
 

THE ROLE OF THE COMMUNITY COLLEGE IN  
 

BACCALAUREATE ATTAINMENT AT A  
 

RURAL PUBLIC UNIVERSITY 
 

by 
 

JEFFREY H. RHODES, B.S., M.A. 
 

A DISSERTATION 
 

IN 
 

HIGHER EDUCATION ADMINISTRATION 
 

Submitted to the Graduate Faculty 
of Texas Tech University in 

Partial Fulfillment of 
the Requirements for 

the Degree of 
 

DOCTOR OF EDUCATION 
 

Approved 
 
 

Bonita Butner 
Co-Chairperson of the Committee 

 
 

John Murray 
Co-Chairperson of the Committee 

 
 

Brent Cejda 
 
 
 

Accepted 
 
 

John Borrelli 
Dean of the Graduate School 

 
December, 2005 



 

 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Copyright 2005 
 

Jeffrey H. Rhodes



  ii
 

ACKNOWLEDGMENTS 

 

 I would like to, first of all, acknowledge the insight and direction of my committee 

members, Drs. Bonita Butner, Brent Cejda, and John Murray.  Thank you all for 

preparing me for this challenge.  Dr. Krista Cohlmia assisted with data upload, and I am 

grateful for her help.  Dr. Jamie Hennigan reviewed the evaluations of degree plans for 

classification into transfer roles.  To Drs. Sue Blair, Vance Gipson, and Myles Shelton I 

would like to extend my heartfelt gratitude for your encouragement and flexibility 

throughout this process. 

 To my family I must extend my greatest gratitude.  I must acknowledge my wife, not 

only for her support and encouragement, but also for her constant prodding and patience 

with me.  My two sons did a good job of facilitating this process through their flexibility 

with my schedule and encouragement throughout the entire doctoral program.  To my 

parents I extend my thanks for their encouragement and support, both logistically and 

personally, throughout my endeavor. 

 I must thank God for the tenacity to keep going, the strength to finish, and the insight 

I needed when the project seemed overwhelming and impossible.  Thank You, Father.  

Only through You could this have been completed. 

 Lastly, I would like to thank the administration and staff at State University, who 

made this study possible.  A significant number of hours were put into extracting the data 

requested, and my requests for clarification were answered in a timely manner.  Thank 

you all for your hard work and help. 



  iii
 

TABLE OF CONTENTS 

ACKNOWLEDGMENTS iii 

LIST OF TABLES vii 

CHAPTER 

 I. INTRODUCTION 1 

   Purpose 12 

   Need for the Study 13 

   Research Questions 14 

   Conceptual Framework 15 

   Definitions 20 

   Assumptions 22 

   Delimitations 23 

   Limitations 23 

   Summary 24 

 II. REVIEW OF THE LITERATURE 27 

Introduction 27 

Historical Underpinnings 28 

Definition of Transfer 30 

The Transfer Process and Transfer Shock 38 

Transfer Paths 47 

Reverse Transfer 70 

Barriers 74 

Conclusion 75 



  iv
 

III. METHODOLOGY 76 

Research Design 76 

Subjects 78 

Confidentiality 80 

Bias 81 

Data Collection 81 

Analysis 83 

Validity and Reliability 87 

Analysis 87 

 IV. FINDINGS 90 

Introduction 90 

Research Question 1 91 

Research Question 2 98 

 Traditional Role 98 

 Occasional Needs Role 99 

 Returning Transfer Role 100 

 Traditional/Continuing Needs Role 101 

Research Question 3 102 

Research Question 4 107 

Research Question 5 108 

 V. DISCUSSION, CONCLUSIONS AND  

  RECOMMENDATIONS FOR FUTURE RESEARCH 110 

Introduction 110 



  v
 

Discussion 111 

Recommendations for Future Research 120 

Conclusions 122 

 REFERENCES 125 

 APPENDIX 145 

 

 



  vi
 

LIST OF TABLES 

 

1. Ethnic demographics of subjects 92 

2. Ethnic demographics of traditional transfer students 92 

3. Ethnic demographics of occasional needs transfer students 92 

4. Ethnic demographics of returning transfer students 93 

5. Ethnic demographics of traditional/continuing needs students 93 

6. Age at graduation and time-to-degree by transfer role 94 

7. Number of community colleges attended, by transfer role 95 

8. Community college attendance data 95 

9. Age, time-to-degree, GPA, transfer hours, and  
transfer role by gender and ethnicity 97 

 
10. Students in each of the four transfer roles 101 

11. Major fields by role 105 

12. Transfer students by degree and major 106 

13. Transfer roles and average hours 108 



  1
 

CHAPTER ONE 

 
INTRODUCTION 

  

 The concept of student transfer between the community college and the university has 

long been assumed to take the form of the two-plus-two paradigm (Cejda, 1999).   A 

growing body of literature, however, indicates that this traditional assumption is no 

longer representative of actual transfer patterns.  Baccalaureate graduates who utilize the 

community college either as an access point to higher education or to meet specific 

degree requirements often do not complete the associate�s degree to an extent that would 

reinforce the traditional 2+2 concept of transfer (Piland, 1995).   Ludwig and Palmer 

(1993) found that of the baccalaureate graduates who transferred community college 

coursework (38%), only six percent completed the associate�s degree.  Only nine percent 

of the baccalaureate completers in Adelman�s (1992) study had completed the associate�s 

degree.  In Cejda�s (1999) study, 29% of the transfer students who completed the 

baccalaureate degree had also completed the associate�s.  Palmer, Ludwig, and Stapleton 

(1994) recommended analysis of student transfer in local contexts.  The intent of this 

research is to conduct such an analysis focusing on the context of the rural university 

setting.  This research will review the definitions used for �transfer student�, but the 

intent of the study is to describe transfer behavior in an environment heretofore 

overlooked in previous research.  For the purposes of this study, the term �rural� will 

refer to a university in a small city that is more than 200 miles from any metropolitan 

location.  The public baccalaureate-granting institution in this locale will be referred to as 

State University (SU).  Although the traditional two-plus-two path is no longer the norm, 
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data reveals that the community college does play a significant role in baccalaureate 

attainment for a large number of students.  According to the Beginning Postsecondary 

Student Longitudinal Study (Berkner et al., 2000) 24% of the students who began their 

postsecondary education at a public community college in the 1995-96 academic year 

intended to transfer to a four-year institution prior to completing the associate�s degree.  

Forty-three percent of the students in their study who began at a community college 

actually transferred.  Palmer, Ludwig, and Stapleton (1994) found, in their study 

involving thirty baccalaureate-granting institutions, that 75% of the community college 

transfer students stayed at the community college long enough to earn a minimum of 49 

semester hours, and 37% of the transfer students they studied earned the associate�s 

degree prior to transferring.   

 The national transfer rates for 1989 and 1990 were 21.5% and 21.8%, respectively 

(Phillippe, 1999, 2000).   Students who transfer to a doctoral institution (according to 

Carnegie Foundation classifications) were less likely to have earned the associate�s 

degree, 28% of the transfer students did so, than those who transferred to a university not 

classified as doctoral, in which case 43% of the transfer students had completed the 

associate�s degree.  Their findings tended to remain consistent across gender and 

ethnicity, and there seemed to be little difference in the number of credit hours earned by 

community college transfers to both doctoral and non-doctoral institutions (Palmer et al., 

1994).   Furthermore, Palmer concluded that a significant number of the students who 

earned 60 or more semester hours prior to transfer did not complete the requirements for 

the associate�s degree.  Phillippe (1998) and Berkner (et al. 2000) found that the number 

of community college students who transfer prior to taking a credential is more than five 
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times the number of those who do take a certificate or associate�s degree.  Examining the 

enrollment of first-time students from the 1989-90 cohort who began at community 

colleges, Berkner (1996) found that only four percent of the students who had transferred 

to baccalaureate-granting institutions had attained the associate�s degree prior to transfer, 

and only 0.6% of the transfer students had taken a certificate at the community college.    

Of the entering cohort, 17.2% of the first-time students attained the associate�s degree; 

therefore, it is clear that the vast majority of transfer students do not take a credential at 

the community college prior to transfer.   

 There is a distinct difference in the transfer behavior among part-time and full-time 

students.  Of the students who were enrolled full-time at the community college in their 

first semester, six percent completed the associate�s degree before transferring to 

baccalaureate-granting institution, while only 1.8% of the students who began with part-

time enrollment completed the associate�s degree prior to transfer.  The probability of 

students taking a degree at either the community college or the baccalaureate-granting 

institution decreases in a negative correlation to the students� ages.  Of the students in the 

1989-90 entering cohort aged 18 or younger, 6.4% earned an associate�s degree prior to 

transfer, and 11.9% of the transfer students had earned a baccalaureate degree within four 

years.  Conversely, of the entering students aged 30 or older, 0.6% earned an associate�s 

degree or baccalaureate degree within four years.  Of the entire cohort, 77.8% earned no 

credential at their first institution, 78.7% did not transfer to another institution, and only 

22% transferred from the community college to a baccalaureate-granting institution.  Of 

the 22% who did transfer, 61.2% transferred to a baccalaureate-granting institution 

(Berkner, 1996; Phillippe, 1998).  The National Center for Education Statistics (1997), 
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presents similar results in their report.  From the 1989-90 entering cohort, 45% of the 

students had enrolled at more than one institution by 1994, with 33% attending two 

institutions, and 12% attending three or more.  They present a stark contrast to the 

national transfer rate of students who begin at the community college, reporting that 43% 

of the entering community college students transferred by 1994.  This difference between 

the transfer rates in the Berkner (1996) and NCES (1997) reports is due to differing 

definitions of transfer.  NCES defines transfer as �a transition between postsecondary 

institutions in which the second institution typically grants the student credit for 

coursework taken at the first institution.� (NCES, 1997), while Phillippe (1998) and 

Berkner (1996) use the more widely recognized definition which states that a transfer 

student is one who earns at least 12 credit hours at their initial institution and enrolls at 

another postsecondary school within four years.  NCES (1997) also reports that 22% of 

these transfers move to a baccalaureate-granting institution, and 15% move to another 

community college.  Of the community college transfers, minority students who attained 

the associate�s degree prior to transfer were more likely to earn a bachelor�s degree than 

those who did not take a credential at the community college.  Forty-three percent of the 

associate�s degree completers earned a baccalaureate degree within 5 years, compared 

with 17% of those who did not take a credential at the community college (NCES, 1997).  

Cohen and Brawer (2003) describe the �cooling down� role often placed upon the 

shoulders of the community college, but given the data presented above, it would seem 

that the community college is serving more of a �heating up� function, facilitating 

students� articulation of goals and movement toward the completion of those educational 

aspirations.  The opposite, however, is true when students transfer from the 
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baccalaureate-granting institution to a community college.  Fifty-five percent of the 

students who �transfer down� to the community college after initially enrolling at a four-

year institution will leave higher education within the first year of their enrollment.  

(NCES, 2002).   In short, if a student is not successful at the baccalaureate institution, the 

community college will have only one semester�s time to facilitate that student�s re-entry 

into the baccalaureate-seeking community and retention in higher education at large. 

 The NCES (2002) re-defines transfer (as compared with the definition used in the 

1997 study) as �occurring when a student is no longer enrolled in one institution (the 

origin) and subsequently enrolls in a different institution for a period of at least 4 months 

(the destination)�   (p. 172).   While this definition fails to take into account the role of 

the community college in facilitating baccalaureate completion during short (less than 

four months) and summer sessions, it does allow analysis of students� use of varying 

institutional types, each for significant lengths of time, toward achievement of their 

educational goals (NCES, 2002).  In Boughan�s (1996) study, only 2.4% of the students 

studied (N=2,033) earned either a certificate or an associate�s degree in addition to 

transferring, while 62.9% left the community college entirely.  Of the 2,033 students, 

20.2% (approaching the average national transfer rate of 21%) of the students chose to 

transfer without earning a degree at the community college.   

Nespoli (1997) discussed the positive outcomes associated with the dual 

admissions program in which students at 19 community colleges in New Jersey could be 

simultaneously admitted to Rutgers University in order to facilitate transfer.  In the 

Rutgers program, however, students are required to complete the associate�s degree prior 

to transfer.  In this program, transfer rates are 10% higher than that of students who do 
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not participate in the program.  This program ran from 1991 to 1995 and served to 

effectively challenge the community colleges� critics on the subject of baccalaureate 

attainment (Dougherty, 1987, 1991, 1992; Alba & Lavin, 1981; Astin, 1977; Brint & 

Karabel, 1989; Crook & Lavin, 1989).   Nespoli (1997) cites a 1993 study (Lee, et al., 

1993) which utilized national longitudinal data and found that students who successfully 

navigate the transfer experience attain baccalaureate degrees at the same rate, 69% within 

six years, as students who begin at the baccalaureate-granting institutions.  Nespoli 

(1997) concludes, given this data, that the efforts to be made should focus on increasing 

the transfer rate.  As more students proceed through the transfer pipeline successfully, 

larger numbers of baccalaureate recipients result (Graham & Hughes, 1994; Gray, 1996).   

The dual admissions program at Rutgers is simply that, a dual admission program that 

facilitates the transfer process and results in larger numbers of both associate and 

baccalaureate completers.  Students� movement to Rutgers is guaranteed by their 

completion of the associate�s degree with a GPA of 3.0 or above, and they are given 

junior standing at Rutgers.  Furthermore, the dual admissions students are given the 

opportunity to register before other transfer students, and they are guaranteed housing on 

the Rutgers campus.  Academic advising is ongoing, from both the community college 

and Rutgers advisors.  Dual admissions students are made aware of needed prerequisites 

for courses at Rutgers while they are at the community college and allowed to register for 

those courses during their sophomore year (Nespoli, 1997).  The dual enrollment program 

at Rutgers University is beneficial to the institutions involved as well as the students.   

The community colleges are able to attract highly motivated students with the program 

and require them to complete the associate�s degree, thus improving graduation rates at 
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the community colleges.  Rutgers benefits in that it receives highly motivated students 

who are prepared for upper division coursework and whose programs of study are clearly 

identified, reducing the number of extraneous courses taken by the students.  

Furthermore, both institutions are clearly fulfilling their mission and making the most 

efficient use of their resources, maximizing the benefit to the student and minimizing the 

fiduciary load on each institution (Nespoli, 1997).   The students receive the benefit of 

attending a low-cost community college during their first two of a four-year 

baccalaureate program while receiving advising from both the community college and the 

university.  Programs of study are clearly presented to the student, and expectations are 

both appropriate and clearly communicated from the institutions to the student.  Students 

also benefit from the knowledge that their acceptance to a selective university is 

guaranteed by their meeting the requirements of the dual admissions program (Nespoli, 

1997).   The Rutgers dual admission program is an excellent example of an articulation 

agreement that works for both the students and the institutions.  By streamlining the 

transfer process, the 19 community colleges in New Jersey improved their transfer rates 

and the probability that the students who do transfer will attain a baccalaureate degree. 

 What paths do students follow in their pursuit of the bachelor�s degree, utilizing the 

community college, when they are located in a rural area with limited opportunities for 

postsecondary achievement?  For the sake of this research, a �rural� setting will be 

defined as a location where agrarian industry dominates the economic base, and the 

closest metropolitan location requires more than three hours of travel by road.  This area 

is also characterized by significant distances (greater than 70 miles) between the towns 

which are home to community colleges.  The transfer mission of the community college 
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is in need of redefinition (Townsend, 2001), and redefinition must be context-specific.  

The specific context of interest here is the rural environment with limited opportunities 

for postsecondary achievement. 

 The state of Oregon addressed their evaluation of student transfer for the sake of 

achieving the baccalaureate degree without regard to geographic location (Arnold, 2001).   

In a statewide analysis of student transfer, across all institutional types, the role of the 

community college was well documented.  Oregon identifies the Associate of Arts (AA) 

with the additional name of �Oregon Transfer Degree� (OT).   The AA/OT degree gives 

its completers the ability to register as juniors at any Oregon University system institution 

with all lower-division academic requirements fulfilled.  The AA/OT completers make up 

10% of all transfers within the public postsecondary systems in Oregon; however, the 

AA/OT completers represent 55% of all students who earn a baccalaureate degree for any 

given year.  The research did not indicate that transfer students who complete the AA/OT 

degree are guaranteed admission to the baccalaureate-granting institution of their choice.  

Most students in Oregon who begin at the community college transfer to an in-state, 

public, baccalaureate-granting institution prior to earning the AA/OT degree.  These non-

completer community college students transfer at a lower rate (14%) than those who earn 

the AA/OT degree prior to transfer (48-54% respectively from the 1995-96 through 1998-

99 academic years) (Arnold, 2001).   This information provides valuable insight into the 

clearly positive role that Oregon community colleges play in facilitating baccalaureate 

attainment.  The research in Oregon (Arnold, 2001) provides a statewide perspective on 

transfer and the role of the community college without focusing on metropolitan 

locations.  This study, in contrast, seeks not to examine students� community college to 
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university transfer on a statewide perspective but rather specifically in a rural setting 

where the institutions do not share geographic propinquity. 

 The qualifying characteristic of most studies of transfer students� use of the 

community college is the focus of the research on urban locations where students have 

access to multiple institutions from which to choose.  (Boughan, 1996; Cejda, 1999; De 

los Santos and Wright, 1990; Piland, 1995).   The �swirling� effect, in which students 

either move back and forth between the community college and baccalaureate-granting 

institution or by enrolling concurrently in both institutional types, is quite common in 

metropolitan areas that provide students with numerous avenues for acquiring the needed 

credits for their baccalaureate degree (Boughan, 1996; De los Santos & Wright, 1990; 

Piland, 1995).   The most effective facilitator of the transfer function is a positive 

relationship between the university and its primary feeder community college, such as 

that seen between Arizona State University and the Maricopa Community College 

District (De los Santos & Wright, 1990; Richardson & Doucette, 1980).   These two 

institutions are located in the same metropolitan area, which provides a convenience of 

propinquity that facilitates both the �swirling� effect, and completion of the baccalaureate 

degree utilizing the offerings of both institutions.  These two institutions maintain open 

communication on curriculum issues, and student services are coordinated and consistent 

between them.  Fully one-third of the students who graduate from Arizona State 

University are former Maricopa students, and De los Santos and Wright (1990) also 

found that almost 3,500 students were concurrently attending one of the six MCCD 

campuses and Arizona State University.   
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 Boughan (1996) found that the majority (53.2%) of students at a community college 

in the Washington, D.C. metropolitan area who transferred went to an in-state public 

four-year college or university, and 12.8% of the transfers moved to another public 

community college in the state.  Piland (1995) studied students who transferred from one 

of the eight community colleges in San Diego County to San Diego State University, the 

largest of the California State University campuses.  From 1987 to 1992, 1,796 students 

made this transfer and completed their baccalaureate degrees.  Cejda (1999) studied 

community college transfers in a major metropolitan area in a mid-Atlantic coast state 

with two community colleges in the immediate geographic area.  These community 

college transfers constituted almost half (49%) of the baccalaureate completers.  The 

movement of students in the Phoenix, San Diego, Washington D.C. and other east-coast 

metropolitan areas is characterized by a plethora of educational opportunities and choices 

for students.   

 Cejda (1999) identified four roles that the community college can play in students� 

baccalaureate attainment.  The traditional role is the closest to the concept of the two-

plus-two paradigm.  In this category, students use the community college as an entry 

point to higher education.  This initial entry can involve the completion of anywhere from 

12 to 60 or more hours prior to transfer.  The traditional role does not assume completion 

of the associate�s degree, rather that the student entered postsecondary education through 

the community college and completed a minimum of twelve credit hours there.  The 

completion of the associate�s degree prior to transfer was part of the original transfer 

function of the community college, but it will not be paramount to this definition.  The 

occasional needs role is the use of community college course offerings to fulfill specific 
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needs the student may have to complete the baccalaureate degree.  These needs can 

include, but are not limited to, summer or inter-session coursework which can expedite 

completion, provide needed prerequisites, or fill in gaps in the student�s general 

education requirements.  Students who utilize the community college in the occasional 

needs role enter postsecondary education at the baccalaureate-granting institution and 

move to the community college for short sessions to complete credits for transfer.  The 

returning transfer role is used by those students who begin at the baccalaureate-granting 

institution but move to the community college to complete 12 or more hours.  Students 

may exercise this possibility when assimilation to the university environment proves 

problematic, choosing to move to the less-threatening community college environment in 

order to acquire and hone their collegiate skills.  These students later return to the 

baccalaureate-granting institution to complete their baccalaureate degree.  Students who 

fit this role may not return to the same baccalaureate-granting institution at which they 

began their postsecondary endeavor.  The traditional/continuing needs role describes 

those students who begin by following the traditional path, but choose to return to the 

community college for specific needs, such as prerequisites or general education 

requirements not available during a specific term at the university.  Their initial 

enrollment as a beginning student occurs at the community college, they transfer after 

completing a minimum of twelve credit hours, then later return to the community college 

for short sessions to complete hours for transfer (Cejda, 1999, p. 4). 

 While previous research has clearly shown that all of these roles are utilized by 

students in their �swirling� (De los Santos & Wright, 1990) between the community 

college and baccalaureate-granting institutions, the use of these patterns has assumed a 
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geographic propinquity between the institutions.  The question to be answered, therefore, 

is the relevance of this pattern in geographic areas where there is not a community 

college in the immediate vicinity of a receiving four-year institution. 

 

Purpose 

 The purpose of this study is to examine the role of the community college in the 

baccalaureate attainment of graduates of a four-year institution in a rural environment.  

Universities that have a community college in their immediate locale enjoy the benefit of 

a �feeder� school from which they can receive transfer students.  The dynamic of the 

context being discussed is that of an institution that must attract transfer students from a 

number of community colleges that are located 70 or more miles away.  Specifically, the 

study will examine the course records of baccalaureate graduates from a master�s 

comprehensive (Carnegie classification) university in a rural area.  It began as a 

community college in 1928 and became a baccalaureate-granting institution in 1965.  It is 

a member of the third largest university system in its state, and a graduate school was 

added in 1970.  This institution is located in the southern United States and is accredited 

by the Commission on Colleges of the Southern Association of Colleges and Schools.  

This institution is located in a small city with a population under 90,000, and the 

community college that maintains a branch in the city does not offer academic (non-

vocational) coursework.  As a result, students do not have the opportunity to enroll 

concurrently in community college and university courses unless they utilize courses 

delivered via the web.  
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Need for the Study 

Community colleges experienced a tremendous enrollment growth from 1970-2000.  

Fall enrollment at the community colleges grew by 237% from 1970 to 2000, while 

enrollment at public four-year institutions grew by only 38%.  From 1998 to 2000, 

community college enrollment increased by over 23%, while public four-year school 

enrollment grew by only nine percent (Census Bureau, 2001; Digest of Educational 

Statistics, 2003).  Projections by the National Center for Education Statistics (2003) put 

nationwide community college enrollment for the year 2010 at almost 6.5 million 

students, an increase of over 13% over fall 2000 enrollment figures (NCES, 2003). 

Enrollment for the fall 2000 semester was largely focused in the community colleges.  A 

total of 57.85% of public postsecondary enrollment in the United States is found in the 

community colleges (Chronicle, 2003).  The numbers of students who enroll at the 

community colleges, combined with the projected enrollment growth, demonstrates the 

need for examination of student transfer in a variety of contexts.  The transfer rates of 

ethnic minorities further supports this affirmation.  The role of the community college in 

facilitating students� acquisition of a baccalaureate degree is central to its mission and 

demands examination in all contexts (Palmer et al., 1994; Townsend, 2001). 

 Additional need for the study can be found in the national emphasis on accountability 

in higher education, the declining fiscal resources available for postsecondary education, 

and the view of the baccalaureate degree as the basis of most professional careers 

(Harbin, 1997).  Also, a number of states have enacted legislation intended to facilitate 

the transfer function of the community colleges (Kintzer & Wattenbarger, 1985; Swanson 

& Jones-Johnson, 2003).  
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Research Questions 

The following research questions will guide the study: 

1. What is the demographic profile of the community college transfer student in a 

rural setting? 

2. What percentage of the baccalaureate graduates who completed hours at the 

community college followed each of the four roles (Cejda, 1999) as indicated 

below? 

a. Traditional role 

b. Occasional needs role 

c. Returning transfer role 

d. Traditional/continuing needs role 

3. At SU, students in which major fields of study are most likely to transfer 

community college credits toward completion of the baccalaureate degree? 

4. What portions of the baccalaureate degree (general education, major, electives, or 

other) are fulfilled using community college transfer courses? 

5. Given the location of State University, what proportion of the graduates 

completed the associate�s degree en route to baccalaureate completion? 
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Conceptual Framework 

 This study will examine the patterns of community college usage by baccalaureate 

completers.  Adelman (1992) and Palmer, Ludwig, and Stapleton (1994) examined 

baccalaureate graduates� transcripts to determine the extent to which they utilized 

community college opportunities on the path to their bachelor�s degrees.  Cejda (1999) 

improved on this concept by examining the degree audit records of 1,193 baccalaureate 

completers at a private, liberal arts institution.  This researcher will examine the concepts 

of the community college transfer function in the context of an isolated, rurally located 

baccalaureate-granting institution.  In Cejda�s (1999) examination of the transfer 

literature, a common finding was the use of community college credit hours toward the 

bachelor�s degree without completing the associate�s degree.  This research will describe 

the transfer patterns as applied to an institution in a specific context.  The intent of this 

research effort is not to compare and contrast but simply to describe and analyze the ways 

in which students in a rural environment utilize community college offerings when 

baccalaureate attainment requires relocation in order to reach the baccalaureate-granting 

institution. 

