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Abstract 

 
 Student mobility is a complex phenomenon that has been defined in various ways 

in research: transfer, swirling, double-dipping, and zig-zag (Adelman, 2006; McCormick, 

2003; Townley, Katz, Wandersman, Skiles, Schillaci, Timmerman & Mousseau, 2013).  

Of the various transfer patterns, research studies have most robustly focused on student 

outcomes of transfers from community colleges to four-year institutions-- known as 

traditional, vertical, or upward transfer (Dougherty & Kienzl, 2006; Doyle, 2009; Eagan 

& Jaeger, 2009; Gandara, Alvarada, Driscoll & Orfield, 2012; Ishitani & McKitrick, 

2010).  However, other transfer patterns such as lateral transfer (transfer from one four-

year institution to another or from one two-year institution to another) have also been 

documented in recent years (Goldrick-Rab & Pfeffer, 2009; U.S. Department of 

Education, 2001) and warrant further investigation.   

  This study aimed to examine the impact of a set of empirically-driven predictor 

variables and other academic engagement experiences on the first-year grade point 

average, persistence, and degree attainment of African American, Latino/a, and Asian 

American vertical and lateral transfer students at a four-year minority serving institution 

by analyzing institutional student-level longitudinal data collected by the study 

university’s Office of Institutional Research from Fall 2007 through Fall 2012 (n=1340).  

 The overall linear model for the total minority cohort (n=1340) revealed that a 

positive predictive relationship existed between initial hours earned at time of transfer, 

initial GPA, ethnicity (i.e. African American), major (i.e. STEM), full-time enrollment in 
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Spring 2008 and the outcome, first year post-transfer cumulative GPA F(12, 1004) = 

30.29, p. <.001, R2= .27.  For African Americans (n= 351), three independent variables 

contributed significantly to the prediction of cumulative GPA: initial hours earned, initial 

GPA and full-time enrollment in Spring 2008 F(10, 241) = 8.45, p. <.001, R2= .26.  For 

Latino/a transfer students (n=607) six independent variables significantly contributed to 

the prediction of cumulative GPA (initial hours earned, initial GPA, full-time enrollment 

in Spring 2008, and majors in Professional, STEM and Liberal Arts and Sciences) F(10, 

452) = 12.91, p. <.001, R2= .22.  Moreover, for Asian American transfer students (n= 

382) five independent variables significantly contributed to the prediction of cumulative 

GPA (initial hours earned, initial GPA, majors in Professional, STEM and Undeclared) 

F(10, 291) = 8.75, p. <.001, R2= .23. 

 There were six statistically significant predictor variables χ2(12, N= 1017) = 

84.27, p<. 001. related to the likelihood of a minority transfer student persisting from 

year one to year two of enrollment at the Urban University which included initial GPA, 

initial hours earned, full-time enrollment in Spring 2008, being self-identified as African 

American or Asian American, and having a major in a Professional program.  In 

subsequent models, Latino and Asian American transfer students χ2(10, N= 302) = 32.16, 

p<. 001 shared full-time enrollment in Spring 2008 as a significant predictor of 

persistence from year one to year two. For Latino/a transfer students χ2(10, N= 463) = 

41.39, p<. 001, initial GPA and initial hours earned were also found significantly 

contribute to persistence from one year to year two. 

 Lastly, results indicated that eight independent variables significantly contributed 

to the prediction of whether or not a minority transfer student graduated from Urban 
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University within 6-years of matriculation χ2(14, N= 1017) = 287.36, p<. 001 initial 

GPA, initial hours earned, full-time enrollment in Fall 2007 and Spring 2008, age, major 

(i.e. Professional), and financial aid contributed to graduation status.  African American 

transfer students, per this model, had a reduced likelihood of graduating within 6 years. 

For African American transfer students χ2(12, N= 252) = 79.80, p<. 001 initial GPA, 

initial hours, full-time enrolment in Spring 2008 and financial aid significantly 

contributed to the prediction of whether an African American graduated from Urban 

University.  For Latino/as transfer students χ2(12, N= 463) = 115.19, p<. 001, majors in 

Professional programs and Liberal Arts and Sciences also served as variables that 

significantly predicted graduation from Urban University.  

 Implications from findings indicate that initial GPA, initial hours at time of 

enrollment, and full-time enrollment in Spring 2008 were the most consistent predictors 

of cumulative GPA, persistence from year one to year two and graduation outcomes for 

minority transfer students (Smith et al., 2009).  As evidenced by the literature, and 

findings (Best & Gehring, 1993; Cejda, Kaylor & Rewey, 1998; Keeley & House, 1993; 

Preston, 1993; Soltz, 1992) transfer students- both vertical and lateral- benefit from 

having a strong record of prior academic achievement, as well as, full-time enrollment 

within the first two semesters at the senior institution. African American and Asian 

American transfer students did not show improvement over the constant in logistical 

models; thus, other variables should be considered for future examination.   
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Chapter I 
 

Introduction 
 

 There is a growing emphasis on holding higher education institutions accountable 

for student success (Hossler, Shapiro, Dunbar, Ziskin, Chen, Zerquera, & Torres, 2012). 

Student success, historically and currently, has been measured by the reinforced tradition 

of a “reporting paradigm in which the institution is the unit of analysis and students are 

viewed as simply entering, progressing linearly, and completing a degree—or not” 

(Hossler et al., 2012, p. 8).  As evidenced by an abundance of research (e.g., Adelman, 

2006; McCormick, 2003; Townley, Katz, Wandersman, Skiles, Schillaci, Timmerman & 

Mousseau, 2013), however, students are not only moving linearly, but laterally, to 

ultimately reach degree attainment, and far less is known about the factors associated 

with the student success of these mobile students. 

 Student mobility is a complex phenomenon that has been defined in various ways 

in research: transfer, swirling, double-dipping, and zig-zag (Adelman, 2006; McCormick, 

2003; Townley, Katz, Wandersman, Skiles, Schillaci, Timmerman & Mousseau, 2013).  

Of the various transfer patterns, research studies have most robustly focused on student 

outcomes of transfers from community colleges to four-year institutions, known as 

traditional, vertical, or upward transfer (Dougherty & Kienzl, 2006; Doyle, 2009; Eagan 

& Jaeger, 2009; Gandara, Alvarada, Driscoll & Orfield, 2012; Ishitani & McKitrick, 

2010).  Other transfer patterns such as lateral transfer (transfer from one four-year 

institution to another or from one two-year institution to another) have also been 

documented in recent years (Goldrick-Rab & Pfeffer, 2009; U.S. Department of 

Education, 2001), and warrant further investigation. 
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 Studies have shown that students’ multifarious transfer patterns can lead to 

varying results (Gandara, Alvarado, Driscoll, & Orfield, 2012; Hossler et al., 2012).  For 

example, researchers find transfer can facilitate baccalaureate degree attainment for 

community college students who transfer to four-year institutions (Townsend, 2007). In 

addition, many students may also make a lateral transfer to find a better institutional fit or 

to find a program that may meet their interests more closely (Hossler, 2012).  As 

evidenced by these varied findings, for transfer students, the influence of variables that 

contribute to baccalaureate outcomes of interest remains an important area to analyze. 

 Historically, transfer has been the primary outcome of interest for students who 

begin at two-year institutions, as it is an essential component of the pathway to obtain a 

baccalaureate degree (Alfonso, 2006; Long & Kurlaender, 2009).  However, as noted in 

data presented by National Student Clearinghouse Research Center (2012), which 

included analysis of nearly 2.8 million students, suggests transfer is also an important 

pathway for students who begin at four-year institutions (Hossler et al., 2012).  

Furthermore, according to the aforementioned report, researchers found that among 

students who began at four-year institutions, the rates of lateral transfer (to other four-

year institutions) were measured at16.4 percent, which equates to almost half a million 

students (Hossler et al., 2012).  As the number of students vertically transferring 

continues to increase, and with lateral transfer patterns gaining more attention, a perfect 

storm is brewing as it relates to the study of variables that may predict the persistence of 

this student population in the four-year setting. 

 According to research, institutional fit oftentimes plays a significant role in 

determining how, and how much, students engage with their post-transfer institution 
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(Astin, 1993; Pace, 1980; Pascarella & Terenzini, 1991).  This is of significant 

importance for transfer students because engagement in educationally purposeful 

activities has been found to be one of the greatest predictors of students’ cognitive and 

personal development (Laird, Bridges, Morelon-Quainoo, Williams & Holmes, 2007).  In 

essence, students who are more actively engaged in their education consequently gain 

more from their experiences when they are at institutions that they perceive are clearly 

communicating expectations and are setting those expectations at reasonably high levels 

(Chickering & Reisser, 1993; Education Commission of the States, 1995; Hurtado, 

Milem, Clayton-Pedersen & Allen, 1999; Kuh, 2001).  Because institutional fit plays a 

role in determining the ways in which students become engaged with their education 

(Laird, et al., 2007), and engagement is linked to greater persistence, how transfer 

students engage with their education in various institutional environments (e.g. 

Predominately White Institutions, Historically Black University, Hispanic Serving 

Institution, Minority Serving Institution) warrants considerable attention. 

Since institutional fit has been named in the research as one of the main factors 

why students transfer (Allen, 1992; Davis, 1994; Laird et al., 2007), the receiving 

institution must be prepared to meet the needs of incoming transfer students (Hossler et 

al., 2012).  Because students are seeking environments that may increasingly suit their 

academic and cultural needs, it is imperative that researchers examine how vertical and 

lateral transfer students are performing after their transfer.  For example, an African 

American student may laterally transfer from a predominately white institution (PWI) to 

a historically black institution (HBU) because they may perceive the latter environment 

to be a better institutional fit for their educational needs (Shivers, 2011). However, few 
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studies highlight the experiences in regards to persistence and degree attainment of 

minority transfer students who decide to transfer to a minority serving four-year 

institution.  Thus, examining how ethnic minority transfer students engage with 

institutions that purport to serve minority students can prove to be helpful in designing 

programs and services for mobile minority student populations. 

 Although the transfer patterns of all transfer students will require attention, 

transfer students who are ethnic and racial minorities may face challenges that are 

typically associated with being low-income and first time in college (FTIC) students 

(Laird et al., 2007).  Some of the challenges include part-time enrollment, having unmet 

need, and taking longer than average time to degree completion (Kuh, Cruce, Shoup, 

Kinzie & Gonyea, 2008). Given these factors, this student population will require special 

attention as they arrive and progress at the four-year minority serving institution. 

 Moreover, of the ethnic and racial minority student groups in the United States, 

African American college students have been found to have lower college enrollment 

rates (Bennett & Xie, 2003; Cokley, 2003; Reeder & Schmitt, 2013), are typically 

underprepared for the rigors of college (Bonner II & Bailey, 2006; Harper, 2012; Loury, 

2004; Palmer, Davis & Hilton, 2009) and males specifically have lower graduation rates 

in relationship to their female counterparts and all other races (Harper, 2006a; Harper, 

2012; Nixon, 2013; Strayhorn, 2010).  Given these factors, African American college 

students are in great need of evidenced-based programs and interventions that will help 

them achieve greater rates in measurable student outcomes.  While African American 

college student populations will require further examination to determine why they are 

achieving at less than favorable rates in measurable student outcomes, African American 
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males—as evidenced by recent reports (Harper, 2006; Harper, 2012)-- appear to be at the 

greatest risk of not progressing to bachelor degree attainment (Bowen, 1998; Cuyjet, 

2006; Harper, 2006). Because there are far-reaching benefits associated with degree 

attainment (Branda & Xieb, 2010; Mishler, 1983), it is imperative that African American 

college students are provided the resources to persist from one year to the next--

ultimately completing their program of study.   

Purpose of Study 

 Overall, the purpose of this study was to examine variables that may impact the 

persistence and degree attainment of minority (e.g. African American, Latino/a, Asian 

American) vertical and lateral transfer students at a four-year minority serving institution 

(Cohen & Nee, 2000; Cuyjet, 1997; Harper, 2006a; Jackson, 2003; Wilson-Sadberry, 

Winfield & Royster, 1991).  Specifically, this study aimed to answer two research 

questions: (1a) Among transfer students at an MSI, how are conditions at time of transfer 

(number of credit hours and grade point average earned at time of transfer, type of 

sending institution), and academic engagement experiences at the receiving institution 

related to receiving institutional first-year GPA? (1b) To what extent do these modeled 

characteristics vary by race/ethnicity? and (2a) How do these modeled characteristics 

predict the likelihood of persistence and graduation? (2b) To what extent do these 

modeled characteristics vary by race/ethnicity? 

Terms 

 For the purposes of this study, students through self-identification data provided 

through the study university will define African American, Latino/a, and Asian American 

categories.  Vertical transfer students were defined as students who move from a two-
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year community college to enroll at the four-year university in which they desire to 

transfer (Hossler et al., 2012; Laanan, 2007; Smith et al., 2009).  Lateral transfer students 

were defined as students who move from one four-year university to enroll in another 

four-year university in which they desire to transfer (Hossler et al., 2012; Laanan, 2007; 

Smith et al., 2009).  Also, receiving, senior, or study university was used interchangeably 

to refer to the four-year institutions transfer students enroll into upon acceptance. 

Engagement was defined as students’ participation as a residential or commuter student 

and part-time or full-time enrollment (Astin, 1984). Persistence was operationally defined 

as academic progress as determined by enrollment from one fall term to the next (Nelson 

et al., 2007).  Lastly, degree attainment was defined as completion of a baccalaureate 

program from the four-year minority serving institution within six years of enrollment at 

the senior institution. 

 The paper was organized as follows.  First, the review of literature provided the 

theoretical framework that guided this study.  The following sections provided an 

empirical overview of the vertical and lateral transfer process, minority-serving 

institutions, and ethnic minority transfer students at the four-year institution.  Lastly, the 

review of literature provided an overview of African American, Latino/a, and Asian 

American academic experiences at the four-year institution.  The proposed research is 

presented thereafter, in Chapter 3, including a discussion of research questions, 

independent and dependent variables, and analytical approach.



	   	   	  

	  

Chapter II 
 

Literature Review 
 

This literature review began with an overview of the theoretical framework that 

guided this study.  Next, a summary of the literature on vertical and lateral transfers was 

provided. Following is an overview of the vertical and lateral transfer process, ethnic and 

racial minority barriers to academic success, and African American, Latino/a and Asian 

American students at the four-year university. Overall this study addressed, in large part, 

contributions of engagement toward student success outcomes.  Therefore, for the 

purposes of this study, a review of independent variables and outcomes was offered.  

Theoretical Framework 

 The theory of student development, by Alexander Astin (1984), was used to guide 

this investigation.  In general, Astin posited that for student learning, growth, and 

development to occur, students must be actively engaged in their environment (1984).  

Furthermore, Astin (1984) believed that it is the students’ responsibility to make 

connections and to become involved in the campus and broader communities, which will 

enhance their academic experience.   

 The theory of student involvement is applicable to this study because recent 

studies have found that transfer students often feel disconnected from the senior 

institution (Kuh, Cruce, Shoup, Kinszie, & Gonyea, 2008; Nelson et al., 2007). 

Moreover, according to the theory, uninvolved students typically do not have the same 

academic outcomes as students who are actively engaged with their environment(s) 

(Astin, 1984). Since recent research has found that transfer students are less likely to feel 

connected or to engage with their senior institution (Kuh et al., 2008), they may not be 
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exhibiting positive academic outcomes in comparison to native students (Astin, 1975).  

Thus, by analyzing student engagement variables that could have a positive impact on 

transfer students’ grade point average after the first year-- and persistence to the second 

year of school--could provide insight into how transfer students best reach bachelor 

degree attainment.    

 The theory of student involvement has its roots in a longitudinal study of college 

dropouts (Astin, 1975) that endeavored to identify factors in the college environment that 

significantly affect the student’s persistence in college. Study results identified factors 

that contributed to the student’s remaining in college suggested involvement, whereas 

those that contributed to the student’s dropping out implied a lack of involvement (Astin, 

1975; Astin, 1984). Although the aim of this study is not to identify factors that 

contribute to dropping out, it does aim to identify factors that positively associate with 

transfer students’ persistence.  For example, living in a campus residence was positively 

related to retention, and this positive effect occurred in all types of institutions and among 

all types of students regardless of sex, race, ability, or family background (Astin, 1975). 

Similar results had been obtained in earlier studies (Astin, 1973; Chickering, 1974) and 

have been subsequently replicated (Astin, 1977, 1982). 

 The involvement theory has five basic postulates: 1) Involvement refers to the 

investment of physical and psychological energy in various objects. The objects may be 

highly generalized (the student experience) or highly specific (preparing for a chemistry 

examination); 2) Regardless of its object, involvement occurs along a continuum; that is, 

different students manifest different degrees of involvement in a given object, and the 

same student manifests different degrees of involvement in different objects at different 
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times; 3) Involvement has both quantitative and qualitative features. The extent of a 

student’s involvement in academic work, for instance, can be measured quantitatively 

(how many hours the student spends studying) and qualitatively (whether the student 

reviews and comprehends reading assignments or simply stares at the textbook and 

daydreams); 4) The amount of student learning and personal development associated with 

any educational program is directly proportional to the quality and quantity of student 

involvement in that program; 5) The effectiveness of any educational policy or practice is 

directly related to the capacity of that policy or practice to increase student involvement 

(Astin, 1977, 1982).  Astin (1977) also observes that the last two propositions are 

considered key educational postulates because they can provide evidence for designing 

more effective educational programs for students. 

