT did not play any
significant roles in overall student success (graduation). Likewise, gender saw
only limited significance when each gender was independently explored.
However, when comparing males and females there was a significant difference
found in graduation rates between males and females that do not have the ADT.
Females graduated at higher rates than males on average. However, in the ADT
group, the significance difference between males and females was lost and the
graduation gap narrowed. Comparisons of ethnic groups also presented
interesting results. White and Black/African American students without the ADT
had a statistically significant difference—illustrating the wide graduation gap
between the two groups. A significant but smaller gap was also present between
White and Hispanic/Latino students without the ADT. Surprisingly, the statistical
differences in graduation rates were not found when comparing the same ethnic
groups who had earned an ADT degrees. Graduation rates for both
Black/African American and Hispanic/Latino groups increased; narrowing the
gaps for both when compared to White students. Although the gaps are not
eliminated, the ADT does present hope for narrowing the graduation gaps for
traditionally underrepresented groups.
This study outlined several implications and future improvements of the
ADT pathway. First, data accuracy was a major issue during analysis.
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Standards have evolved since the ADT’s inception. Inconsistent coding,
standards, and processes may result in the underreporting of the success of the
program. Thankfully, better automation has been the norm at the research site
institution and errors uncovered during analysis were turned over to the campus
for correction. Recommendations included more CSU Chancellor’s Office
leadership on business processes and data standards at all campuses in the
CSU system. Second, advising/counseling services for ADT students should be
a focus. Nearly half of the ADT population dropped out of the ADT pathway after
enrollment. One main culprit was student-initiated changes in academic plans
such as adding a minor, a second major, or choosing a major that was not
compatible with the original ADT earned. Finally, the state can enhance the ADT
program by including more academic disciplines. When compatible majors at the
CCC and CSU do not exist students will not benefit from the guaranteed
admissions pathway and 120-unit maximum pathway. The ADT is still relatively
new compared to the age of the CCC and CSU systems, but in its short four-year
lifespan it has shown that synchronizing policies and programs between the CCC
and CSU systems benefits students.
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APPENDIX A
DATASET SOURCE
The campus student information system (PeopleSoft) is the primary
source of data. This is the primary system for storing student records data.
Using Structured Query Language (SQL) data on transfer students can be
carefully extracted. Data elements may contain:


Unique identifier (to keep anonymity of the students their campus IDs will
not be used)



Admissions term



Academic plan (major)



Current cumulative GPA



Current program/plan status (Active, completed/graduated, discontinued,
DQ)



Bio-demographic
o Ethnicity
o Gender
o Age



Student Type (Non-ADT or ADT)



SB1440 Status (if student type is ADT)
o Self-Reported
o In Progress
o Verified
o Cancelled agreement
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APPENDIX B
ADT DEGREE PROGRAMS
Associate Degree for Transfer – Allowed degree programs list. Grouped
by general ADT subject area with research site institution's academic plan code
and description included.
ADMINISTRATION OF JUSTICE
37CRJUUBA

Criminal Justice

ANTHROPOLOGY
37ANTHUBA

Anthropology

ART HISTORY
26ARAHUBA

Art (Art History)

BUSINESS ADMINISTRATION
42BUADUBA

Business Administration

42BECNUBA

Business Administration (Business Economics)

42BUETUBA

Business Administration (Entertainment & Tourism
Management)

42BUENUBA

Business Administration (Entrepreneurship)

42MNSCUBA

Business Administration (Management Science)

42MGMTUBA

Business Administration (Management)

42MKTGUBA

Business Administration (Marketing)

42RMINUBA

Business Administration (Risk Management and Insurance)

42ECONUBA

Economics

42IBUSUBA

International Business
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42IBCHUBA

International Business (Chinese)

42IBFRUBA

International Business (French)

42IBGRUBA

International Business (German)

42IBGTUBA

International Business (Global Trade)

42IBJPUBA

International Business (Japanese)

42IBPRUBA

International Business (Portuguese)

42IBSPUBA

International Business (Spanish)

42PBUSUND

Pre-Business

42PECNUND

Pre-Economics

42PINBUND

Pre-International Business

CHEMISTRY
66CHEMUBA

Chemistry

66CHEMUBS

Chemistry

COMMUNICATION STUDIES
29CMSTUBA

Communication Studies

29COMMUBA

Communications

29CMADUBA

Communications (Advertising)

29CMESUBA

Communications (Entertainment and Tourism
Communications)

29CMJRUBA

Communications (Journalism)

29CMPHUBA

Communications (Photo communications)

29CMPRUBA

Communications (Public Relations)

29RTVFUBA

Radio-TV-Film
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EARLY CHILDHOOD EDUCATION
33CHADUBS

Child and Adolescent Development

ECONOMICS
42ECONUBA

Economics

ELEMENTARY TEACHER EDUCATATION
37LBSTUBA

Liberal Studies

37LBEEUBA

Liberal Studies (Elementary Education Plan)

ENGLISH
37ENGLUBA

English

GEOGRAPHY
37GEOGUBA

Geography

GEOLOGY
66GEOLUBS

Geology

GEOLOGY (EARTH SCIENCE)
66EARTUBA

Earth Science

HISTORY
37HISTUBA History
JOURNALISM
29COMMUBA

Communications

29CMJRUBA

Communications (Journalism)

KINESIOLOGY
33KNESUBS

Kinesiology

33KCMVUBS

Kinesiology (Clinical Movement Science)
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33KEXSUBS

Kinesiology (Exercise Science)

33KFHPUBS

Kinesiology (Fitness and Health Promotion)

33KGERUBS

Kinesiology (Gerokinesiology)

33KSPSUBS

Kinesiology (Special Studies)