 For the purposes of this research, the location of State University is considered to be 

rural because its economic focus is agrarian, there are limited opportunities for 

postsecondary accomplishment, and the closest city with a population of more than one 

million is more than 200 miles away.   

 The central concepts to this dissertation are those related to the role of the community 

college in facilitating students� achievement of their baccalaureate goals.  The community 

college began as a junior college, serving as the point of entry to higher education (Lucas, 
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1994).   It is in its beginnings that we see the community college serving the traditional 

needs role of providing the first two years of the traditionally four-year baccalaureate 

degree.  The role of the junior college was very clearly defined in that it was created 

solely for the purpose of preparing students for the upper division challenges that lay 

ahead at the baccalaureate-granting institution with which it was affiliated.  As a result, 

the 2+2 paradigm is clearest in the role that the community college played in students� 

educational accomplishments in the early through the mid-twentieth century.  Students 

began at the junior college, earned the associate of arts or associate of science, and then 

progressed through the baccalaureate programs (Lucas, 1994).   The junior colleges, 

initially charged with preparing students for the rigors of baccalaureate education, were 

then given the responsibility of addressing the needs of under-prepared students.   

 It is the �traditional needs� (Cejda, 1999) role that receives the most attention in the 

literature, with numerous authors working to define and delineate transfer rates that 

assume the community college as the port of entry to higher education and thus primarily 

responsible for transfer (Arnold, 2001; Barry & Barry, 1992; Bers et al., 1992; Blau, 

1999; Castañeda, 2002; Cejda, 1999; Cohen, 1983, 1994; De Los Santos & Wright, 1990; 

Knoell & Medsker, 1965; Laanan, 1996; McCormick & Carroll, 1997; Nespoli, 1997; 

Piland, 1995; Rendon, 1995; Tobolowsky, 2001).   The state of Oregon has reinforced the 

traditional role of the community college in students� pursuit of the baccalaureate degree 

with the AA/OT degree (Arnold, 2001).   The Associate of Arts/Oregon Transfer degree 

is a 90-hour program at each of the state�s community colleges which fulfills all of the 

lower-division general education requirements for all public universities in the state.  Just 

over half (54%) of all students who earned the AA/OT degree in the 1998-99 academic 
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year transferred to a baccalaureate-granting (public) institution in Oregon; however, these 

AA/OT recipients represent only 10% of all community college to university transfer 

students in the state (Arnold, 2001).   The students who take the AA/OT degree, however, 

are more likely to persist and complete the baccalaureate degree than those who transfer 

without the community college credential.  Of all students in Oregon University System 

institutions who earn a baccalaureate degree in any given year, 55% are AA/OT 

completers who transferred (Arnold, 2001).   While the concept of a �linear� transfer is 

supported with the AA/OT program, it is not the typical progression of the majority of 

students in Oregon. 

 The �non-linear� (Porter et al., 2000) use of the community college to achieve 

educational goals has been noticed and documented as well.  This non-traditional use of 

the community college gives rise to a number of concepts that must be clearly understood 

prior to their analysis.  The �traditional role� seen in students who begin at the 

community college then move to the baccalaureate-granting institution, as discussed 

above, is the first concept for analysis.  Three other roles are also important to this 

discussion. 

 There is a population of students who utilize the community college only to meet 

specific needs, to fill gaps, or to quicken the pace of their baccalaureate achievement.  

This �occasional needs� role (Cejda, 1999) belongs to those students whose academic 

skill and preparation allow them to enter the baccalaureate-granting institution 

immediately upon graduation from high school.  They may, however, take courses at a 

community college in the vicinity of their hometown in order to cut costs or facilitate 

timely completion of their baccalaureate degree.  The students who utilize the community 
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college in an occasional needs role have a dual �place� concept.  Their �space� involves 

Place A, their baccalaureate-granting institution, and Place B, the community college 

whose resources and offerings they are utilizing toward their baccalaureate degree.  

These two �places� are distinct from each other, but the student�s �space� is more firmly 

connected to Place A, their home institution.  The student assimilates the community 

college into his/her �space� but does not become a significant, attached part of the 

community college �place.�  These students most often take courses at the community 

college during summer sessions (Bers, 1992; Porter et al., 2000) or short sessions that are 

offered between the fall and spring semesters at their principal institution, and the 

concept of concurrent enrollment (also called �co-enrollment�) at the baccalaureate-

granting institution and the community college also fits this description (Baratta, 1992; 

De los Santos & Wright, 1990; Porter et al., 2000).  These students are referred to as �un-

impacted� students because they are not exposed to an adequate proportion of the 

community college curriculum to be considered products of these institutions (Cohen, 

1991, 1994).  Boughan (1996) found that 88% of the occasional needs students in his 

study were characterized by use of the community college to fulfill their developmental 

education needs. 

 A number of authors have examined the phenomenon of reverse transfer, the 

movement of students from the baccalaureate-granting institution to the community 

college at any time during their educational career (Graham & Dallam, 1986; Kajstura & 

Keim, 1992; Porter et al., 2000; Winter, 2001).  The reverse transfer can include students 

who have completed the baccalaureate degree and move to the community college for 

specific job skills as well as the non-completers who move to the community college for 
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academic reasons (Kajstura & Keim, 1992).  This phenomenon gives rise to the role of 

the �returning transfer� role (Cejda, 1999) of the community college in baccalaureate 

attainment.  The returning transfer student does not assimilate the baccalaureate-granting 

institution or community college into their �space,� nor did they become a part of that 

institution�s �place.�  These students have failed to establish a strong connection to either 

the community college or the university �place�.  Rather, they assimilate opportunities at 

different institutions into their �space� based on their perceived social capital needs at a 

specific point in time.  The reverse transfer who has not completed the baccalaureate 

degree may well become a �re-transfer� who moves from the community college to the 

baccalaureate-granting institution a second time (Porter et al., 2000), but often these re-

transfer students do not return to the baccalaureate-granting institution they initially 

attended (Clagett, 1993).  For the purposes of this dissertation, the concept of the 

returning transfer will be limited to the non-completer who moves from the 

baccalaureate-granting institution to the community college prior to earning a degree.  

These students often engage in multiple transfers in order to complete their baccalaureate 

degree, and some will return to their initial choice of baccalaureate-granting institution 

for completion of the baccalaureate degree (Kearney, 1995). 

 The final role identified in the literature often used by community college transfer 

students is an extension of the traditional role.  The �traditional/continuing needs� role 

(Cejda, 1000) can be viewed in the co-enrolled students who continue their enrollment at 

the community college after their initial enrollment at the baccalaureate-granting 

institution (Porter et al., 2000), and it can be seen in those students who return to the 

community college to fulfill specific needs related to their baccalaureate requirements 
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(Cejda, 1999).  The traditional/continuing needs students maintain two distinct �places� 

which are part of their individual �space�.  The student makes a successful assimilation to 

the baccalaureate-granting institution�s environment, while maintaining the community 

college as a resource to be utilized in achieving their degree goals, thereby expanding 

their �space� well beyond any one institution. 

 

Definitions 
 

• 12-23 credit hours � completion of one semester, but less than one year of full-

time study. 

• 24-47 credit hours � completion of one, but less than two years of full-time study. 

• 48-59 credit hours � completion of two years of full-time study, but less than the 

number of credit hours required for the associate�s degree. 

• 60+ credit hours � completion of credit hours equivalent to the associate�s degree. 

• Baccalaureate completer � a student who has been awarded a baccalaureate 

degree, with a minimum of 124 semester credit-hours at a baccalaureate-granting 

institution. 

• Baccalaureate degree � a degree requiring no less than 124 hours, no less than 

25% of which must be taken in residence at the institution awarding the degree, as 

per accreditation criteria from the Commission on Colleges of the Southern 

Association of Colleges and Schools. 

• Full-time enrollment � for undergraduate students, full-time enrollment is no less 

than 12 credit hours per long semester. 
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• Occasional needs role � use of community college course offerings to fulfill 

specific needs the student may have to complete the baccalaureate degree; these 

needs can include, but are not limited to, summer or inter-session coursework 

which can expedite completion, provide needed prerequisites, or fill in gaps in the 

student�s general education requirements (Cejda, 1999). 

• Returning transfer role � used by those students who begin at the baccalaureate-

granting institution but move to the community college to complete 12 or more 

hours; students may exercise this possibility when assimilation to the university 

environment proves problematic, choosing to move to the less-threatening 

community college environment in order to acquire and hone their academic skills 

(Cejda, 1999). 

• Rural � referring to a city or location that is not recognized as a major 

metropolitan area. 

• Traditional role �students� use of the community college as a point of entry to 

higher education; involves students� completion of anywhere from 12 to 60 or 

more hours prior to transfer to a baccalaureate-granting institution; this role is the 

closest to the 2+2 paradigm (Cejda, 1999). 

• Traditional/Continuing needs role � describes those students who begin by 

following the traditional path, but choose to return to the community college for 

specific needs, such as prerequisites or general education requirements not 

available during a specific term at the university (Cejda, 1999). 
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Assumptions 

 The primary assumption of this study lies in the primary student demographics 

reached by SU.  State University attracts, for its undergraduate student body, the 

traditional college student.  The gender split on campus is 55%/45% female/male, and 

57% of all enrollment is from the 20 counties closest to it.  The vast majority (80%) of all 

SU students attend on a full-time basis.  Undergraduate students who choose to attend SU 

are assumed to relocate to the city in which SU is located in order to facilitate enrollment.  

Transfer students from the community colleges within reasonable daily driving range 

(80-150 miles) are not likely to commute to SU because of the inconvenience of such a 

commute without public transportation.  Undergraduate students who attend full-time and 

whose classes meet twice weekly would be forced to make the commute at least twice 

weekly, and relocation would prove less problematic.  Transfer students who attend SU 

will be assumed to have relocated to the city of SU�s location in order to complete their 

baccalaureate degree.  Lastly, the accuracy of data entry by the transfer services staff at 

SU is assumed to be 100%.  While 100% accuracy may be improbable, this researcher 

has no means of verifying that the staff that enter transfer credit follow a procedure that 

exactly matches the stated SU policy.  As a result, the data provided to me is assumed to 

be accurate. 

 

Delimitations 

 This study will be narrowed to an examination of baccalaureate degree graduates 

from a six-year time span that were awarded degrees by an institution that does not share 

geographic propinquity with a community college offering academic coursework.  The 
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sample will come from this institution�s student records database, providing this 

researcher with a population of graduates spanning a six-year time frame.  Examination 

of this entire population of students will provide a holistic view of the transfer 

phenomenon in a rural setting. 

 I will examine the degree plans for each graduate who utilized the community college 

to earn credits toward his/her baccalaureate degree to determine which role (Cejda, 1999) 

the community college played in that student�s baccalaureate attainment.  Furthermore, I 

will identify those major fields that contain greater numbers of transfer hour and the 

extent to which students completed the associate�s degree prior to transfer.  In this 

research, I will describe the transfer behavior of students choosing to attend SU, a rural, 

baccalaureate-granting institution.  I will present a portrait of the inter-institutional 

movement of students who transferred baccalaureate hours into SU from a community 

college. 

 

Limitations 

 Perhaps the single greatest limitation of this study is the focus on baccalaureate 

completers.  An examination of all members of the graduates� entering, including non-

completer cohorts, would provide additional information that would allow this researcher 

to look at the effectiveness of the community colleges in facilitating baccalaureate 

attainment.  This effort, however, is focused on the role that community colleges played 

in baccalaureate attainment, rather than their effectiveness in facilitating students� 

achieving that goal.  It will provide insight into the relationships between SU and the 

surrounding community colleges.  These insights can be used to establish a transfer 
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concept specific to the rural setting and later expand the study to a representative sample 

of institutions. 

 The data to be collected will include all attempted coursework attempted, with the 

exception of developmental/remedial courses.  The role of the community college in 

baccalaureate attainment can include the development of skills for students unprepared 

for college-level coursework.  While remediation is an important part of the community 

college mission, it is the transfer of baccalaureate-level work that is the focus of this 

research.  Analysis of developmental efforts prior to transfer would provide invaluable 

insight into perhaps a fifth, �preparation� role of the community college in baccalaureate 

attainment.  Because this data is not included in the degree plan files to be acquired from 

SU, the role of academic skills development at the community college prior to transfer 

will not be included in this analysis. 

 

Summary 

 In summation, the attainment of a baccalaureate degree may involve utilization of 

course offerings from a number of institutions, both at the two-year (community college) 

and four-year (senior university) levels.  While the process of transfer has been 

extensively researched and documented, debate continues on the most effective method 

of computing transfer rates, and means of supporting transfer students and facilitating 

their success.  The mission of the community college is also an integral part of any 

discussion of transfer.  These areas of research will receive brief mention here because, 

while they are only indirectly relevant to the study at hand, the focus of this discussion 
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will rest solely on how students utilize course offerings at the community college in order 

to complete a bachelor�s degree.   

 Previous studies have discussed how the community college contributes to students� 

attainment of the baccalaureate degree (Cejda, 1999; Boughan, 1996; De los Santos & 

Wright, 1990; Piland, 1995).  These studies have discussed situations in which the 

community colleges and baccalaureate-granting institutions shared a close geographic 

proximity and the kind of intimate, �feeder-school� types of relationships seen between 

community colleges and universities that are located in the same metropolitan area.  Such 

cases include Arizona State University and Maricopa Community College District, the 

University of Texas and Austin Community College, and the University of Miami and 

Miami Dade Community College.  The context of this discussion will fall in a non-

metropolitan location, with the transfer examination focusing on a baccalaureate-granting 

institution that does not share its immediate geographic setting with a comprehensive 

community college.  The research at hand will differ in that there is no specific �feeder 

institution� upon which the baccalaureate-granting institution can depend for a steady 

stream of transfer students. 

 The remainder of this dissertation will consist of four chapters.  Chapter two will 

review the literature relevant to the role of the community college in facilitating 

baccalaureate attainment, and chapter three will outline the methodology to be used in 

this descriptive study.  Chapter four will present the data collected and the resulting 

findings, and chapter five will examine how the data answers the research questions, and 

then conclude the study. 
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CHAPTER TWO 
 

REVIEW OF THE LITERATURE 
 
 

Introduction 
  
 Because the literature which examines student transfer from a course and degree-

specific perspective is limited, the discussion of such literature will be brief.  In order to 

understand the phenomenon of transfer in a limited choice environment, however, one 

must have a clear understanding of the research covering a number of aspects of transfer.  

This research will discuss the historical foundation of the community college in order to 

facilitate an understanding of its transfer function.  One cannot discuss the phenomenon 

of transfer without adequately defining �transfer� as a concept.  Such a definition has 

received voluminous attention, and the discussion of this concept will be mentioned in an 

abbreviated manner.  The actual procedure which students must follow in order to 

transfer from a community college to a baccalaureate-granting institution has also been 

the subject of substantial research.  This process, and the accompanying phenomenon 

known as �transfer shock�, is related to the manner in which students utilize the 

community college in their baccalaureate attainment.  The literature on both the process 

and transfer shock will be discussed.  The transfer path and patterns of transfer are both 

closely related to the role of the community college in baccalaureate attainment, and as a 

result, their research will receive attention in this literature review.  The literature on the 

classification of transfer roles which grow out of students� transfer behavior will focus on 

the work of Cejda (1999), Mitchell and Grafton (1985), and Kearney (et al., 1995).   

Finally, the concepts of reverse transfer and barriers to baccalaureate completion will be 



  27
 

addressed briefly.  The discussion of all of these topics will provide the holistic 

perspective necessary for an understanding of transfer behavior in a rural environment. 

 
Historical Underpinnings 

 
 The concept of the �junior college� was born out of the concept of an institution 

intended specifically to prepare students for the second half of the baccalaureate degree.  

The idea of the �junior college� then grew out of the necessity of suburban municipalities 

to provide opportunities for postsecondary education while addressing the absence of 

substantial funding required for the establishment of formal, baccalaureate-granting 

colleges.  Their day-to-day existence and survival was made possible through a funding 

system not unlike that of the local elementary and secondary public schools, while their 

structure bears heavy resemblance to that of the university as a result of the need for 

accreditation.  Yet even in its infancy, the role of the junior college was the subject of 

rigorous debate between those who held that its purpose was access to higher education 

opportunity and those who believed it should be focused on terminal programs (Frye, 

1993).  The concept of the �junior college� consisted of an institution providing a liberal 

arts curriculum which was intended to prepare students for the rigors of baccalaureate 

coursework, (Burstein, 1996) which was bolstered by those who saw the junior college as 

an �academic sorter� (Lee et al., 1993), similar to the �cooling out� function described by 

Cohen and Brawer (2003).   The historical mission of the community college provides the 

foundation for the transfer mission that is currently the subject of voluminous research.  

This transfer mission began in the junior colleges established in cities of less than 25,000 

people during the first half of the twentieth century (Pedersen, 1997), especially in the 

Midwest and Far West, where the populace longed for education beyond high school yet 
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were unable to fund a major university.  Over half of the 85 junior colleges in existence 

in 1918 were located in California, Missouri, Virginia, Texas, and Illinois (Lucas, 1994).  

Junior colleges were also established to complement the universities who wished to focus 

on the last two years of a baccalaureate degree (Rudolph, 1990).  A number of junior 

colleges also developed out of universities who were unable to remain viable (Rudolph, 

1990).  The birth of the community college, with the exception of those junior colleges 

established complementary to specific institutions such as the University of Chicago 

(Medsker, 1960), continued the tradition of postsecondary institutions as independent of 

federal and state control, creating a postsecondary system in the United States 

characterized by institutions connected directly only to local control (Weick, 1976).  It 

was the post-WWII era which provided the impetus for significant growth of the junior 

college concept and evolution into the modern comprehensive community college 

(Palmer & Eaton, 1991).  This evolution has come at the price of great confusion as to the 

mission of the community college and its role in society at large (Zoglin, 1982; 

Townsend 2001; Vaughn, 1986; Clowes & Levin, 1989; DuBois et al., 1999; Hoffman, 

1989; Boss, 1985; Frye, 1993).  Through its history, however, the junior college has 

come to represent a challenge to the tradition of liberal arts baccalaureate education 

which comprised the foundation of early American higher education (Rudolph, 1990).  

 By 1940, the American junior college had established its niche within society, 

providing opportunity to students who either did not desire or were unable to fund a full 

four-year degree directly out of high school.  Those who sought inexpensive 

postsecondary education and wished to remain within commuting distance from their 

homes also flocked to the junior colleges (Lucas, 1994).  The transfer mission of the 
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junior colleges was well-established by this time, yet the leaders in the liberal arts 

colleges saw the transfer student as a threat to the ideals of their own institutions.  As a 

result, the junior colleges began to view themselves in terms of providing terminal 

curriculum to prepare students for direct entry into the workforce as skilled trades people 

(Lucas, 1994).  Others, however, viewed the junior college as providing a �cooling out� 

function, moving students perceived as incapable of baccalaureate success into terminal 

programs to prepare them for the workforce (Clark, 1960; Cohen & Brawer, 2003).  The 

rise of the comprehensive community college thus came about through the intent to 

provide access to underprivileged students and prepare students who were not welcome 

in the elite liberal arts institutions.  The mission of the community college was thus 

defined clearly in terms of providing educational opportunity and workforce training for 

all segments of society, especially those left behind by society�s elitists (Lucas, 1994).  

The passage of the Higher Education Act in 1965, combined with the rapid growth in 

community college enrollment served to legitimize their existence.  The baccalaureate-

granting institutions, seeing that 20% of all postsecondary enrollment in 1965 was in the 

community college, growing to 50% in 1990, began to accept the inevitability of the 

transfer student and his/her contribution toward the growth of their own institutions 

(Adelman, 1994) 

 

Definition of Transfer 

 What is a transfer student?  The necessity of operationally defining the qualifications 

of the transfer student cannot be understated (Schmitz & del Mas, 1989).   A uniform 

definition would be ideal, but the varying patterns of student attendance make conformity 



  30
 

to a single model impossible.  The definition provided in Cohen�s (1992, 1994, 1995) 

research provides the foundation for expounding on the study of transfer students.  One 

notable exception to the general direction that most definitions take is that proposed by 

Fryer, Berman, Weiler, and Clawson (1990).   This group of researchers defined the 

transfer rate as the number of transfer students, multiplied by 100; the result then was 

divided by the number of students who left the community college.  In essence, this 

definition culls out all extraneous variables, such as number of hours earned and the time 

period involved by examining only students who left the community college and why 

(Fryer et al., 1990).  Baldwin (1994) used a similar approach to defining transfer in a 

study of the students who left Miami-Dade Community College during the 1991-92 

academic year.  The disadvantage of this definition is in the fact that it does not take into 

account the number of students who stop out of college and return, either to the 

community college or in transfer to a baccalaureate-granting institution after a period of 

non-enrollment.  As a result, the definition put forth by Cohen (1992, 1993, and 1995) is 

more widely used and accepted. 

 In order to define a transfer student, a number of criteria must be taken into account 

(Fredrickson, 1998; Garcia, 1992; Gillmore, 1997).  While colleges and universities do 

not collect uniform data other than that required by their state governing boards and the 

U.S. Department of Education, the information necessary for calculation of the transfer 

must be obtained.  The use of all entrants to the community college as the denominator 

yields inaccurate data because a significant portion of these students are reverse transfers, 

many of whom have already earned a baccalaureate degree (Cohen, 1993; Townsend, 

2000).   A number of transfer students begin their postsecondary career in vocational or 
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technical fields; therefore, transfer rates that include only students in academic courses or 

those who state an intention to transfer are also incorrect (Berkner et al., 2000; Cohen, 

1993; Grubb, 1991).  The denominator cannot be calculated using associate�s degree 

recipients because the vast majority of transfer students leave the community college 

prior to earning a credential (Berkner, 2000; Cejda, 1999; Cohen, 1993; Palmer, et al., 

1994; Phillippe, 1998).  Cohen (1993) states that students who enroll in remedial classes 

should not be included in the calculation because remedial work is non-transferable, yet 

many students can be left out of the calculation because their college-level work is 

accompanied by remediation in multiple areas of deficiency.  Establishing a minimum 

number of credit hours as criteria for inclusion in the transfer rate ensures that community 

college personnel have had ample opportunity to work with these students and impact 

their decisions regarding educational goals (Cejda et al., 2001; Cohen, 1993).  Others 

argue that the concept of transfer readiness presents a more accurate picture of 

community college effectiveness than the proportion of students who actually move to 

the baccalaureate-granting institution (Arnold & Ugale, 1996).  The concept of transfer 

readiness, however, faces the same problems in definition as that of transfer rate.  

Higgins and Katsinas (1999) state that ��the effectiveness of the transfer function likely 

remains the most difficult to assess.� (p. 1).    

 The NCES (2002) re-defines transfer (as compared with the definition used in the 

1997 study) as �occurring when a student is no longer enrolled in one institution (the 

origin) and subsequently enrolls in a different institution for a period of at least 4 months 

(the destination),�   (p. 172).  While this definition fails to take into account the role of 

the community college in facilitating baccalaureate completion during short (less than 
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four months) and summer sessions, it does allow analysis of students� use of varying 

institutional types, each for significant lengths of time, toward achievement of their 

educational goals (NCES, 2002).  This definition is also much more inclusive than that 

established by the Transfer Assembly (TA) (Cohen, 1992, 1993, 1995). 

 Using an approach similar to that proposed in Fryer�s (et al., 1990) concept in 

defining transfer, Baldwin (1994) conducted a study to discover the destinations of 

students who left Miami-Dade Community College during the 1991-92 academic year.  

Fully 36% of the leavers had matriculated at another institution in Florida, 76% of these 

transfers going to a public, baccalaureate-granting institution in the state.  The �leavers� 

in this study were defined as students who had earned a minimum of fifteen non-

developmental hours at the community college (Baldwin, 1994).  

 A uniform definition of a transfer rate has not yet been reached, and a consensus is 

unlikely in the near future.  Many will agree (Armstrong & Barnes, 1995; Banks, 1990; 

Cohen, 1992, 1993, 1995) that a transfer rate is calculated as the ratio of students who 

transfer over the total number of potential transfer students.  Oft-cited research (De los 

Santos & Wright, 1990) defines transfer simply as a student who moves from a 

community college to a university, while others (Piland, 1995) do not operationally 

define the concept of transfer in their research.  Yet questions remain.  Must a student 

earn an associate�s degree to be counted as a prospective transfer student, or does he/she 

simply have to attain a minimum number of hours at the community college (Banks, 

1990)? 