  More specifically, Astin’s theory of student involvement refers to the amount of 

physical and psychological energy that the student devotes to the academic experience 

(Astin, 1977, 1982). For example, a highly involved student is one who “devotes 

considerable energy to studying, spends much time on campus, participates actively in 

student organizations, and interacts frequently with faculty members and other students” 

(Astin, 1984, p. 522). Conversely, a typical uninvolved student “neglects studies, spends 

little time on campus, abstains from extracurricular activities, and has infrequent contact 

with faculty members or other students” (Astin, 1984, p. 523).  Although the scope of this 

study does not encompass assessing how much time students are spending on homework, 

or interactions with administrators and faculty, it will quantitatively measure the impact 

that particular proxy engagement--variables such as commuter or residential designation 
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and enrollment status (full or part-time)--have on grade point average after the first year, 

persistence to the second year and graduation from the senior institution.  

  Astin’s (1975) study of dropouts also produced some interesting findings 

regarding the “fit” between student and college. Findings concluded that students were 

more likely to persist at religious colleges if their own religious backgrounds were similar 

(Astin, 1975).  Similarly, African Americans were more likely to persist at Historically 

Black colleges than at White colleges; and students from small towns were more likely to 

persist in small rather than in large colleges (Astin, 1975, 1977). The origin of such 

effects probably lies in the student’s ability to identify with the institution (Astin, 1975). 

As the theory postulates, it is easier to become involved when one can identify with the 

college environment.  

  According to Astin’s theory (1975), institutional fit and engagement with the 

senior institution can contribute to students’ academic progress; hence, minority students 

should be able to become engaged with school environments that are racially diverse.  In 

the present study, African American, Latino/a, and Asian American vertical and lateral 

transfer students could potentially benefit from transferring to a minority serving 

institution because of the support and environment that a minority serving institution 

provides for its students (Flores & Park, 2013).  Thus, exploring how minority transfer 

students engage with what is classified as a minority serving institution can serve to be 

significant when analyzing what factors contribute to their persistence at the senior 

institution.  

 Another theoretical perspective that lends itself to this study is Tinto’s (1975) 

student integration model (SIM) (Draper, 2008; Tinto, 1975).  Tinto (1975) asserted in 
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his model of student integration that students bring to college a series of characteristics 

such as ethnicity, secondary school achievements, family support and encouragement, 

and socioeconomic status that influences initial levels of commitment to the institution 

and promotes attendance and graduation (Draper, 2008; Tinto, 1975). 

 The key theoretical premise in Tinto’s (1975) model is that “as students are 

integrated into and become more interdependent with both academic and social elements 

of a college or university, the probability that a student will leave the university declines” 

(Glyn, Sauer, and Miller, 2003, p. 42).  For most students the relationship between 

academic integration and social elements is positively related to the time spent at the 

institution (Astin, 1975, 1977; Glyn, et al., 2003).  Therefore, for the purposes of this 

study, transfer students’ commitment to an educational goal plus a commitment to stay at 

the school should be effective factors in the students’ decision to persist (Glyn et al. 

2003).    

 The benefit of integrating Astin’s model of student engagement and Tinto’s 

model of student involvement is that it provides the theoretical framework needed to 

analyze transfer students’ persistence, while attributing for ethnicity and cultural 

composition of the institution. Because persistence is a function of background variables, 

and academic and social integration (Tinto, 1975), and involvement (Astin, 1975), how 

minority transfer students engage with the senior institution is directly related to their 

ability to progress from one semester to the next. 

Defining Transfer 

Vertical Transfers.  Vertical transfer or “two-four transfer” refers to students 

who earn credit at a two-year institution and then enroll in a four-year institution, with the 
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goal of achieving a four-year degree (Hossler et al., 2012; The National Center for Public 

Policy and Higher Education, 2004). Nationwide, roughly 43% of students who begin 

their higher education at two-year institutions at least transfer once (The National Center 

for Public Policy and Higher Education, 2004).  Although the transfer process does not 

always proceed in a linear fashion, students beginning at a community college have been 

found to exhibit characteristics that positively impact persistence, which could ultimately 

lead to graduation from the four-year institution within six years from initial enrollment 

(Serban et al, 2008; Smith et al, 2009).   

 Because community colleges are typically associated with affordable tuition and 

less restrictive admissions policies, first generation, low-income, and minority students 

often choose these institutions as an entry point to postsecondary education (Bush, 2002; 

Calcagno, Bailey, Jenkins, Kienzl, & Leinback, 2008).  For instance, according to 

Dicroce (2005), in 2004 community colleges accounted for 45% of all first-time 

freshmen enrolled in higher education, and currently student enrollments at two-year 

institutions are increasing at faster rates than at four-year institutions (Cuseo, 2001; 

Serban, Kozeracki, Boroch, Over, Malmgren & Smith, 2008).  The rising increase in 

enrollment is a direct indicator of how significant this point of entry is for some student 

groups.   

 Additionally, research has found that 300,000 of the 2.2 million students who 

begin at a two-year community college eventually transfer to a baccalaureate-granting 

institution within four years of original matriculation (Cohen, 2003). Correspondingly, at 

least 40% of students enrolled at a baccalaureate granting institution have some 

community college credits on their transcripts (Cohen, 2003; Serban et al, 2008).  These 
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findings not only show just cause as to the vital role that the community college serves in 

offering students the opportunity to earn a bachelor’s degree, but they also reveal that 

vertical transfer is an option that students are utilizing.  Although research cites specific 

challenges (e.g. low-income, first-time in college, ethnic/racial minority) (Smith et al., 

2009) for many community college students, research has also found factors positively 

associated with persistence and degree attainment (Hossler et al., 2012). 

 Some examples of variables that positively impact baccalaureate completion for 

two-year vertical transfer students include timing of transfer and grade point average at 

time of transfer (Hossler et al., 2012; Smith et al., 2009).   Smith et al., (2009), for 

example, found that timing of transfer—the number of credits a student has at time of 

transfer to the senior institution--leads to greater rates of degree attainment.  Additionally, 

if a student transfers to the receiving university with sixty or more hours, then the student 

will have more college going experience; therefore, has the ability to successfully 

navigate the four-year institution and engage in educationally purposeful activities (Laird, 

et al., 2007) that lead to greater persistence at the senior institution (Hossler et al., 2012).  

Lastly, grade point average at time of transfer has also been found to be positively 

associated with persistence from one year to next for students who transfer vertically 

(Hossler et al., 2012; Smith et al., 2009).  Therefore, students with high grade point 

averages translate into successful completion of course work, which is associated with 

bachelor degree attainment (Hossler et al., 2012).   

 Lateral Transfer.  Current literature defines lateral transfer as transfer from one 

four-year university to another four-year university (Hossler et al., 2012).  Lateral 

transfer patterns have often been largely overlooked in the extant literature because 
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traditionally, researchers have focused on student mobility of two-year to four-year 

universities (Borden, 2004; McCormick, 2003).  Thus the amount of research that 

highlights persistence and graduation rates of lateral transfer students is very limited.  For 

example, no studies were found that specifically highlighted the experiences of minority 

lateral transfer students at four-year institutions.   

 However, in general, as Dongbin, Saatcioglu, and Neufeld (2012) point out, 

students who begin their postsecondary education in a four-year institution tend to have 

the highest graduation rates. Correspondingly, Goldrick-Rab and Pfeffer (2009) also 

found that within an eight-year window, transfer students from one four-year university 

to another had the second highest graduation rates, following native students.  Although 

research has cited that multi-institutional transfer patterns may lead to lower rates of 

degree completion (Goldrick-Rab, 2006; Goldrick-Rab & Pfeffer, 2007; Kim, Saatcioglu 

& Neufeld, 2012), this concept may not hold true for all transfer student groups. As 

evidenced by graduation rates by lateral transfer students found in the Kim et al. (2012) 

study, students may be able to navigate the four-year university system with greater 

success to degree attainment as opposed to vertical transfer students (Kim et al, 2012).   

Minority Transfer Students: Barriers to Academic Success 

Many researchers have suggested that transfer students, especially those who are 

ethnic minorities, may face barriers such as poor academic preparation, lack of family 

support, problems with financial resources, and the need to work more hours (Dennis, 

Calvillo & Gonzales, 2008; Eggleston & Laanan, 2001; Fredrickson, 1998; Rendon & 

Valadez, 1993).  These barriers may explain why some find that many transfer students 

suffer from a decline in GPA during the first term of transfer (Dennis et al., 2008; Hills, 
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1965). For example, a landmark study conducted by Hill (1965) found that transfer 

students typically experienced a drop in their GPA their first semester of enrollment at 

the senior institution that usually led to academic suspension or withdrawal.  Since then 

similar results have been replicated by numerous researchers (Pennington, 2006; Phillips, 

2004; Townsend & Wilson, 2006). 

Furthermore, a study conducted by Duggan and Pickering (2008) cited non-

cognitive, cognitive and demographic barriers (e.g. self-ratings, confidence, and 

academic integration) to persistence and retention among minority transfer students.  

They posit that findings varied by student classification (i.e. freshmen, sophomore, 

junior, or senior).  Therefore, according to this study, transfer students--contingent upon 

their student classification and especially those who are ethnic minority college students-- 

represent a group of students who are at risk for academic and administrative difficulties 

at the university (Carter & Wilson, 1995; Hagedorn, 2004; Zhai & Newcomb, 2000). 

Thus, students who incur these difficulties upon transferring to the receiving institution 

could take longer than average to reach degree attainment (Berger & Malaney, 2003). 

 African American Transfer Students and the Four-Year University. Research 

has indicated that oftentimes the community college is an essential pathway for African 

American students in pursuit of a bachelor’s degree (Evelyn, 2002). However, despite the 

high number of African American students enrolled in two-year institutions and who 

aspire to transfer (Bush & Bush, 2010), there is a pronounced scarcity of educational 

literature about the African American student experience with the transfer process, and 

experiences after transfer to the receiving institution, specifically.  Moreover, less is 

known about African American transfer students who laterally transfer from one four-
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year university to another.   

Remaining studies that have highlighted African American transfer students’ 

postsecondary experiences find that African American students oftentimes feel 

disconnected from the receiving institution (Kuh et al., 2008), lack familiarity with 

navigating the four-year college system, and are typically unprepared for the rigors of 

college-level work (Harper, 2012; Hossler et al., 2012; Smith et al., 2009).  Since African 

American transfer students are susceptible to academic and non-academic challenges at 

the four-year university, how they persist to degree attainment in non-Historically Black 

MSI will require further examination. 

 Latino/as Transfer Students and the Four-Year University. Recent reports 

indicate that 58% of Hispanic students are currently enrolled at 2-year colleges, 

compared to 42% of White students (Bensimon & Dowd, 2009). As for Latino/a students, 

findings from the National Center for Urban Partnerships database indicate that 85% of 

Hispanic students who attend community colleges view the community college as a first 

step to obtaining a baccalaureate degree (Rendon & Nora, 1997). In other words, not only 

are the majority of Latino/a students attending community colleges, but their intended 

goal is to successfully transfer to a 4-year university and to earn an undergraduate degree 

or higher (Bensimon & Dowd, 2009).   

 While less is known about Latino/a students who start at a four-year university 

and laterally transfer to another four-year institution, research has found that Latino/a 

students who do transfer are ‘‘less likely than their White counterparts…to obtain a 

bachelor’s degree” (Woodlief & Chavez, 2002, p. 174–175).  Researchers find that the 

lack of degree attainment for Latino/a transfer student populations contributes to the gap 
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in graduation rates between Hispanics and non-Hispanic whites, at roughly 20 percent 

(Bensimon & Dowd, 2009).  Without increased degree attainment in undergraduate 

programs, research cites that Latino/as are likely to continue to be denied access to 

positions of leadership and power (Bensimon & Dowd, 2009; Chapa & De La Rosa, 

2006).  

 Asian American Transfer Students and the Four-Year University.  The 

concept of educational risk is generally not typically associated with Asian American 

students. Indeed, the tremendous growth in the number of Asian American students 

attending colleges and universities over the past decade obscures the fact that members of 

some Asian American ethnic groups have prospered in higher education while others 

have struggled to enter and remain in the educational system (Bennett & Debarros, 1998; 

Yeh, 2002).  Numerous misinterpretations of similar data have led to the stereotyping of 

Asian Americans as a group of high-achieving students who possess the skills and 

knowledge needed to succeed at all levels of their education (Alva, 1993; Chun, 1995; 

Dao, 1991; Hu, 1989; Nakanishi, 1995; Siu, 1996; Suzuki, 1977, 1989; Yeh, 2002). 

Unfortunately, for many Asian American students who are having academic difficulty, 

this perception of guaranteed educational success has proved detrimental because their 

needs have been systematically neglected at the institutional level (Yeh, 2002).   

 Although there is limited research on vertical and lateral Asian American transfer 

students, some researchers have attempted to examine gender and race differences in the 

transfer student experience.  For example, a study conducted by Wawrzynski and 

Sedlacek (2003) found that for Asian American transfer students expressed greater 

interest in working with faculty on a research project than did White students 



18	  

	  

(Wawrzynski & Sedlacek, 2003).  They further note that the Asian American participants 

in their study were more interested in joining campus organizations than were other 

students.  These findings support the conclusion that this student group develops support 

systems through community involvement (e.g. engagement) with the receiving 

institution.  As research has shown, having a strong academic support and being involved 

on campus is critical for the success of students of color (Astin, 1993; Fries-Britt, 2000; 

Kuh, 2008; Pascarella & Terenzini, 1991; Sedlacek, 1999). Thus, examining how this 

student population engages with environments that purport to serve minority students is 

critical to the current investigation. 

  Timing of Transfer.  Smith, Miller, and the Pell Institute for the Study of 

Opportunity in Higher Education (2009) posit that timing of transfer effects enrollment 

trends and degree attainment of two-to-four year transfer students.  “Students who 

transfer with too few credit hours may not be academically ready for university 

coursework, while those who transfer with too many hours run the risk of losing 

eligibility for financial aid and/or in-state tuition before completing a degree” (Smith et 

al, 2009, p. 16).   A review of literature indicates a positive relationship between the 

number of credits completed at the community college and academic performance at the 

four-year institution (Smith et al., 2009).  This finding has been found to be consistent 

over time (Best & Gehring, 1993; Cejda, Kaylor & Rewey, 1998; Keeley & House, 1993; 

Preston, 1993; Soltz, 1992; Smith et al, 2009).  Although lateral transfer students’ 

enrollment patterns were not scrutinized in the same fashion, it can be assumed that 

transfer students, in general, who transfer with a higher number of credits, may have 

more experience navigating the postsecondary educational system; therefore, they may 
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have more opportunity to succeed at the post-transfer institution (Smith et al., 2009). 

Because timing of transfer can significantly impact low-income, minority, and 

first generation college-goers’ ability to be eligible for financial aid or in-state tuition 

(Hagerdorn, Cabrera & Prather, 2010), it is important to examine this unit of analysis.  

For example, students who transfer with more than sixty credit hours are at risk of not 

receiving aid for the remaining time it takes to complete their bachelor’s degree (Smith et 

al., 2009).  Thus, receiving financial aid is very important to this student population 

because students would not otherwise be able to afford the costs associated with college 

without the financial assistance (Long & Riley, 2007; Perna, 2006; Titus, 2006).  Because 

minority students are oftentimes low-income (Dennis, Calvillo & Gonzales, 2008; 

Eggleston & Laanan, 2001; Fredrickson, 1998; Rendon & Valadez, 1993), then not 

having access to financial aid hinders their ability to persist at the receiving institution.  

 On the other hand, students who transfer to the 4-year university too soon, 

without enough prior college-level course work, may be ill-prepared for the rigors of 

college-level course work found at the four-year university (Smith et al., 2009).  

However, if students laterally transfer with sixty or more credits (Smith et al., 2009), 

studies have consistently found that they have a greater ability to navigate the 

postsecondary system and persist from one year to the next.  Nevertheless, minority 

students are already susceptible to other challenges in academia, thus having a strong 

record of prior academic achievement--as evidenced by successful completion of 

previous course work--may enhance their academic progression at a minority serving 

four-year institution.  

 Financial Aid. Although affordability is an obstacle for low-income minority 
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students who aspire to attend public institutions, financial aid often can assist this student 

population with covering costs associated with college attendance (College Board, 2013; 

Long & Riley, 2007; Sanoff, Powell & Lumina Foundation for Education, 2003).  For 

example, researchers find that without any financial aid, based on U.S. Census Bureau 

2005 data, the median family income does not keep pace with the cost of tuition and fees 

(College Board, 2013; Long & Riley, 2007).  With a lack of money to cover basic college 

costs, and low expected family contributions, minority transfer students may incur other 

challenges to degree completion that are considered non-academic (Bailey, Jenkins, 

Leinbach, 2005; Kumanyika & Grier, 2006; Miller, Erisman & Pell Institute of 

Opportunity in Higher Education, 2011). For example, Miller et al., (2011) found that 

transfer students often incurred a challenge post-transfer with receiving financial aid.  