33KSPTUBS

Kinesiology (Sport Studies)

33KSCNUBS

Kinesiology (Strength and Conditioning)

33KTEDUBS

Kinesiology (Teacher Education)

MATHEMATICS
66MATHUBA

Mathematics

66MAASUBA

Mathematics (Actuarial Science)

66MAAPUBA

Mathematics (Applied Mathematics)

66MAPSUBA

Mathematics (Probability and Statistics)

66MAPUUBA

Mathematics (Pure Mathematics)

66MATEUBA

Mathematics (Teaching Mathematics)

MUSIC
26MUSIUBA

Music

26PMUSUND

Pre-Music

PHILOSOPHY
37PHILUBA

Philosophy

37PHSMUBA

Philosophy (Social, Moral & Legal Philosophy for the
Professions)
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PHYSICS
66PHYSUBS

Physics

POLITICAL SCIENCE
37POSCUBA

Political Science

PSYCHOLOGY
33HUSRUBS

Human Services

37PSYCUBA

Psychology

SOCIOLOGY
33HUSRUBS

Human Services

37SOCIUBA

Sociology

37SGERUBA

Sociology (Aging and the Life Course)

37SDSLUBA

Sociology (Deviance and Socio-Legal Studies)

37SEDUUBA

Sociology (Education)

37SFAMUBA

Sociology (Family)

37SHSWUBA

Sociology (Health and Social Welfare)

37SOSIUBA

Sociology (Social Inequalities)

37SSWRUBA

Sociology (Social Work)

37SDCRUBA

Sociology (Sociology of Deviance and Crime)

37SCRGUBA

Sociology (Sociology of Race, Class, and Gender)

SPANISH
37FLSPUBA

Spanish

STUDIO ARTS
26ARTSUBA

Art
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26ARSTUBA

Art (Studio)

THEATER ARTS
26DANCUBA

Dance

26THARUBA

Theatre Arts

26TADNUBA

Theatre Arts (Dance)

26TADRUBA

Theatre Arts (Directing)

26TALAUBA

Theatre Arts (Liberal Arts)

26TATCUBA

Theatre Arts (Teaching)
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APPENDIX C
DEGREE PROGRAMS WITH NO ADT PATHWAY
Academic degree programs at the research site institution that do not yet
accept ADTs. The research site institution's academic plan code and description
are included.
37AMSTUBA

American Studies

26ARTSUBFA

Art

26FACMUBFA

Art (Ceramics)

26FACRUBFA

Art (Crafts)

26FACPUBFA

Art (Creative Photography)

26FADRUBFA

Art (Drawing and Painting)

26FAEAUBFA

Art (Entertainment Art/Animation)

26FAEDUBFA

Art (Environmental Design)

26FAGDUBFA

Art (Graphic Design)

26FAISUBFA

Art (Illustration)

26FASCUBFA

Art (Sculpture)

26AREDUBA

Art (Teaching)

33ATHLUBS

Athletic Training

42ACCTUBA

Business Administration (Accounting)

42ISBAUBA

Business Administration (Business Analytics)

42ISDCUBA

Business Administration (Decision Sciences)

42FINAUBA

Business Administration (Finance)

42BAISUBA

Business Administration (Information Systems)
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42MKISUBA

Business Administration (Joint concentration in Marketing
and Information Systems)

66BSCBUBS

Biological Science (Cell and Developmental Biology)

66BSEBUBS

Biological Science (Ecology and Evolutionary Biology)

66BSMBUBS

Biological Science (Marine Biology)

66BSBBUBS

Biological Science (Molecular Biology and Biotechnology)

66BSPBUBS

Biological Science (Plant Biology)

66BCHMUBS

Biochemistry

66BSCIUBS

Biological Science

69EGCEUBS

Civil Engineering

29COMDUBA

Communicative Disorders

37CPLTUBA

Comparative Literature

69CPENUBS

Computer Engineering

69CPSCUBS

Computer Science

69EGEEUBS

Electrical Engineering

69EGGNUBS

Engineering (General)

69EGUNUBS

Engineering-Undeclared

37ASAMUBA

Ethnic Studies (Asian American Studies)

37CHICUBA

Ethnic Studies (Chicano Studies)

37AFROUBA

Ethnic Studies (African American Studies)

37EPSTUBA

European Studies

37FLFRUBA

French

33HLSCUBS

Health Science

188
37FLJPUBA

Japanese

37LTAMUBA

Latin American Studies

37LINGUBA

Linguistics

69EGMEUBS

Mechanical Engineering

26MUSIUBM

Music

26MPCPUBM

Music (Composition)

26MPACUBM

Music (Accompanying)

26MPINUBM

Music (Instrumental)

26MPJCUBM

Music (Jazz and Commercial Music)

26MPKYUBM

Music (Keyboard)

26MLBAUBA

Music (Liberal Arts)

26MUEDUBA

Music (Music Education)

26MUHTUBA

Music (Music History and Theory)

26MPVOUBM

Music (Voice)

33NURXUBS

Nursing

33NURIUBS

Nursing

33NURDUBS

Nursing

33NURGUBS

Nursing/Generic BSN

33NURVUBS

Nursing -LVN-BSN

33NURFUBS

Nursing/Pre-Licensure

33NURSUBS

Nursing

37PBADUBA

Public Administration

37RLSTUBA

Religious Studies
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37SDSPUBA

Sociology (Deviance and Social Control)

26THARUBFA

Theatre Arts

26TAACUBFA

Theatre Arts (Acting)

26TAPSUBA

Theatre Arts (Applied Studies)

26TAMTUBFA

Theatre Arts (Musical Theater)

26TSPSUBA

Theatre Arts (Specialized Studies)

37WMSTUBA

Women's Studies