 After much debate, the Center for the Study of Community Colleges, through the 

Transfer Assembly, established a definition of transfer rate that was intended to suffice 
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for all involved in its study (Cohen, 1992, 1993, 1995).  The definition was stated as 

follows: 

�all students entering a two-year college in a given year who have no prior college 
experience and who completed at least 12 college credit units within four years, 
divided into the number of that group who take one or more classes at a university 
within four years (p. 7) 
 

 Given the varying definitions of transfer rate, what is the point of collecting this data 

and publishing it?  Cohen (1993) points out that the purpose of such inquiries is to 

measure the effect of various interventions on students� performance in the community 

college, through the transition to the baccalaureate-granting institution, and persistence to 

the baccalaureate degree.  Cohen (1992) states that resistance to a uniform definition of 

transfer rate has grown out of institutions� fear of comparisons by legislators that may 

result in negative impacts on funding.  Furthermore, postsecondary institutions have long 

enjoyed a wide degree of independence (Cohen 1992), thus adherence to uniform criteria 

of performance is contrary to the notion of the loosely coupled systems under which the 

postsecondary institutions in the United States were born and matured (Weick, 1976).  

Given the variety of students served by community colleges and the tendency of students 

to stop out, a longitudinal study of cohorts of students is ideal yet still difficult.  Such a 

study would have to cover significant periods of time to address all possible scenarios for 

the full-time and part-time students in the cohort, and limited cohort sizes or 

characteristics provides un-reliable data.  However, all research samples must be limited 

to a set time frame in order to provide timely conclusions from the analysis (Cohen, 

1992, 1993, 1995).  For instance, both Peng (1977, cited in Banks, 1990) and Adelman 

(1988) used the National Longitudinal Study of the high school class of 1972 and 

concluded transfer rates of 24% and 20%, respectively.  Controls and operational 
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definitions will vary from one researcher to another and make uniform empirical 

conclusions difficult (Banks, 1990).   Banks (1992) cites a recent effort of the Center for 

the Study of Community Colleges which sought to use a longitudinal cohort analysis to 

calculate a national transfer rate.  The CSCC first took a cohort of students who were 

first-time-in-college (FTIC) students in 1984 who transferred between the fall of 1985 

and fall of 1988.  The second equation calculated the percentage of 1984 FTIC students 

who earned twelve or more hours at the community college and transferred to a 

baccalaureate-granting institution by the fall of 1988.  The first obstacle to this study was 

the lack of available data due to institutions not incorporating the collection of such 

information into their admission process.  State higher education governing boards were 

able to provide some aggregate data for the study using compilations of data submitted by 

all public institutions in their state (Banks, 1990).  Using the first cohort, a transfer rate of 

twelve percent was established, while those transfers who had earned a minimum of 

twelve college credit units transferred at a rate of 22%. 

 Armstrong and Barnes, (1995) in a response to increasing concerns from San Diego 

Community College District (SDCCD) administrators and faculty, calculated the transfer 

rate using the Transfer Assembly definition (Cohen, 1992, 1993, 1995).  The study also 

included an analysis of student movement in the SDCCD using variations of the TA 

definition.  By dividing the number of transfer students in the 1982-83 academic year 

(50,537) by different categories of students, varying transfer rates are achieved.  When 

calculated using all students enrolled at the community college (1.3 million), the transfer 

rate is 3.7%, and when the denominator consists of the total number of students enrolled 

in only credit classes (1.16 million), the transfer rate rises to 4.3%.  The rate increases 
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dramatically when calculated using only full-time credit (303,584) and first-time 

freshmen (285,108) students, resulting in 16.6% and 17.7% transfer rates, respectively.  

When these outcomes are compared to those found using the same definition as the 

Transfer Assembly, transfer rates from 1990 to 1995 range from 23.7% to 21.3% in the 

six-year period studied (Armstrong and Barnes, 1995).  In this study, however, only one-

half of the FTIC students earned twelve or more hours, and approximately one-quarter of 

these transferred to a baccalaureate-granting institution.  For the purpose of reporting, it 

is clear that a more restrictive definition provides a more favorable report for the 

community colleges and universities, while a more inclusive definition can provide more 

accurate transfer and attrition data (Armstrong & Barnes, 1995). 

 Koppel (1992) conducted a similar study in response to the self-study requirement 

associated with an upcoming accreditation site visit to Jefferson Community College in 

Kentucky.  After acquiring a total population of FTIC students for the fall of 1985, a 

sample of 816 students who had completed twelve or more hours was constructed.  In 

order to comply with the standard definition of transfer established by the Transfer 

Assembly, a decision was made to remove from the study those students still enrolled at 

JCC after the requisite four-year limitation imposed by the TA definition.  After 

removing 87 students who were still enrolled at Jefferson Community College an 

�adjusted transfer rate� of 31% was discovered (Koppel, 1992). 

 Bradburn and Hurst (2001) examined the impact of varying definitions of transfer 

using the 1990 Beginning Postsecondary Students Longitudinal Study in order to develop 

a nationally representative sample and conclusions.  Using a loose definition of transfer, 

�initial enrollment at a community college followed by subsequent enrollment at any 4-
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year institution within the 5-year study period� (p. vi), Bradburn and Hurst established a 

deep pool of prospective transfer students and followed it with eight restrictions.  The 

only students eliminated from Bradburn and Hurst�s (2001) study were those enrolled in 

non-credit courses.  The eight restrictions were intended to replicate measures commonly 

used in the study of transfer students, and they included: 

1. Expected to complete bachelor�s degree or higher; 
2. Enrolled in an academic program;  
3. Enrolled continuously in 1989-90; 
4. Enrolled any time in academic year 1990-91; 
5. Enrolled for 12 or more credit hours; 
6. Indicated that they were taking courses toward a bachelor�s degree in 1989-

90; 
7. Pursuing academic major or taking courses toward a bachelor�s degree or 

both; and 
8. Pursuing academic major and taking courses toward a bachelor�s degree 

(Bradburn & Hurst, 2001, p. vi). 
 
Proportions of the sample which met each of the eight restrictions, respectively, began at 

71% and gradually lowered to 11% for all eight restrictions, resulting in larger transfer 

rates with each new restriction, and the transfer rate for students in the most restrict 

cohort was twice that of the entire sample (52% and 25% respectively) (Bradburn & 

Hurst, 2001).  Conversely, the percent of students in the sample who met the 

requirements for each definition began at 95% for the first restriction and dwindled to 

21% for the most restrictive (number eight).   As a result, the definition of a transfer rate 

must take into account the level of specificity one wishes to incorporate into the 

calculation.  Greater specificity in defining the denominator results in a higher transfer 

rate with a lower proportion of the sample (Bradburn & Hurst, 2001). 
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The Transfer Process and Transfer Shock 

 The process students follow when they move from the community college to the 

baccalaureate-granting institution has received much attention.  This transition often 

results in a phenomenon known as �transfer shock�, the decrease in a transfer student�s 

GPA after moving from the community college to the baccalaureate-granting institution, 

(Cejda, 1994; Flaga, 2002; Hills, 1965; Townsend, 1993) in addition to other adjustments 

required of them (Harrison, 1999).  The cultures at the community college and 

baccalaureate-granting institutions are vastly different, giving transfer students not only 

adjustments to make but many times obstacles to overcome (Pascarella & Terenzini, 

1991; Townsend, 1993; Harrison, 1999; Flaga, 2002; Helm & Cohen, 2001; Hills, 1965; 

Kissler, 1981; Lara, 1981; Myhre, 1998).  Laanan (2000) developed a survey tool, the 

Laanan-Transfer Student Questionnaire (L-TSQ) to examine community college transfer 

students� transition to the baccalaureate-granting institution setting from a holistic 

perspective.  Astin�s (1984, cited in Laanan, 2000) theory of student involvement 

provided one of the two theoretical frameworks in the study, with Pace�s (1980, 1984, 

1992, cited in Laanan, 2000) theory of Quality of Effort.  The theory of student 

involvement holds that it is students� actual behavior, more so than their feelings, that 

defines their involvement with the institution, while Pace�s Quality of Effort concept 

holds that institutions� accountability should be based not only on their offerings but also 

students� use of those offerings, in the measure of outcomes (Laanan, 2000).  This new 

tool will provide a great deal of new insight into the process of transfer in future research. 

 Hughes and Graham (1992) found no statistically significant predictive variable for 

transfer shock among the 348 students in their sample of fall 1998 transfer students 
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admitted to a university.  The vast majority of students had a positive experience in the 

community college, with significant interaction between themselves and faculty and 

regular use of the advising services available.  Students making satisfactory versus non-

satisfactory progress at the university after transfer were found in both genders, all ages, 

parents� educational background, aspirations, family and financial support, or previous 

high school work (Hughes & Graham, 1992).  The researchers concluded that identifying 

students at risk of a decline in their academic performance after transfer remains a 

complex process.  Personal and environmental factors cannot be used to accurately 

account for differences in performance at the university; however, they found that more 

than forty percent of the transfer students either did not achieve satisfactory academic 

performance (2.0 GPA or higher) or dropped out of the university in the first semester 

after transfer (Hughes & Graham, 1992). 

 Using transfers to Illinois in 1989 who persisted for the following four semesters, 

Keeley and House (1993) examined the effects of residency, class, gender, credentials 

attained at the community college, ethnicity, and major on transfer shock.  Students who 

transferred into Northern Illinois University as juniors entered with a mean GPA of 

3.099, which fell to 2.0764 by the end of their first semester at the university.  At 

completion of their fourth semester at the university, however, their mean cumulative 

GPA had risen to 3.015.  The same progression for students who entered the university as 

sophomores was 2.971 to 2.677 to 2.816 (Keeley & House, 1993).  The additional year at 

the community college appears to have provided better preparation for dealing with 

transfer shock.  Sophomore transfers graduate in lower numbers than junior transfers, and 

their academic performance does not rebound as well their junior counterparts (Keeley & 
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House, 1993).  Furthermore, students who transferred as sophomores lagged behind the 

students who began at the university in GPA for all four semesters after matriculation.  

Students who transferred as juniors, however, caught up to their native counterparts at the 

end of their second semester after matriculation, then exceeded their performance through 

the following year (Keeley & House, 1993).  Those junior transfers who attained an 

associate�s degree at the community college prior to transfer (81.3% of the total number 

of junior transfers) experienced transfer shock to a lesser degree than those who did not 

take the AA/AS degree, a situation made clear by numerous researchers (Cejda, 1998; 

Keely & House, 1993; House, 1989, cited in Cejda, 1998; Best & Gehring, 1993).  What 

this statistic indicates about the impact of degree attainment versus students earning only 

transfer hours at the community college is not evident from this research (Keeley & 

House, 1993).  Students who majored in business fields matriculated at the university 

with the highest mean GPA�s, but also suffered the most dramatic transfer shock, falling 

from a beginning GPA of 3.272 to 2.680 after their first semester at the university.  

Students in the engineering and professional fields ended their fourth term at the 

university with GPA�s higher than that with which they transferred, and some students 

suffered little or no effects of transfer shock (Keeley & House, 1993) 

 Best and Gehring (1993) found much the same results as others in their study of 

transfer student�s academic performance, depending on transfer with sophomore or junior 

status (Keeley & House, 1993; Cejda, 1998; Hughes & Graham, 1992).  The mean GPA 

for their cohort of students who transferred from a community college to a baccalaureate-

granting institution in the fall of 1984 and 1985 was higher for those who transferred with 

enough hours to be classified as juniors.  The grade point averages of community college 
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students who transfer with more than 60 credits is equivalent to that of junior students 

native to the baccalaureate-granting institution (Best & Gehring, 1993).  Transfer 

students who matriculated at the university prior to earning 60 hours at the community 

college were forced to leave the university at a higher rate (17.5%) than those who 

remained at the community college long enough to earn sixty hours (7.6%).   

Furthermore, there was found to be no significant difference in the frequency of academic 

dismissals for community college transfers with more than 60 hours as compared to 

juniors native to the university (Best & Gehring, 1993). 

 Cejda, Kaylor, and Rewey (1998) examined specifically the relationship between 

students� major and their academic performance through the transfer process.  The 

sample of students was limited to those who had completed the AA degree, under the 

assumption that these students had satisfied the expectations of readiness for upper 

division courses, and it was limited to students who pursued the same major at the 

community college and the private, liberal arts college during the seven-year time period 

of the study (Cejda et al., 1998).  In the sample of 250 students who made the transfer, 

117 students majored in fine arts/humanities and the social sciences, and these students 

saw an increase in their mean GPA after transfer, showing no impact of transfer shock at 

all.  The students in mathematics and professional studies saw decreases in their mean 

GPA of approximately two-tenths of a grade point (Cejda et al., 1998).  The performance 

of the students majoring in professional fields in the Cejda (et al., 1998) study conducted 

in New England differ from that of the students in the Keely and House (1993) study of 

students in Illinois, but the impact of transfer shock is made clear. 
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 Using student focus groups as their methodology, Davies and Casey (1998) examined 

the transfer process from the perspective of students who transferred to the university in 

the fall of 1996 from one of the fifteen community colleges in the state.  Focus groups 

were limited to eight students in size in order to facilitate participation.  A total of eight 

focus groups were formed, involving a total of sixty-four students.  Overall, students in 

the study were more positive than negative in their perceptions of the transfer process, 

but there was a significant disconnect in the course articulation process for these students 

(Davies & Casey, 1998).  The limited scope of the articulation agreements, (Hirshberg, 

1992; Nickens, 1975; Robertson & Frier, 1996)) in addition to the specific agreements 

between schools within the university and contributing community colleges, made 

assurances of course transfer impossible.  The efforts of some of the community colleges 

to identify transferable courses eased the transition for the students in light of the 

disconnect between policy and procedure.  Students from community colleges that did 

not have these mechanisms in place were forced to fend for themselves.  Some of the 

students who did not have advising from the community college on transferable courses 

found themselves in a standoff with the university staff over the transferability of 

community college courses (Davies & Casey, 1998).  The initiation of contact with 

community college transfer students by university staff on the community college 

campus was a positive and helpful approach, and the presence of knowledgeable advisors 

at both institutions provided needed help in the transition.  The presence of these 

characteristics of a seamless system between the community college and the university 

proved beneficial both for the students and the institutions involved (Davies & Casey, 

1998).  The absence of willing or knowledgeable transfer advisors at the community 
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college, ineffective communication regarding transfer support, and trouble with the 

timely processing of transcripts provided serious setbacks for a number of students in the 

study (Davies & Casey, 1998).  Harrison�s (1999) qualitative study of twelve students 

who transferred from Piedmont Virginia Community College (PVCC) to the University 

of Virginia (UVA) found difficulty in students� transition to the university culture and a 

lack of assistance from university staff.  University administration appeared to be 

unaware of the cultural transition which transfer students must traverse.  Each student�s 

level of involvement in the academic experience, which includes significant connection 

with extra-curricular activities (Astin, 1985, cited in Harrison, 1999) and engagement 

with university personnel and resources significantly impacts the outcome of their 

transition to the baccalaureate-granting institution (Tinto, 1988).  It is this engagement 

with the university in the transfer process which facilitates students� recovery from the 

effects of transfer shock and their persistence to completion of the baccalaureate degree 

(Harrison, 1999; Tinto, 1988; Cejda, 1997) 

 The concept of transfer shock is identified as an outgrowth of the idea of �culture 

shock� as discussed by Oberg (1960, cited in Laanan, 2000).  Laanan (1995, 1996, 2000) 

conducted a quantitative analysis of a sample of 727 students who transferred from a 

community college to UCLA in the fall of 1993, 1994 or 1995 in order to examine factors 

which limit the effects of transfer shock.  In 1985, the Center for Academic 

Interinstitutional Program (CAIP) at UCLA established the Transfer Alliance Program 

(TAP) in an effort to bolster the transfer function and the role of faculty at the community 

colleges that send students to the university.  Students involved in the TAP program 

followed an honors curriculum at the community college and were admitted upon transfer 
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to the university as �TAP-certified� (Laanan, 1995, 1996, 2000).  The TAP students in 

Laanan�s study had a higher self-reported GPA than the non-TAP students, and the non-

TAP students were more likely to complete the associate�s degree prior to transfer.  The 

TAP transfer students had a higher mean GPA at the university (3.34) as compared to 

non-TAP transfers (3.19).   Furthermore, TAP students reported higher aspirations 

(doctorate, medical, and law degrees) than non-TAP students (Laanan, 1995, 1996, 

2000).  By examining the transfer process of these two groups of students, Laanan (1995, 

1996, 2000) has confirmed the effectiveness of the TAP program and provided a useable 

assessment of this intervention, as suggested by Cohen (1993).   It is clear that the TAP 

program played a significant role in facilitating transfer students� assimilation into the 

university culture.  Students who move from the community college to a baccalaureate-

granting institution, regardless of the size of either, enter an entirely new culture in the 

middle of their progression toward the baccalaureate degree (Laanan, 2000). 

 Flaga (2002) interviewed thirty-five students during their second semester after 

transfer from a community college to Michigan State University.  Five themes emerged 

in the study which related to transfer shock.  These five themes included learning 

resources, connecting, familiarity, negotiating, and integrating, all of which were part of 

the academic, social, and physical spheres of college life.   While transfer shock had a 

significant impact on persistence to the baccalaureate degree in the 1960�s and 1970�s 

(Bulkley, 1974, cited in Flaga, 2002; Hills, 1965; Tyler & Small, 1990; Vaala, 1991), 

more recent research shows that transfer students overcome the effects of transfer shock 

and complete the baccalaureate degree at the same rate as native university students 

(Keeley & House, 1993; Lee et al., 1993).  The transition from the community college to 
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the baccalaureate-granting institution involves a significant change in the students� 

environment.  Students in Flaga�s (2002) study cited the individualized attention and 

small class size at the community college as being some of the most beneficial aspects of 

that culture, whereas they felt that they were only a number at the university.  The 

interaction with faculty also contributed to these students� success (Flaga, 2002), and 

faculty interaction has also been shown to significantly impact the decision to transfer 

(Cejda et al., 2001).  Students cited both formal and informal learning resources acquired 

at the community college as beneficial in their transition to the university, and the social 

connections formed prior to transfer laid the groundwork for the construction of social 

connections at the university (Flaga, 2002).  Transfer students� connections with the 

university after transfer involved a physical connection with the university campus itself, 

acquired by spending time in the academic, learning resources, and social facilities.  

Transfer students� familiarity with the university involves the assimilation of the 

information concerning campus operations, finances, and structure to a point of 

automaticity (Flaga, 2002).  The importance of advising, clear course articulation 

information, counseling, faculty support for students, and knowledge of resources was 

emphasized once again in Eggleston and Laanan�s (2001) study, and students� tendency 

to be self-reliant through the transfer process was shown in Townsend�s (1995) study. 

 A recent study again showed that community college transfer students can and do 

perform at the same level as native university students.  Townsend (2003) studied 

students who graduated from the undergraduate teacher education program at the 

University of Missouri-Columbia in 2002 and 2003.  A small portion of each cohort were 

community college transfer students (five out of 132 and seven out of 112, respectively), 
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and a slightly larger number were four-year university transfer students (19 out of 132 

and 18 out of 112, respectively) (Townsend, 2003).  The native students overwhelmingly 

(64% of the 2002 graduates and 76% of the 2003 graduates) entered UM-C with at least 

one or more dual credit courses taken at a community college before graduating from 

high school.  Furthermore, 29% of the 2002 high school graduates took a summer course 

at a community college after matriculating at the university, and the same was true for 

28% of the 2003 graduates (Townsend, 2003).  The students in these cohorts were 

required to pass a senior-year portfolio in the teacher education program prior to 

graduating.  Initial pass rates were roughly equivalent for native students and community 

college transfers (61% and 60% respectively) in the 2002 graduates� cohort.   The 2003 

high school graduates did not fare as well overall on initial pass rates of the senior-year 

portfolio, but the performance of native students and community college transfers 

remained roughly equivalent at 28% and 29% respectively.  The final GPA calculations 

for each cohort once again demonstrated solid performance by the transfer students.  Of 

the 2002 cohort, native students ended with a mean GPA of 3.56, while the community 

college transfer students left with a mean GPA of 3.60.  The 2003 cohort showed exit 

GPAs of 3.59 and 3.40 for the native students and community college transfers, 

respectively (Townsend, 2003).  Townsend�s (2003) study did not examine the transfer 

students� GPA after one or two semesters at the university, so the effects of transfer 

shock are not clear, but the outcomes of the community college students as compared to 

those of native university students, however, clearly demonstrates both the preparedness 

and ability of the transfers.  Examining a specific major, Townsend (2003) came to 
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different conclusions than did the similar study by Cejda (et al., 1998), but one must 

remember that transfer shock in specific disciplines can vary significantly. 

 

Transfer Paths 

 Kinnick (et al., 1998) led a group of researchers in an examination of student transfer 

in the urban setting of Portland, Oregon.  In their research, they note that students� 

patterns of movement are very different in the 1990�s from what was found in the cohorts 

from the 1970�s and 1980�s.  They echo the �convoluted� path to the baccalaureate 

degree followed by most students in community colleges found by De los Santos and 

Wright (1990), Ronco (1996), Conklin (1995), and Cejda (1999).   Adelman�s (1994) 

research identified multiple patterns of student movement, while Cejda (1999) referred to 

this movement in terms of students utilizing the community college in certain �roles�.  

The concepts are similar in that all support the concept of non-linear �swirling� identified 

by De Los Santos and Wright (1990).   The National Center for Education Statistics 

(2003) has provided valuable data from which to draw the same conclusions regarding 

student transfer, and Porter�s (2000) research provided further empirical support for 

Cejda (1999), Kinnick (et al., 1998), and De Los Santos and Wright�s (1990) statements 

that the notion of linear, two-plus-two, transfer is an outdated concept.  The disconnect 

between this paper and existing research is the focus of previous research on the urban 

locations of both community colleges and universities for their populations.  Bach (et al., 

2000) and Cejda (1999) focused their studies on unidentified urban locations, while Fryer 

and Turner (1990) focused on the San Francisco Bay area, De Los Santos and Wright 

(1990) and Porter (2000) studied the Phoenix metropolitan area, Kinnick (et al., 1998) 
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studied the Portland, Oregon metropolis, and Piland (1995) examined the county of San 

Diego, California. 

 Fryer and Turner (1990) studied high school graduates who enrolled as FTIC students 

at one of the San Francisco Bay area community colleges in the fall of 1980 as full-time 

students who were still enrolled in the fall of 1984.  Fully half of these students had 

transferred to a baccalaureate-granting institution, yet were still co-enrolled at the 

community college, and 28% of the total sample were still taking classes at the 

community colleges as they were needed (Fryer & Turner, 1990).  Both of these findings 

demonstrate the occasional needs and traditional/continuing needs roles of the 

community college, respectively (Cejda, 1999).  Fryer and Turner (1990) completed 

interviews with 110 of the students who fit their parameters and found that 24% 

completed an associate�s degree within four years at the community college.  Only three 

percent had completed the baccalaureate degree.  Seventy-three of the students in the 

sample stated that their intention upon enrolling at the community college was to earn a 

baccalaureate degree, and 31 students actually transferred to a university, two of whom 

transferred to two different universities.  Twenty-nine of the students transferred to 

another community college, and ten co-enrolled at both their community college and the 

university (Fryer & Turner, 1990). 

 From the 1980 High School and Beyond study, Lee and Frank (1990) randomly 

selected 10,815 students (of the 50,000 in the HS&B study) and collected data at two-

year intervals (1980 and 1982) after the initial study to look for mediating factors in 

students� performance in college.  They found that students� behavior and performance in 

college mediate the relationships between their social background, high school 
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performance, and their decision to transfer.  Over one-half of the high school graduating 

class of 1980 went to college within two years of graduation, and 40% of these students 

began at a community college.  Lee and Frank (1990) found, just as did Grubb (1991), 

that students who transferred from a community college to a baccalaureate-granting 

institution were less likely to be minority and female and more likely to have been 

academically oriented in high school. 

 Grubb (1991) also used the National Longitudinal Study of the high school 

graduating classes of 1972 and 1980 to study transfer patterns.    From the class of 1972, 

18.3% of the graduates transferred from a community college to a baccalaureate-granting 

institution without a community college credential, while the proportion for the students 

from the class of 1980 was only 14.7%.  Of the high school graduates who entered the 

community college system, only 10.4% and 5.7% of the classes of 1972 and 1980 

respectively persisted to an associate�s degree.  Of the students who took an academic 

associate�s degree, 68.7% from the class of 1972 and 48.9% of the class of 1980 

transferred to baccalaureate-granting institutions.  For the students who took vocational 

associate�s degrees, the proportions of transfers were 31.7% and 23.2% respectively.  

Grubb (1991) notes, from these figures, that all aspects of transfer declined between the 

two cohorts of students.  Moreover, the probability of transfer from the community 

college to a baccalaureate-granting institution declined.  For students in the class of 1972, 

the probability of transferring was 28.7%, while for the 1980 high school graduates the 

probability was only 20.2%.  Students who did not take a credential from the community 

college were less likely to transfer, 18.3% and 14.7% for the class of 1972 and 1980 

respectively.  Of the students in the class of 1972 who transferred with an associate�s 
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degree, 60.7% completed the baccalaureate degree within four years of their initial 

matriculation in the postsecondary education system, while only 12.1% of the class of 

1980 did the same (Grubb, 1991).  Transfer rates tended to be higher for white males 

from higher socioeconomic statuses who demonstrated higher academic ability in high 

school.  Even among students who completed the associate�s degree at the community 

college, lower transfer rates prevail among minorities, lower socioeconomic status and 

ability, as well among those with lower academic aspirations (Grubb, 1991). 