Transfer students oftentimes have to “re-learn” the college system; thus, they may have 

missed opportunities to submit paperwork in a timely fashion. Because transfer students 

may not know how to navigate the receiving institutions’ system, their lack of knowledge 

may result in systemic delays in financial aid processing and disbursements (Adelman, 

2006; Dougherty & Kienzl, 2006; Strauss & Volkwein, 2004).  These delays can have a 

significant impact on students’ persistence (Allen, Robbins, Casillas, 2008; Kuh et al., 

2008; Miller et al., 2011)—which ultimately could affect persistence and delay 

graduation (Hossler et al., 2012; Smith et al., 2009). 

 With a mix of the rising cost in tuition and family income not keeping pace with 

the cost of inflation, students may have to attend college with some amount of unmet 

need (Long & Riley, 2007).  Generally speaking, unmet need is defined as the 

educational cost minus the Expected Family Contribution (EFC) and financial aid (Kuh et 
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al., 2008; Bresciani & Carson, 2002). Educational cost is defined as the total cost of 

attendance and is determined by the institution (Sanoff, et al., 2003). This includes 

tuition, fees, and room and board, and it is adjusted according to whether the student 

attends full or part-time, and for a full or partial school year (Kuh et al., 2008; Sanoff et 

al., 2003). The EFC takes into account a family’s income and assets to determine the 

financial responsibility of the family.  Therefore, if students’ educational costs outweigh 

the amounts received from financial aid (e.g. grants, loans, scholarships) and family 

contributions, the student will more than likely have some amount of unmet need. 

 Scholars have found that the effects of aid may differ by aid type, thus expanding 

the scope of research to analyzing the impact of different aid types (Astin, 1975; Stampen 

& Cabrera, 1986, 1988). This aid-type of research focused chiefly on behavioral 

differences between aid recipients and non-recipients of a certain type of aid.  This line of 

research has helped “differentiate the effects of different types of aid, such as grants, 

loans, and work-study, on student departure” (Chen, 2008, p. 217).   

 The brief review of the departure research on the effects of financial aid leads us 

to several conclusions.  First, different types of aid are found to affect students’ dropout 

behavior differently.  But the literature is not clear as to which types of aid have the 

greatest impact (Pascarella & Terenzini, 2005).  In most studies, grant aid is found to 

have a positive effect on persistence (Astin, 1975) and negative effect on departure 

(DesJardins et al., 1999).  For loans, Voorhees (1985) found that Federal Perkins Loans 

have a strong positive impact on persistence, while Peng and Fetters (1978) asserted that 

loans are not related to persistence.  Other researchers (Astin, 1975; Hochstein & Butler, 

1983; St. John & Starkey, 1995) have discovered that students who take out loans are less 
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likely to persist.  In the review of college impact, Pascarella and Terenzini (2005) 

conclude that work-study assistance generally increase the chance of persistence.  Given 

inconsistent findings in the literature, studies on student engagement need to include aid 

measures that represent the amounts of each type of financial aid students receive each 

year (Chen, 2008).  Although these aid measures are not within the scope of this study, it 

should be considered for future analysis.  

   Unmet Need.  The National Postsecondary Student Aid Survey (2003) cites 

unmet need as a significant issue.  For example, research has suggested that persistence is 

related to unmet need: “Students unable to cover their education expenses are less likely 

to persist” (NPSAS, 2003, p. 234). While grants and loans are helping students afford 

college with mixed results and implications, many students still do not have all of their 

academically-related financial needs met (Long & Riley, 2007; Perna, 2006; Titus, 2006).  

 Although grants represent the most generous type of financial aid (Bettinger, 

2004; Kim, 2004) because they do not need to be repaid, “students are still left with a 

considerable amount of unmet need even after other forms of aid, such as loans, are taken 

into consideration” (NPSAS, 2003, p. 234).  For example, dependent students face an 

average unmet need of $5,911, versus $4,503 for independent students (Long & Riley, 

2007; NPSAS, 2003). However, according to researchers, when all aid is taken into 

account, full-time, full-year independent students still face higher average unmet need 

than full-time, full-year dependents ($7,049 versus $6,726) (NPSAS, 2003; citation). 

 Differences in unmet need can also be exhibited by various patterns in varying 

racial groups (NPSAS, 2003). For example, African American dependent students 

demonstrated average unmet need of $4,819, compared to $6,175 for White dependent 
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students, but 56 percent of Black students had unmet need after all aid, whereas only 40 

percent of Whites had unmet need (NPSAS, 2003). Similar patterns are also found when 

comparing the unmet needs of Hispanic versus White students (NPSAS, 2003). In other 

words, “Groups whose access to higher education has historically been most limited 

remained especially likely to have their financial need unfulfilled by family contributions 

and all sources of grants and loans” (NPSAS, 2003, p. 234).  With that said, minority 

transfer students, who are typically associated with being low-income, need support from 

the receiving institution to ensure that their academically-related financial needs are 

fulfilled (Kim, 2004). 

  Campus Climate.  According to the National Center for Education Statistics 

[NCES] (2002) data, postsecondary institutions are more racially diverse than before. 

With the change in the campus environment, researchers purport that “many college 

students, therefore, experience their first substantial interracial contact when they arrive 

on college campuses” (Rankin & Reason, 2005, p. 205).  Thus, the campus environment 

in which these interactions occur within can influence the learning and social outcomes 

of students (Kuh, Kinzie, Schuh & Whitt, 2010; Pascarella & Terenzini, 1991; Rankin & 

Reason, 2005).  This makes the campus climate an important area of understanding for 

higher education administrators, policy makers, and researchers (Sorenson, Nagda, Gurin 

& Maxwell, 2009). 

   The importance of understanding how students, particularly students of color, 

experience college environments is reinforced by research that indicates racial 

diversification without intentional education about issues of race may result in negative 

interactions and consequences (Gurin, 1999; Rankin & Reason, 2005).  On the other 
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hand, positive learning and social outcomes result when higher education administrators 

design focused, intentional multicultural experiences for students (Milem, 2003).  

Intentional institutional policies and programs that encourage high-quality interactions, 

coupled with a diverse student population, improve educational experiences for all 

students (Chang, 2001).  Thus, minority students who transfer to a minority serving 

institution should be met with programming that fits their educational and cultural needs 

(Rankin & Reason, 2005). 

 By 2012, a significant demographic shift occurred in U.S. colleges and 

universities in terms of their minority populations, as Latino/a students replaced African 

Americans as the largest minority attending our nation’s two and four-year institutions 

(Fry & Lopez, 2012).  Thus, in response to the demographic changes, the nation’s 

colleges and universities prepared themselves to serve populations that were more 

racially and ethnically diverse than at any other time in the nation’s history (Fry & Lopez, 

2012). To that end, beginning in 2006, The Department of Education classified 

institutions that enrolled over fifty percent of ethnic minorities (with the exclusion of 

Asian/Pacific Islanders) as Minority Serving Institutions (MSIs) (National Center for 

Education Statistics, 2006).   

 With the exception of Asian-serving institutions, MSIs tend to be less selective, 

with higher proportions of open admissions institutions (Flores & Park, 2013; NCES, 

2006). Also, in comparison with non-MSIs, MSIs have a higher proportion of institutions 

that enroll large percentages of low-income students (Flores & Park, 2013).  Furthermore, 

in 2004, among four-year degree-granting institutions, MSIs as a whole had a lower 

average six-year graduation rate than did their non-MSI counterparts (41 vs. 54 percent). 
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In fact, all subgroups (e.g. Alaska Native-Serving Institutions, American Indian Tribally 

Controlled Colleges and Universities, Asian American And Native American Pacific 

Islander Institutions, Hispanic-Serving Institutions, Historically Black College and 

Universities, Native American Serving Institutions, Native Hawaiian-Serving Institutions, 

Predominately Black Institutions) of 4-year MSIs, except Asian-Serving institutions, 

reported lower 6-year graduation rates than did non-MSIs (28–44 vs. 54 percent) (NCES, 

2006). Given that MSIs are accepting transfer students that are likely to be considered at-

risk (Dennis, Calvillo & Gonzales, 2008; Eggleston & Laanan, 2001; Fredrickson, 1998; 

Rendon & Valadez, 1993), examining how students are performing in ethnically and 

racially diverse environments will provide the insight needed to continue to develop 

policy that encourages this student population to degree attainment.  

 Major. The major choice determines where students will take most of their 

courses within an institution, thus in turn affecting much of their interactions with faculty 

and other students.  Scholars have long understood the impact of academic majors on 

students and have concluded that they often produce quite different influences on the 

development of students’ interests and abilities (Baird, 1988; Chickering, 1969; Porter & 

Umbach, 2006).  It is generally thought, for example, that majoring in science is more 

difficult, and hence riskier, than majoring in programs in social sciences (Porter & 

Umbach, 2006).  It may be, however, that people who differ in their socioeconomic and 

demographic characteristics, as well as, cognitive capabilities also differ in their 

willingness to choose riskier areas of concentration (Montmarquette, Cannings & 

Mahseredjian, 2002).   

 Racial segregation amongst college majors is another important component in 
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selection of college majors. Studies of found that students of color are not likely to 

choose a particular major where they are few minorities represented (Fouad & Byars‐

Winston, 2005.  If students do choose a major where there are few people of color, 

attrition is likely (Porter & Umbach, 2006).   

 Overall, evidence from the mainstream literature on influence of academic major 

fields on student educational attainment has “not yielded a consistent pattern” (St. John, 

Hu, Simmons, Carter & Weber, 2004, 210).  For example, studies conducted by 

Alexander and Eckland (1977) and by Pascarella, Smart, Ethington, and Nettles (1987) 

did not find a significant association between academic major and overall educational 

attainment.  Pascarella, Ethington, and Smart (1988) found that students majoring in the 

social sciences were more likely to have higher levels of overall educational attainment 

than were students with other majors. On the relationship between major fields and 

persistence, Pascarella and Terenzini (1991) concluded that majoring in the “social 

sciences or humanities indirectly enhanced bachelor degree completion by positively 

influencing grades and informal interaction with faculty, after controlling for student 

characteristics and characteristics of the institution attended” (St. John et al, 2004, p. 

210). 

Engagement Variables   

 Residential or Commuter Students.  Leaving home to attend college has 

significant effects on most college outcomes (Astin, 1985; Pascarella & Terenzini, 1997).  

Research finds that students who live in campus residences are much more likely than 

commuter students to show greater gains in artistic interests, liberalism, and interpersonal 

self-esteem (Astin, 1985; Jacoby, 2000a; National Resource Center for The First-Year 
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Experience and Students in Transition [NRC], 2001).  In addition, living in a residence 

hall is positively associated with several other forms of involvement: interaction with 

faculty, involvement in student government, and participation in social fraternities or 

sororities (Astin, 1985; Jacoby, 2000a).   This type of involvement has also been 

positively linked to satisfaction with the receiving institution and persistence from one 

year to the next (Kuh et al., 2008). 

 Living on campus substantially increases students’ chances of persisting and 

aspiring to a graduate or professional degree (Astin, 1985; Astin, 1996). Residents are 

more likely than commuters to achieve in such extracurricular areas as leadership and 

athletics and to express satisfaction with their undergraduate experience, particularly in 

the areas of student friendships, faculty-student relations, institutional reputation, and 

social life (Astin 1985; Astin 1996; Zhao & Kuh, 2004).  As evidenced by these findings, 

it is apparent that students--including transfers--exhibit engagement with the four-year 

institution when they reside at the four-year institution (Kuh et al., 2008), and thus, 

positively benefit from living on campus (Kuh et al., 2008).  On the other hand, transfer 

students who may not be considered “Traditional” college students may have other 

responsibilities that prohibit them from living on campus (Miller et al., 2011), thus 

creating another challenge to possibly engaging with the receiving institution.  

 In comparison to residential students, commuter students have higher drop-out 

rates (Skahill, 2003). For example, Johnson (1997) conducted research on commuter 

students and found that academic climate was especially important in predicting the 

retention of commuter students.  In the study, Johnson defined “academic climate” as 

including faculty and staff-student interactions and connections (1997). Johnson (1997) 
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also found that dropping out was related to beliefs about college education and gender. 

Women were more likely to drop out than men and drop-outs were more likely to feel 

that college did not make you better prepared for life (Johnson, 1997). In a similar study 

conducted, Kuh, Gonyea, Palmer (2005) concluded that overall, students who live on 

campus are more engaged than students who commute (Chickering, 1974; Dowd, 2004; 

Lounsbury & DeNeui, 1995; Pascarella & Terenzini, 1991).  Hence, lateral and vertical 

transfer students’ academic satisfaction and persistence should be positively impacted by 

living on campus (Flaga, 2006; Kuh, 2003); thus resulting in favorable graduation rates 

(Hossler et al., 2012).   

 Enrollment Status.  According to Kuh’s (2003) study, full-time (e.g. twelve or 

more course credit hours per semester) students are more engaged with their institution. 

This is to be expected, as they take more classes, read and write more, and spend more 

time preparing for class than their part-time (e.g. nine or less credit hours per semester) 

counterparts (Seftor & Turner, 2002; Toole, Stratton & Wetzel, 2003). In addition, full-

time students tend to have fewer obligations, such as family responsibilities and off-

campus work, that preclude them from taking part in certain educational activities, such 

as study abroad or extracurricular events (Kuh, 2003; O’Toole, Stratton & Wetzel, 2003). 

As evidenced by study findings (Kuh et al., 2008; Hossler et al., 2012; Smith et al., 

2009), involvement in educational purposeful activities can lead to greater persistence of 

transfer students; thus, students who vertically or laterally transfer benefit from full-time 

enrollment (Kuh et al., 2008; Hossler et al., 2012).  On the other hand, part-time 

enrollment can lead to more time to degree completion (Miller et al., 2011).  As a result, 

transfer students who may have had to learn a new college system (Kuh et al., 2010; 
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Miller et al., 2011) and make other adjustments to adapt to the campus environment 

(Miller et al., 2011) may not benefit from part-time enrollment.   

Student Success Outcomes 

   Grade Point Average.  Numerous studies have found that academic success can 

be represented and predicted through grade point average (Elliott, Godshall, Shrout, & 

Witty,1990; Meeker, Fox, & Whitley, 1994; Pritchard & Wilson, 2003; Sowa, Thomson, 

& Bennett, 1989; Ting & Robinson, 1998). For example, grade point average is 

particularly relevant to transfer students because research has found that upon transfer, 

students may experience a decline, and in some cases substantial, in their grade point 

average their first year of enrollment at the receiving institution (Hills, 1965; Glass & 

Harrington, 2002).  This dramatic decrease can lead to academic probation (Hills, 1965; 

Ishitani, 2008; National Center for Education Statistics; 1996), which may ultimately 

result in suspension from the four-year institution (Hills, 1965; Laanan, 2001; Rhine, 

Milligan, & Nelson, 2000).  Since transfer students’ persistence is a key outcome of this 

study, and persistence is positively correlated with GPA (Kuh et al.,2008), examining 

vertical and lateral transfer students’ first-year grade point average could provide insight 

to drive research needed to support this student population.  

 Besides being positively correlated to persistence, other studies have shown that 

GPA is also positively related to various academic constructs (Plant, Ericsson, Hill, & 

Asberg, 2005; Robbins, Lauver, Le, & Davis, 2004).  For example, Porter (2003) found 

that GPA is positively related to the confidence of an individual to succeed academically. 

GPA has also been associated with self-appraised problem solving ability (Elliott et al., 

1990) and academic self-concept (Gerardi, 1990). One study by Strage and colleagues 
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(2002) examined 1,379 college students (two-thirds women, one-third men; 33.7% white, 

17% Hispanic, 6.9% African American) to determine the actions and beliefs associated 

with academic success. Results of the study indicated that students with high GPAs were 

able to identify the courses in which they felt they could get a good grade (Strage et al., 

2002). Furthermore, these students also indicated they enjoyed being academically 

challenged (Strage et al., 2002). Finally, GPA has been connected to career outcomes. 

McKinney and colleagues (2003) examined data from 548 job postings in a college 

recruitment program and found that both major and overall GPA were related to being 

hired. For this study, grade point average will be considered on a continuous scale (e.g. 

0.00-4.0). 

 Studies on the impact of GPA have concluded that regardless of students’ 

racial/ethnic status (minority or nonminority), first-year college GPA exerts the largest 

influence on whether or not a student persists (Allen, 1999).  In addition, the higher the 

student’s GPA the greater the probability of retaining that student from the first to the 

second year of enrollment in college (Murtaugh, Burns, & Schuster, 1999; Smith et al., 

2009; Hossler et al., 2012).  Thus exploring initial GPA at time of enrollment and during 

subsequent semesters is critical to examining minority transfer student’s progression at 

the senior institution.  Researchers have found that GPA provides insight into whether a 

student is responding positively to the institutional environment (Murtaugh, Burns, & 

Schuster, 1999; Smith et al., 2009; Hossler et al., 2012), therefore, decreasing GPAs of 

transfer students could lead to low academic achievement and result in departure from the 

senior institution. 
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 Persistence of Transfer Students at Receiving Four-Year Institutions. 

Persistence is often used as a measure of academic success (Hanson & Taylor, 1970; 

Kahn, Nauta, Gailbreath, Tipps, & Chartrand, 2002; Woosley, 2003). It can be defined as 

the process by which students remain at the receiving institution and exhibit continuous 

enrollment from one term to the next at the university (Kahn, Nauta, Gailbreath, Tipps, & 

Chartrand, 2002; Woosley, 2003). Ling (2006) suggests students who persist in their 

education are able to reach the goal of achieving a degree, whereas students who drop out 

of the academic environment no longer have the opportunity to reach this goal. Like 

GPA, persistence is also a characteristic of transfer shock (Glass & Harrington, 2002). 

Indeed, studies have found that persistence and GPA tend to correlate (Johnson, 1997; 

Kahn et al, 2002; Metzner, Lauer, & Rajecki, 2003). 

 Despite reports of transfer students incurring an initial drop in grade point average 

(Hill, 1965; Pennington, 2006; Phillips, 2004), which could potentially impact their 

persistence rates at the receiving institution, researchers have noted that transfer students 

are persisting from one year to the next (Miller et al., 2011).  More specifically, some 

transfer students are successfully navigating the four-year institution, engaging in 

educationally purposeful activities, and reaching degree attainment (Kuh et al., 2008; 

Hossler et al., 2012; Smith et al., 2009).  For example, researchers argue that transfer 

students who move laterally and vertically, oftentimes do take more time to degree 

completion; however, they manage to persist from one year to the next, sometimes 

dropping from full-time to part-time enrollment to graduation (Miller et al., 2011).  

 Degree Attainment.   Although the 4-year graduation rate is largely recognized 

as ideal for universities, 6-year graduation rates are the metric used by the U.S. 
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Department of Education as the standard for comparing universities (Adelman, 2006; 

Carey, 2004, 2008).  For the purposes of this study, 6-year graduation rates will be 

measured out from time of enrollment to the receiving institution.  Specifically, transfer 

students admitted to the senior institution in Fall 2007 would graduate from the senior 

institution in Spring 2013 in order to meet the six-year measurement.  

 Besides varying institutional missions, stark differences also exist by race in 

regards to 6-year graduation rates (Carey, 2004). For example, recent findings published 

by The Chronicle of Higher Education (2010) find that graduation rates at four-year 

institutions among first-time, full-time, degree-seeking undergraduates were highest for 

White, non-Hispanic students (63%), followed by Asian students (59%), for cohorts 

entering in the fall of 2004.  African American and Hispanic students in this cohort 

graduated at rates 44% and 43%, respectively (The Chronicle of Higher Education, 

2010).  More specifically, a report conducted by the American Council of Education 

(2010) found “when determining graduation probabilities over a 6-year period, African 

American males were found to have a graduation rate of 35 percent” (Clarence, 2012, 

p.1).  This compares with rates of 59 percent for White males, 46 percent for Hispanic 

males, and 45 percent for Black women (Clarence, 2012). As evidenced by these data, 

African American males, in particular, lag behind their counterparts as it pertains to 

degree attainment. 

 Although 6-year graduation rates for African Americans appear dismal, Nguyen, 

Bino, and Engle (2012) found that graduation rates have largely remained stagnant over 

time with slight dips from 2004 to 2010.  For example, they found in 2004 41.2 percent 

of African American students graduated in six years, compared to 40.6 percent in 2010.  
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The researchers also concluded that African American student populations were more 

concentrated in the institutions that experienced declines in graduation rates (Nguyen, 

Bibo, Engle & Education, 2012). Since transfer students are found to exhibit such 

characteristics as being less prepared to navigate the four year college system (Miller et 

al., 2009), potentially having problems with wasted credits (Hossler et al., 2012; Smith et 

al., 2009), and are considered to be an at-risk student populations, examining their six 

year graduation rates by race and ethnicity is important to find what differences exist for 

vertical and lateral transfer student populations.   

With that said, the literature finds that students who transfer may access various 

pathways for a multitude of reasons (Flaga, 2006; Hossler et al., 2012; Smith et al., 2009; 

Townsend & Wilson, 2006); however, less is known about how transfer students 

experience the senior institution after vertical or lateral transfer. Additionally, the 

literature finds that minority transfer students may incur other obstacles to the 

baccalaureate degree that are not associated with cognitive functions (Constantine & 

Okasaki, 2004; Swim, Hyers, & Cohen, 2003; Cokley, 2003; Cuyjet, 2006; Swim, Hyers, 

& Cohen, 2003; Townsend & Wilson, 2006).  Because of the challenges minority transfer 

students may face, and the less-than-comparable graduation rates of African American 

male students, their post transfer experiences must be explored.   

 To that end, the purpose of this study was primarily to provide an examination of 

one aspect of minority students’ post-transfer experiences. Specifically, this study seeks 

to understand whether engagement during the first year of college following transfer have 

a significant impact on African Americans, Latino/as, and Asian Americans’ first-year 

grade point average, chances of returning for a second year of college, and graduation net 
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of the effects of student background, and prior academic achievement. Since institutional 

engagement can impact persistence, empirically-driven variables (e.g. initial hours, initial 

hours earned, type of sending institution, age, major, ethnicity, residential/commuter 

status and enrollment status) have been identified for this study as predictors of 

persistence at the senior institution. This examination attempts to build on the small 

amount of extant research and hopes to identify predictors of persistence and degree 

attainment for these student populations.  Specifically, this study aims to answer two 

research questions:  (1a) Among transfer students at an MSI, how are conditions at time 

of transfer (number of credit hours and grade point average earned at time of transfer, 

part or full-time enrollment, type of sending institution), and other academic engagement 

experiences at the receiving institution related to receiving institution first-year GPA? 

(1b) To what extent do these modeled characteristics vary by race/ethnicity? and (2a) 

How do these modeled characteristics predict the likelihood of persistence and 

graduation? (2b) To what extent do these modeled characteristics vary by race/ethnicity? 



	   	   	  

	  

Chapter III 
 

Methodology 
 

 To respond effectively to a significant gap in the literature, researchers across the 

nation have attempted to better understand the experiences of minority transfer students 

in order to develop more research and effective strategies to enhance their educational 

outcomes and academic success.  Therefore, the overall purpose of this study was to 

examine variables that may impact the persistence and degree attainment of African 

American, Latino/a, and Asian American vertical and lateral transfer students. Therefore, 

this study aimed to answer two research questions: (1a) Among transfer students at an 

MSI, how are conditions at time of transfer (number of credit hours and grade point 

average earned at time of transfer, part or full-time enrollment, type of sending 

institution), and other academic engagement experiences at the receiving institution 

related to the probability of receiving institution first-semester GPA? (1b) To what extent 

do these modeled characteristics vary by race/ethnicity? and (2a) How do these modeled 

characteristics predict the likelihood of persistence and graduation? (2b) To what extent 

do these modeled characteristics vary by race/ethnicity? 

Next, an overview of the population and sample, instrumentation, procedures, analytical 

plan, and limitations will be provided. 

Population and Sample 

This study focused on African American, Latino, and Asian American vertical 

and lateral transfer students who matriculated to the study university in Fall 2007.  

Students included in the sample were enrolled in an undergraduate program of study. 
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 For the purposes of this examination, the name of the study university was 

changed to Urban University.  According to the Urban University’s website, Urban 

University is classified as a doctoral degree granting, public research university where 

there are over 37,000 students from more than 120 countries. Due to its current 

demographic makeup, the Urban University was considered a minority serving 

institution. For example, according to the study University’s Institutional Research 

Department, undergraduate enrollment in Fall 2013 was 10.7 percent African Americans, 

25.8 percent Hispanic/Latino, and 19.4 percent Asian students out of approximately 

20,000 total undergraduate enrollment (NCES, 2013).  Given these statistics, Urban 

University’s student population was comprised of over 50 percent of minority students.  

The primary focus of this analysis is African American, Latino/a and Asian 

American transfer students.  Students that were included in the study may, or may not 

have completed an associate degree.  The three criteria that the study used to determine 

the population were: 1) transfer from a four-year university or two-year community 

college, 2) self-identified African American/Black, Latino/a, or Asian American and 3) 

enrollment at Urban University for the Fall 2007 term as a lateral or vertical transfer 

student. Table 1 provides a summary of the sample population.  Table 2 provides 

enrollment by semester and ethnicity. 

Table 1  
Summary of Vertical and Lateral Transfer Students by Race and Gender  
 Total 

N= 
 

Males 
 

Females 
Vertical 
Transfer 

Lateral 
Transfer 

African 
American/Black 

 
351 

 
141 

 
212 

 
228 

 
123 

Latino/a 607 271 337 475 132 
Asian American 380 202 181 313 69 
Total 1340 614 730 1016 324 
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Table 2 
Frequencies of Enrollment Per Semester by Ethnicity 

Semester African American Latino/a Asian American 
Fall 2007 312 545 341 

Spring 2008 252 463 302 
Fall 2008 190 398 272 

Spring 2009 170 371 262 
Fall 2009 142 338 225 

Spring 2010 119 284 193 
Fall 2010 92 212 141 

Spring 2011 68 167 109 
Fall 2011 44 133 69 

Spring 2012 33 106 52 
Fall 2012 25 81 34 

Spring 2013 21 51 22 
 

Instrumentation 

For the purposes of this study, the measures of student engagement were based on 

students’ residential or commuter status and enrollment status (e.g. part-time or full-

time).  Student outcomes that were measured included grade point average after two 

semesters of enrollment (fall to spring), persistence from one year to the next (e.g. fall 

2007 to fall 2008), and degree attainment from the study university. Other variables that 

were measured included: age, gender, race/ethnicity, major upon entry, type of sending 

intuition, initial organization, grade point average by semester, initial grade point average 

at time of enrollment, initial hours earned, amount of scholarship, loans, work study, and 

tuition waivers received by each student. A full description of the independent and 

dependent variables are listed in Table 3.   
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Table 3 
List of Independent and Dependent Variables 

VARIABLE DESCRIPTION OPERATIONALIZATION 

Independent Variables   
Gender 
 
Age 
 
Race/Ethnicity 

Female/Male 
 
Age at time of transfer 
 
Students who have self- 
identified as African 
American, Asian 
American, or Latino, at 
time of enrollment to 
Urban University 

0 = female; 1 = male 
 
Continuous 
 
0= self-identified African 
American, Latino/a, or 
Asian American; 1= not 
identified African 
American, Latino, or Asian 
American  

 
Type of Sending 
Institution 
 
No. of Credits at time of 
transfer 

 
Vertical or lateral transfer 
 
 
Number of credits earned 
at time of transfer 

 
0 = vertical; 1 = lateral 
 
 
Continuous 

 
GPA at time of Transfer 

 
Transfer grade point 
average submitted at time 
of matriculation in the Fall 
of 2007 

 
grade point average is 
based on 0.00-4.0 scale 

 
Financial Aid 

 
Student received from 
grants, scholarships, loans, 
tuition waivers and/or 
work study within six 
years of matriculation 
from Fall 2007 

 
0= did not receive financial 
aid; 1 did receive financial 
aid  

 
Commuter Status 

 
Transfer student lives on 
or off campus within six 
years of matriculation 
from Fall 2007 

 
0 = live off campus; 1= 
live in dormitory or other 
campus housing 

 
Enrollment Status (at time 
of transfer, Spring 2008) 

 
Part-time (eleven credit 
hours or below) or Full-
time (twelve hours and 
above) enrollment 

 
0 = part-time; 1= full-time 
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Major Declared program of study 
at time of transfer to 
Urban University 

0= Professional, STEM, 
Liberal Arts & Sciences, 
Provost (University 
Studies); 1= not identified 
Professional, STEM, 
Liberal Arts & Sciences, 
Provost  

   
Dependent Variables   
GPA after Transfer The cumulative GPA a 

student has attained after 
the Fall 2007 and Spring 
2008  

Based on 4.0 Scale 

 
Persistence from first year 
to second year 

 
Student enrolled to Urban 
University for Fall 2008  

 
0 = did not return to study 
1 = returned to study 
institution 

 
Graduation Status 

 
Degree completion at the 
Urban University within 
six years of matriculation 
from Fall 2007 

 
0 = did not graduate from 
Urban University 
1 = did graduate from 
Urban University 

 
Procedures 
 Data were obtained from the Urban University’s office of institutional research.  

First, an initial application to obtain permission to use data from the study university was 

obtained.  The application was submitted to the Urban University’s institutional review 

board for processing.  After acceptance of the application to the review board, a data 

request memo was drafted and sent to the Urban University’s office of institutional 

research.  The memo was addressed to the director and requested data for the incoming 

2007 transfer cohort at the study university.  After the data request memo was reviewed 

and approved, then data was then compiled by the office and sent via Excel spreadsheet 

to the lead investigator.   

This study included the use of archival data from the Urban University’s Office of 

Institutional Research database for the years 2007 through 2013.  The information was 
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organized by gender, year of birth, ethnic origin, commuter status, enrollment status, 

major, name of institution student transferred from, GPA at time of transfer, number of 

credits earned at time of transfer, whether graduated or not, semester of graduation, and 

degree earned.  For the purposes of anonymity, students were given a false identification 

number.   

Analytical Plan 

Data analysis was conducted in two phases.  

RQ1)   Among transfer students at an MSI, how are conditions at time of transfer 

(number of credit hours and grade point average earned at time of transfer, 

type of sending institution), academic engagement experiences at the 

receiving institution related to receiving institutional first-year GPA? (1b) To 

what extents do the modeled characteristics vary by race/ethnicity? 

 The first phase of data analysis included the use of multiple linear regression 

modeling. The effect of the predictor variables (e.g. number of credit hours and grade 

point average at time of transfer, type of sending institution; academic engagement 

variables including full or part-time enrollment) on the dependent outcome: first-year 

grade point average (0.00-4.0 scale) after enrollment of one year at the Urban University 

was analyzed. Three additional multiple linear regression models were used to estimate 

the effect of these predictor variables for each racial/ethnic (e.g. Asian American, 

Latino/a, and African American) group separately to compare outcomes.  

Multiple linear regression modeling (MLR) was an appropriate technique to use 

in the present study because it involves the use of one or more predictor (i.e. 

independent) variables predicting some criterion (i.e. dependent) variable.  In MLR the 
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dependent criterion is continuous (Vesey, Vesey, Strotter & Middleton, 2011); therefore, 

the dependent outcome meets the requirements for such analysis.  In addition, MLR is a 

common technique used among educational researchers (Elmore & Woehlke, 1996; 

Vesey et al., 2011) and “research conclusions based on MLR are used to influence 

education policy decisions” (Vesey et al., 2011, p 14). 

After data were inputted into SPSS, an analysis of multivariate outliers was 

undertaken using Mahalanobis distance thresholds (Bar-Hillel, Hertz, & Shental, 

2005;Meyers, Gamst & Guarino, 2006).  These distances were measured with a chi-

square criterion (e.g. degrees of freedom = 3, the number of independent variables) at 

alpha = p < .001.  If none of the Mahalanobis distance values equals or exceeds the chi-

square criterion (Meyer et al., 2006), it was concluded that there were no multivariate 

outliers (Meyer et al., 2006).  In the event outliers were identified, then those cases were 

deleted from analysis (Meyer et al., 2006).  Tests that measure assumption violations, 

issues of normality, linearity, and homoscedasticity were also monitored and evaluated.   

RQ2)  How do these modeled characteristics predict the likelihood of persistence 

and graduation? (2b) To what extents do the modeled characteristics vary by 

race/ethnicity? 

The second phase of data analysis included the use of multiple logistic regression 

modeling. The first model estimated the effect of predictor variables which included: 

number of credit hours and grade point average at time of transfer, type of sending 

institution; academic engagement variables including commuter status, and enrollment 

status on the dichotomous outcome.  Three separate models were used to estimate the 

effect of the predictor variables for each racial/ethnic group. The observed dependent 
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outcome of interest for each model was persistence from first year of enrollment to the 

next (0= did persist to second year, 1= did not persist to second year).   

The second model estimated the effect of predictor variables which included: 

number of credit hours and grade point average at time of transfer, type of sending 

institution; academic engagement variables including commuter status, enrollment status 

and financial aid on the dichotomous outcome of interest which was graduation status 

(e.g. graduated from Urban University or not within six years of matriculation).  To 

further examine if any differences existed, three separate models were conducted for 

Latino/a, Asian American and African American Asian transfer students.  