 Adelman (1994) provided a comprehensive study of student movement in higher 

education by using the National Longitudinal Study, which looked at students who 

graduated from high school in the spring of 1972.  In the examination of students� 

movement in and through the community college arena, Adelman (1994) identified ten 

�community college attendance patterns�.  While these patterns include all students who 

utilized community college opportunities, those of interest here pertain specifically to 

students� transfer from the community college to baccalaureate-granting institutions.  In 

Adelman�s (1994) study, less than four percent of the total sample took the �traditional� 

path through the community college, completing the associate�s degree prior to transfer, 

followed by completion of the baccalaureate degree.  The same proportion of the sample, 

however, transferred prior to attaining the associate�s degree and later completed a 

baccalaureate program.  Almost two percent of the sample completed the associate�s 

degree, transferred, yet failed to complete a baccalaureate degree.  These three patterns 

are identified by Adelman (1994) as �transfer, with two degrees�, �transfer, with one 

degree: the bachelor�s�, and �transfer, with one degree: the associate�s� (p.129).  The �no 

degree, nonincidental two-year and four-year� students comprised slightly less than three 
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percent of the sample, and included students who had attended and completed ten or 

more hours at both the community college and baccalaureate-granting institutions.  Just 

over half of this sub-group followed a traditional pattern of beginning at the community 

college, while the remaining students could be classified as reverse transfer 

noncompleters (Adelman, 1994).  The last category encompasses �other patterns� 

(Adelman, 1994, p. 130) to address those students whose movement through the 

community college arena did not fall into a previously established classification.  Four 

percent of the students in the NLS-72 sample fell into the �other patterns�.  These 

students were those who took less than ten hours at the community college while 

pursuing the baccalaureate degree and those who earned an associate�s degree after 

completing the bachelor�s.  Those who took less than ten hours while pursuing a 

baccalaureate degree are referred to as �continual use� (Adelman, 1994), while they are 

classified by Cejda (1999) as using the community college in an �occasional needs� role.  

All of Adelman�s (1994) classifications of transfer students are based on the assumption 

that �the student has made a sufficient (nonincidental) commitment to both types of 

institutions� (p. 130).  As has been made clear in other research, the community colleges 

served those students in the NLS-72 sample that came from low and medium 

socioeconomic backgrounds.  It was also interesting to note that the women in the sample 

who attended a community college were more likely to earn a terminal associate�s and 

less likely to use it as part of their pursuit of a baccalaureate degree (Adelman, 1994).  

 The majority of the students who graduated from high school in 1972 moved through 

the community college arena while still in the �traditional� college age range (18-24), but 

more than one-quarter (26%) enrolled during the ages of twenty-five and thirty 
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(Adelman, 1994).  Those students who enrolled in higher education between the ages of 

thirty and thirty-two comprised 16.5% of the entire sample, and thirty percent of this sub-

group enrolled in the community colleges.  Those students who completed the associate�s 

degree did so within four-and-a-half years of graduating from high school, and two-thirds 

of those who attended the community college by the age of thirty-one had entered 

postsecondary education within eighteen months of graduating from high school 

(Adelman, 1994).  Seventy-five percent of the transfer students who completed a 

baccalaureate degree entered the community college immediately following high school 

graduation, and 90% entered within eighteen months of high school graduation 

(Adelman, 1994).  The stop-out phenomenon is clear, yet it is also clear that 

postsecondary institutions have a relatively short window in which to recruit students out 

of high school.  Perhaps the biggest challenge overall is retention through degree 

completion. 

 Kearney et al (1995) found that approximately 73% of community college students 

leave the institution without receiving a degree.  Forty-two percent transfer out, with 81% 

of the transfers going to baccalaureate-granting institutions.  They studied multiple 

transfers specifically, identifying 906 students at the subject institution who had attended 

two or more postsecondary schools prior to transferring into the institution being studied.  

This population comprised 44% of the institution�s incoming transfer population and 

19% of the total entering undergraduate population.  Kearney et al (1995) selected a 

random sample of 420 students for the study.  These students were primarily full-time 

students, with 78% of the sample being classified as either sophomores or juniors when 

they matriculated at the subject institution.  Seventy-seven percent of the sample were 
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still enrolled at the subject institution after three quarters (Kearney et al., 1995).  Among 

the 420-student sample, there were a total of 305 institutional moves, representing 1,002 

decisions to transfer and 1,422 enrollment decisions (including enrollment at the subject 

institution).   Of these multiple transfers, 72% had attended two postsecondary 

institutions prior to matriculating at the subject institution, 21% had attended three 

schools, and 7% had attended four or more schools (Kearney et al., 1995).  An interesting 

finding was that the largest group of students in this sample transferred in from private 

schools rather than community colleges and public institutions.  Of the total sample, 46% 

began their postsecondary career at a community college, and 55% of these students 

moved directly to baccalaureate-granting institutions, while 45% transferred to other 

community colleges prior to arriving at the subject institution.  Of the multiple transfers 

studied, 228 (54%) started at baccalaureate-granting institutions, of which 69% reverse-

transferred to community colleges, and 31% made a lateral move to another 

baccalaureate-granting institution (Kearney et al., 1995).  The majority of the multiple-

transfers (58%, 243 students) had attended a community college immediately prior to 

arriving at the subject institution, while 41% had attended another university, most (63%) 

coming from private universities.  The students who attended community colleges gave 

affordability and convenience as the primary reasons for doing so.  The most common 

(33% of the respondents) transfer path was the university-community college-university 

(4-2-4) path, while 18% began at a community college, moved to another university, then 

transferred to the subject institution (2-4-4).   One-fifth of the respondents took the 2-2-4 

path, enrolling at two different community colleges prior to matriculating at the subject 

institution.  This portion of the sample (20%) was more likely to come from minority 
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ethnic, low socioeconomic status, and first-generation backgrounds.  They were also 

more likely to have earned an associate�s degree prior to transferring to the 

baccalaureate-granting institution (Kearney et al., 1995).  

 Piland�s (1995) study pulled a random sample of 300 students out of a population of 

1,796 students who transferred to San Diego State University (SDSU) from one of the 

eight community colleges in San Diego county and examined their transcripts in order to 

evaluate their transfer process.  In 1993, SDSU graduated 5,523 students with 

undergraduate degrees, and 1,796 (32%) of these students had transferred in from a San 

Diego county community college.  Of the total of 15, 085 community college students 

who transferred, the average number of credits transferred was 58 semester credit hours.  

From this population, 68% were enrolled full-time at SDSU during their first semester at 

the university, and one-third of the transfers were minority students.  Of the students who 

transferred in 1992, the largest group (23%) chose business as their major field of study, 

while 19% and 15% chose professional studies/fine arts and the sciences as their majors, 

respectively.  One-tenth of the transfers did so without declaring a major at the university.  

(Piland, 1995).  An interesting finding was that Hispanics, Native Americans, and 

Caucasians transfers graduated with their baccalaureate degree more quickly than other 

ethnicities, and Caucasians, Hispanics, and Asians (Yang & Shearon, 1994) have the 

highest graduation rates over time.  Fifty-nine percent of the graduates had interrupted 

their study at the community college by stopping out at some point, while after 

transferring to the university, only seven percent stopped out at any given time (Piland, 

1995).  Of the transfers, more than one-third (37%) attended more than one institution 

prior to transferring to SDSU.  Only four percent of the students in the sample took an 
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associate�s degree prior to transferring.  Once at the university, students were less likely 

to attend on a part-time basis, stop out, or drop and fail courses (Piland, 1995). 

 Harbin (1997) studied community college students who transferred to one campus of 

the University of California system, two campuses of the California State University, or a 

private liberal arts university in the San Francisco Bay area.  After distributing 

questionnaires to students in the population, a total of 85 transfer students responded, 

providing a 37.4% response rate.  From this sample of students, 63% were ages 18 to 24, 

25% were ages 24 to 34, and 11% were 35 to 49 (Harbin, 1997).  Seventy percent of the 

sample began their postsecondary career at a community college while they were in the 

18-24 age range, and 14% began at a community college while in their mid-twenties to 

mid-thirties.  Due to the demographics of the location studied, the sample was 

overwhelmingly minority, and no single ethnic group comprised more than 27% of the 

entire sample (Harbin, 1997).  Most of the respondents had attended a community college 

immediately prior to transferring to their chosen baccalaureate-granting institution.  

Because the research was done with a questionnaire sent to the students, all of the data 

was self-reported by the students rather than pulled from institutional databases.  

Seventy-five percent of the respondents reported transferring into junior status at the 

university, and 22% reported transferring with senior status.  Only 2% of the sample 

reported transferring with sophomore status.  One-half (51%) of the sample transferred 

more than 56 semester credit hours, while 14% reported transferring 30-55 semester 

credit hours, and only one percent reported transferring with less than 30 semester credit 

hours (Harbin, 1997).  Eighty-six percent of the students surveyed lived off-campus, and 

65% of these students commuted more than 15 miles (one-way) to their chosen campus 
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for classes.  Forty-eight percent of the respondents reported completing the requirements 

for the associate�s degree at the community college, while 52% report that they did not 

complete those requirements (Harbin, 1997).  It must be noted that these students may 

well have chosen to transfer without actually taking the associate�s degree; therefore, 

reporting that the requirements were completed does not indicate that a degree was 

granted by the community college. 

 Studying the fall 1994 cohort of students transferring into Colorado State University 

(CSU) from one of the public community colleges in Colorado, Davies and Dickman 

(1998) interviewed a sample from the pool of 500 students to determine their 

performance through the transfer process.  Two groups were identified and separated, 

those with a 3.25 or higher grade point average and those who were still enrolled as of the 

spring 1996 semester but were on academic probation.  The researchers first found that 

advising at the community college was an important factor in the transfer process, 

regardless of whether it was from a faculty member or counselor, further supported in the 

Cejda and Rhodes� (2003) study of students at Hispanic-Serving Institutions.  In Davies 

and Dickman�s (1998) study, the higher-performing students perceived the academic 

rigor at the community colleges as being the product of lower standards and the assigned 

tasks being little more than �busy work�.  These students also perceived the academic 

rigor at CSU to be equivalent to that of the community colleges, and they encountered a 

number of negative experiences with advising at the university.  The transfer students 

who were on probation, however, perceived the academic environment at the university 

to be more threatening and less supportive than what they experienced at the community 

colleges (Davies & Dickman, 1998).  Kinnick (et al., 1998) analyzed the transcripts on a 
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sample of 504 students who had completed at least three credits at a community college 

in the Portland metropolitan area during either the 1985-86 or 1990-91 academic years.  

Only 109 of these students took the linear path from the high school to the community 

college, then proceeded to the university (Portland State University).   These researchers 

commented that the students in their sample moved among the community colleges and 

universities as if they all belonged to a single postsecondary system, rather than four 

distinct institutions (Kinnick et al., 1998).  Notably, more members of the 1990-91 cohort 

moved between institutions than of the 1985-86 cohort.  The research identified a total of 

74 different patterns of movement between institutions for the sample of 504 students.  

The majority of the participants (76%) began at one of the three community colleges, 

while 22% began at the university.  Half of the students studied (51%) moved only once, 

from the community college to the university, while 22% moved twice, and 10% moved 

three times.  Seventeen percent of the sample moved four or more times.  The average 

number of moves for students in Kinnick�s (et al., 1998) study was 2.07, and of the 111 

students who began at the university, 52% moved twice, from the university to the 

community college, then returned to the university.   

 The non-traditional students provided the opposite ends of the movement range.  

Students aged 22-30 moved more frequently, 57% moved two or more times, contrasted 

with those aged 31 or older, who, for the most part (63%) moved only once (Kinnick et 

al., 1998).  Of the linear transfer students in the study, 49% earned a baccalaureate degree 

at the university studied, but the majority (57%) of those had not taken an associate�s 

degree prior to transfer.  While 26% of the baccalaureate completers did transfer after 

receiving the AA/OT (Associate of Arts/Oregon Transfer degree), students who did so 
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were far more likely to complete the baccalaureate degree than those who did not 

complete the community college credential (Kinnick et al., 1998). 

 Porter�s (2000) study examined 5,285 entering students at Maricopa Community 

College District (Arizona) for the fall 1994 semester.  The study focused on the 

�traditional� students, aged 17-19 who were first-time-in-college (FTIC) students for the 

subject semester.  Gebel (1995, cited in Porter, 2000) found in the 1993 study that 18% of 

the Maricopa students who transferred took an associate�s degree prior to leaving the 

community college.  Porter�s (2000) sample could be described as a typical traditional 

college student cohort, with 51% of the students studied being female and 92.9% being 

Arizona residents (Porter, 2000).  Maricopa was not designated as an Hispanic-Serving 

Institution at that time period, with only 15.6% of its students being Hispanic, but 25.2% 

of the entire student body identified themselves as minority students.  For the four years 

of the study, fall 1994 through spring of 1998, 29.3% (1,547) of the students enrolled at a 

Maricopa campus for one academic year or less, and 763 (14.4% of the entire sample) 

students enrolled at the community college for only one semester.  A total of 969 (18.3%) 

of the students studied enrolled at the community college for two academic years, and 

1,133 (21.4%) enrolled for three years.  Almost a full one-third (31%, 1,636 students) of 

the sample remained at the community college for four years prior to transfer, during 

which time 69.6% of these students enrolled on a full-time basis for at least one semester.  

Of the students who enrolled at the community college for two or more semesters, 42.2% 

(1,910) stopped out for one or more semesters during the four years of the study, and 

27.2% of the sample attended more than one community college (Porter, 2000).  Co-

enrollment was another phenomenon, demonstrating the occasional needs role of the 
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community college, and six-and-a-half percent of the sample co-enrolled with another 

community college, 77.3% of whom did so for only one semester (Porter, 2000).  Three-

hundred and five students (5.8% of the cohort, 23.5% of the transfers) co-enrolled at a 

community college and the university.  The majority of this co-enrollment (69.2%) 

occurred for only one semester, the majority of these in the first semester of transfer 

(Porter, 2000).  Sixty-seven students (22%) of the transfers co-enrolled for two semesters, 

20 (6.6%) for three semesters, and only seven students (2.3%) co-enrolled for four or 

more semesters.  The co-enrolled students averaged an enrollment of 7.5 semester credit 

hours at the university and 5.7 hours at the community college.   

 Porter (2000) also found that few of the students studied (302, 5.7%) earned an 

associate�s degree.  Of the 1,300 students who transferred to one of the public, in-state 

baccalaureate-granting institutions, only 100 (7.7%) took the associate�s degree at the 

community college prior to transferring.  As a result, Porter (2000) found a transfer rate 

of 24.6%.  Only 5.7% of the original sample of students, 23.3% of the transfer students, 

earned a baccalaureate degree within the five years of the study.  The majority (50.8%) of 

these baccalaureate degrees was completed in three years at the university, and 31.7% of 

the transfers completed their baccalaureate degrees within two years of arriving at the 

university.  A significant, but smaller, number of the students who earned baccalaureate 

degrees did so after four years (12.9%) and five years (14.3%) at the university (Porter, 

2000).  Of the transfers however, a number (13.4%) remained there for only one 

semester, and 41.2% were still enrolled at the end of the study, not having completed a 

baccalaureate degree.  Of the transfer students who were enrolled at the university for 

two or more semesters (86.6% of the transfers), 11.7% stopped out for one or more 
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semesters during the five years of the study, and 46 students (3.5% of the transfers) 

attended more than one university.  Most (934 students, 71.8%) of the transfers enrolled 

at the university, for at least one semester, as a full-time student (Porter, 2000).  It is 

clear, therefore, that the vast majority of transfer students left the community college 

without taking a credential, focusing on pursuing the baccalaureate degree at the 

university. 

 In the state of Arizona, attrition rates at the public universities average 25%, while at 

the community colleges, they average 29.3% (Porter, 2000).  Forty-two percent of the 

community college students who survived their first year of study interrupted their 

education for one or more semesters, and of these students 11.7% later transferred to one 

of the public universities.  Porter (2000) also noted that students enrolled at the 

community colleges in the Maricopa system for the classes they wanted at the times they 

wanted, regardless of which campus they attended.  This behavior demonstrates a 

consumer mindset in progression toward the baccalaureate degree.  While Gebel�s (1995) 

study found that 18% of the community college students earned an associate�s degree, 

Porter (2000) found that only 5.7% of the students did so.  Furthermore, in Porter�s 

(2000) study, 81.1% of those who did take the associate�s degree required more than two 

years of study to do so. 

 Bach et al (2000) examined 336 undergraduate students who were not co-enrolled at a 

community college and a university in an effort to study the students� transfer paths 

within a specific urban area.  The community college to university transfer path was 

found in 52% of their cases, and 37% of the sample earned coursework at an institution 

outside the urban area being studied.  Bach et al (2000) found that students who began at 
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one of the community colleges moved institutions an average of 3.31 times, while those 

who began at the baccalaureate-granting institutions moved an average of 2.79 times.  

Only four of their cohort members reverse-transferred from the university to the 

community college (Bach et al., 2000).  Within the urban setting of the study, 174 

students (51.78%) utilized what was referred to as a �traditional� transfer path of 

community college to university.  Thirty-nine students (11.61%) demonstrated the 

returning transfer role by transferring to the university, then transferring back to the 

community college.  Twenty-four students (7.14%) demonstrated the occasional needs or 

reverse transfer roles by beginning at the university then moving to the community 

college before continuing at the university (Bach et al., 2000).  Fifteen of the students in 

their sample clearly demonstrated the occasional needs role by moving from the 

university to the community college twice in their progression, and only eight students 

(2.38%) of the students moved from the university to the community college, then co-

enrolled at both institutions.  Within the four years of the study, 48% of the students in 

the sample had earned baccalaureate degrees, and 38% of these students had an 

associate�s degree or certificate from their community college (Bach et al., 2000). 

 Cejda and Kaylor (2001) examined 886 transfer students and found that 29% (257) 

had completed the associate�s degree prior to transfer.  From this population, they 

extracted a sample of 486 students to study the specifics of their course transfer.  

Seventy-one percent of their sample transferred 48-59 semester credit hours of 

coursework, equivalent to two years of full-time study at the community college, but 

lacking the equivalent hours of an associate�s degree.  They also discovered that students� 

intentions for attending the community college did not include earning the associate�s 
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degree in the transfer process.  Students� intentions included completing the general 

education requirements, �getting the hard classes out of the way� (p. 627), saving money, 

deciding on a major, and completing prerequisites for upper-division courses, in priority 

order (Cejda & Kaylor, 2001).  They also found that a number of factors influence 

students� length of stay at the community college.  The most influential factors were 

personal factors, such as changes in family status (marriage, divorce, birth, relocation) 

and family support or lack thereof (financially and otherwise) (Cejda & Kaylor, 2001).  

Institutional factors also played a role in students� time at the community college.  

Community college staff and the students� peers at the community college affected 

students� decisions to stay or transfer early, and university students and faculty 

influenced students to transfer.  Institutions also created barriers to transfer, as course 

levels, rumors of non-transferability, and community college course offerings led 

students to transfer early rather than complete the general education core or the 

associate�s degree at the community college (Cejda & Kaylor, 2001). 

 Arnold (2001) continued the study of transfer in Oregon using the data collected by 

the Oregon University System (OUS) and the Community College and Workforce 

Development (CCWD) board annually since the 1995-96 academic year.  In Oregon, 

transfer students and �admitted transfers� are distinguished by the admitted transfers 

having completed the minimum credit hours (90 quarter hours) required for the AA/OT 

degree.  However, the national trend of transfer students moving to the baccalaureate-

granting institution before completing a credential at the community college continues to 

hold in Oregon as well.  The AA/OT completers represent only ten percent of the total 

number of transfer students and less than one-third of the �admitted transfers�.  Once 
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again, the notion of linear transfer is shown to be mythical, even when facilitated by a 

legislated statewide articulation program (Arnold, 2001). 

 Kintzer and Wattenbarger�s (1985) study outlines transfer data from a number of 

selected states.  Overall, associate�s degree completers performed better, as a group, in all 

measures, including baccalaureate completion, retention, and cumulative GPA.  Each 

state must struggle to define institutional primacy in the construction of transfer policies 

in addition to addressing the need for state-wide transfer policies in light of their 

effectiveness compared to articulation agreements between and initiated by the 

institutions themselves (Kintzer & Wattenbarger, 1985; Van Middlesworth et al., 2002; 

Welsh & Kjorlien, 2001).  The assumption that is fundamental to a number of state 

articulation plans is the completion of the associate�s degree.  As has already been made 

clear, the assumption that community college to baccalaureate transfer involves a 2+2 

program that involves completion of an associate�s degree is no longer valid.  The 

common core curriculum program in Texas is an example of a statewide articulation plan 

that provides flexibility both for the institutions and the students, in addition to removing 

the requirement for completion of the associate�s degree.  However, fully half of the 50 

states have not established statewide articulation programs, choosing instead to allow the 

institutions to establish transfer agreements on a case-by-case basis.  (Kintzer & 

Wattenbarger, 1985).  Regardless of how each institution is mandated, or chooses, to 

approach transfer articulation agreements, a number of trends are made clear in Kintzer 

and Wattenbarger�s (1985) research:. 

1. Students demand clearly stated policies and guidelines for transfer. 
2. Governing boards utilized institutionally initiated policies in construction of 

statewide plans. 
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3. Students continue to insist on receiving credit for all community college 
coursework taken, as well as receiving credit for other, non-traditional, 
training and experiences. 

4. There is continued emphasis on improved articulation between the high school 
and colleges through advanced placement and more stringent requirements for 
high school graduation. 

5. The use of standardized testing, both for admission to higher education 
institutions and placement, as the primary evaluation device. 

6. Increased concern for evaluation and credit for experiences outside the 
standard classroom curriculum (p. 34) 

 
 Many researchers examine student transfer in an urban setting, between two or more 

specific institutions.  Bers, Filkins, and McLaughlin (2001) continued this trend by 

examining student transfer in Illinois, both from quantitative and qualitative perspectives.  

In their quantitative study, the researchers found that transfer students in their cohort did 

not complete large numbers of credits at the baccalaureate-granting institution 

immediately after transfer, due to part-time enrollment and stop-out.  Also, the majority 

of students in their study moved from the community college to the university prior to 

completing the credits required for the associate�s degree.  This group of researchers 

found the same swirling pattern that others have found.  �Quite simply, many students 

who transfer do not fulfill general education core requirements before transferring, or 

they may package together courses taken at multiple schools� (Bers et al., 2001, p. 99).  

They also clearly state that completion of the associate�s degree is not an adequate 

measure of student achievement or community college effectiveness (Bers et al., 2001). 

 The National Center for Education Statistics (2003) reported in The Condition of 

Education 2003, examining students who first enrolled in postsecondary institutions in 

the 1995-96 academic year, that 51% of students who enrolled at community colleges 

with the initial intent of earning a bachelor�s degree transfer to a baccalaureate-granting 
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institution.  The most interesting finding is that 26% of the students whose initial goal 

was the associate�s degree transferred to a baccalaureate program.   

 Of the students whose initial goal was the associate�s degree but later transferred to a 

baccalaureate-granting institution, 51% earned the associate�s degree prior to 

transferring.  Of the students whose initial goal was the baccalaureate degree, only 19% 

earned the associate�s degree prior to transfer (NCES, 2003).  The students whose initial 

goal was the associate�s degree were less likely to persist through completion of the 

bachelor�s degree.  Of these students, 29% had earned a bachelor�s degree within six 

years of initial enrollment, and 50% of them were still enrolled at the baccalaureate-

granting institution six years after initial enrollment.  Of the students whose initial goal 

was the baccalaureate degree, 44% persisted through to earn a bachelor�s degree within 

six years of their first enrollment at the community college, and 38% were still enrolled at 

the baccalaureate-granting institution after six years.  The total result of attrition among 

community college transfers, then is 21% for students who sought the associate�s degree 

then transferred, compared with 18% for the students who enrolled at the community 

college with the intention of transferring on to complete the baccalaureate degree (NCES, 

2003).  Of the 1995-96 entering student cohort at community colleges, 15.6% had no 

degree aspirations, yet 21.1% of them transferred to a baccalaureate-granting institution, 

with 19.4% of these transfers taking the associate�s degree prior to transfer.  Of these 

non-degree aspirants who transferred, 27.6% persisted to the bachelor�s degree, and 

45.2% of them were still enrolled six years after their initial enrollment (NCES, 2003).  

Of the 1995-96 beginning postsecondary student cohorts, 14% transferred to a public 4-

year institution upon their first transfer, and 10% of them transferred to a community 
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college (NCES, 2002).  Among the students who began at a community college and later 

transferred, one-half went to a four-year institution, while one-quarter went to another 

community college (NCES, 2002).  Of the students who began at a private, not-for-profit, 

4-year institution, and later transferred, 32% transferred to a community college, trailing 

public 4-year transfers by only ten percent.  Of the total transfer population, 30% 

transferred after one year at the institution of origin, and 32% transferred after two years.  

Of the students who began at a community college and later transferred to a 

baccalaureate-granting institution, 24.3% waited until after their third year at the 

community college before moving on.  One-third of these students transferred after their 

first year at the community college, and 28.9% did so after two full years.  The number of 

hours earned by these transfer students was not included in the study (NCES, 2002). 

 Classification of Transfer Types/Roles  The study of transfer rates, definitions, and 

the mission of the community college is both necessary and beneficial (Hom, 2000).  

Some researchers choose to focus their efforts on the content of students� baccalaureate 

degrees rather than on the number of transfer students (Cejda, 1999; Mitchell & Grafton, 

1985; Kearney et al., 1995).  The path to the baccalaureate degree is full of twists and 

turns, and students most often choose the path that is easiest and/or most beneficial and 

expedient for them.  It is this path that is the focus of this research effort. 

 In a study of transfer in California, Mitchell and Grafton (1985) identified a number 

of classifications that could be used to identify students� use of community college 

opportunities to accomplish their educational goals.  Studying a sample of 10,196 

students in the Los Rios Community College District in California, they identified five 

groups of students.  The first, and largest (54%), group consisted of First Time Students 
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(FTS), those who were entering postsecondary education for the first time.  The 

Noncompleter Lateral Transfer students (NCLT) were those who moved from one 

community college to another without a certificate or associate�s degree.  The Completer 

Lateral Transfers (CLT) encompasses 7.5% of the sample, and they are defined as those 

who moved from one community college to another after completing the associate�s 

degree.  Noncompleter Reverse Transfers (NCRT) are those who moved from a 

baccalaureate-granting institution to a community college without completing the 

baccalaureate degree, and those who moved to the community college after completing a 

baccalaureate degree are identified as the Completer Reverse Transfers (CRT).   The 

NCRT students and CRT students comprised 12% and almost eight percent of the cohort, 

respectively (Mitchell & Grafton, 1985).  Students who moved to the community college 

from a baccalaureate-granting institution (the CRT�s and NCRT�s) cited changing 

educational goals and undecided majors as their primary reasons for the reverse transfer.  

The students in the NCRT sub-group resembled those first time students in that they cited 

preparation for (upward) transfer, personal growth, and occupational preparation as their 

reasons for choosing the community college (Mitchell & Grafton, 1995). 

 The lateral transfers, however, cited more pragmatic reasons for their movement, such 

as �moved out of area� (Mitchell & Grafton, 1985).  The difficulty in the application of 

this research lies in its avoidance of the topic of the hours students transferred from one 

institution to another.  While reasons of transfer provide valuable insight both to 

researchers and practitioners, the timing of students� movement, within the time frame of 

their progress toward their stated goals (associate�s degree, baccalaureate degree, or 

terminal workforce training) grants validity to the discussion of their movement.  The 
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timing of student transfer also provides greater insight into the effectiveness of the 

community college in facilitating students� clarification, definition (or perhaps re-

definition) of their educational aspirations. 

 Kearney (et al., 1995) took a similar approach to the study of transfer students by 

identifying the paths chosen by each of the four significant sub-groups in their sample of 

906 students who had attended two or more institutions prior to attending the subject 

university.  Using numerical identifiers (4 to indicate a baccalaureate-granting institution 

and 2 to indicate a community college), the 4>2>4, 2>4>4, 2>2>4, and 4>4>4 paths 

became the most prominent among the students studied.  The 4>2>4 path encompasses 

the reverse transfer who later transfers to the subject university at which he/she takes the 

baccalaureate degree.  These students comprised one-third of the total sample, and they 

were more likely to persist to the baccalaureate degree and to have participated in high 

school college preparatory programs (Kearney et al., 1995).  Almost one-fifth (18%) of 

sample took the 2>4>4 path, beginning with what is often termed the �traditional� 

transfer path from the community college to the baccalaureate-granting institution.   

 Cejda (1999) examined bachelor�s degree recipients who graduated in a five-year 

time frame from a private, liberal arts institution.  The total number of graduates was 

1,193, of which 99.6% (1,188) were included in the analysis.  By examining the final 

degree plans of these students, Cejda (1999) was able to identify specifically how each 

student progressed toward baccalaureate completion.  Almost one-half (49%, 577 

students) attended a community college on their way to completing the baccalaureate 

degree at this liberal arts college.   
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 Having identified the four roles of the community college, listed in chapter one of this 

study, Cejda analyzed each transfer student�s records.  Of the 577 transfer students who 

moved to the institution from the community college, 72% of the students used the 

community college  in an occasional needs role.  In the occasional needs role, students 

attend the community college only to fulfill specific needs, fill in gaps in their degree 

plans, or quicken the pace toward completion of the bachelor�s degree.  These students 

will attend the community college during summer sessions, short Christmas break 

sessions, or use their online offerings to take courses that are either not available or not 

timely at the baccalaureate-granting institution.  This conclusion was supported by the 

finding that 68% of the students in Cejda�s (1999) study attended the community college 

for only one summer session after their sophomore or junior year.   

 The traditional and traditional/continuing needs roles accounted for 69% of the 

student hours transferred from the community college to the baccalaureate-granting 

institution.  The traditional role is defined as those students who follow the linear path, 

beginning at the community college, then transferring to the baccalaureate-granting 

institution.  The traditional/continuing needs role is identified as those students who 

begin at the community college, transfer, but then return to the community college for 

additional hours toward the baccalaureate degree (Cejda, 1999).  Baccalaureate graduates 

at the liberal arts institution who began at the community college (traditional and 

traditional/continuing needs roles) completed an average of 39 hours at the community 

college, 32% of the minimum 124 hours required for the baccalaureate degree.  The 

contrasting occasional needs role used by students who began at the liberal arts college 
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accounted for a mean of six hours at the community college, which is less than one 

percent of the hours required for the baccalaureate degree (Cejda, 1999).   

 

Reverse Transfer 

 Townsend (2000; Townsend & Dever, 1999) contends that reverse transfer students 

inhibits the access of other students who are in need of postsecondary training or 

academic work.  The contention that 16% of community college students nationwide are 

those who began at a baccalaureate-granting institution and moved to the community 

college does raise questions about the role of the community college in providing access 

to disadvantaged students.  Townsend (2000; Townsend & Dever, 1999) distinguishes 

between two types of reverse transfer students.  The undergraduate reverse transfer 

students (URTS) are those who begin at a university and transfer to a community college 

prior to earning their baccalaureate degree (Townsend, 2000).  These students fit the 

reverse transfer role identified by Cejda (1999), and Winter (et al., 2001) refers to them 

simply as �noncompleter reverse transfers�.  Completer reverse transfers (Winter & 

Harris, 1999), also called post-baccalaureate reverse transfer students (PRTS) are those 

who enroll in the community college after earning a baccalaureate degree (Townsend & 

Dever, 1999; Townsend, 2000).  These students may move to the community college 

immediately after obtaining the baccalaureate degree for specific programs, such as 

nursing, while others move to the community college after spending a significant period 

of time in the workforce following completion of their undergraduate credential.  They 

may have been laid off or choose to pursue a new career path and need new training, 

while others may utilize the community college simply to develop new skills required by 
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their current profession.  Adelman�s (1998) study found that almost two percent of the 

students studied had earned at least eighteen credit hours at a community college after 

completing a baccalaureate degree, and the AACC (Gose, 1997, cited in Townsend, 

2000) states that between ten and twenty percent of current community college students 

nationwide are post-baccalaureate reverse transfers.  The proportion of a college�s 

enrollment consisting of reverse transfers in general will vary depending on local 

demographic characteristics, but their presence underscores the mission of the 

community college in providing opportunities for lifelong learning to all members of a 

local municipality (Rue, 1976, cited in Townsend, 2000; Townsend & Dever, 1999).  The 

only problem that the reverse transfer phenomenon may impose is the possibility of 

taking seats in classes that are of greater necessity to other (non-completer) students 

pursuing either technical or academic credentials. 

 A small number (99) of the transfer students in Porter�s (2000) study returned to the 

community college after transferring to the university, representing 7.6% of the total 

number of transfer students.  Sixty-two of these students (62.6%) never returned to the 

university, producing an alarming attrition rate supported by the NCES (2000) study 

which showed that community colleges have only one semester to re-acclimate reverse 

transfer university students to the idea of earning a baccalaureate degree.  One-third of 

the students in the Porter (2000) study did return to the university, effectively completing 

the transfer process twice, but only four of these students earned a baccalaureate degree. 

 What motivates students to leave the baccalaureate-granting institution and move to 

the community college?  Three categories of reasoning were identified by Hagedorn and 

Castro (1999), in their examination of reverse transfer in California.  The student who 
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leaves an institution because of financial difficulty is not a new concept in higher 

education, and the choice of many students to move to the community college for general 

education coursework at a fraction of the tuition charged by both public and private 

baccalaureate-granting institutions is easily understood (Hagedorn & Castro, 1999; 

Winter et al., 2001).  Other students choose to move to a community college in their 

home area for emotional reasons.  Emotional difficulties at the baccalaureate-granting 

institution include homesickness, difficulty adjusting to college life, and abuse of alcohol 

and other substances, to name only three possibilities.  Finally, the academic reasons for 

transferring are often assumed as the primary reason for traditional students who reverse 

transfer, but this situation is often combined with an emotional difficulty (Hagedorn & 

Castro, 1999).  Many students who face academic difficulty choose to reverse transfer 

before facing any sort of academic discipline in an effort to save face and avoid admitting 

defeat in the university environment (Hagedorn & Castro, 1999).  The reverse transfer, 

however, benefits these students who face academic difficulty in the senior college 

environment.  Their academic performance improves upon matriculation at the 

community college, and this sound performance continues on their re-transfer to the 

baccalaureate-granting institution.  Almost one-third of these students will go on to 

complete the baccalaureate degree, and fully one-quarter of noncompleter reverse transfer 

report that they would be unable to enroll if not for the community college (Hogan, 

1986).  Reverse transfer students who entered higher education immediately after high 

school overwhelmingly aspire to re-transfer to the baccalaureate-granting institution, 

while the older students tend to utilize the terminal programs at the community college 

after leaving the university (Hogan, 1986; Winter et al., 2001).  Over half (52%) of the 
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reverse transfers in Hogan�s (1986) study took community college classes that were 

transfer courses, while the rest of the enrollment was in vocational and remedial classes.  

The post-baccalaureate reverse transfer students tend to enroll in courses that build new 

skills or provide life enrichment, but they are not interested in obtaining the associate�s 

degree.  Rather, they tend to focus on specific skills that can be acquired in a short period 

of time (Hogan, 1986).  These students clearly fit into the reverse transfer category, but a 

number of reverse transfer students may well be mis-labeled.   

 Hagedorn and Castro (1999) classify those students who attend the community 

college during short or summer sessions similarly to others in their sample, while Cejda 

(1999) categorizes them as fulfilling the occasional needs role of the community college.  

The students who utilize opportunities at the community college in an ad hoc fashion do 

so for the same reasons as those who begin at the community college.  The tuition and 

fees are low, and the community college provides a convenient venue in which to acquire 

baccalaureate credits (Hagedorn & Castro, 1999; Winter et al., 2001).  

 

Barriers 

 Factors which provide a barrier for students who choose the community college as 

their entrance into higher education also serve as barriers to attainment of the 

baccalaureate degree.  Those barriers include, but are not limited to low socioeconomic 

status, parents who do not have college experience, being Hispanic or African-American, 

and coming from an educationally disadvantaged background (Cejda et al., 2002; Lee et 

al., 1993; Cejda & Rhodes, 2003; Jaramillo, 1992; Kangas, 1993; Kangas & Ma, 1992a, 

1992b; Kraemer, 1995; Rendon, 1992; Roueche, 1993; Solis, 1995; Striplin, 1999). 
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 Does the community college serve as a barrier to students� attainment of educational 

goals beyond the community college, specifically the baccalaureate degree?  This 

question has been asked and answered by many who differ in their perspectives (Lee, 

2001; Lee et al., 1993; Dougherty, 1991).  Lee (et al., 1993) studied a sample of 2,321 

students from the High School and Beyond cohort of 1980 high school graduates who 

attained the baccalaureate degree, aspired to attend graduate school, and enrolled in a 

graduate program.  Eighteen percent of this sub-group had attended a community college.  

Sixty-nine percent of each group, the community college transfers and those who began 

at the baccalaureate-granting institution went on to complete the baccalaureate degree 

(Lee et al., 1993).  Of those who began at a four-year institution, 76% aspired to attend 

graduate school, while only 70% of the community college transfers do (Lee et al., 1993).  

These findings would indicate that beginning at a community college does not present a 

barrier to attainment of the baccalaureate degree but may serve in a �cooling out� 

function with regard to graduate school. 

 

Conclusion 

 Students clearly maintain a consumer mindset when pursuing their academic goals.  

They will move between institutions, enroll simultaneously at two postsecondary 

campuses or schools, and they will attend when it is possible or most advantageous for 

them.  This evolution of the community college transfer mission, from its roots in the 

junior college movement, demands attention.  The movement of students in environments 

that provide almost unlimited educational opportunities has been studied in depth, and the 

movement of students has garnered some understanding.  The logical next step is to 
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examine the movement of students in parts of the United States that do not offer multiple 

opportunities for higher education. 
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CHAPTER THREE 

 METHODOLOGY 

 

Research Design 

 This paper utilized a descriptive research design to identify the transfer behavior of 

students in a rural location, with students� final degree plans being the tool for collection 

of the information necessary to describe the behavior.  Gall, Borg, and Gall (1996) define 

descriptive research as ��a type of quantitative research that involves making careful 

descriptions of educational phenomena.� (p. 374).  The purpose of descriptive research is 

to describe a phenomenon within a specific time frame.  This study examined graduates 

from the immediate past six year of the institution�s history.  Descriptive research utilizes 

descriptive statistics, which are ��mathematical techniques for organizing and 

summarizing a set of numerical data.� (Gall, Borg, and Gall, 1996, p. 175).   A 

descriptive research design is appropriate for this study because transfer behavior in a 

rural environment has not yet been studied in-depth.  Prior to analyzing patterns of 

transfer and transfer rates in this unique setting, one must conduct a review of the 

behavior exhibited by transfer students and describe it.  The descriptive research design 

allows a researcher to establish an initial understanding of the transfer paradigms unique 

to a specific setting prior to conducting statistical comparisons or effectiveness analyses.  

In this instance, the transfer paradigm in a rural environment is described in order to 

provide a springboard into additional research specific to the rural setting. 

 The numerical data in this research was comprised of the hours students transferred 

from a community college to the baccalaureate-granting institution.  The principal 
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investigator analyzed degree plans and student transfer behavior in order to determine 

what role area community colleges played in students� progression toward baccalaureate 

completion.  The placement of transfer hours into the components of the baccalaureate 

degree (general education, major, or other) was measured by calculating the frequency of 

hours used in each section. 

 A strength of the method used in this research is its ability to take a panoramic 

snapshot of students� transfer behavior in a rural environment, one that has received little 

attention in previous research.   

 The descriptive method being used here is the first step in long-term institutional 

planning and policy-making.  This research can provide a valuable snapshot of student 

attendance patterns and community college roles, but it cannot provide accurate 

generalizations that can be applied to students in other non-metropolitan locales.  This 

method does not move into determining the reasons behind students� movement from the 

community college to the baccalaureate degree.  Such an inquiry is beyond the scope of 

this study. 

 

Subjects 

 State University, a master�s comprehensive (Carnegie classification) university in a 

southern state under the purview of the Commission on Colleges of the Southern 

Association of Colleges and Schools will serve as the case in this study.  This institution 

is located in a city with a total population of just over 87,000 people.  The city is eighty-

seven miles from the closest city with a comprehensive community college.  The closest 

community college, hereinafter referred to as CCC (Close Community College), does 
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maintain a branch campus in the city where SU is located.  However, this branch campus 

offers only vocational workforce courses and continuing education programs, none of 

which are transferable to SU, and SU does not offer a baccalaureate degree in applied 

science for the transfer of vocational credits.  Other cities with community colleges 

offering transferable courses are 128, 136, 150, and 199 miles away.  The community 

college which is 136 miles away does maintain a branch offering the academic 

curriculum in a city 92 miles away.  All of these distances are driving distances, rather 

than radius distances (mapquest.com, 2004). 

 State University began as a community college in 1928, located adjacent to the local 

high school.  Its governing legislature acquired the college from the municipality in 1963, 

and the college was transformed into a baccalaureate-granting institution in 1965, with 

the first baccalaureate degrees awarded in 1967.  In 1975, SU was designated as a 

member of the third largest university system in it state.  SU enrolled over 6,100 students 

in the fall 2004 semester. 

 State University was chosen for this study because it fit the location criteria for the 

analysis desired, the information is easily extracted from the student records system, and 

the administration enthusiastically supported this research endeavor.  The principal 

investigator did not conduct any data collection on site.  The information was sent to the 

PI electronically after being extracted by the institutional research and information 

technology offices.  The administration at SU gains from this study valuable insight into 

the effectiveness of their retention of community college transfer students as well as a 

measurement of the effectiveness of their articulation agreements.  This study provided 
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valuable information that was beyond the scope of the standard reports compiled and 

distributed by the institutional research personnel. 

 

Confidentiality 

 Because the data analyzed for this study consists of students� individual degree plans, 

the issue of confidentiality is paramount.  In order to protect students� confidentiality, the 

data was provided to the researcher in a text format that does not contain social security 

numbers, and the students� names were deleted.  Each record was identified only by the 

institution�s student identification number, the name-connection to which the researcher 

does not have access.  The data was extracted by a member of SU�s information 

technology staff and delivered under the direction of the institution�s Provost and 

Director of Institutional Research, both of whom are aware of the necessity of 

confidentiality.  The presence of SU�s student identification number, however, did allow 

the researcher to verify data with SU when questions arise.  Furthermore, if SU wishes to 

conduct a follow-up study with these students, they have the ability to do so with the data 

already extracted.  Lastly, the data is presented in the study in aggregate form only, 

further protecting students� confidentiality and giving them, with regard to readers, a 

significant level of anonymity.  Because the data did not allow the researcher to identify 

the students whose records are being examined, the principal investigator requested 

exemption from Human Subjects Review.  This exemption was granted on September 8, 

2005. 

 The information collected in the degree plan for each student provided a holistic view 

of each students� baccalaureate course progression.  Each record began with the student�s 
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identification number, address, and phone number, all of which were deleted and 

replaced with the institution-specific identification number and a series of X�s.  The 

degree plan then listed the student�s program of study, degree, and college.  Each plan 

noted all degrees earned by the student, including the baccalaureate degree completed at 

SU and any associate�s degree completed at a sending community college.  Entrance and 

placement testing information followed, in addition to cumulative grade point average 

(GPA) information.  All credit by exam and transfer work was then listed alongside all 

coursework previously attempted at sending institution(s) with the awarded grade, the SU 

equivalent course, and the FICE code of the sending institution.  The degree plan then 

included a section for each portion of the degree, with cumulative information.  For 

instance, all English courses completed in the general education were listed with the 

grades earned and GPA calculations for that sub-group.  Courses in the major, minor, 

electives, and professional education (for those seeking teacher certification) groups were 

listed in additional sections of the degree plan distinguishing them from the rest of the 

degree requirements. 

 

Bias 

 While the researcher does have a background that could lead to bias in the analysis of 

the data, measures have been taken to minimize the effect of bias.  First, the researcher 

did not participate in the collection or extraction of this data, and those who did represent 

the institution being studied.  As a result, the researcher has no stake in the outcome of 

the description, and the administration of SU is a recipient of objective, third-party 

analysis of their students� transfer models.  Because there is no survey instrument used in 
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this study, the researcher is unable to lead participants� answers.  All of the data is 

objective information provided to the researcher directly from SU. 

 

Data Collection 

 The administration of SU agreed to provide information contained in the degree plans 

for all baccalaureate graduates in a six-year time period, beginning with the 1998-99 

academic year and ending with the recently concluded 2003-2004 academic year.  The 

information was provided in two files, both delivered electronically using a delimited text 

format.  The first was a summary of the demographic characteristics of the entire 

population of baccalaureate graduates from the previous six years, referred to as the 

�demographic data file�.  The second file contained information from the students� 

degree plans pertaining to transfer behavior.  This file was referred to as the �degree plan 

data file�. 

 State University implemented an automated degree auditing system in 1998.  This 

system is updated each year to reflect curricular changes, and it provides information on 

how courses are both earned and applied to the baccalaureate degree.  Transfer work is 

noted, with the institution at which it was taken and the semester in which it was 

completed.  This automated degree auditing system was built to facilitate advising and 

streamline the final audit process.  Prior to any student being awarded a degree, however, 

the final audit is reviewed manually by the academic deans in the appropriate schools 

within the university.  This manual review process is conducted to ensure that 

programming errors and advising mistakes have been rectified, and substitutions have all 

been approved according to university policy.  As a result, the accuracy of the 
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information in each of the degree plans has been painstakingly reviewed by academic 

administrators at SU prior to completion and posting of the appropriate degree. 

 The degree plans of graduates from six consecutive years were examined in order to 

acquire a holistic view of how these students utilize various community college 

educational opportunities to complete their baccalaureate degrees.  The decision to 

examine degree plans was made in order to obtain accurate data on how community 

college coursework fit into the students� baccalaureate degrees, information that must be 

inferred from the transcript.  The institution being examined utilizes an automated degree 

auditing system that facilitates rapid data acquisition.  This institution also maintains a 

policy of transferring all college-level coursework information into their database.  As a 

result, it was possible to ascertain whether courses were unused due to a failing grade or 

irrelevance to the desired degree.  It was also possible to examine students� unsuccessful 

attempts at coursework in addition to credits successfully transferred toward the degree.  

Students� developmental/remedial coursework completed at SU or at the community 

college prior to transfer was not noted on the degree plan. 

 

Analysis 

 Both the demographic data file and the degree plan data file were uploaded to SPSS 

for statistical analysis.  A graduate student in the higher education doctoral program at 

Texas Tech University reviewed a random sample of 10% of the data to ensure the 

accuracy of the uploading process.  This peer was provided with a hard copy of the 

sample of degree plans extracted from the entire population and an explanation of the 

layout of the documents.  She was given a copy of the definitions for each of four roles of 
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the community college in baccalaureate attainment (Cejda, 1999) and asked to evaluate 

the transfer work on each degree plan.  Her evaluation of the role for each transfer 

student was noted on the degree plan, then compared to the role identified by the 

principal investigator.  A consistency of evaluations between the principal investigator 

and the peer below 97% would have required a review of the data coding and analysis 

procedures for the entire population of transfer students.   

 The evaluations of the degree plans were reviewed by a colleague from the higher 

education doctoral program at Texas Tech University.  A random sample of 10% of the 

degree plans with community college transfer work (101 total) were sent to her for 

review to confirm the accuracy of the researcher�s evaluation of the transfer roles.  A 

copy of the study methodology was sent with the definitions of each of the four roles of 

the community college in baccalaureate attainment (Cejda, 1999).   The evaluations by 

this doctoral candidate peer were 98% consistent with those of the principal investigator.  

There was a difference of evaluation on two of the degree plans where students had 

begun at the baccalaureate-granting institution, transferred to the community college, 

then returned to the university.  The students continued, however, to take courses on 

various occasions at the community college, reflecting what could be called a 

�returning/continuing needs� transfer role.  The principal researcher had categorized 

these two graduates as using the �returning transfer� role of the community college.  The 

rarity of this occurrence, however, did not justify the construction and definition of a new 

transfer role.  As a result, the analysis of the data continued without alteration to the 

methodology. 
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 Analysis of each respective research question follows the scheme developed by Cejda 

in his 1999 study.  To remind the reader, there are four roles of the community college 

identified by Cejda (1999) that provide the framework for this analysis.  The traditional 

role is the closest to the concept of the two-plus-two paradigm.  This initial entry can 

involve the completion of anywhere from 12 to 60 or more hours prior to transfer.  A 

small portion of transfer students complete the associate�s degree prior to transfer.  The 

occasional needs role is the use of community college course offerings to fulfill specific 

needs the student may have to complete the baccalaureate degree.  These needs can 

include, but are not limited to, summer or inter-session coursework which can expedite 

completion, provide needed prerequisites, or fill in gaps in the student�s general 

education requirements.  The returning transfer role is used by those students who begin 

at the baccalaureate-granting institution but move to the community college to complete 

12 or more hours.  The traditional/continuing needs role describes those students who 

begin by following the traditional path, but choose to return to the community college for 

specific needs, such as prerequisites or general education requirements not available 

during a specific term at the university (Cejda, 1999, p. 4).   

 Research question 1: What is the demographic profile of the community college 

transfer student in a rural setting? 

 The demographic data file was used to analyze the ethnic, gender, major, and time-to-

degree (after transfer) characteristics of the subjects of this study.  The principal 

investigator utilized the alphabetical major codes established by SU to identify each 

major.  For instance, �BIO� will indicate a biology major, and �COMM� indicated a 

communications major.  Appendix A lists all majors and their alphabetical codes.  
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Ethnicity codes of �W�, �B�, �H�, �I�, �O�, and �F� were be used to indicate White, 

Black, Hispanic,  American Indian, Oriental, and foreign students, respectively.  The 

time-to-degree notations were noted by the number of long semesters between each 

students� matriculation at SU following transfer and the final semester in which they 

graduated.  The results are presented in tabular form. 