Logistic regression was the most appropriate analytical approach for this study 

because it combines the independent variables to estimate the probability that a particular 

event will occur.  In addition, logistic regression is much more relaxed and flexible in its 

assumptions than other forms of analysis (Tabachnick & Fidell, 1996).  Unlike other 

forms of analysis, logistic regression modeling does not have the requirements of the 

independent variables to be normally distributed, linearly related, or to maintain equal 

variance within groups (Tabachnick & Fidell, 1996). Additionally, the cardinal 

distinction when using this form of analysis is that the dependent variable is dichotomous 

(Grimm & Yarnold, 1995).  In this case, the dependent variable--graduated or not-- fits 

the criteria (Tabachnick & Fidell, 1996).  

 In order to test for validity of the logistic regression models, a number of tests 

were conducted (Hair, 2009; Hilbe, 2009; Meyer et al., 2006).  These tests can be 

characterized as either “absolute measures” (assessing the entire model) or “relative 

measures” (assessing the unique contribution from the individual independent variable) 
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(Meyer et al., 2006).  The first absolute measure of the validity of the model was the 

likelihood ratio test, “which evaluates whether or not the set of the independent variables 

improves prediction of the dependent variable better than chance” (Meyer et al, 2006, p. 

1211).  Specifically, this test assesses if at least one of the independent variables 

(covariates) is statistically significantly different from zero (Hair, 2009; Meyer et al., 

2006).  

  The second absolute measure of validity that was used is the omnibus test of 

model coefficients (Doomik & Hansen, 2008; Faul, Erdfelder, Buchner & Lang, 2009).  

The model chi-square is a statistical test of the null hypothesis that all the coefficients are 

zero (Meyer et al., 2006).  It is equivalent to the overall F test in linear regression.  The 

model chi-square value is the difference between the constant-only model and the full 

model (i.e. with constant predictors).  The null hypothesis is rejected if the significance is 

less than .05; therefore, it will be concluded that the set of independent variable improves 

prediction of the outcome over the situation where they are not used (Meyer et al., 2006).   

 The third absolute measure of validity of the model is the model summary, which 

was goodness-of-fit statistic (Genest & Quessy, 2006; Meyer et al., 2006; Rayner & 

Thas, 2009).  This fit statistic is usually not interpreted directly, but is useful when 

comparing different logistic models.  The Cox and Snell and the Nagelkerke tests are two 

alternative ways to compute a pseudo R2 estimate and are thought of as absolute measure 

of the validity of the model (Meyer et al., 2006; Rayner & Thas, 2009).  They were used 

to determine the percentage of variance in the dependent variable, explained by the 

independent variable sin logistic regression and are “thus analogous to but not the same 

as the R2 generated in multiple regression analysis” (Meyer et al., 2006, p. 231).  Usually 
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the Nagelkerke pseudo R2 is preferred because it can achieve a maximum value of 1, 

unlike the Cox and Snell pseudo R2 (Meyer et al., 2006).   

 The last absolute measure to assess whether the predicted probability match the 

observed probabilities was the Hosmer and Lemeshow test (Hosmer & Lemeshow, 2013; 

May, 2004).  A researcher is seeking a nonsignificant p value for this test because the 

goal of the research is to derive a set of independent variables (covariates) that will 

accurately predict the actual probabilities (May, 2004).  Thus, the research does not want 

to reject the null hypothesis.   

 The relative measures that were used to test the statistical significance of the 

unique contribution of each coefficient (b) in the model.  The coefficients indicated the 

amount of change expected in the log odds when there is a 1-unit of change in the 

predictor variable with all the other variables in the model held constant (Meyer et al., 

2006).  A coefficient close to zero suggests that there is no change due to the predictor 

variable. To assess if a coefficient is statistically significantly greater than zero, the Wald 

test was used (Hosmer & Lemeshow, 2013; Meyer et al., 2006).  This test is analogous to 

the t test in multiple regressions.  However, several authors have identified problems with 

the use of the Wald statistic (Meyer et al., 2006).  Menard (2002) warns that for large 

coefficients, standard error is inflated, lowering the Wald statistic (chi-square) value.  

Agresti (1996) states that the likelihood ratio test is more reliable for small sample sizes 

than the Wald test.   

The next section of this paper provided the results from the research questions 

asked above.  The results will be organized by transfer status (vertical or lateral transfer) 
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and race/ethnicity.  After the results, a brief discussion of the data analysis and a 

conclusion was provided.  



	  

	  

Chapter IV 
 

Results 
 

This chapter presents the findings of the study.  Overall, the study aimed to 

answer two research questions: (1a) Among transfer students at an MSI, how are 

conditions at time of transfer (number of credit hours and grade point average earned at 

time of transfer, part or full-time enrollment, type of sending institution), and academic 

engagement experiences at the receiving institution related to the probability of receiving 

institution first-semester GPA? (1b) To what extent do these modeled characteristics vary 

by race/ethnicity? and (2a) How do these modeled characteristics predict the likelihood of 

persistence and graduation? (2b) To what extent do these modeled characteristics vary by 

race/ethnicity? 

Characteristics and Description of the Sample 

 The study sample included 1340 minority (African American, Latino/a, Asian 

American) students who matriculated to Urban University in Fall 2007. The sample 

included 351 African American, 607 Latino/a, and 382 Asian American transfer students, 

respectively. In total, 142 cases were deleted because of missing information (e.g. did not 

report type of sending institution, initial GPA and/or initial hours earned). Specifically, 

thirty-eight cases from the African American transfer cohort, 57 of Latino/a and 41 Asian 

American transfer students’ records were dropped from the analysis.   

Fifty four percent of the sample was female.   Financial aid data was only 

collected from 2009-2012; therefore, the data available for analysis is limited.  However, 

based on available financial aid data collected, forty five percent of the sample received 

some form of financial aid while enrolled at Urban University from 2009-2012.  Of the 
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minority transfer student cohort, 97.0% did not live on campus during years 2007-2012.  

Twenty-seven percent of the sample declared majors in Professional programs (e.g. 

Architecture, Business, Education, and Hotel & Restaurant Management), 20.8% were in 

Science, Technology, Engineering and Math (STEM) majors (Engineering, Natural 

Sciences & Math, Pharmacy, and Technology), 22.6% of students declared majors in 

Liberal Arts and Sciences and 29.1% were undeclared.   

 In regards to persistence from year one to year two, 71.0% of minority-transfer 

students enrolled in Fall 2008.  Lastly, 39.6% of minority students graduated within six 

years from Urban University.  For the overall sample, means and standard deviations are 

provided for vertical and lateral transfer students in the following categories: age, grade 

point average at time of transfer, number of credits at time of transfer and cumulative 

grade point average after two consecutive semesters of enrollment (Table 4). 

Table 4 
Minority Transfer Students’ Means and Standard Deviations for Age, Grade Point 
Average at Time of Transfer, Number of Credits at Time of Transfer, and Post-Transfer 
Cumulative GPA 
Variable Total Vertical Lateral 
 Mean Sd Mean sd Mean sd 
1. Age 22.60 4.29 22.83 4.42 22.88 3.76 
2. GPA at Time of Transfer 2.87 .54 2.89 .55 2.80 .49 
3. Credits at Time of Transfer 59.87 26.08 61.29 25.02 55.17 28.87 
4. Post-Transfer Cumulative GPA 2.41 .97 2.42 .98 2.37 .93 
 

 Minority transfer students that matriculated to the Urban University in 2007 came 

from various four-year universities and two-year community colleges. Seventy-six 

percent of the sample cohort transferred vertically from two-year colleges and 24.2% 

laterally transferred from another four-year institution.   Initial organizations that had 30 
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or more students transfer from their institution to the Urban University are included in 

Table 5.  

Table 5 
Breakdown of Initial Organization (with >30 students) who transferred to Urban 
University  
Initial Organization                        Frequencies 
 Vertical Lateral 
Houston Community College 454  
North Harris Montgomery CC District 250  
San Jacinto College (Central) 96  
Wharton County Junior College 42  
Texas Southern University  30 
University of Texas- San Antonio  30 
University of Houston, Downtown  85 
Total % of Transfer Cohort                          62.84% 10.82% 

 

 Age.   Ages for the total sample ranged, at time of enrollment in Fall 2007, from 

17 to 56 years.  The mean age of students included in the study was 22.60 (sd= 4.289).  

Ages ranged for vertical transfer students (n= 1016) from 17 to 56 (𝑋=22.83, sd=4.42) 

and for lateral transfers (n=324) from 18 to 39 (𝑋=21.88, sd=3.76).  

 GPA at Time of Transfer.  The mean grade point average at time of transfer for 

the minority transfer student cohort was 2.87.  Reported grade point averages at the time 

of transfer ranged from 1.50 to 4.00 (sd=.54).  For vertical transfer students the average 

grade point average was 2.89 (sd= .55), and ranged from 1.50-4.00.  Grade point averages 

for lateral transfers was 2.80 (sd=.49) and ranged from 1.60 to 4.00.  

 Number of Credits at time of Transfer. The average number of credits minority 

transfer students had at time of transfer to the Urban University in Fall 2007 was 59.87 

(sd = 26.08).  For vertical transfer minority students, the average number of credits at 

time of transfer was 61.29 (sd= 25.02). For lateral transfer minority students, the average 

number of credits at time of transfer was 55.17 (sd= 28.87).  
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 Number of Credits at time of Transfer (Dichotomized).  Number of credits at 

time of transfer was also dichotomously measured by dividing students into two groups 

coded 0= 59 or less initial hours at time of transfer, 1 = 60 or more initial hours at time of 

transfer.  This variable mainly served as a flag to note the percentage of students 

matriculating with 60 or more credits at time of transfer.  Of the minority transfer cohort, 

49.5% transferred with 59 or less initial hours, and 50.5% transferred with 60 or more 

initial hours at time of transfer.  For vertical transfer students, 46.4% transferred with 59 

or less hours and 53.6% transferred with 60 or more hours at time of transfer.  For Lateral 

transfer student, 59.7% transferred with 59 or less initial hours and 40.3% transferred 

with 60 or more initial hours at time of transfer.  

 Graduation Status. Approximately 40% of minority transfer students graduated 

from Urban University within 6 years following transfer. Graduation rates differed by 

type of sending institution.  For vertical transfer students, 41.0% graduated from Urban 

University.  Correspondingly, 35.19% of lateral transfer students completed their 

bachelor degree from Urban University. 

 Grade Point Average.  Cumulative first year post-transfer grade point average 

was measured by averaging Fall 2007 and Spring 2008 GPA.  Cumulative GPA means 

for the total sample were reported as 2.41 (sd=.97) and ranged from 1.40-4.00.  For 

vertical transfer students, average cumulative GPA was 2.42 (sd=.98).  Lateral transfers 

reported a mean cumulative grade point average of 2.37 (sd=.93).    

 Major.  Differences were found in the declared majors of vertical and lateral 

transfer students.  Type of sending institution was significantly related (x2(3)= 11.36, p<. 

05) to declaring a major in Professional programs, STEM, Liberal Arts & Sciences, or 
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Undeclared.  A majority of the vertical minority student cohort, 28.34%, declared majors 

in Professional programs, while 28.25% were undeclared. Twenty-two percent of the 

cohort declared majors in STEM, and 21.06% had majors in Liberal Arts & Sciences 

field.  For lateral transfer students, 31.79% were undeclared, which represented the 

largest proportion of students.  Twenty- seven percent of lateral transfers declared majors 

in Liberal Arts and Sciences, and 24% had majors in Professional programs, while 

16.04% had majors in STEM related fields. 

 Enrollment Status Fall 2007 and Spring 2008.   Enrollment status was 

measured during Fall 2007 and Spring 2008 because they served as measure of 

engagement.  The impact of full-time or part-time enrollment was measured against the 

dependent outcomes: cumulative grade point average after two semesters of consecutive 

enrollment, persistence from year one to year two, and graduation status.  Students were 

classified into two groups: enrolled in 11 or less hours which signified part-time 

enrollment or enrolled in 12 or more hours which represented full-time enrollment status.  

For Fall 2007, 34.6% of the minority transfer cohort was considered part-time, while 

65.4% was full-time.  Sixty-two percent of vertical transfer students and 75.89% of 

lateral transfer students were considered full-time. Correspondingly, in Spring 2008, 

57.5% of the minority transfer cohort was considered full-time.  Sixty six percent of 

vertical transfer students and 72.07% of lateral transfers in Spring 2008 were considered 

full-time. 

 Commuter Status.  Commuter status was measured by whether the transfer 

student stayed on campus anytime during enrollment for the years 2007-2012.  Of the 
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vertical minority transfer student cohort, 97.53% did not live on campus.  Among lateral 

minority transfer students, 95.37% did not live on campus during 2007-2012.   

 Financial Aid.  Financial aid was measured by whether the transfer student 

received any aid in the form of work-study, loans, grants, or tuition waivers during their 

enrollment at the Urban University for years 2009-2012. .  Because financial aid data 

were not available until Fall 2009, for the purposes of this study it was treated as a 

dichotomous predictor variable (received financial aid or not from Urban University 

during 2009-2012).  Of the vertical transfer student cohort, 45.96% did receive financial 

aid.  Correspondingly, 43.52% of lateral transfer students did receive financial aid.  The 

average amount of financial aid received by vertical and lateral transfer students is 

reported in Table 6.   

Table 6 
Average Amount of Financial Aid Disbursed by Year and Type of Sending Institution 

Financial Aid* Year Vertical Lateral 
2009 $5234.99 $5109.42 
2010 $5031.89 $5169.73 
2011 $5491.08 $5053.96 
2012 $5428.10 $6748.42 

*Financial Aid includes grants, scholarships, loans, tuition waivers and work-study 
 

African American Vertical and Lateral Transfer Students 

The African American transfer cohort included 351 students who matriculated to 

Urban University in Fall 2007. Thirty-eight African American transfer student cases were 

dropped from analysis because of missing information. The sample included 190 African 

American females and 122 males. Sixty-five percent of the sample cohort transferred 

vertically from two-year colleges and 35.0% laterally transferred from another four-year 

institution.  Forty percent of the African American transfer cohort received financial aid 
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during enrollment from 2009-2012. Ninety-four percent of the African American transfer 

cohort did not live on campus during years 2007-2012.  24.4% declared majors in 

Professional programs (e.g. Architecture, Business, Education, and Hotel & Restaurant 

Management), 16.2% were in Science, Technology, Engineering and Math (STEM) 

majors (Engineering, Natural Sciences & Math, Pharmacy, and Technology), 25.9% of 

students declared majors in Liberal Arts and Sciences and 32.5% were undeclared.  In 

regards to persistence from one year to the next, 59.26% of the African American transfer 

cohort enrolled in Fall 2008.  Lastly, 28.5% of the African American transfer cohort 

graduated within six years from Urban University while 71.5% did not graduate.  For the 

African American transfer cohort, means and standard deviations were provided for 

vertical and lateral transfer students in the following categories: age, grade point average 

at time of transfer, number of credits at time of transfer and cumulative grade point 

average after two consecutive semesters of enrollment in Table 7.  

Table 7 
African American Transfer Students’ Means and Standard Deviations for Age, Grade 
Point Average at Time of Transfer, Number of Credits at Time of Transfer, and Post-
Transfer Cumulative GPA 
Variable Total Vertical Lateral 
 Mean Sd Mean Sd Mean sd 
1. Age 23.45 5.71 23.93 6.19 22.54 4.56 
2. GPA at Time of Transfer 2.73 .52 2.74 .54 2.71 .48 
3. Credits at Time of Transfer 56.98 28.86 56.82 26.63 57.31 33.19 
4. Post-Transfer Cumulative GPA 2.01 .97 1.98 .98 2.05 .98 

 

 Age.  Ages for the African American transfer cohort ranged, at time of enrollment 

in Fall 2007, from 18 to 52 years of age.  The mean age of African American transfer 

students included in the study was 23.45 (sd= 5.71).  Ages ranged for vertical transfer 

students  from 18 to 52 (𝑋=23.93, sd=6.19) and for lateral transfers from 18 to 39 
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(𝑋=22.54, sd=4.56).  

 GPA at Time of Transfer.  The mean grade point average at time of transfer for 

the African American transfer student cohort was 2.73.  Reported grade point averages at 

the time of transfer ranged from 1.5 to 3.90 (sd=0.52).  For vertical transfer students the 

average grade point average was 2.74 (sd= 0.54), and ranged from 1.5-3.90.  Grade point 

averages for lateral transfers was 2.71 (sd=.48) and ranged from 2.00 to 3.80.  

 Number of Credits at time of Transfer.  The average number of credits for the 

African American transfer cohort had at time of transfer to Urban University in Fall 2007 

was 56.98 (sd= 28.86). For vertical transfer students the average number of credits at 

time of transfer was 56.82 (sd= 26.63) and ranged from 6.00-161.00. For lateral transfer 

students the average number of credits at time of transfer was 57.31 (sd= 33.19) and 

ranged from 6.00-177.00.  

 Number of Credits at time of Transfer (dichotomized).  Of the African 

American transfer student cohort, 55.1% matriculated to Urban University in Fall 2007 

with 59 or less credits, while 44.9% transferred with 60 or more credits.  One hundred 

sixteen African American vertical transfer students matriculated with 59 or less initial 

hours earned and 95 transferred with 60 or more credits.  Of African American lateral 

transfer students, 56 transferred to Urban University with 59 or less initial hours, while 

45 transferred with 60 or more credit hours.  