Research question 2: What percentage of the baccalaureate graduates who 

completed hours at the community college followed each of the four roles (Cejda, 1999) 

as indicated below? 

a. Traditional role 

b. Occasional needs role 

c. Returning transfer role 

d. Traditional/continuing needs role 

 The degree plans for all students who have community college transfer work were 

analyzed and coded according to the transfer role they fit.  Students who began their 

postsecondary career at the community college, completed a minimum of 12 credit hours, 

then transferred to the baccalaureate-granting institution were coded �1� to indicate that 

they fit the traditional role.  Students who entered postsecondary education at the 

baccalaureate-granting institution and attended the community college for short sessions 

and less than twelve consecutive hours were coded a �2� to indicate that they fit the 

occasional needs role.  Students who began at the baccalaureate-granting institution and 

later moved to the community college were coded �3�, indicating that they fit the 

returning transfer role.  Lastly those students who began at the community college and 

completed at least twelve hours prior to transfer, and later returned to the community 
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college for additional hours were coded a �4� to indicate their utilization of the 

community college in the traditional/continuing needs role.  Students who did not fit any 

of these four roles were coded �5� to indicate �other� roles.  Each group was described 

using the statistics to support the grouping.  The mode and median values for the number 

of credits transferred were calculated.  These findings were presented in tabular form 

following the completion of the statistical calculations. 

 Research question 3: At SU, students in which major fields of study are most 

likely to transfer community college credits toward completion of the baccalaureate 

degree? 

 The frequency of transfer students in each major field was calculated.  The students 

were grouped by their chosen major for study.  A minimum of 20 students in each major 

field was required for analysis.  Majors which do not meet this minimum were grouped 

with a similar field(s).   The PI utilized the alphabetical major codes established by SU to 

identify each major.  For instance, �BIO� indicated a biology major, and �COMM� 

indicated a communications major.  Appendix A lists all majors and their alphabetical 

codes.  Multiple majors which were grouped due to small numbers of graduates are 

identified by an alphabetical code established by the researcher and identified in the 

analysis, as well as in Appendix A.  A table was presented which shows the number of 

students in each major field, along with the number of hours transferred from the 

community college.  From this information, the major fields in which students are most 

likely to utilize community college opportunities was clearly identified.   
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 Research question 4: What portions of the baccalaureate degree (general 

education, major, electives, or other) are fulfilled using community college transfer 

courses? 

 The degree plan data provided by SU demonstrated the portion of the degree fulfilled 

by each course.  Therefore, it was possible to identify those portions of the baccalaureate 

degree most likely to be fulfilled at the community college.  Furthermore, it was possible 

to determine, specifically, what portion of the general education requirement was fulfilled 

at the community college.  The PI calculated the number of transfer hours utilized toward 

each section of the baccalaureate degree and determine the mean, mode, and ranges of 

hours in each section.  Hours applied to the general education were noted by a code of 

�GE�, while hours applied to the major, minor, or electives were noted by codes of �M�, 

�A�, and �E� respectively.  Courses applied to a professional education section of the 

degree plan were noted with a �P�.  The number of transfer hours in each section of the 

baccalaureate degree, as a total, was presented in tabular form to demonstrate the 

outcome of this analysis. 

 Research question 5: Given the location of the case-study institution, what 

proportion of the graduate completed the associate�s degree en route to baccalaureate 

completion? 

 The degree plans provided by SU note every degree attained by the student it 

represents.  Each of the degree plans in the data showed the baccalaureate degree 

conferred by SU.  Each degree plan also noted a student�s receipt of a previous 

associate�s degree, along with the FICE code of the conferring institution is noted.  The 
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frequency of associate�s degree completions will be calculated, and the statistical 

calculations will be presented in a table. 

 I will also review the number of hours transferred from each of the sending 

community colleges in order to provide follow-up data that may provide additional 

insight for future research.  In consultation w/ the dissertation chair, I will consider 

appropriate tests of significance should the findings indicate they are warranted. 

 

Validity and Reliability 

 The validity of a measurement tool refers to its ability to assess the concepts sought 

by the researchers.  (Gall, Borg, & Gall, 1996)  The question to be asked is, simply, �does 

this tool tell me what I need to know about the concept I wish to study?�  The external 

validity of this study is limited to the transfer behavior of students at SU, however the 

behavior described in this study will provide valuable insight into institutional movement 

in rural locations, a concept that has not been studied.  The validity of the degree plan 

information lies in the fact that, at SU, every course that a student has attempted in 

his/her postsecondary career is recorded in the plan and indicates where and how it 

applied to the baccalaureate degree.  Validity, specific to this study, refers to how the tool 

provides information useful for description of transfer behavior.  The degree plan is 

clearly valid because it records every course attempted, and it is the tool used at SU to 

determine students� progress toward completion of the baccalaureate degree.  Student 

transcripts only record total transfer hours counted toward the baccalaureate degree, 

courses taken at SU and degrees awarded there, thus providing a limited perspective of 

transfer behavior.  The degree plan eliminates this restriction.  The comprehensive nature 
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of the degree plan in recording transfer data clearly makes this tool a valid instrument for 

describing and analyzing transfer behavior in a rural environment. 

 The reliability of a research instrument is its ability to provide consistently accurate 

data with each use.  (Gall, Borg, & Gall, 1996)  The degree plan is the tool used to 

determine SU students� eligibility for conferral of a degree.  This procedure has been 

evaluated by the accrediting agencies that give SU the authority to confer degrees.  These 

agencies include the Commission on Colleges of the Southern Association of Colleges 

and Schools as well as the governing state board and program-specific accrediting 

organizations.  These governing bodies conduct regular reviews of the curriculum and 

performance of the institution and its curriculum.  Each degree plan for students seeking 

the baccalaureate degree in a specific field will remain consistent because the curriculum 

for each field is consistent from year to year.  The accountability provided by the 

governing and accrediting organizations to which SU reports, combined with the 

authority granted them after review of the degree planning procedure confirms the 

reliability of the degree plan as a tool for collection of data used in the description of 

transfer behavior. 
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CHAPTER FOUR 

 
FINDINGS 

 
 

Introduction 

 This chapter is the presentation of the information gleaned from the analysis of the 

degree plans for students who graduated from SU within the past six years.  Because this 

is a descriptive study, the focus of chapter four will be a presentation of the quantitative 

findings in response to the research questions.   

 Of the 4,329 total baccalaureate graduates from State University from the 1998-99 

academic year to the 2003-04 academic year, 1,011 completed their degrees using 

coursework from a community college.  Community college transfer students, defined as 

students moving from a community college to SU, thus constituted 23.35% of the 

graduates for the past six years.  It is clear that community colleges play a significant role 

in baccalaureate attainment in the rural environment being studied. 

 

Research Question 1 

 What is the demographic profile of the community college transfer student in a rural 

setting? 

 Transfer students at State University are primarily female, white, traditional-aged 

students who begin at a baccalaureate-granting institution and utilize the community 

college to fill specific needs or gaps in their degree plans.  Half (49.95%) of the 

community college transfer students who graduated from SU with a baccalaureate degree 

within the past six years were white females, twenty percent more than the next largest 
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group, white males (29.97%).   Furthermore, while SU is only two percentage points 

short of Hispanic-Serving Institution classification, which requires that 25% of the 

student body be Hispanic, only 14.14% of the graduates were Hispanic.  The achievement 

gap between the white and minority students is also clear when examined by transfer 

role.  The three community colleges closest to SU are Hispanic-Serving Institutions, yet 

77.65% of the traditional transfer students and 82.18% of the occasional needs transfer 

students (the two largest groups in the transfer roles) were white. 

Table 1   

Ethnic demographics of subjects 

 White Black Hispanic 

Asian or 
Pacific 
Islander 

American 
Indian or 
Alaskan 
Native 

Inter- 
national 

not 
reported Total 

Male 303 34 64 0 3 0 0 404
Female 505 16 79 5 2 0 0 607
total 808 50 143 5 5 0 0 1011
 

Table 2   

Ethnic demographics of traditional transfer students 

 White Black Hispanic 

Asian or 
Pacific 
Islander 

American 
Indian or 
Alaskan 
Native 

Inter-
national 

not 
reported Total 

Male 118 12 29 1 1 0 0 161 
Female 167 5 32 1 1 0 0 206 
Total 285 17 61 2 2 0 0 367 
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Table 3   

Ethnic demographics of occasional needs transfer students 

 White Black Hispanic 

Asian or 
Pacific 
Islander 

American 
Indian or 
Alaskan 
Native 

Inter- 
national 

not 
reported TOTAL 

Male 126 15 25 0 2 0 0 168
Female 243 8 27 2 1 0 0 281
TOTAL 369 23 52 2 3 0 0 449

 

Table 4   

Ethnic demographics of returning transfer students 

 White Black Hispanic 

Asian or 
Pacific 
Islander 

American 
Indian or 
Alaskan 
Native 

Inter-
national 

not 
reported TOTAL 

Male 33 3 6 0 0 0 0 42
Female 53 2 13 2 0 0 0 70
TOTAL 86 5 19 2 0 0 0 112

 

Table 5   

Ethnic demographics of traditional/continuing needs students 

 White Black Hispanic 

Asian or 
Pacific 
Islander 

American 
Indian or 
Alaskan 
Native 

Inter-
national 

not 
reported TOTAL 

Male 26 4 4 0 0 0 0 34
Female 42 1 7 0 0 0 0 50
TOTAL 68 5 11 0 0 0 0 84

 

 The range of students� ages at graduation begins at 19.78 years and ends at 60.27, 

producing a range of 40.49 years.  The median value of 24.86 years, combined with the 

mode of 22.73 demonstrates the traditional nature of the SU student body both as a whole 

and within each role.  The outliers that show higher ages at graduation reflect periods of 

long stop-out during progress toward the baccalaureate degree.  The time to degree data 
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shown in figure two also demonstrates the traditional nature of the student body at SU.  

Graduates usually took two to eight years to complete their baccalaureate degree at SU, 

which for the occasional needs transfer student stays within the 150% of normal time to 

degree of six years. 

Table 6  

Age at graduation and time-to-degree by transfer role 

Role 
Mean age at 
graduation Median age Mode age 

Mean time 
to degree 
(after 
transfer) 

Median 
time to 
degree 

Mode time 
to degree 

Occasional needs 27.72 25.05 22.87 5.79 4.89 3.66 
Returning 27.74 25.01 24.83 7.96 5.64 3.26 
Traditional 27.33 24.68 22.81 4.87 4.32 3.66 
Traditional/ 
continuing needs 27.61 24.5 n/a 5.41 4.25 3.27 

 
 The occasional needs role of the community college gives students a great deal of 

flexibility in choosing which community college to attend.  Students can choose their one 

or two classes based on the convenience of schedules at any college within his/her 

commuting distance.  In the metropolitan locations, the �swirling� seen in students� 

transfer behavior involved students attending more than one institution at a time.  For the 

students in this rural environment, however, where distances between colleges and 

campuses are greater than in metropolitan locations and for whom public transportation is 

not available, the predominant path of transfer goes between only one community college 

and SU.  Of the entire population, 22.2% attended more than one community college to 

earn transfer credits, and that number fell to 16.9% for the traditional and 16% for 

occasional needs students, respectively.  Students in this rural environment 

overwhelmingly choose to limit their enrollment to one community college in addition to 

their enrollment at SU. 
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 Transfer students, regardless of transfer role used, tended to stay within the SU 

region.  The largest group transferred from the community college closest to SU (CCC).   

A total of 36 students transferred coursework from the Community College of the Air 

Force (CCAF).   The impact of CCAF transfer students on the study as a whole is 

minimal.  The CCAF transfer students only comprise 3.66% of the total population.  The 

presence of a United States Air Force base near SU contributes students to its cohort of 

completers, and this contribution mirrors the number of students transferring from 

community colleges outside the state (35).    

Table 7   

Number of community colleges attended, by transfer role 

 
one 
institution 

two 
institutions 

three 
institutions four institutions Total 

Traditional 296 62 7 1 366
Occasional Needs 365 72 11 1 449
Returning Transfer 82 24 6 0 112
Traditional/ Continuing 
Needs 44 28 11 1 84
 787 186 35 3 1011
 
Table 8   

Community college attendance data 

 one institution two institutions
three 
institutions 

four 
institutions 

Traditional 80.87% 16.94% 1.91% 0.27%
Occasional Needs 81.29% 16.04% 2.45% 0.22%
Returning Transfer 73.21% 21.43% 5.36% 0.00%
Traditional/Continuing Needs 52.38% 33.33% 13.10% 1.19%
 
 Over one-quarter (25.71%, 260 students) of the population of transfer students 

utilized opportunities at CCC.  More than 38% of the students from CCC were 

categorized as occasional needs transfer students, and 31.92% of these students were 

traditional transfers, comprising the majority of transfer students from CCC.  Two-
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hundred and ninety-eight of the transfer students also remained close to SU, attending 

one of the five community colleges within 200 miles of its campus, each labeled as an 

intermediate distance community college (IDCC), none of which were located in major 

metropolitan areas with a population significantly greater than 100,000.   

In the rural environment that characterizes SU, over half (55.19%) of the students 

who use a community college in their baccalaureate attainment did so in locations similar 

to that in which SU is located, both in population and economic base.  Students 

transferring to SU from community colleges more than 200 miles away, labeled as long-

distance community colleges (LDCC�s), comprised 39.27% of the total population, 

46.57% of which attended in the occasional needs role.  Twenty-nine percent of the 

students from LDCC institutions did so in the traditional role.   
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Table 9   

Age, time-to-degree, transfer hours, and transfer role by gender and ethnicity 

  

Mean age 
at grad-
uation 

Mean 
time-to-
degree 

Mean 
total 
transfer 
hours 

Occas-
ional 
needs 

Retur-
ning 
transfer 

Trad-
itional 

Traditional/ 
Continuing 
needs Total 

White/ 
Female 27.52 5.59 25.45 243 53 167 42 505 
        48.12% 10.50% 33.07% 8.32%   
White/ 
Male 27.85 6.02 30.23 126 33 118 26 303 
        41.58% 10.89% 38.94% 8.58%   
Black/ 
Female 25.95 5.62 20.38 7 2 5 1 15 
        46.67% 13.33% 33.33% 6.67%   
Black/ 
Male 27.17 4.66 28.38 15 3 12 4 34 
        44.12% 8.82% 35.29% 11.76%   
Hispanic/ 
Female 27.58 6.14 30.77 26 13 33 7 79 
        32.91% 16.46% 41.77% 8.86%   
Hispanic/ 
Male 27.13 4.65 35.52 25 6 29 4 64 
        39.06% 9.38% 45.31% 6.25%   
Asian or 
Pacific 
Islander/ 
Female 32.38 7.02 16.2 2 2 1 0 5 
        40% 40% 20% 0.00%   
Asian or 
Pacific 
Islander/ 
Male na na na 0 0 0 0 0 
                  
American 
Indian or 
Alaskan 
Native/ 
Female 23.84 3.46 24.5 2 0 1 0 3 
        66.67% 0.00% 33.33% 0.00%   
American 
Indian or 
Alaskan 
Native/ 
Male 28.18 4.72 22 2 0 1 0 3 
        66.67% 0.00% 33.33% 0.00%   
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Research Question 2 

 What percentage of the baccalaureate graduates who completed hours at the 

community college followed each of the four roles? 

Traditional role.  The traditional role is the closest to the concept of the two-plus-two 

paradigm (Cejda, 1999).   This initial entry can involve the completion of anywhere from 

12 to 60 or more hours prior to transfer.  A total of 366, 36.2%, of the community college 

transfer students utilized the community college offerings in the traditional role.  The 

traditional role proved to be the second largest group in the population, as opposed to its 

being the primary role as was anticipated.  Students in the traditional role transferred an 

average of 44.51 hours from the community college to SU.  Seventy-six percent of the 

total transfer hours for these students were applied to the general education portion of 

their baccalaureate degrees, and only 7.8% of the hours were counted toward their major 

field.  This finding supports the idea of the traditional community college transfer 

mission, that idea of students completing their general education requirements prior to 

transfer.  While the data examined here shows that students are not staying at the 

community college for the entire first two years of a four-year baccalaureate degree, it 

does show that students are leaving the community college with approximately one-third 

of their baccalaureate degrees completed. 

The Hispanic sub-group of students in the population of completers was the only set 

for whom the traditional transfer role was predominant.  All other ethnicities followed the 

same path as that identified by the largest proportion of the entire population, the 

occasional needs role.  The largest group of Hispanic students, 42% of the female 
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students and 45% of the males, began at the community college, completed an average of 

31 and 36 hours at the community college respectively, then transferred to SU.   

The range of total transfer hours for traditional transfer students began at the 

minimum for this classification, twelve hours, and extended to 129 total transfer hours.  

While state law governing SU transfer practices mandates that only 66 hours may be 

transferred from the community college to a public baccalaureate-granting institution, SU 

records all attempted coursework for entering transfer students.  As a result, while the 

sixty-six hour maximum is enforced, SU records all attempted hours on every student�s 

degree plan. 

 Occasional needs role.  The occasional needs role is the use of community college 

course offerings to fulfill specific needs the student may have to complete the 

baccalaureate degree (Cejda, 1999).   Four-hundred and forty-nine subjects used the 

community college in an occasional needs role.  This 44.41% of the population studied 

provides an unexpected finding in this research.  While it was anticipated that students in 

this rural environment would utilize the traditional role most often, the occasional needs 

role proved to be predominant.  The predominance of the occasional needs role in this 

rural environment demonstrates that the largest group of transfer students are focusing 

their baccalaureate efforts at the university and utilizing the community college as a 

convenient means of expediting baccalaureate completion.  The students in this role 

completed their baccalaureate degrees with the highest mean cumulative GPA while 

completing the lowest average number of transfer hours.  Similar to the transfer behavior 

in the other three roles, the vast majority of the transfer hours completed at the 

community college were general education hours.  For the occasional needs students, 
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82.2% of their hours were applied to the general education portion of the baccalaureate 

degree.  With a range of hours for the occasional needs students of 1-73 hours, producing 

a median value of 36.5 hours, and a mean value of 10.24 total transfer hours, the most 

accurate depiction of transfer behavior for occasional needs students is the modal value 

for total transfer hours.  The modal value of three hours, demonstrated by 105 of the 449 

total occasional needs students shows that this group of students is completing minimal 

hours at the community college, remaining firmly connected to their �place� a SU while 

taking advantage of opportunities to expedite baccalaureate degree completion.  A total 

of 103 students in this category completed six hours at the community college, indicating 

that almost half (46.33%) of the occasional needs students only took one or two courses 

at the community college in the course of their baccalaureate careers. 

 Returning transfer role.  The returning transfer role is used by those students who 

begin at the baccalaureate-granting institution but move to the community college to 

complete 12 or more hours (Cejda, 1999).   Eleven percent of the subjects began their 

studies at a baccalaureate-granting institution and later transferred to a community 

college.  This group of students demonstrated the importance of the community college in 

facilitating student success.  The returning transfer students completed a significant 

number of hours at the community college, 32.78 on average, prior to returning to the 

baccalaureate-granting institution.  As with the other transfer roles, the largest group of 

returning transfers, half of the total number, chose community colleges within 200 miles 

of SU. 

 Traditional/continuing needs role.  The traditional/continuing needs role describes 

those students who begin by following the traditional path, but choose to return to the 
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community college for specific needs, such as prerequisites or general education 

requirements not available or offered at convenient times during a specific term at the 

university (Cejda, 1999).   A total of 84, 8.3%, of the community college transfer students 

characterized the traditional/continuing needs role of the community college in 

baccalaureate attainment.  Students in the traditional/continuing needs role did not 

complete as many hours as the traditional transfer students.   

Table 10 

Number of students and hours in each transfer role 

Transfer Role 
Total 
Students 

Mean 
total 
transfer 
hours 

Mean 
transfer 
hours 
toward 
general 
education 

Mean 
transfer 
hours 
toward 
major 

Mean 
transfer 
hours 
toward 
minor 

Mean 
transfer 
hours 
toward 
electives 

Mean failed 
community 
college 
hours 

Mean 
community 
college hours 
repeated 

Traditional 366 44.51 33.81 3.49 1.15 5.97 0.28 0.17
Occasional 
needs 449 10.24 8.42 0.32 0.19 1.28 0.08 0.04
Returning 
transfer 112 32.78 25.23 2.43 1.34 3.49 0.26 0.40
Traditional/ 
continuing 
needs 84 43.40 35.72 2.44 0.42 4.33 0.33 0.33

 

 

Research Question 3 

 At SU, students in which major fields of study are most likely to transfer community 

college credits toward completion of the baccalaureate degree? 

 In order to effectively examine transfer students� majors, certain groupings are 

required.  No group of majors was analyzed unless there were fifteen or more students 

with the same major.  While the minimum size of the groupings was initially set at 

twenty, upon examination of the data received, it became clear that a minimum of only 
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fifteen was necessary in order to allow analysis while maintaining the integrity of 

divisions between unique academic areas.  In situations where this minimum was not 

met, I grouped the majors in common, yet more broad, academic areas.  The two students 

who completed degrees in drama were grouped with those who graduated in art and 

music.  This grouping created a fine arts academic category large enough for analysis, 

and both academic departments report to the same division Dean at SU.  The single 

animal business major was grouped with the animal science graduates.  The animal 

business degree plan contains only lower division courses in accounting and economics, 

and it lists 29 hours of upper-division animal science courses as requirements.  As a 

result, the animal business graduate had more coursework in common with the general 

animal science majors than those completing a baccalaureate degree in business.   

 The three biochemistry graduates were grouped with the chemistry completers, along 

with the physics students in order to compile a group large enough for analysis, the 

physical science graduates, and the single life science completer was grouped with the 

biology graduates.  The biochemistry and chemistry programs at SU both report to a 

single department chair, and they are grouped together in the organizational chart.  As a 

result, grouping them together for analysis follows the precedent set by the academic 

administration at SU.  Due to the small size number of baccalaureate completers from the 

physics department, it was necessary to group them with another department.  The 

physics and chemistry programs are both physical sciences, thus the closest fit for the 

physics completers was with the chemistry students.  The life science program at SU falls 

under the purview of the biology department, thus grouping them together provides a 

single analysis for graduates from one academic department.   
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 The single social studies graduate and fourteen criminal justice students were grouped 

with the government completers, and the three international business graduates were 

grouped with the general business students.  The government, social studies, and criminal 

justice programs at SU are located in the same department and report to the same 

department chair, thus grouping them for analysis follows the academic structure in place 

at SU.  Similarly, the international business graduates come from a program within the 

business department, and the courses which differentiate the two degrees lie in the 

specialization area.   

 The three language arts students were grouped with the interdisciplinary majors due 

to their common goal of elementary teacher certification, along with the five math and 

science majors.  All of these programs are administered through the School of Education 

for students seeking certification to teach below the high school level.  The two French 

majors were grouped with the sixteen Spanish majors to form one foreign languages 

category for analysis.   

 With only five graduates, the general studies majors will not be specifically analyzed.  

Using this group with another smaller academic area would risk skewed results and 

provide a misleading portrait of transfer behavior within both the general studies area that 

with which it would be grouped.  The general studies program involves concentrations in 

three different academic areas, which may or may not be in similar academic areas.  In 

order to effectively analyze the role that community colleges play in the acquisition of 

general studies degree, one would need a number of degrees sufficient to support sound 

conclusions.  The small number of general studies degrees in this population is 
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insufficient for such analysis, and as a result were not grouped with another academic 

area. 

 From table eleven, it is clear that students majoring in interdisciplinary studies 

(elementary teacher certification), kinesiology, and psychology utilize the community 

college offerings to the greatest degree, totaling 141, 133, and 107 students respectively 

transferring from the community college.  Yet when the fields in the business 

administration general academic area (BBA graduates) are combined, they total 220 

transfer students, comprising 21.8% of the total transfer completer population at State 

University.  Interdisciplinary studies, kinesiology, and psychology comprise 13.9%, 

13.2%, and 10.6% of the population respectively.  Students in the computer science, art, 

and history fields were the smallest groups in the transfer population, making up only 

4.7% of the population when combined.  History and nursing students transferred the 

greatest number of hours, and the students majoring in general business comprised 3.6% 

of the population. 

 In short, those students in fields included in the bachelor of business administration 

fields are most likely to utilize opportunities at the community college, while students 

specifically seeking credentials for elementary teaching make up the largest sub-group of 

transfer students.  This fact held up within each of the four roles, also.  Students seeking 

elementary certification, kinesiology, and psychology hold predominantly among the 

entire population and specifically within transfer roles. 
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Table 11  

Major fields by role 

Major 
Occasional 
Needs 

Returning 
Transfer Traditional 

Traditional/ 
Continuing 
Needs 

ART 3 0 9 0
ACC 9 3 14 2
ASCI 21 4 17 1
BIO 23 4 10 2
BUS 15 4 14 2
BMIS 14 3 8 0
CHEM 3 0 5 0
COMM 17 2 21 8
C S 5 3 5 2
CRIJ 7 1 1 3
ECH 11 5 18 3
ENGL 8 6 10 5
FIN 19 1 12 1
GSTD 3 0 2 0
GOVT 7 2 7 3
HIST 5 2 7 3
IDIS 61 14 51 13
JOUR 8 1 6 3
KIN 74 15 34 10
MGT 18 12 17 6
MKT 26 3 13 2
MUS 3 0 0 1
MATH 6 1 13 0
NUR 14 5 12 8
PSY 44 17 43 3
SOC 10 0 10 1
FNLG 10 2 5 2
PSCI 5 0 2 0
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Table 12  

Transfer students by degree and major 

Degree Major 
Number of 
completers 

mean total 
transfer 
hours 

mean transfer 
hours toward 
general 
education 

mean 
transfer 
hours 
toward 
major 

mean 
hours 
toward 
minor 

mean hours 
toward 
electives 

BA ART 16 35.31 25.5 3.25 1.88 4.69
BA COMM 48 25.61 22.18 0.67 0.47 2.29
BA ENGL 29 28.76 25.69 1.07 0.21 1.79
BA FNLG 18 27.5 19.17 1.5 2.27 4.56
BA GOVT 31 28.1 22.13 0.77 0.36 4.83
BA HIST 17 40.77 25.65 0.89 0.56 10.71
BA JOUR 18 25 17.83 0.35 0 6.83
BA/BS PSY 107 29.59 22 0.87 2.05 4.67
BA/BS SOC 21 29.24 18.71 1.05 0.86 8.62
BBA ACC 28 37.11 21.46 9.43 0 6.21
BBA BUS 36 25.36 19.49 4.62 0 0.57
BBA BMIS 26 19.74 14.04 1.78 0 3.93
BBA FIN 33 17.12 13.3 1.97 0 1.85
BBA MGT 53 26.38 20.83 3.9 0.45 1.26
BBA MKT 44 22.18 16.36 4.24 0 1.86
BS ASCI 43 31.02 24.33 2.16 1.3 3.23
BS BIO 35 25.26 17.08 1.39 0.64 5.44
BS C S 15 27.31 22.94 2.13 0.19 2.06
BS ECH 37 35.41 29.92 0.35 0.16 5.11
BS IDIS 141 28.42 25.28 0.18 0.48 2.48
BS KIN 133 23.87 20.08 0.64 0.91 2.25
BS MATH 20 35.1 25.55 1.2 0.8 7.55
BS PSCI 18 15.58 13.84 0 1.11 0.63
BSN NUR 39 39.59 27.92 7.67 0 4
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Research Question 4 

 What portions of the baccalaureate degree (general education, major, electives, or 

other) are fulfilled using community college transfer courses? 

 For the entire population of baccalaureate completers from SU who used community 

college hours toward their degree, the average GPA was 3.018, and students transferred 

an average of 27.9 hours to SU.  Seventy-eight percent of the transfer hours were applied 

to the students� general education requirements, with the remainder being applied 

primarily to electives.   

 Students in the most predominant transfer role, occasional needs, transferred an 

average of 10.56 hours, but the modal value for this sub-group was three hours.  

Mirroring the general population, the largest part (79.73%) of the hours earned at the 

community college were applied to the students� general education requirements, with 

fifteen percent of the hours being applied to electives.  The major and minor portions of 

the baccalaureate degree were completed almost entirely at SU. 

 The average total transferable hours for traditional transfer students was 42.70.  

Students utilized 32.26 of those total hours toward their general education requirements 

on average, with 12.51 and 8.77 hours average toward the major(s) and minor 

respectively.  Traditional transfer students applied 14.18 hours on average toward their 

elective requirements.  
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Table 13 

Transfer roles and average hours 

 
Cumu-
lative Gpa 

Average 
total 
transfer 
hours 

Average 
total 
general 
education 
hours 

Average 
total major 
hours 

Average 
total minor 
hours 

Average 
total 
elective 
hours 

Average 
total hours 
failed  

Average 
total hours 
repeated 

Occasional needs 3.061 10.56 8.42 0.28 0.21 1.64 0.10 0.06
Traditional 3.06 42.70 32.26 3.33 1.10 5.98 0.17 0.09
Traditional/ 
Continuing 
Needs 2.956 43.66 36.14 2.46 0.42 4.38 0.33 0.33
Returning 
Transfer 2.872 32.59 25.46 2.46 1.35 3.52 0.26 0.40
 

Students in the traditional/continuing needs role transferred the largest number of hours, 

on average, and again the largest portion of those hours was applied to the general 

education requirements.  They applied more hours toward their major field than any other 

group, and their average cumulative GPA fell below 3.0.  The returning transfer students 

posted the lowest average cumulative GPA but still completed a sizeable number of 

hours, 32.59 on average, at the community college. 

 

Research Question 5 

 Given the location of State University, what proportion of the graduates completed 

the associate�s degree en route to baccalaureate completion? 

 After careful study of all of the completers� degree plans, I discovered that the only 

associate�s degrees awarded to SU graduates within the past six years were those nursing 

degrees awarded by the nursing program at State University.  This finding caused a great 

deal of concern, leading me to contact the transfer services office at SU to confirm their 

policy and procedure.  The Coordinator of Transfer Services verified that it is their policy 
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and practice to post on each student�s degree plan all postsecondary degrees earned by 

incoming transfer students.  Each degree plan noted the baccalaureate degree conferred 

by SU, and those students who took their associate�s degree in nursing at SU also had 

that degree noted on their degree plan.   

 The predominance of the occasional needs role further supports the idea that the 

associate�s degree is an inconsequential item for the student in his/her quest for 

baccalaureate completion.  The transfer role of the community college in these students� 

minds is clearly limited to credit hours over the acquisition of a credential.   

 

Summary 

 The findings of this study came as something of a surprise.  I anticipated that, given 

the distances characteristic of this rural environment, that students would utilize the 

community college in more of a traditional role than any other.  Finding that students 

utilize community college courses most often toward completion of their general 

education requirements did not come as a shock, but finding that the largest group of 

students were white was not expected.  The absence of associate�s degree completers was 

not anticipated; I anticipated a low percentage of community college graduates, but this 

population of transfer students moved to the baccalaureate-granting institution prior to 

taking any credential.  The findings of this study were similar to those of Cejda (1999), 

who examined students at a private liberal arts institution in a metropolitan environment.  

Discussion of these findings, and conclusions to be drawn from them, will follow in 

chapter five. 
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CHAPTER FIVE 

DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS FOR FUTURE 

RESEARCH 

 

Introduction 

 This study examined community college-to-baccalaureate-granting institution transfer 

behavior in the specific context of a rural public university.  In this study, �rural� was 

defined as referring to a municipality that is more than 200 miles from any metropolitan 

location and whose population is less than 100,000.  State University (SU) is a public 

university in such a city in the southern United States, and it is accredited by the Southern 

Association of Colleges and Schools.  In order to obtain a holistic picture of transfer 

behavior in this setting, the researcher chose to examine the degree plans of the 

baccalaureate completers at SU from the six academic years 1998-99 through 2003-04.  

The degree plans contained specific information on coursework transferred to SU, its 

origin, and its placement in each student�s degree.  The degree plan provided the best tool 

for describing the community college to baccalaureate-granting transfer behavior of this 

specific group of students.  Out of a total of 4,329 baccalaureate completers at SU for the 

six-year time span encompassing the study, 1,011 transferred coursework from the 

community college.  This provided sufficient data to examine and from which to describe 

transfer behavior in a rural environment.  The definition of a �transfer student� for this 

study was, very simply, a student who moves from a community college to a 

baccalaureate-granting institution (SU).  Specifically, the purpose of this study was to 

examine the role of community colleges in transfer students� baccalaureate attainment in 
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a rural environment where significant distances characterize students� movement between 

institutions in the transfer process. 

 

Discussion 

 Research Question 1:  What is the demographic profile of the community college 

transfer student in a rural setting? 

 The demographic profile that fit the largest group of transfers in this study was white, 

female, aged mid-twenties, beginning her baccalaureate career at the baccalaureate-

granting institution, and using the community college for only one or two courses to fill 

gaps or expedite degree completion.  These facts reflect the national higher education 

enrollment, where white females comprise the largest group (37.58%) of the gross 

national enrollment, and the majority of  students at both community colleges and public 

baccalaureate-granting institutions are aged 18 to 24 (Chronicle, 2005).  Furthermore, the 

largest portion of the population examined attended community colleges within 200 miles 

of SU, reinforcing its identity as a regional university.   

 The most striking facet of the demographics in the population studied was the 

students� proclivity toward staying within the SU region.  Both rural and urban students 

(Boughan, 1996; Cejda, 1999; De los Santos & Wright, 1990) utilized the convenience of 

community college coursework toward completion of their baccalaureate degree, and 

both remained within relatively close proximity of the institution from which they would 

take their baccalaureate degree.  Students in the transfer studies in Washington, D.C. 

(Boughan, 1996) and San Diego (Piland, 1995) also moved between institutions to 

complete their baccalaureate degrees and remained in close proximity to what would 
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become their alma mater.  The largest group of students at SU, while unable to �swirl� to 

the extent of students in a metropolitan setting, chose to remain close to their 

baccalaureate-granting institution.  The allure of the community college as a tool of 

convenience (Kearney et al., 1995), then, holds true regardless of whether students find 

themselves in a major metroplex or a small town that focuses on farming. 

 Research Question Two:  What percentage of the baccalaureate graduates who 

completed hours at the community college followed each of the four roles as indicated 

below? 

a. Traditional role 

b. Occasional needs role 

c. Returning transfer role 

d. Traditional/continuing needs role 

 This researcher anticipated that, given the distance between SU and the sending 

community colleges, the �swirling� evident in metropolitan transfer behavior would be 

less frequent.  The �swirling� effect, in which students either move back and forth 

between the community college and baccalaureate-granting institution or by enrolling 

concurrently in both institutional types, is quite common in metropolitan areas that 

provide students with numerous avenues for acquiring the needed credits for their 

baccalaureate degree (Boughan, 1996; De los Santos & Wright, 1990; Piland, 1995).  The 

rural environment was anticipated to provide a context best suited for the traditional 

transfer role.  This was not the case, however, with the largest group of students (44%) 

using the community college in the occasional needs role.  The largest group of these 

�occasional needs� students completed only three to six credit hours at the community 
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college.  This finding affirms the notion of SU enrolling primarily �traditional�  age 

college students, attending immediately after high school graduation, and ranging in age 

from 18-24.  The students at SU are utilizing the community college in a manner that 

facilitates degree completion without interfering with their experience at SU.  The 

traditional nature of students at SU, even among the transfer students, limits �swirling�.  

This limitation comes in the fact that the students who complete baccalaureate degrees at 

SU primarily begin there and complete the vast majority of their coursework there, 

utilizing area community colleges for one or two courses toward their degree.  The 

distances between SU and the surrounding community college, combined with the 

absence of public transportation, remove the advantages and benefits of �swirling� for 

students in this rural environment. 

 In Cejda�s (1999) study, 72% of the baccalaureate completers who used community 

college coursework did so using the occasional needs role.  The primary difference 

between this study and that conducted by Cejda is the context.  Cejda�s (1999) study was 

conducted in a metropolitan environment where students traveled shorter distances, 

public transportation was available, and students had a far greater number of 

postsecondary opportunities.  In Cejda�s (1999) study, the traditional and 

traditional/continuing needs roles accounted for the vast majority of credit hours 

transferred to the baccalaureate-granting institution, while the occasional needs role 

accounted for the largest portion of transfer students (Cejda, 1999).  The same 

phenomenon occurred in the rural environment characterizing this study, but the 

occasional needs role accounted for a much smaller proportion of the total transfer 

students than what was seen in Cejda�s (1999) study.    
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 The traditional transfer role, in which students begin their postsecondary career at the 

community college, complete twelve or more hours, then transfer to the baccalaureate-

granting institution, was thought to be the logical path for students to follow in a rural 

environment where larger distances required relocation rather than commuting.  It was 

anticipated that students who chose to attend the community college would do so at the 

beginning of their baccalaureate effort and remain there until that degree is half or almost 

half completed.  The findings indicated that this path, the closest to the two-plus-two 

paradigm characterizing the historic �junior college� mission, is a well-understood option 

for students who aspire to the baccalaureate degree in this environment.   

 Research Question Three:  At SU, students in which major fields of study are most 

likely to transfer community college credits toward completion of the baccalaureate 

degree? 

 The largest group of students transferring community college credits to SU were 

those seeking the BBA degree and majoring in the related business fields.  The business 

students comprise almost 22% of the total transfer completer population at SU.  In 

specific fields, however, those students seeking elementary teacher certification 

(interdisciplinary studies), kinesiology, and psychology were the largest groups.  The 

existing research says little about transfer students� choice of major in relation to the 

courses taken at the community college for transfer.  Cejda, Kaylor, and Rewey (1998) 

studied the relationship between students� major and their academic performance through 

the transfer process.  They found that students in the humanities and social sciences 

performed well after transfer, increasing their GPA, while students in mathematics and 

the professional fields clearly experienced transfer shock (Cejda et al., 1998; Keely & 
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House, 1993).  The actual numbers of transfer students in each field, however, remains 

largely absent from previous research, with brief references being made to the 

unexpected transfer of vocational students (Grubb, 1991).   

 Research Question Four:  What portions of the baccalaureate degree (general 

education, major, electives, or other) are fulfilled using community college transfer 

courses? 

 The vast majority, 78%, of the hours transferred to SU were applied to the general 

education requirements of the students� baccalaureate degrees.  This finding was 

consistent among all four of the transfer roles.  The historic transfer mission of the 

community college, preparing students for upper division work by teaching the first two 

years of the baccalaureate degree, is affirmed in this finding.  Students� emphasis on the 

general education portion of the baccalaureate degree in their transfer behavior is 

unsurprising, yet it provides additional evidence as to the benefit of community college 

and university faculty interaction to enrollment and retention.  Students will continue to 

take the �basics� at the community college for transfer to their baccalaureate-granting 

institutions of choice because it is a common practice that provides clear benefits to them 

in terms of cost and convenience.   

 The notion of the 2+2 transfer paradigm assumed that students completed only 

general education courses at the community college, but the findings here, in addition to 

those from Cejda (1999) which show that the largest group of students attends the 

community college for only one or two classes may require a new line of thought.   
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 Research Question Five:  Given the location of State University, what proportion of 

the graduates completed the associate�s degree en route to baccalaureate completion? 

 There were no associate�s degree completers in the population of baccalaureate 

graduates studied.  The absence of associate�s degree completers in the population of 

transfer graduates at SU leads to two conclusions.  First, as stated at the beginning of this 

study, the 2+2 transfer paradigm is very much a thing of the past.  Students may stay at 

the community college for a significant portion of their baccalaureate career, the 

traditional students completed an average of almost 43 hours prior to transfer, but the 

value and/or necessity of the associate�s degree is not seen by these students.  The 

mission of the community college as an access point to a baccalaureate degree seems to 

be the primary perception of the students who began their career at the community 

college and completed more than twelve hours there.  Students seem to have little or no 

incentive to complete the associate�s degree prior to transfer.  The phenomenon of 

transfer prior to completion of the associate�s degree does not, however, indicate that the 

community colleges are not facilitating students� completion of their educational goals.  

On the contrary, the community colleges are providing ample opportunity and service to 

students to facilitate baccalaureate success, but the associate�s degree is apparently not 

perceived as a necessary or beneficial step on the road to baccalaureate completion. 

 Second, while movement between institutions is evident among the students who 

transfer to SU, they tend to take one of two paths to the baccalaureate degree.  They 

either begin at SU and complete almost, if not all, their coursework there, or they begin at 

a community college within 200 miles, complete approximately 40 to 45 hours, then 

transfer.  The students at SU are traditional in either one of two ways.  They are either a 
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traditional baccalaureate student age 18-24 and attending SU immediately after high 

school graduation, or they are a traditional transfer student in their early twenties and 

completing most of the general education requirements at the community college. 

 The complete absence of associate�s degree completers among the transfer students at 

SU raises a very interesting question of culture.  The students in the population studied 

were clearly intent on baccalaureate completion to the point of completely foregoing the 

possibility of an associate�s degree.  Other baccalaureate-granting institutions in the state 

with SU have begun efforts to encourage students to complete the academic associate�s 

degree by guaranteeing admission to any student to does so.  State University has not yet 

approached transfer recruitment and collaboration with community colleges in this 

manner.   

 

Recommendations for Future Research 

 While the examination of transfer behavior in a rural context is an outgrowth of 

previous research on transfer behavior in metropolitan environments, this study is the 

catalyst for additional questions to be answered in future research. 

1. The use of dual credit, concurrent enrollment, for high school students qualified to 

enroll in lower-division postsecondary courses is a popular method of growing 

enrollment for colleges and universities.  How does this enrollment impact 

students� completion of the baccalaureate degree?  Does dual credit enrollment at 

a university provide a smoother transition to postsecondary success, or does the 

community college provide greater help to these students?  The use of pre-high 

school graduation postsecondary enrollment, particularly at the community 
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college, would be a timely and valuable study for both practice and policy in 

higher education. 

2. How does the size of a student�s community college of origin impact his/her 

performance at the baccalaureate-granting institution?  The cultural shift between 

community college and university life produces the well-documented 

phenomenon of transfer shock.  Yet, how can the effects of transfer shock be 

mitigated by enrollment at community colleges and universities whose cultures 

and sizes best fit students� backgrounds and expectations? 

3. This researcher would also recommend a study of transfer behavior with a larger 

scope, examining students transferring from universities and community colleges 

in varying environments.  Do students from rural community colleges experience 

transfer shock to the same degree as students from metropolitan colleges?  Are 

they more or less likely to graduate from a rural public university? 

4. This researcher would encourage community colleges to follow their transfer 

students to assess their achievement, preparedness, and adjustment to the 

environment at the baccalaureate-granting institution.  A large number of transfer 

students does not indicate that a community college is successful in it transfer 

mission.  A large percentage of transfers who complete the baccalaureate degree 

within a reasonable time frame would provide the best measure for mission-

specific success. 
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Conclusions 

 In closing, discovering that the role of the community college in baccalaureate 

attainment is an occasional one sheds light on the transfer paths taken by students in one 

rural environment where movement between institutions requires relocation.  The 

traditional transfer role was not predominant, as was anticipated, but it was a large 

proportion of the transfer population at SU, and it indicates that students in this 

environment tend to stay with one institution at a time.  The extensive �swirling� between 

institutions, both in sequential and concurrent patterns, seen in metropolitan locations is 

notably absent from the transfer behavior of students in the rural environment studied 

here.  There is truly a significant paradigm shift between the transfer behaviors in varying 

populations. 

  



  118
 

REFERENCES 

 

Adelman, C.  (1994).   Lessons of a Generation: Education and Work in the Lives of the 
High School Class of 1972.  San Francisco:  Jossey-Bass. 

Alba, R. D., & Lavin, D. E.  (1981).   Community colleges and tracking in higher 
education.  Sociology of Education, 54(4), 223-37. 

Armstrong, W. B., & Barnes, R. A.  (1995).   Transfer:  Data, Definitions, and Eligibility 
in the San Diego Community College District.  Paper presented at the Annual 
Convention of the American Association of Community Colleges, Minneapolis, MN.  
(ERIC Document Reproduction Service No. ED 381 215) 

Arnold, J. C.  (2001).   Student transfer between Oregon community colleges and Oregon 
university system institutions.  New Directions for Community Colleges, 114, 45-59. 

Astin, A. W (1977).   Higher education policy:  Education or economics?  Paper 
presented at the annual meeting of the American Educational Research Association, 
1977, under the original title, �The Four Year College and University.�  (ERIC 
Document Reproduction Service No. ED 143 267) 

Avalos, J., & Pavel, D. M.  (1993).   Improving the performance of the Hispanic 
community college student.  San Jose, CA:  Evergreen Valley Community College, 
Enlace Project.  (ERIC Document Reproduction Service No.  ED 358 907) 

Bach, S. K., Banks, M. T., Kinnick, M. K., Ricks, M., Stoering, J. M., & Walleri, R. D.  
(2000).   Student attendance patterns and performance in an urban postsecondary 
environment.  Research in Higher Education, 41(3), 315-330. 

Baldwin, A.  (1994).   Are Miami-Dade Community College leavers actually transferees 
to other educational institutions?  Miami-Dade Community College, Florida, Office 
of Institutional Research.  (ERIC Document Reproduction Service No. ED 379 044)  

Banks, D. L.  (1990).   Why a consistent definition of transfer?  An ERIC review.  
Community College Review, 18(2), p. 47-55. 

Baratta, F.  (1992).   Profile of district transfers to the University of California, 
California State University, and St. Mary�s College.  Martinez, CA:  Contra Costa 
Community College District, Office of District Research.  (ERIC Document 
Reproduction Service No. ED 349 066) 

Barry, R. J., & Barry, P. A.  (1992).   Establishing equality in the articulation process.  
New Directions for Community Colleges, 78, 35-44. 

Berkner, L., Horn, L., & Clune, M.  (2000).   Descriptive summary of 1995-96 beginning 
postsecondary students:  Three years later, with an essay on students who started at 



  119
 

less-than-4-year institutions.  Washington, DC:  National Center for Education 
Statistics. 

Bers, T., Filkins, J. W., Sr., & McLaughlin, G. W.  (2002).  Understanding transfers:  A 
collaborative community college and university research project.  Journal of  Applied 
Research in the Community College, 8(2), 93-105. 

Best, G. A. & Gehring, D. D.  (1993).    The academic performance of community 
college transfer students at a major state university in Kentucky.  Community College 
Review, 21(2), 32-41. 

Blau, J. R.  (1999).   Two-year college transfer rates of black American students.  
Community College Journal of Research and Practice, 23, 525-531. 

Boughan, K.  (1996).   First-Time Entering Student Academic Outcomes: Comparative 
Cohort Analysis Results, 1990-1995. Enrollment Analysis EA 97-1.  Prince Georges 
Community College MD.  (ERIC Document Reproduction Service No. ED 396 795) 

Bradburn,  E. M.  & Hurst, D. G.  (2001).   Community college transfer rates to 4-year 
institutions using alternative definitions of transfer.  Education Statistics Quarterly, 
3(3) 119-25. 

Brint, S. & Karabel, J.  (1989).   The community college and democratic ideals.  
Community College Review, 17(2), 9-19. 

Buckley, J. J., & Feldbaum, E. G.  (1979).   Faculty influences on black recruitment and 
retention in schools of nursing.  College Park, MD:  University of Maryland, Bureau 
of Governmental Research.  (ERIC Document  Reproduction Service No.  ED 181 
859) 

Burstein, M.  (1996).   Sources and information:  The transfer function and community 
colleges.  New Directions for Community Colleges, (96), 87-96. 

Carpenter, K.  (1991).   Serving the transfer needs of international students:  Cooperation 
between two-year and four-year schools.�  College and University, 6(3), 63-66. 

Castañeda, C.  (2002).   Transfer rates among students from rural, suburban, and urban 
community colleges:  What we know, don�t know, and need to know.  Community 
College Journal of Research and Practice, 26, 439-449. 

Cejda, B. D.  (1994).   Reducing transfer shock through faculty collaboration:  A case 
study.  Community College Journal of Research and Practice, 18, 189-199. 

Cejda, B. D.  (1997).   An Examination of Transfer Shock in Academic Disciplines.  
Community College Journal of Research and Practice, 21(3), 279-88. 



  120
 

Cejda, B. D., & Rewey, K. L.  (1998).   The effect of academic factors on transfer student 
persistence and graduation:  A community college to liberal arts college case study.  
Community College Journal of Research and Practice, 22(7), 675-687. 

Cejda, B. D.  (1999).   The role of the community college in baccalaureate attainment at a 
private liberal arts college.  Community College Review, 27(1), 1-12. 

Cejda, B. D., & Kaylor, A.  (2001).   Early transfer: A case study of traditional-aged 
community college students.  Community College Journal of Research and Practice, 
25, 621-638. 

Cejda, B. D., Kaylor, A. J., & Rewey, K. L.  (1998).   Transfer shock in an academic 
discipline:  The relationship between students� majors and their academic 
performance.  Community College Review, 26(3), 1-14. 

Cejda, B. D., Casparis, C., & Rhodes, J. H.  (2002).   Influences on the Educational 
Decisions of Hispanic Students Enrolled in Hispanic Serving Institutions.  Paper 
presented at the annual meeting of the Council for the Study of Community Colleges, 
Seattle, WA.  (ERIC Document Reproduction Service No. ED 467 858) 

Cejda, B. D. & Rhodes, J. H.  (2004).   Through the pipeline: the role of faculty in 
promoting associate degree completion among Hispanic students.  Community 
College Journal of Research & Practice, 28(3), 249-262. 

Chronicle of Higher Education.  (2003).   The almanac issue, 2003-4. 

Chronicle of Higher Education.  (2005).   The almanac issue, 2005-06. 

Clagett, C. A (1993).   Transfer to Maryland public four-year colleges (Research Brief 
RB93-15).   Largo, MD:  Prince George�s Community College, Office of Institutional 
Research.  (ERIC Document Reproduction Service No. ED 356 010) 

Clowes, D. A. & Levin, B. H.  (1989).   Community, technical, and junior colleges:  Are 
they leaving higher education?  Journal of Higher Education, 60(3), 349-55. 