 Graduation Status. Twenty nine percent of the African American transfer cohort 

graduated from Urban University within 6 years following transfer. Graduation rates 

differed by type of sending institution.  For vertical transfer students, 28.07% graduated 
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from Urban University.  Correspondingly, 29.26% of lateral transfer students completed 

their bachelor degree from Urban University. 

 Cumulative Grade Point Average. Cumulative post-transfer grade point average 

means for the African American transfer students who enrolled in Fall 2007 and Spring 

2008 were reported as 2.01 (sd=.97) and ranged from 0.00-4.00.  For vertical transfer 

students, average cumulative GPA was 1.98 (sd=.98).  Lateral transfers reported a mean 

cumulative grade point average of 2.05 (sd=.98).    

 Major.  Differences were found in the declared majors of vertical and lateral 

transfer students.  Type of Sending Institution was not significantly related (x2 (3)= 1.78, 

p>. 05) to declaring a major in Professional programs, STEM, Liberal Arts & Sciences, 

or Undeclared.  Type of Sending Institution had no effect on chance of selection of 

academic major for African American transfer students.  Of the African American 

vertical student cohort, 30.26%, had undeclared majors, while 26.75% declared a major 

in a Professional program.  Seventeen percent of the cohort declared majors in STEM, 

and 25.88% had majors in Liberal Arts and Sciences field.  For lateral transfer students, 

36.59% were undeclared, which represented the largest proportion of students.  

Following, 26.01%t of lateral transfers declared majors in Liberal Arts and Sciences, and 

22.76% had majors in Professional programs, while 14.63% had majors in STEM related 

fields. 

 Enrollment Status Fall 2007 and Spring 2008.  For Fall 2007, 28.8% of the 

African American transfer cohort was considered part-time, while 71.2% was full-time.  

Seventy percent of vertical transfer students and 73.26% of lateral transfer students were 

considered full-time in Fall 2007. Correspondingly, in Spring 2008, 71.0% of the African 



55	  

	  

American transfer cohort was considered full-time.  Sixty-nine percent of vertical 

transfers and 75.0% of lateral transfers in Spring 2008 were considered full-time. 

 Commuter Status. Of the African American vertical transfer student cohort, 

95.18% did not live on campus.  Among lateral minority transfer students, 92.68% did 

not live on campus during 2007-2012.   

 Financial Aid. Of the vertical transfer student cohort, 60.52% did not receive 

financial aid, while 39.47% did receive financial aid from Urban University during the 

years 2009-2012.  Correspondingly, 60.16% of lateral transfer students did not receive 

financial aid, while 39.83% did receive some form of financial aid.  

Latino/a Vertical and Lateral Transfer Students 

The Latino/a transfer cohort included 607 students who matriculated to Urban 

University in Fall 2007.  In total, sixty-two cases were deleted because of missing 

information (e.g. did not report sending institution, initial GPA, or initial hours at time of 

transfer). Seventy-eight percent of the Latino/a cohort transferred vertically from two-

year colleges, and 21.7% transferred laterally from another four-year institution.  The 

sample was 44.6% male and 55.4% female.  Forty-six percent of the Latino/a transfer 

cohort received financial aid during enrollment from 2007-2012.  Of the Latino/a transfer 

student cohort, 98.4% did not live on campus during years 2007-2012.  Twenty-nine 

percent declared majors in Professional programs (e.g. Architecture, Business, Education, 

and Hotel & Restaurant Management), 19.3% were in Science, Technology, Engineering 

and Math (STEM) majors (Engineering, Natural Sciences & Math, Pharmacy, and 

Technology), 26.4% of students declared majors in Liberal Arts and Sciences and 24.9% 

were undeclared.  In regards to persistence from one year to the next, 72.32% of the 
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Latino/a transfer cohort enrolled in Fall 2008.  Lastly, 58.5% of the Latino/a transfer 

cohort graduated within six years from Urban University while 41.5% did not graduate.  

For the Latino/a transfer cohort, means and standard deviations were provided for vertical 

and lateral transfer students in the following categories: age, grade point average at time 

of transfer, number of credits at time of transfer and cumulative grade point average after 

two consecutive semesters of enrollment are reported in Table 8. 

Table 8 
Latino/a Transfer Students’ Means and Standard Deviations for Age, Grade Point 
Average at Time of Transfer, Number of Credits at Time of Transfer, and Post-Transfer 
Cumulative GPA 
Variable Total Vertical Lateral 
 Mean Sd Mean Sd Mean sd 
1. Age 22.59 3.79 22.85 3.90 21.66 3.22 
2. GPA at Time of Transfer 2.89 .52 2.90 .53 2.84 .51 
3. Credits at Time of Transfer 60.83 23.61 62.78 22.90 53.69 24.86 
4. Post-Transfer Cumulative GPA 2.53 .93 2.54 1.94 2.48 1.87 

  

Age.  The average age for the Latino/a transfer student at time of enrollment in 

Fall 2007 was 22.59 (sd= 3.79) and ranged from 17 to 56 years of age. The average age 

for Latino/a vertical transfer students was 22.85 (sd= 3.90) and ranged from 17 to 56.   

For lateral transfers the average age at time of transfer was 21.66 (sd=3.22) and ranged 

from 17 to 39.  

 GPA at Time of Transfer.   The mean grade point average at time of transfer for 

the Latino/a transfer student cohort (n=545) was 2.89.  Reported grade point averages at 

the time of transfer ranged from 1.50 to 4.00 (sd=0.52).  For vertical transfer students 

(n=433) the average grade point average was 2.90 (sd= 0.53), and ranged from 1.50-4.00.  

Grade point average for lateral transfer students (n=117) was 2.84 (sd=.51) and ranged 

from 1.92 to 4.00.  
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 Number of Credits at time of Transfer. The average number of credits Latino/a 

transfer students had at time of transfer to Urban University in Fall 2007 was 60.83 (sd= 

23.61).   For vertical transfer students, the average number of credits at time of transfer 

was 62.78 (sd= 22.90) and ranged from 3.00-176.00. For lateral transfer students, the 

average number of credits at time of transfer was 53.69 (sd= 24.86) and ranged from 

14.00-136.00.  

 Number of Credits at time of Transfer (dichotomized).  Of the Latino/a 

transfer student cohort, 46.4% matriculated to Urban University in Fall 2007 with 59 or 

less credits, while 53.6% transferred with 60 or more credits.  One hundred eighty 

Latino/a vertical transfer students matriculated with 59 or less initial hours earned and 

248 transferred with 60 or more credits.  Of Latino/a lateral transfer students, 73 

transferred to Urban University with 59 or less initial hours, while 44 transferred with 60 

or more credit hours.  

 Graduation Status.  Forty-two percent of Latino/a transfer students graduated 

from Urban University within 6 years following transfer. Graduation rates differed by 

type of sending institution.  For vertical transfer students, 42.74% graduated from Urban 

University.  Correspondingly, 37.12% of lateral transfer students completed their 

bachelor degree from Urban University. 

 Cumulative Grade Point Average. Cumulative post-transfer grade point average 

for the Latino/a transfer student cohort for Fall 2007 and Spring 2008 (n=511) were 

reported as 2.53 (sd=.93) and ranged from 0.00-4.00.  For vertical transfer students, 

average cumulative GPA was 2.54 (sd=.94).  Lateral transfers reported a mean 

cumulative grade point average of 2.48 (sd=.87). 
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 Major.  Differences were found in the declared majors of vertical and lateral 

Latino/a transfer students.  Type of Sending Institution was not significantly related 

(x2(3)= 6.15, p>. 05) to declaring a major in Professional programs, STEM, Liberal Arts 

& Sciences, or Undeclared.  Type of Sending Institution had no effect on chance of 

selection of academic major for Latino/a transfer students.  A majority of the Latino/a 

vertical student cohort, 30.32%, declared majors in Professional programs, while 24.63% 

declared a major in Liberal Arts and Sciences. Twenty four percent of the cohort was 

considered undeclared, and 20.84% had majors in the STEM field.  For lateral transfer 

students, 32.58% declared majors in Liberal Arts and Sciences field, which represented 

the largest proportion of students.  Twenty-seven percent of lateral transfers were 

undeclared. Twenty six percent declared majors in Professional programs, while 13.64% 

had majors in STEM fields. 

 Enrollment Status. For Fall 2007, 37.2% of the Latino/a transfer cohort was 

considered part-time, while 62.8% was full-time.  Sixty percent of vertical transfer 

students and 74.35% of lateral transfer students were considered full-time in Fall 2007. 

Correspondingly, in Spring 2008, 63.1% of the Latino/a transfer cohort was considered 

full-time.  Sixty-two percent of vertical transfer students and 65.69% of lateral transfers 

in Spring 2008 were considered full-time. 

 Commuter Status.  Commuter status was measured by whether the transfer 

student stayed on campus anytime during enrollment for the years 2007-2012.  Of the 

vertical Latino/a transfer student cohort, 98.53% did not live on campus.  Among lateral 

Latino/a transfer students, 97.72% did not live on campus during 2007-2012.   
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 Financial Aid. Of the vertical transfer student cohort, 55.79% did not receive 

financial aid, and 44.21% did receive financial aid from Urban University during the 

years 2007-2012.  Correspondingly, 49.24% of lateral transfer students did not receive 

financial aid, and 50.76% did receive financial aid.   

Asian American Vertical and Lateral Transfer Students 

The Asian American transfer cohort included 382 students who matriculated to 

Urban University in Fall 2007. Of the Asian American transfer cohort, 41 students 

transferred to the Urban University with a recorded grade point average of 0.00 (e.g. 32 

vertical transfers and 9 lateral transfer); therefore, these cases were excluded from 

analysis.  The sample included 185 males and 156 females.  50.3% of the Asian 

American transfer cohort received financial aid during enrollment from 2007-2012.  

Ninety-seven percent of Asian American transfer students did not live on campus during 

years 2007-2012.  Of the Asian American transfer students, 26.2% declared majors in 

Professional programs (e.g. Architecture, Business, Education, and Hotel & Restaurant 

Management), 27.5% were in Science, Technology, Engineering and Math (STEM) 

majors (Engineering, Natural Sciences & Math, Pharmacy, and Technology), 13.6% of 

students declared majors in Liberal Arts and Sciences and 32.7% were undeclared.  In 

regards to persistence from one year to the next, 79.84% of the Asian American transfer 

cohort enrolled in Fall 2008.  Lastly, 46.9% of the Asian American transfer cohort 

graduated within six years from Urban University while 53.1% did not graduate.  

 Of the original data set, the Asian transfer cohort who matriculated to the Urban 

University in 2007 came from various four-year universities and two-year community 

colleges. Eighty-two percent of the sample cohort transferred vertically from two-year 
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colleges and 18.06% laterally transferred from another four-year institution.  For the 

Asian American transfer cohort, means and standard deviations were provided for 

vertical and lateral transfer students in the following categories: age, grade point average 

at time of transfer, number of credits at time of transfer and cumulative grade point 

average after two consecutive semesters of enrollment are reported in Table 9. 

Table 9 
Asian American Transfer Students’ Means and Standard Deviations for Age, Grade Point 
Average at Time of Transfer, Number of Credits at Time of Transfer, and Post-Transfer 
Cumulative GPA 
Variable Total Vertical Lateral 
 Mean sd Mean Sd Mean sd 
1. Age 21.84 3.24 21.99 3.31 21.13 2.84 
2. GPA at Time of Transfer 2.95 .55 2.96 .57 2.87 .45 
3. Credits at Time of Transfer 60.83 23.61 62.78 22.90 53.69 24.86 
4. Post-Transfer Cumulative GPA 2.54 1.93 2.52 .94 2.60 .84 

  

 Age.  Ages for the Asian American transfer cohort ranged from 18 to 40 years of 

age.  The mean age of Asian American transfer students included in the study was 21.84 

(sd= 3.24).  Ages ranged for vertical transfer students (n= 281) from 18 to 40 (𝑋=21.99, 

sd=3.31) and for lateral transfers (n=60) from 18 to 34 (𝑋=21.13, sd= 2.84).  

 GPA at Time of Transfer. The mean grade point average at time of transfer for 

the Asian American transfer student cohort was 2.95 (sd= .55).  Reported grade point 

averages at the time of transfer ranged from 1.57 to 4.00.  For vertical transfer students 

the average grade point average was 2.96 (sd= .57), and ranged from 1.57-4.00.  Grade 

point averages for lateral transfers were reported as 2.87 (sd=.45) and ranged from 1.60 

to 3.77.   

 Number of Credits at time of Transfer.  The average number of credits for the 

Asian American transfer cohort had at time of transfer to Urban University in Fall 2007 
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was 60.96 (sd= 27.02) and ranged from 7.00 to 196.  For vertical transfer students the 

average number of credits at time of transfer was 62.36 (sd= 26.50) and ranged from 

7.00-196.00. For lateral transfer students (n=60), the average number of credits at time of 

transfer was 54.43 (sd= 28.62) and ranged from 12.00-159.00.  

 Number of Credits at time of Transfer (dichotomized).  Of the Asian 

American transfer student cohort, 49.3% matriculated to Urban University in Fall 2007 

with 59 or less credits, while 50.7% transferred with 60 or more credits.  One hundred 

thirty-one Asian American vertical transfer students matriculated with 59 or less initial 

hours earned and 37 transferred with 60 or more credits.  Of Asian American lateral 

transfer students, 150 transferred to Urban University with 59 or less initial hours, while 

23 transferred with 60 or more credit hours. 

 Graduation Status. For vertical transfer students, 47.92% graduated from Urban 

University.  Correspondingly, 42.02% of lateral transfer students completed their 

bachelor degree from Urban University. 

 Cumulative Grade Point Average. Cumulative post-transfer first year grade 

point average means for the Asian American transfer students who enrolled in Fall 2007 

and Spring 2008 were reported as 2.54 (sd=.93) and ranged from 0.00-4.00.  For vertical 

transfer students, average cumulative GPA was 2.52 (sd=.94).  Lateral transfers reported 

a mean cumulative grade point average of 2.60 (sd=.84).    

 Major.  Differences were found in the declared majors of vertical and lateral 

transfer students.  Type of Sending Institution was not found to be significantly related 

(x2(3)= 3.42, p>. 05) to declaring a major in Professional programs, STEM, Liberal Arts 

& Sciences, or undeclared.  Type of Sending Institution had no effect on chance of 
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selection of academic major for Asian American transfer students.  A majority of the 

Asian American vertical student cohort, 32.90%, did not have a declared major in Fall 

2007. While 28.43% declared a major in the STEM field, 26.52% of the cohort declared 

majors in Professional programs, and 12.14% had majors in Liberal Arts & Sciences 

field.  For lateral transfer students, 31.88% were undeclared, which represented the 

largest proportion of students.  Twenty- four percent of lateral transfers declared majors 

in Professional programs, and 23.19% had majors in STEM related fields, while 20.29% 

had majors in Liberal Arts & Sciences field. 

 Enrollment Status. For Fall 2007, 35.8% of the Asian American transfer cohort 

was considered part-time, while 64.2% were full-time.  Sixty percent of vertical transfer 

students and 83.33% of lateral transfer students were considered full-time in Fall 2007. 

Correspondingly, in Spring 2008, 72.2% of the Latino/a transfer cohort was considered 

full-time.  Sixty-nine percent of vertical transfer students and 83.01% of lateral transfers 

in Spring 2008 were considered full-time. 

 Commuter Status.  Commuter status was measured by whether the transfer 

student stayed on campus anytime during enrollment for the years 2007-2012.  Of the 

vertical minority transfer student cohort, 97.76% did not live on campus.  Among lateral 

minority transfer students, 95.65% did not live on campus during 2007-2012.   

 Financial Aid.   Of the vertical transfer student cohort, 46.65% did not receive 

financial aid, and 53.35% did receive financial aid from Urban University during the 

years 2007-2012.  Correspondingly, 63.77% of lateral transfer students did not receive 

financial aid, and 36.23% did receive financial aid.   
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Research Question 1a) Among transfer students at an MSI, how are conditions at 

time of transfer (number of credit hours and grade point average earned at time of 

transfer, type of sending institution), and other academic engagement experiences at 

the receiving institution related to receiving institutional first-year GPA?  

 
 Minority Transfer Cohort.  Minority Transfer Cohort.  The predictor 

variables in this model are (a) gender; (b) Type of Sending Institution; (c) grade point 

average at time of transfer on a 4.0 scale, with higher scores indicating higher grade point 

averages; and (d) number of credits at the time of transfer, with higher scores indicating 

increasing numbers of courses completed; (e) age at time of enrollment in Fall 2007; (f) 

enrollment status in Fall 2007; (g) enrollment status in Spring 2008; (h) ethnicity; and (i) 

major.  Standard multiple linear regressions were conducted with Cumulative first year 

post-transfer Grade Point Average (CumulativeGPA) as the dependent variable.  