Cohen, A. M (1983).   Understanding the transfer function in California.  Community 
College Review, 10(4), 18-23. 

Cohen, A. M.  (1991).   Deriving a valid transfer rate.  In E. Jones (ed.), A Model for 
Deriving the Transfer Rate (p. 1-15).   Washington, DC:  American Association of 
Community and Junior Colleges. 

Cohen, A. M.  (1992).   Calculating the rate of transfer from community colleges to 
public universities in California:  A report to the California policy seminar.  (ERIC 
Document Reproduction Service No. ED 351 087).  Cohen, A. M.  (1994).   
Analyzing community college student transfer rates.  New Directions for Community 
Colleges, 86, 71-79. 



  121
 

Cohen, A. M.  (1995).   Orderly thinking about a chaotic system.  Paper presented at the 
Annual National Transfer and Articulation  Symposium, Tuscon, AZ.  (ERIC 
Document Reproduction Service No. ED 382 248) 

Cohen, A. M. & Brawer, F.  (2003).   The American Community College.  San Francisco:  
Jossey-Bass. 

Conklin, K. A.  (1995).   Community College Students' Persistence and Goal Attainment: 
A 5-Year Longitudinal Study.  Kansas:  AIR Professional File, Number 55.  (ERIC 
Document Reproduction Service No. ED 384 404) 

Creswell, J. W (1994).   Research design:  Qualitative and quantitative approaches.  
Thousand Oaks, CA:  Sage Publications. 

Crooke, D. B. & Lavin, D. E.  (1989).   The Community College Effect Revisited:  The 
Long-Term Impact of Community College Entry on B.A. Attainment.  New York, NY:  
city University of New York.  (ERIC Document Reproduction Service No. ED 306 
977) 

Davies, T.G., & Casey, K.L.  (1998).   Student perceptions of the transfer process: 
Strengths, weaknesses, and recommendations for improvement.  Journal of Applied 
Research in the Community College, 5, 101-110.   

De los Santos, A. G., & Wright, I.  (1990).   Maricopa�s swirling students: Earning one-
third of Arizona State�s bachelor�s degrees.  AACJC Journal. 

Dougherty, K.  (1987).   The effects of community colleges:  Aid or hindrance to 
socioeconomic attainment?  Sociology of Education, 60(2), 86-103. 

Dougherty, K. J.  (1991).   The community college at the crossroads:  The need for 
structural reform.  Harvard Educational Review, 61(3), 311-36. 

Dougherty, K. J.  (1992).   Community colleges and baccalaureate attainment.  Journal of 
Higher Education, 63(2), 188-214. 

DuBois, G., Tollefson, T. A., & Wesyoven, S.  (1999).   New Hampshire community 
technical colleges.  Community College Journal of Research and Practice, 23(3), 
337-44. 

Eggleston, L. E., & Laanan, F. S.  (2001).   Making the transition to the senior institution.  
New Directions for Community Colleges, 30(2), 87-98. 

Elliott, D. B.  (1989, March).   Community college faculty behaviors impacting transfer 
student success:  A qualitative study.  Paper presented at the annual meeting of the 
American Educational Research Association, San Francisco, CA.  (ERIC Document 
Reproduction Service No.  ED 305 952).   



  122
 

Flaga, C. T.  (2002).   The Process of Transition for Community College Transfer 
Students.  (Ph.D. Dissertation, Michigan State University, 2002).   (ERIC Document 
Reproduction Service No. ED 482 192) 

Fredrickson, J.  (1998).   Today�s transfer students:  Who are they?  Community College 
Review, 26(1), 43-45.   

Frye, J. H.  (1993).   The rhetoric of professional educators and the definition of public 
junior colleges from 1900 to 1940.  Community College Review, 20(4), p. 5-17. 

Fryer, T. W., Jr., Berman, P., Weiler, D., & Clawson, C.  (1990).   NETC�s new 
definition of transfer.  Community, Technical and Junior College Journal, 60(6), 30-
31. 

Fryer, T. W., Jr., &  Turner, C.  (1990).   The transfer status of �non-transfer� students. 
 Community/Junior College, 14(3), 213-226. 

Gall, M. D., Gorg, W. R., & Gall, J. P.  (1996).   Educational Research:  An Introduction, 
6th Ed.  New York:  Longman Publishers. 

Garcia, P.  (1992).   Operationalizing the transfer function.  Paper presented at 
�Leadership 2000,� the Annual International Conference of the League for Innovation 
in the Community College, Chicago, IL.  (ERIC Document Reproduction Service No. 
ED 344 652) 

Gebel, M. A.  (1995).   Impacts on Baccalaureate Degree Completion: A Longitudinal 
Analysis of Community College Transfer Students. Paper presented at the 35th Annual 
Forum of the Association for Institutional Research, Boston, MA.  (ERIC Document 
Reproduction Service No. ED 387 002) 

Gieryn, T. F.  (2000).   A space for place in sociology.  Annual Review of Sociology, 26, 
463-96. 

Gillmore, G. M. & Hoffman, P. H.  (1997).   The graduation efficiency index:  Validity 
and use as an accountability and research measure.  Research in Higher Education, 
38(6), 677-697. 

Graham, S. W. & Dallam, J.  (1986).   Academic probation as a measure of performance:  
Contrasting transfer students to native students.  Community/Junior College 
Quarterly of Research and Practice, 10(1), 23-34. 

Graham, S. W. & Hughes, J. C.  (1994).   Moving down the road:  Community college 
students� academic performance at the university.  Community College Journal of 
Research and Practice, 18, 449-464. 

Gray, K.  (1996).   The baccalaureate game.  Phi Delta Kappan, 77(8), p. 528-535. 



  123
 

Grubb, W. N.  (1991).   The Decline of Community College Transfer Rates: Evidence 
from National Longitudinal Surveys.  Journal of Higher Education, 62(2), 194-222. 

Hagedorn, L. S. & Castro, C. R.  (1999).   Paradoxes:  California�s experience with 
reverse transfer students.  New Directions for Community Colleges, 106, p. 15-26. 

Harbin, C. E.  (1997).   A survey of transfer students at four-year institutions serving a 
California community college.  Community College Review, 25(2), 21-40. 

Harrison, P. L.  (1999).   Transition Experiences of Community College Transfer 
Students: A Qualitative Study.  (Doctor of Philosophy Dissertation, University of 
Virginia, 1999) (ERIC Document Reproduction Service No. ED 461 395) 

Heaney, B. M.  (1991).   A look at transfer rates and programs which promote transfer in 
American community colleges.  (ERIC Document Reproduction Service No. ED 333 
927) 

Helm. P. K. & Cohen, A. M.  (2001).   Leadership perspectives on preparing transfer 
students.  New Directions for Community Colleges, 114, 99-103. 

Hills, J. R.  (1965).   Transfer shock:  The academic performance of the junior college 
transfer.  Journal of Experimental Education 33(Spring), p. 201-216. 

Hirshberg, D.  (1992).   Sources and information:  Community colleges and issues of 
articulation and quality.  New Directions for Community Colleges, 20(2), 87-97. 

Hoffman, M. G.  (1989).   Measuring the Effectiveness of Business Training:  A Follow-
Up Study.  New York.  (ERIC Document Reproduction Service No. ED 311 969) 

Hogan, R. R (1986).   An update on reverse transfer to two-year colleges. 
 Community/Junior  College Quarterly, 10(4), 295-306. 

Hom, W.  (2000).   A statistical analysis to define the �low-transfer� California 
community college.  Sacramento, CA:  California Community Colleges.  (ERIC 
Document Reproduction Service No. ED 450 849) 

Hughes, J. A., & Graham, S. W.  (1992).   Academic performance and background 
characteristics among community college transfer students.  Community/Junior 
College Quarterly, 16, 35-46. 

Hummon, D. M.  (1990).   Commonplaces:  Community, Ideology and Identity in 
American Culture.  Albany:  State University of New York Press. 

Ihlanfeldt, K. R.  (1997).   Information on the spatial distribution of job opportunities 
with metropolitan areas.  Journal of Urban Economics, 41, 218-242. 

Jaramillo, J. A (1992).   A multi-methodological evaluation of Hispanic student 
recruitment and retention effectiveness at the University of Colorado, Boulder.  



  124
 

Boulder, CO:  University of Colorado, University Minority Student Recruitment and 
Retention Agencies (ERIC Document Reproduction Service No.  ED 374 739) 

Kajstura, A., & Keim, M. C.  (1992).   Reverse transfer students in Illinois community 
colleges.  Community College Review, 20(2), 39-44. 

Kangas, J.  (1993).   ADELANTE success rates compared to success rates of other Latino 
students in the same courses, fall 1990-spring 1993 (Report No. 743).   San Jose, CA:  
San Jose/Evergreen Community College District.  (ERIC Document Reproduction 
Service No. ED 376883) 

Kangas, J. and Ma, T.  (1992a).   Persistence of fall 1988 math 310, math 12 & math 13 
students through transfer level math over four academic years (Report No. 269).   
San Jose, CA:  San Jose/Evergreen Community College District.  (ERIC Document 
Reproduction Service No. ED 383363) 

Kangas, J. and Ma. T.  (1992b).   Persistence of fall 1988 ENGL 330/335 students 
through transfer level English (1A) over four academic years (Report No. 267).   San 
Jose, CA:  San Jose/Evergreen Community College District (ERIC Document 
Reproduction Service No. ED 383361) 

Kearney, G. W.  (1995).   Multiple-Transfer Students in a Public Urban University: 
Background Characteristics and Interinstitutional Movements.  Research in Higher 
Education, 36(3), 323-44. 

Keeley, E. J.  & House, J. D.  (1993).   Transfer Shock Revisited: A Longitudinal Study of 
Transfer Academic Performance.  Paper presented at the 33rd Annual Forum of the 
Association for Institutional Research, Chicago, IL.  (ERIC Document Reproduction 
Service No. ED 357 774) 

Kim, K. A.  (2001).   Trends and issues in transfer.  ERIC Clearinghouse for Community 
Colleges, available at www.gseis.ucla.edu/ERIC/digests/digest0106.htm. 

Kinnick, M. K., Ricks, M. F., Bach, S., Walleri, R. D., Stoering, J., Tapang, B.  (1989).   
Student transfer between community colleges and a university in an urban 
environment.  Journal of Applied Research in the Community College, 5(2), p. 89-98. 

Kintzer, F. C.  (1996).   A historical and futuristic perspective of articulation and transfer 
in the United States.  New Directions for community Colleges, 96, p. 3-13. 

Kintzer, F. C. & Wattenbarger, J. L.  (1985).   The Articulation/Transfer Phenomenon:  
Patterns and Directions.  Washington:  American Association of Community and 
Junior Colleges. 

Kissler, J. F.  (1981).   Factors contributing to the academic difficulties encountered by 
students who transfer from community colleges to four year institutions.  Paper 
presented at the Annual Meeting of the American Educational Research Association, 
Los Angeles, CA. 



  125
 

Knight, N.  (1996).   The community college faculty:  The keeper of the transfer key?  
(Ph.D. dissertation, University of California, Los Angeles, 1996).   Dissertation 
Abstracts International, 57(02A), 602.  

Knoell, D., & Medsker, L. L.  (1965).   From junior to senior college:  A national study 
of the transfer student.  Washington, D.C.:  American Council on Education. 

Koppel, S. P.  (1992).   Moving On! Assessing the Transfer Rate and the Characteristics 
of Transfer Students at an Urban Community College.  Paper presented at the Annual 
Meeting of the American Educational Research Association (San Francisco, CA.  
(ERIC Document Reproduction Service No. ED 359 999) 

Kraemer, B. A (1995).   Factors affecting Hispanic student transfer behavior.  Research 
in Higher Education, 36, 303-321. 

Kuh, G. D.  (2004).   Adding value:  Learning communities and student engagement.  
Research in Higher Education, 45(2), 115-138. 

Kunstler, J. H.  (1996).   Home from Nowhere.  New York:  Simon & Schuster. 

Laanan, F. S.  (1996).   Building bridges between the segments:  A study of community 
college transfers.  Paper presented at the Annual Conference of the California 
Association for Institutional Research, Costa Mesa, CA.  (ERIC Document 
Reproduction Service No. ED 400 889) 

Laanan, F. S.  (1997).   Making the Transition: Understanding the Adjustment Process of 
Community College Transfer Students.  Community College Review, 23(4), 69-84. 

Laanan, F. S.  (2000).   Beyond Transfer Shock: Dimensions of Transfer Students' 
Adjustment.  Paper presented at the Annual Meeting of the American Educational 
Research Association, New Orleans, LA.  (ERIC Document Reproduction Service 
No. ED 442 494) 

Laanan, F. S.  (2001).   Transfer Student Adjustment.  New Directions for Community 
Colleges, 30(2), 5-14. 

Laden, B. V.  (1992, October-November).   An exploratory examination of organizational 
factors leading to transfer of Hispanic students:  A case study.   Paper presented at 
the annual meeting of the Association for the Study of Higher Education, 
Minneapolis, MN.  (ERIC Document Reproduction Service No.  ED 352 922).   

Laden, B. V.  (1999).   Two-year Hispanic-serving institutions.  In Townsend, B. Editor, 
Two-Year Colleges for Women and Minorities (pp. 151-194).   New York:  Falmer 
Press. 

Lara, J. F.  (1981).   Differences in quality of academic effort between successful and 
unsuccessful community college transfer students.  Paper presented at the Annual 
Meeting of the American Educational Research Association, Los Angeles, CA. 



  126
 

Lee, V. E. & Frank, K. A.  (1990).   Students' Characteristics that Facilitate the Transfer 
from Two-Year to Four-Year Colleges.  Sociology of Education, 63(3), 178-93. 

Lee, V. E., Mackie-Lewis, C., & Marks, H. M.  (1993).   Persistence to the baccalaureate 
degree for students who transfer from community college.  American Journal of 
Education, 102, p. 80-114. 

Lee, W. Y.  (2001).   Toward a more perfect union:  Reflecting on trends and issues for 
enhancing the academic performance of minority transfer students.  New Directions 
for  Community Colleges, 114, 37-44. 

Lucas, C. J.  (1994).   American Higher Education:  A History.  New York:  St. Martin�s  
Griffin. 

Ludwig, M. J. & Palmer, J. C.  (1993).   Guiding Future Research on the Community 
College Transfer Function: Summary of a National Seminar.  National Center for 
Academic Achievement and Transfer, American Council on Education.  (ERIC 
Document Reproduction Service No. ED 354 973) 

Mapquest.com.  (2004).   Retrieved March 26, 2005 from www.mapquest.com. 

Martorana, S. V.  (1978).   Education for work:  Responsibilities and responses of two-
year colleges.  New Directions for Education and Work, 1, 91-101. 

McCormick, A. C. & Carroll, C. D.  (1997).   Transfer behavior among beginning 
postsecondary students:  1989-94. Washington, DC: National Center for Education 
Statistics.  (ERIC Document Reproduction Service No. ED 408 929) 

Medsker, L. L. & Tillary, D.  (1971).   Breaking the Access Barriers:  A Profile of Two-
Year Colleges.  Hightstown, NJ:  McGraw-Hill Book Company.  

Mitchell, G. N., & Grafton, C. L.  (1985).   Comparative study of reverse transfer, lateral 
transfer, and first-time community college students.  Community/Junior College 
Quarterly, 9, 273-280. 

Myhre, J. R (1998).   Traveling the transfer path: Student experiences at City College of 
San Francisco.  (1998).  San Francisco, CA:  City College of San Francisco, 
Institutional Research, Planning and Grants Report 981-01 (ERIC Document 
Reproduction System No. ED 416 946).   

National Center for Education Statistics.  (2003).   Projections of Education Statistics to 
2013, Thirty-second Edition.  Washington, D.C.:  Gerald, D. E. & Hussar, W. J. 

Nespoli, L. A.  (1997).   New Jersey�s dual admissions program.  Community College 
Journal, 67(4), 22-26. 



  127
 

Nettles, M. T., & Perna, L. W.  (1999).   Two Decades of Progress:  African Americans 
Moving Forward in Higher Education.  Fairfax, VA:  Frederick D. Patterson 
Research Institute.  (ERIC Document Reproduction Service No. ED 427 642) 

Nickens, J. M.  (1975).   Articulation.  Gainesville, FL:  Florida Community Junior 
Colleges.  (ERIC Document Reproduction Service No. ED 116 721) 

Nora, A., & Rendon, L. I.  (1990).   Determinants of predisposition to transfer among 
community college students:  A structural model.  Research in Higher Education, 31, 
235-255.    

O�Regan, K. M. & Quigley, J. M.  (1998).   Where youth live:  economic effects of urban 
space on employment prospects.  Urban Studies, 35(7), 1187-1205. 

Palmer, J., & Eaton, J. S (1991).   Building the National Agenda for Transfer:  A 
background paper.  In American Council on Education, Setting the National Agenda: 
 Academic Achievement and Transfer.  Washington, DC. 

Palmer, J. C., Ludwig, M., & Stapleton, L.  (1994).   At What Point to Community 
College Students Transfer to Baccalaureate-Granting Institutions?  Washington, DC:  
American Council on Education. 

Pascarella, E. T. & Terenzini, P. T.  (1991).   How college affects students :  findings and 
insights from twenty years of research.  San Francisco:  Jossey-Bass. 

Phillippe, K.  (2000).   National profile of community colleges:  Trends & Statistics. 3rd 
ed.  Washington, DC:  Community College Press. 

Phillippe, K., & Patton, M.  (1999).   National Profile of Community Colleges:  Trends 
and Statistics (3rd ed.).   Washington, D.C.:  Community College Press, American 
Association of Community Colleges. 

Piland, W. E.  (1995).   Community college transfer students who earn bachelor�s 
degrees.  Community College Review, 23(3), 35-44. 

Porter, J., Hogan, M., & Gebel, M.  (2000).   The Non-Linear Transfer Student:  The 
Case of Transfer, Returning Transfer, Re-Transfer, and Co-Enrollment.  Paper 
presented at the Annual Forum of the Association for Institutional Research, 
Cincinnati, OH.  (ERIC Document Reproduction Service No. ED 446 509) 

Rendón, L. I.  (1992).   From the Barrio to the academy:  Revelations of a Mexican 
American �scholarship girl�.  New Directions for Community Colleges, 80, 55-64. 

Rendon, L. I.  (1995).   Facilitating retention and transfer for first generation students in 
community colleges.  Washington, DC:  National Center for Education Statistics.  
(ERIC Document Reproduction Service No.  ED 383 369) 



  128
 

Richardson, R., & Doucette, D. J.  (1980).   Persistence, performance, and degree 
achievement of Arizona�s community college transfer in Arizona�s public universities.  
(ERIC Document Reproduction Service No. ED 197 785)  

Robertson, P. & Frier, T.  (1996).   The role of the state in transfer and articulation.  New 
Directions for Community Colleges, 96, p. 15-24. 

Roueche, J.  (1993).   Between a rock and a hard place:  The at-risk student in the open-
door college.  San Francisco:  Jossey-Bass.  

Rudolph, F.  (1962).   The American College & University.  Athens, GA:  University of 
Georgia Press. 

Sanchez, J. R.  (1994).   The Issue of Transfer:  Transfer Data from CPEC/UC/CSU & 
the Transfer Assembly.  Cosa Mesa, CA:  Coast Community College District 
Research Office.  (ERIC Document Reproduction Service No.  ED 371 776).  
Schmitz, C. C. & del Mas, R. C.  (1989).   Everything you always wanted to know 
about transfer rates but were afraid to ask.  Minneapolis, MN:  Minnesota 
University.  (ERIC Document Reproduction Service No. 308 895) 

Sennett, R.  (1990).   The Conscience of the Eye:  The Design and Social Life of Cities.  
New York:  Norton. 

Soja, E. W.  (1996).   Thirdspace:  Journeys to Los Angeles and other Real-and-Imagined 
Places.  Cambridge, MA:  Blackwell. 

Solis, E., Jr.  (1995).   Regression and path analysis models of Hispanic community 
college students� intent to persist.  Community College Review, 23(3), 3-16. 

Striplin, J. J.  (1999).   Facilitating transfer for first-generation community college 
students.  Washington, DC:  Office of Educational Research and Improvement.  
(ERIC Document Reproduction Service No. ED 430 627) 

Stromei, L. K.  (2000).   Increasing retention and success through mentoring.  New 
Directions for Community Colleges, 112, 55-62. 

Suttles, G.  (1972).   The Social Construction of Communities.  Chicago:  University of 
Chicago Press. 

Sydow, D. L., & Sandel, R. H.  (1998).   Making student retention an institutional 
priority.  Community College Journal of Research and Practice, 22, 635-643. 

Tinto, V.  (1982).   Limits of theory and practice on student attrition.  The Journal of 
Higher Education, 53(6), p. 687-700. 

Tinto, V.  (1988).   Stages of student departure:  Reflections on the longitudinal character 
of student leaving.  The Journal of Higher Education, 59(4), p. 438-455.  



  129
 

Tobolowsky, B.  (2001).   Iimproving transfer and articulation policies.  ERIC 
Clearinghouse for Community Colleges, available at 
www.gseis.ucla.edu/ERIC/digests/dig9804.html. 

Townsend, B. K.  (1993).   University Practices that hinder the academic success of 
community college transfer students.  Paper presented at the Annual Meeting of the 
Association for the Study of Higher Education, Pittsburgh, PA.  (ERIC Document 
Reproduction Service No. 363 360) 

Townsend, B. K., McNerny, N., & Arnold, A.  (1993).   Will this community college 
transfer student succeed?  Factors affecting transfer student performance.  Community 
College Journal of Research and Practice, 17, 433-443. 

Townsend, B. K.  (1995).   Community college transfer students:  A case study of 
survival.  The Review of Higher Education, 18(2), 175-193. 

Townsend, B. K., & Dever, J. T.  (1999).   What do we know about reverse transfer 
students?  New Directions for Community Colleges, 106, 5-14. 

Townsend, B. K.  (2000).   Rationales of community colleges for enrolling reverse 
transfer students:  A second chance for whom?  Community College Journal of 
Research and Practice, 24(4), p. 301-312. 

Townsend, B. K.  (2001).   Redefining the community college transfer mission.  
Community College Review, 29(2), 29-42. 

Townsend, B. K.  (2003).   A comparison of transfer and native students� academic 
performance in a teacher education program.  Paper presented at the Biennial 
Transfer & Articulation Conference, 2nd, Tampa, Florida.  (ERIC Document 
Reproduction Service No. ED 480 570) 

Tyler, D. & Small, J. M..  (1990).   Persistence of college transfer students.  The Alberta 
Journal of Educational Research, 36(2), 181-188. 

Vaala, L. D.  (1991).   Attending two-year college after attending a four-year university 
in Alberta, Canada.  Community College Review, 18(4), p. 13-20. 

Van Middlesworth, C., Carpenter-Davis, C., & McCool, M.  (2002).   Examining the 
effectiveness of articulation agreements through community college transfer students:  
A pilot study of teacher education transfers.  Journal of Applied Research in the 
Community College, 8(2), 117-124. 

Vaughan, G. B.  (1976).   The Community College Presidency.  New York:  MacMillan. 

Weick, K. E.  (1976).   Educational organizations as loosely coupled systems.  
Administrative Science Quarterly, 21(1), p. 1-19. 



  130
 

Welsh, J. F. & Kjorlien, C.  (2001).   State support for interinstitutional transfer and 
articulation:  The impact of databases and information systems.  Community College 
Journal of Research and Practice, 25, 313-332. 

Wilson, W. J.  (1987).   The Truly Disadvantaged:  The Inner City, the Underclass, and 
Public Policy.  Chicago, IL:  University of Chicago Press. 

Winter, P. A. & Harris, M. R.  (1999).   Community college reverse transfer students:  A 
field survey of a nontraditional student group.  Community College Review, 27(1), 13-
29. 

Winter, P. A., Harris, M. R., & Ziegler, C. H.  (2001).   Community college reverse 
transfer students:  A multivariate analysis.  Community College Journal of Research 
and Practice, 25, 271-282. 

Yang, X., Rendón, & Shearon, R. W.  (1994).   A profile of Asian students in North 
Carolina community colleges.  Community College Review, 22(1), 19-32. 

Zoglin, M. L.  (1982).   Redefining the role of the community college in an era of 
declining resources.  Change, 14(6), 36-38. 

 



  131
 

APPENDIX 

Legend for abbreviation of major fields 

Major 
Abbreviation Description 
ACC Accounting 
ART Art 
ASCI Animal Science 
BIO Biology 
BMIS Business Management Information Services 
BUS Business   
C S Computer Science 
CHEM Chemistry 
COMM Communication 
CRIJ Criminology 
ECH Early Childhood 
ENGL English 
FIN Finance 
FNLG Foreign Language 
GOVT Government 
GSTD General Studies 
HIST History 

IDIS 
Interdisciplinary Studies (elementary teacher 
certification) 

JOUR Journalism 
KIN Kinesiology 
MATH Mathematics 
MGT Management 
MKT Marketing 
MUS Music 
NUR Nursing 
PSCI Physical Sciences 
PSY Psychology 
SOC Sociology 

 

 