 An examination of Mahalanobis Test results was conducted, and it concluded that 

there are no multivariate outliers included in the data set.  Thereafter, an inspection of the 

Tolerance and Variance Inflation Factor (VIF) statistics in the coefficients table, as well 

as, the Condition Index in the Collinearity Diagnostics indicated that multicolinearity was 

not a problem in this analysis.  

 Bivariate correlations among Initial Hours Earned, Initial GPA, Cumulative GPA, 

Age at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 

2008, Gender, Ethnicity, Type of Sending Institution and Major are reported in Table 10.  

Significant positive bivariate correlations were found between Cumulative GPA and 

Initial GPA, Initial Hours Earned, Enrollment Status Fall 2007, Enrollment Status Spring 

2008, Latino/a, Asian American, majors in Professional fields.  Being an African 
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American transfer student and having an undeclared major also achieved significant 

bivariate correlations with Cumulative GPA.   

Table 10 
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 2008, 
Gender, Type of Sending Institution and Major (n=1198) 
Variable 1 2 3 4 5 6 
1. Initial GPA -- .02 .38** -.05 -.07 .08** 
2. Initial Hours .02 -- .19** .32** -.09** -.11** 
3.Cumulative GPA .38** .19** -- .01 -.01 .09** 
4. Age -.05 .32** .01 -- -.12** -.18** 
5. Type of Sending Inst. -.07* -.13** -.03 .16** -- .12** 
6.Enrollment Fall 2007 .08** -.09** .08* -.19** .12** __ 
7.Enrollment Spring 2008 .08** -.05 .19** -.18 .06 .45** 
8. Gender -.05 -.02 -.04 .09** -.04 -.07* 
9. Professional .15** .09** .24** -.02 -.13** -.07 
10. STEM -.05 -.06* -.13** -.09** .04 .05 
11. Liberal Arts -.09** -.02 -.09** .12** .08** .02 
12. Undeclared -.20** -.11** -.19** .00 .04 -.10** 
13. African American .15** .09** .24** -.02 -.13** -.07* 
14.  Latino/a -.05 -.06* -.13** -.09** .04 .05 
15. Asian American -.09** -.02 -.09** .12** .08** .02 
*p<.05; **p<.01 
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Table 10 continued  
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 
2008, Gender, Type of Sending Institution and Major (n=1198) 
Variable 7 8 9 10 11 12 
1. Initial GPA .08 -.06 .15** -.05 -10** -.18** 
2. Initial Hours -.05 -.03 .07* -.03 -.03 -.07* 
3.Cumulative GPA .19** -.04 .24** -.13** -.08** -.20** 
4. Age -.16** .06* -.12** .00 .12** -.01 
5. Type of Sending Inst. .06 -.04 -.13** .04 .08** .04 
6.Enrollment Fall 2007 .45** -.07* -.07* .05 .02 -.10** 
7.Enrollment Spring 2008 __ -.04* -.04 .09** -.06* .09** 
8. Gender -.04 -- .08** .02 -.11** .10** 
9. Professional -.04 .08** -- -.54** -.37**  -.03 
10. STEM .09** .02 -.54** -- -.58** .03 
11. Liberal Arts -.06* .11** -.37** -.58** -- .00 
12. Undeclared -.09** .10** -.06* .03 .00 -- 
13. African American -.07* -.04 -.03 -.06* .05 .03 
14. Latino/a .05 .09** .03 -.04 .08** -.07* 
15. Asian American .02 -.06* .00 .11** -.14** .04 
*p<.05; **p<.01 
 
 

Table 10 continued 
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 2008, 
Gender, Type of Sending Institution and Major (n=1198) 
Variable 13 14 15 -- -- -- 
1. Initial GPA -.22** .10** .28** -- -- -- 
2. Initial Hours -.09** .07* .09** . -- -- -- 
3.Cumulative GPA .01 -.02 .21** -- -- -- 
4. Age -.01 -.03 .05 -- -- -- 
5. Type of Sending Inst. .07** -.06* -.04 -- -- -- 
6.Enrollment Fall 2007 .03 -.06* .12** -- -- -- 
7.Enrollment Spring 2008 .00 -.08** .18** -- -- -- 
8. Gender -.05 .10** -.15** -- -- -- 
9. Professional -.06* .05 .03 -- -- -- 
10. STEM -.04 .08** -.07* -- -- -- 
11. Liberal Arts .11** -.14** .04 -- -- -- 
12. Undeclared -.32** -.34** .04 -- -- -- 
13. African American -- -.54** -.37**    
14. Latino/a -54** -- -.37**    
15. Asian American -.37** -.58** --    
*p<.05; **p<.01 
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Regression results are summarized in Table 4.8b. Multiple R for regression was 

statistically significant, F(12, 1004) = 30.29, p. <.001, R2= .27.  Six of the fourteen 

independent variables (initial hours earned at time of transfer, initial GPA at time of 

transfer, self-identifying as African American, being a STEM or undeclared major, and 

full-time enrollment in Spring 2008) contributed significantly to the prediction of post-

transfer cumulative GPA (p <. 001).  Type of sending institution, gender, age, enrollment 

status Fall 2007, self-identifying as Asian or Latino/a and declaring a Liberal Arts and 

Sciences major did not make statistically significant contributions (p>.05) to the 

prediction of post-transfer cumulative GPA.  Initial GPA at time of transfer appears to be 

much more heavily weighted in the model as a predictor of post-transfer cumulative GPA 

than that of the other five statistically significant predictor variables. 

Table 11 
Regression Analysis Summary for Academic Engagement Variables Predicting 
Cumulative Grade Point Average 

Variable Β SΕΒ Β 
Initial Hours Earned .01 .00 .18*** 
Initial GPA .60 .05 .34*** 
Type of Sending Institution .10 .07 .04 
Gender .00 .05 .00 
African American .44 .07 .19*** 
Latino -.22 .05 -.12 
Asian American .00 .06 .00 
Professional -.29 .10 -.14 
STEM .37 .08 .15*** 
Liberal Arts & Sciences .04 .07 .02 
Undeclared .23 .08 .11** 
Age at Time of Enrollment .00 .01 .01 
Enrollment Status Fall 2007 -.01 .06 .00 
Enrollment Status Spring 2008 .35 .06 .17*** 
Note:R2 = .27 (N= 1017, p. 001). 
** p<.01.;*** p<.001. 
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 (1b) To what extent do these modeled characteristics vary by race/ethnicity? 

 African American Transfer Cohort.  Standard multiple linear regression was 

conducted with post-transfer cumulative GPA (CumulativeGPA) as the dependent 

variable and initial hours earned at time of transfer, initial GPA at time of transfer, type 

of sending institution, gender, major, age at time of transfer, enrollment status in Fall 

2007, and enrollment status in Spring 2008 as independent variables. An examination of 

Mahalanobis Test results was conducted, and it was concluded that there are no 

multivariate outliers included in the data set.  Next, an inspection of the Tolerance and 

Variance Inflation Factor (VIF) statistics in the coefficients table, as well as, the 

Condition Index in the Collinearity Diagnostics results indicated that multicollinearity is 

not a problem in this analysis. 

Bivariate correlations among initial hours earned, initial GPA, cumulative GPA, 

age at time of enrollment, enrollment status in Fall 2007, enrollment Status in Spring 

2008, gender, type of sending institution and major are reported in Table 12. Significant 

correlations were achieved between cumulative GPA and initial GPA, initial hours 

earned, and full-time enrollment in Fall 2007 and Spring 2008, and having and 

undeclared major.  Majors in Professional fields was also significantly correlated with 

cumulative GPA, thus students enrolled in Professional programs was associated with an 

higher cumulative GPA.  
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Table 12 
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 2008, 
Gender, Type of Sending Institution and Major (n=312) 
Variable 1 2 3 4 5 6 
1. Initial GPA -- .03 .39** -.12* -.03 .11 
2. Initial Hours .03 -- .19** .44** .01 -.14* 
3.Cumulative GPA .39** .19** -- .03 .02 .16** 
4. Age .01 .34** .03 -- -.16** -.29** 
5. Type of Sending Inst. -.02 -.03 .01 -.16** -- .03 
6.Enrollment Fall 2007 .10 -.12* .16* -.29** .03 -- 
7.Enrollment Spring 2008 .00 -.11 .24** -.29** .06 .42** 
8. Gender -.09 -.03 -.10 .07 -.03 -.07 
9. Professional -.26** -.12* -.15* .01 .07 -.07 
10. STEM -.15** -.04 -.04 -.05 .00 -.09 
11. Liberal Arts .13* .06 -.02 -.05 .00 .02 
12. Undeclared .24** .09 .19** .07 -.06 .12* 
*p<.05; **p<.01 
 

Table 12 continued  
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 
2008, Gender, Type of Sending Institution and Major (n=312) 
Variable 7 8 9 10 11 12 
1. Initial GPA .02 -.09 -.25** -.16** .13* .25** 
2. Initial Hours -.13* -.05 -.09 -.04 .04 .09 
3.Cumulative GPA .25** -.11 -.15* -.05 .00 .19** 
4. Age -.29** .08 .01 -.05 -.05 .07 
5. Type of Sending Inst. .06 -.03 .07 .00 .00 -.06 
6.Enrollment Fall 2007 .42** -.07 -.07 -.09 .02 .12* 
7.Enrollment Spring 2008 -- -.07 -.04 -.11 .02 .10 
8. Gender -.07 -- .10 -.08 .09 -.12 
9. Professional -.04 .10 -- -.26** -.36** -.40** 
10. STEM -.11 -.08 -.26** -- -.26** -.29** 
11. Liberal Arts .02 .09 -.36** -.26** -- -.40** 
12. Undeclared .10 -.12* -.40** -.29** -.41** -- 
*p<.05; **p<.01 

 

Regression results are summarized in Table 13.  Multiple R for regression was 

statistically significant, F(10, 241) = 8.45, p. <.001, R2= .26.  Three of the eleven 

independent variables (initial hours earned at time of transfer, initial GPA at time of 
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transfer, enrollment status in Spring 2008) contributed significantly to the prediction of 

cumulative GPA (p <. 01).  Declaring a Professional or STEM major and gender, type of 

sending institution, enrollment Status in Fall 2007, and age at time of enrollment did not 

make a statistically significant contribution (p>.05) to the prediction of cumulative Grade 

Point Average.  Initial GPA appears to be much more heavily weighted in the model as a 

predictor of cumulative Grade Point Average than that of the other three statistically 

significant predictor variables. 

Table 13 
Regression Analysis Summary for Academic Engagement Variables Predicting 
Cumulative Grade Point Average 

Variable Β SΕΒ Β 
Initial Hours Earned .01 .00 .22*** 
Initial GPA .68 .12 .37** 
Type of Sending Institution .03 .12 .02 
Gender -.04 .11 -.02 
Professional .11 .15 .05 
Liberal Arts and Sciences -.17 .18 -.03 
STEM .20 .18 .07 
Undeclared .17 .14 .08 
Age at Time of Enrollment .00 .01 .00 
Enrollment Status Fall 2007 .11 .14 .05 
Enrollment Status Spring 2008 .53 .13 .25*** 
Note: R2 = .26 (n= 252, p. < .001). 
** p <. 01; *** p <.001. 

 

Latino/a Transfer Cohort. An examination of Mahalanobis Test results was 

conducted, and it was concluded that there are no multivariate outliers included in the 

data set.   After an inspection of the Tolerance and Variance Inflation Factor (VIF) 

statistics in the coefficients table, as well as, the Condition Index in the Collinearity 

Diagnostics results indicate that multicollinearity is not a problem in this analysis. 

Bivariate correlations are reported in Table 14.  Significant correlations were 

achieved between cumulative GPA and initial hours earned, initial GPA, full-Time 
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enrollment in Spring 2008 and having and undeclared major.  Students enrolled in 

Professional majors were also significantly correlated with cumulative GPA. 

Table 14 
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age at 
Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 2008, 
Gender, Type of Sending Institution and Major (n=545) 

Variable 1 2 3 4 5 6 
1. Initial GPA -- .02 .35** -.15** .09* .08 
2. Initial Hours .02 -- .19** .36** -.07 .01 
3.Cumulative GPA .35** .19** -- .05 .07 .21** 
4. Age -.06** .32** .07 -- -.19** -.12* 
5.Enrollment Fall 2007 .09* -.07 .05 -.19** -- .47** 
6.Enrollment Spring 2008 .08 .01 .21** -.12* .47** -- 
7. Gender .04 .03 .05 -.15** .05 .02 
8. Type of Sending Inst. -.18** -.18** -.04 -.18** .13** .03 
9. Professional -.11** -.11* -.18** -.03 -.11* -.12* 
10. STEM -.16 .16** .09* .01 .09* .05 
11. Liberal Arts .11** .11** -.07 .04 -.08 -.13** 
12.Undeclared .14** .14** .19** -.02 .11* .21** 
*p<.05; **p<.01 
 
Table 14 Continued 
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 
2008, Gender, Type of Sending Institution and Major (n=545) 
Variable 7 8 9 10 11 12 
1.InialGPA .04 -.05 -.15** -.18** .07 .25** 
2. Initial Hours .01 -.16** -.07 -.14** .10* .10* 
3.Cumulative GPA .05 -.01 -.19** .08 -.07 .21** 
4. Age -.15** -.18** -.03 .01 .04 -.02 
5.Enrollment Fall 2007 .05 .13** -.11* .09* -.08 .11* 
6.Enrollment Spring 2008 .02 .03 -.12* .05 -.13** .21** 
7. Gender -- .06 -.10* .10* -.13** .14** 
8. Type of Sending Inst. .06 -- .04 .11* -.07 -.06 
9. Professional -.10* .04 -- -.31** -.39** -.38** 
10. STEM .11* .11* -.31** -- -.29** -.28** 
11. Liberal Arts -.13** -.07 -.39** -.29** -- -.35** 
12.Undeclared .14** -.06 -.38** -.28** -.35** -- 
*p<.05; **p<.01 

 

Regression results are summarized in Table 15.  Multiple R for regression was 

statistically significant, F(10, 452) = 12.91, p. <.001, R2= .22.  Six of the eleven 
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independent variables (initial hours earned at time of transfer, initial GPA at time of 

transfer, full-time enrollment in Spring 2008 and majors in Professional, STEM and 

Liberal Arts and Sciences) contributed to a significant relationship with prediction of 

cumulative GPA (p <. 05). Undeclared major, type of sending institution, gender, 

enrollment status in Fall 2007, and age at time of enrollment did not make a statistically 

significant contribution (p>.05) to the prediction of cumulative GPA initial hours earned 

appears to be much more heavily weighted in the model as a predictor of cumulative 

GPA than that of the other six statistically significant predictor variables. 

Table 15 
Regression Analysis Summary for Academic Engagement Variables Predicting 
Cumulative Grade Point Average 

Variable Β SΕΒ Β  
Initial Hours Earned .01 .00 .33*** 
Initial GPA .57 .08 .21*** 
Type of Sending Institution .07 .10 .03 
Gender -.03 .08 -.02 
Professional -.47 .11 -.24*** 
STEM .47 .12 .20*** 
Liberal Arts & Sciences -.48 .12 -.23*** 
Undeclared -.22 .13 -.10 
Age at Time of Enrollment .00 .01 .01 
Enrollment Status Fall 2007 -.12 .09 -.06 
Enrollment Status Spring 2008 .34 .09 .12*** 
Note: R2 = .22 (n= 463, p. < .001). 
** p <. 01; *** p <.001. 

 

Asian American Transfer Cohort.  Bivariate correlations are reported in Table 

16. Significant correlations were achieved between initial GPA, initial hours earned, full-

time enrollment in Fall 2007, full-time enrollment in Spring 2008 and the dependent 

measure. Having a major in a Professional program and having an undeclared major were 

also significantly correlated with cumulative GPA. 
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Table 16 
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 2008, 
Gender, Type of Sending Institution and Major (n=341) 
Variable 1 2 3 4 5 6 
1. Initial GPA -- -.01 .36** -.07 .09 -.07 
2. Initial Hours -.01 -- .18** .43** .04 -.11* 
3.Cumulative GPA .36** .18** -- .10 .05 .07 
4. Age -.02 .35** .05 -- -.08 -.15** 
5. Type of Sending Inst. .09 .02 .05 -.08 -- -.04 
6.Enrollment Fall 2007 -.07 -.13* .04 -.15** -.04 -- 
7.Enrollment Spring 2008 .07 -.09 .12* -.12* .07 .18** 
8. Gender .14* -.06 .17** -.14* .06 .11 
9. Professional -.19** -.08 -.25** .02 -.11* .00 
10. STEM -.29** -.06 -.01 -.04 -.08 .05 
11. Liberal Arts .11* .03 .01 -.11* .01 -.09 
12. Undeclared .38** .12* .25** .11 .18** .02 
*p<.05; **p<.01 

 

Table 16 continued  
Bivariate Correlations Among Initial Hours Earned, Initial GPA, Cumulative GPA, Age 
at Time of Enrollment, Enrollment Status in Fall 2007, Enrollment Status in Spring 
2008, Gender, Type of Sending Institution and Major (n=341) 
Variable 7 8 9 10 11 12 
1. Initial GPA .07 .15* -.17** -.29** .11* .36** 
2. Initial Hours -.12* -.04 -.05 -.06 .04 .08 
3.Cumulative GPA .12* .18** -.26** .01 .02 .23** 
4. Age -.12* -.14* .02 -.04 -.11* .11 
5. Type of Sending Inst. 07 .06 -.11* -.08 .01 .18** 
6.Enrollment Fall 2007 .18** .11 -.01 .06 -.09 .02 
7.Enrollment Spring 2008 -- .45** -.12* .02 -.09 .17** 
8. Gender .45** -- -.10 -.01 -.16** .22** 
9. Professional .12* -.10 -- -.38** -.24** -.43** 
10. STEM .02 -.01 -.38** -- -.24** -.42** 
11. Liberal Arts -.09 .16** -.24** -.24 -- -.27** 
12. Undeclared .17** .22** -.43** -.42** -.27** -- 
*p<.05; **p<.01 

 

Regression results are summarized in Table 17.  Multiple R for regression was 

statistically significant, F(10, 291) = 8.75, p. <.001, R2= .23.  Five of the eleven 

independent variables (initial hours earned at time of transfer, initial GPA at time of 
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transfer and majors in Stem and undeclared).  Majors in Professional programs 

contributed to a significant negative relationship with prediction of cumulative grade 

point average (p<. 05). Type of sending institution, gender, age at time of enrollment and 

enrollment status in Fall 2007 and Spring 2008 and majors in Liberal Arts and Science 

did not make a statistically significant contribution (p>.05) to the prediction of 

cumulative GPA.  Initial GPA appears to be much more heavily weighted in the model as 

a predictor of cumulative GPA than that of the other four statistically significant predictor 

variables. 

Table 17 
Regression Analysis Summary for Academic Engagement Variables Predicting 
Cumulative Grade Point Average 

Variable Β SΕΒ Β 
Initial Hours Earned .01 .00       .20*** 
Initial GPA .57 .10        .34*** 
Type of Sending Inst. .22 .13 .09 
Gender -.03 .10 -.01 
Professional -.41 .13 -.01** 
STEM .41 .13     .19** 
Liberal Arts & Sciences .29 .17 .10 
Undeclared .33 .14  .16* 
Age  .01 .02 .03 
Enrollment Status Fall 2007 .08 .02 .04 
Enrollment Status Spring 2008 .21 .13 .10 
Note: R2 = .13 (n= 302, p. < .001). 
*p <.05; ** p <. 01; *** p <.001. 
 
2a) How do these modeled characteristics predict the likelihood of persistence and 

graduation?  

Minority Transfer Cohort/ Persisted or not to Fall 2008.  Because the criterion 

variable is dichotomous (enrolled or not in Fall 2008), a simultaneous logistic regression 

was used to model the students’ persistence from one year to the next as measured as 

enrollment from Fall 2007 to Fall 2008. Results of the logistic regression analysis for the 
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total sample indicate the twelve-predictor model provides a statistically significant 

improvement over the constant only model, χ2(12, N= 1017) = 84.27, p<. 001.  The 

Nagelkerke pseudo R2 indicated that the model accounted for 12.8% of the total variance.  

This suggests that the set of predictors modestly discriminates between those who 

enrolled in Fall 2008 and those who did not enroll.  The accuracy of prediction for the 

cases used in the development of the model was 100% for minority students who did 

enroll in Fall 2008.  The prediction success for the cases used in the development of the 

model was relatively high, with an overall success rate of 97.9%. Hosmer and Lemeshow 

Test indicate a significant chi-square; thus predicted probabilities did not match the 

observed probabilities.  This finding indicates that our model does not accurately predict 

probability (risk); therefore, the model does not provide a better fit than a null model 

without any predictors.  

(2b) To what extents do these modeled characteristics vary by race/ethnicity?  

 African American Transfer Cohort.  Results of the logistic analysis for the 

African American transfer cohort indicate the ten-predictor model does not provide 

statistically significant improvement over the constant only model, χ2(10, N= 252) = 

17.24, p >. 05.  Because the model failed, no further analysis was considered. 

 Latino/a Transfer Cohort.  Results of the logistic analysis for the total sample 

indicate the ten-predictor model provides a statistically significant improvement over the 

constant only model, χ2(10, N= 463) = 41.39, p<. 001.  The Nagelkerke pseudo R2 

indicated that the model accounted for14% of the total variance.  This suggests that the 

set of predictors modestly discriminates between those who enrolled in Fall 2008 and 

those who did not enroll.  The accuracy of prediction for the cases used in the 



75	  

	  

development of the model was 100% for Latino/a transfer students who did enroll in Fall 

2008.  The prediction success for the cases used in the development of the model was 

relatively high, with an overall success rate of 82.1%. Table 19 presents the regression 

coefficients (β), the Wald statistics, significance level, and odds ratio [Exp(β)] for each 

predictor for the total Latino/a transfer cohort. 

Table 18 
Logistic Regression Results for Predicting Whether Latino/a Transfer Students 
Persist from Year One to Year Two and Academic Engagement Variables as 
Independent Variables 
STEP Variable Entered Β Wald Exp(β) 
1 1. Gender -.28 1.06 .76 
 2. Type of Sending Inst. .09 .09 1.09 
 3. Initial GPA .67 6.69 1.95* 
 4. Initial Hours .03 13.22 1.03*** 
 5. Enrollment Status Fall 2007 -.51 2.7 .60 
 6. Enrollment Status Spring 2008 .89 9.2 2.45** 
 7. Age  -.02 .19 .98 
 8. Professional -.41 1.21 .67 
 9. STEM .45 1.36 1.57 
 10. Liberal Arts -.48 1.79 .62 
 11. Undeclared .47 1.79 1.61 
*p<.05; ** p<. 01; p<.001. 

 

Of the eleven-predictor variables, three were significant predictors of whether a 

Latino/a transfer student persisted from one year of enrollment to the next.  The odds of 

persisting from one year to the next at Urban University increases by 1.95 or 95% (CI = 

1.17, 3.23) for each single point increase in initial GPA at time of transfer.  For each 

single point increase in the number of credit hours at time of transfer increases the odds 

by 1.03 or 3% for persisting from Fall 2007 to Fall 2008.  In addition, for Latino/a 

transfer students, being enrolled full-time in Fall 2008 resulted in 2.45 (CI = 1.37, 4.37) 

increase in the odds of Latino/a transfer students persisting from year one to year two at 

Urban University.  
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 Asian American Transfer Cohort.  Results of the logistic analysis for the total 

sample indicate the ten-predictor model provides a statistically significant improvement 

over the constant only model, χ2(10, N= 302) = 32.16, p<. 001.  The Nagelkerke pseudo 

R2 indicated that the model accounted for 18% of the total variance.  This suggests that 

the set of predictors modestly discriminates between those who enrolled in Fall 2008 and 

those who did not enroll.  Hosmer and Lemeshow Test results indicate a non-significant p 

value; thus, the predicted probabilities do match the observed probabilities.  The accuracy 

of prediction for the cases used in the development of the model was 100% for Asian 

American transfer students who did enroll in Fall 2008.  The prediction success for the 

cases used in the development of the model was relatively high, with an overall success 

rate of 85.1%. Table 20 presents the regression coefficients (β), the Wald statistics, 

significance level, and odds ratio [Exp(β)] for each predictor for the total Asian American 

transfer cohort. 

Table 19 
Logistic Regression Results for Predicting Whether Asian American Transfer 
Students Persisted from Year One to Year Two and Academic Engagement 
Variables as Independent Variables 
STEP Variable Entered Β Wald Exp(β) 
1 1. Gender -.08 .05 .92 
 2. Type of Sending Inst. -.77 3.3 .46 
 3. Initial GPA .40 1.26 1.49 
 4. Initial Hours .02 3.46 1.02 
 5. Enrollment Status Fall 2007 -.68 2.20 .50 
 6. Enrollment Status Spring 2008 1.72 14.56 5.59** 
 7. Age  .01 .05 1.01 
 8. Professional -.68 1.46 .50 
 9. STEM .10 .05 1.11 
 10. Liberal Arts .37 .44 1.46 
 11. Undeclared -.38 .43 .69 
*p<.05; ** p<.001. 
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Of the eleven-predictor variables, one was found to be a significant predictor of 

whether an Asian American transfer student persisted year one to year two at Urban 

University. For Asian American transfer students, being enrolled full-time in Spring 2008 

resulted in 5.59 (CI = 2.31, 13.55) increase in the odds of persisting from one year to the 

next at Urban University.  

 Minority Student Transfer Cohort/ Graduated or Not. Because the criterion 

variable is dichotomous (graduated or not), a simultaneous logistic regression was used to 

model the students’ graduation from Urban University within six years of matriculation 

in Fall 2007. Results of the logistic analysis for the total sample indicate the sixteen-

predictor model provides a statistically significant improvement over the constant only 

model, χ2(14, N= 1017) = 287.36, p<. 001.  The Nagelkerke pseudo R2 indicated that the 

model accounted for 32.9% of the total variance.  This suggests that the set of predictors 

discriminates between those who graduated and those who did not graduate.  The 

accuracy of prediction for the cases used in the development of the model was 79% for 

minority students who did not graduate within six years from Urban University.  The 

prediction success for the cases used in the development of the model had an overall 

success rate of 69.9%, which indicated that the prediction has improved over chance. 

Hosmer and Lemeshow Test resulted in a non-significant p-value; thus, predicted 

probabilities matched observed probabilities Table 21 presents the results of the analysis. 
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Table 20 
Logistic Regression Results for Predicting Whether Minority Transfer Students 
Graduated from Urban University within 6-Years and Academic Engagement 
Variables as Independent Variables 
STEP Variable Entered Β Wald Exp(β) 
1 1. Gender -.02 .02 .98 
 2. Type of Sending Inst. -.03 .04 .97 
 3. Initial GPA .53 13.16 1.69*** 
 4. Initial Hours .03 79.32 1.03*** 
 5. Enrollment Status 2007 .49 7.27 1.63** 
 6. Enrollment Status 2008 .85 21.29 2.33*** 
 7. Age  -.06 8.49 .94** 
 8. African American .58 7.62 1.78** 
 9. Latino/a .17 .94 1.19 
 10. Asian American -.17 .93 .84 
 11. Professional -.92 19.23 .39*** 
 12. STEM -.06 .06 .94 
 13. Liberal Arts -.94 18.68 .39 
 14. Undeclared .20 .90 1.22 
 15. Commuter Status -.12 .10 .88 
 16. Financial Aid 1.04 47.87 2.83*** 
*p<.05; ** p<.01; p<.001. 

 

Of the sixteen variables, eight were significant predictors of whether a Minority 

transfer student graduated from Urban University.  For each single point increase in 

initial GPA, increases the odds of graduating from the Urban University by 1.69 or 69% 

(CI = 1.27, 2.26).  In addition, for each single point increase in the number of credits a 

minority transfer student had at time of transfer, there was a 1.03 or 3% (CI = 1.02, 1.04) 

increase in the odds of graduating from Urban University. For transfer students enrolled 

in twelve or more hours in Fall 2007 there was a 1.63 or 63% (CI = 1.14, 2.33) increase 

in the odds of graduating from Urban University.  Correspondingly, for transfer students 

enrolled in twelve or more hours in Spring 2008, there was 2.32 (CI = 1.62, 3.33) 

increase in the odds graduating form Urban University.  For each single point increase in 

Age, there was .94 or 6% (CI = .89, .97) decrease in the odds of graduating from Urban 
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University.  Also minority transfer students enrolled in Professional majors resulted in 

.39 or 61% (CI = .27, .63) increase in the odds of graduating from Urban University in 

comparison to STEM, Liberal Arts and Sciences, and undeclared majors.  For African 

American transfer cohort, there was a 1.78 or 78% (CI= 1.18, 2.70) decrease in the odds 

of graduating from the Urban University.  Lastly, for transfer students who did receive 

financial aid, there was 2.83 (CI = 2.11, 3.80) increase in the odds of graduating.  

 African American Transfer Cohort. Results of the logistic analysis for the total 

sample indicate the twelve-predictor model provides a statistically significant 

improvement over the constant only model, χ2(12, N= 252) = 79.80, p<. 001.  The 

Nagelkerke pseudo R2 indicated that the model accounted for 37.1% of the total variance.  

This suggests that the set of predictors discriminates between those who graduated and 

those who did not graduate.  The accuracy of prediction for the cases used in the 

development of the model was 100% for those African American transfer students who 

did not graduate from Urban University. The prediction success for the cases used in the 

development of the model had an overall success rate of 71%, which indicated that the 

prediction has improved over chance. Hosmer and Lemeshow Test resulted in a non-

significant p-value; thus, predicted probabilities matched observed probabilities.  Results 

from analysis are reported in Table 22. 
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Table 21 
Logistic Regression Results for Predicting Whether African American Transfer 
Students Graduated from Urban University within 6-years and Academic Engagement 
Variables as Independent Variables 
STEP Variable Entered Β Wald Exp(β) 
1 1. Gender -.04 .01 .96 
 2. Type of Sending Inst. .08 .06 1.08 
 3. Initial GPA .87 7.86 2.39** 
 4. Initial Hours .03 20.20 1.03*** 
 5. Enrollment Status Fall 2007 .51 1.53 1.67 
 6. Enrollment Status Spring 2008 1.10 6.6 3.01* 
 7. Age  -.07 3.5 .92 
 8. Professional -.54 1.50 .58 
 9. STEM .07 .02 1.07 
 10. Liberal Arts -.72 2.85 .49 
 11. Undeclared .80 7.60 2.24** 
 12. Commuter Status -.39 .49 .68 
 13. Financial Aid 1.72 24.79 5.63*** 
*p<.05; ** p<.01; *** p<.001. 
 

Of the thirteen variables, five were significant predictors of whether an African 

American transfer student graduated from Urban University.  For each single point 

increase in GPA at time of transfer, there was a 2.39 (CI= 1.30, 4.39) increase in the odds 

of graduating from Urban University.  For each single point increase in the number of 

credits an African American transfer student had at time of transfer, there was a 1.03 or 

3% (CI = 1.03, 1.02) increase in the odds of graduating from Urban University. For 

African American transfer students enrolled full-time (e.g. twelve or more hours) during 

Spring 2008, there was 3.01 (CI = 1.29, 7.00) increase in the odds of an African 

American transfer student graduating form Urban University.  For African American 

transfer students who had an undeclared major in Fall 2007, there was a 2.24 (CI= 1.26, 

3.98) decrease in the odds of graduating Lastly, for African American transfer students 

who received financial aid there was 5.63 (CI = 2.85, 11.13) increase in the odds of 

graduating.  
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Latino/a Transfer Cohort.  Results of the logistic analysis for the total sample 

indicate the thirteen-predictor model provides a statistically significant improvement over 

the constant only model, χ2(12, N= 463) = 115.19, p<. 001.  The Nagelkerke pseudo R2 

indicated that the model accounted for 29.4% of the total variance.  This suggests that the 

set of predictors discriminates between those who graduated and those who did not 

graduate.  The accuracy of prediction for the cases used in the development of the model 

was 71.0% for Latino/a students who did graduate within six years from Urban 

University, and 67.8% for those Latino/a transfer students who did not graduate from 

Urban University. The prediction success for the cases used in the development of the 

model had an overall success rate of 69.3%, which indicated that the prediction has 

improved over chance.  The Hosmer and Lemeshow Test resulted in a non-significant p-

value; thus, predicted probabilities matched observed probabilities. Table 23 presents the 

regression coefficients (β), the Wald statistics, significance level, and odds ratio [Exp(β)] 

for each predictor for the total sample of the Latino/a transfer student cohort. 
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Table 22 
Logistic Regression Results for Predicting Whether Latino/a Transfer Students 
Graduated from Urban University within 6-years and Academic Engagement 
Variables as Independent Variables 
STEP Variable Entered Β Wald Exp(β) 
1 1. Gender .01 .00 1.01 
 2. Type of Sending Inst. .12 .19 1.12 
 3. Initial GPA .47 4.77 1.60* 
 4. Initial Hours .03 33.50 1.03*** 
 5. Enrollment Status Fall 2007 .35 1.78 1.42 
 6. Enrollment Status Spring 2008 .51 3.98 1.67 
 7. Age  -.07 3.93 .93 
 8. Professional -1.29 15.98 .27*** 
 9. STEM -.66 3.27 .52 
 10. Liberal Arts -1.49 20.48 .22*** 
 11. Undeclared 1.70 31.80 5.50*** 
 11. Commuter Status .77 .49 .58 
 12. Financial Aid .58 12.71 2.17*** 
*p<.05; ** *p<.001. 

 

Of the twelve-predictor variables, six were significant predictors of whether a 

Latino/a transfer student graduated from Urban University. For each single point increase 

in GPA at time of transfer increased the odds of graduated from Urban University 1.60 or 

60% (CI= 1.05, 2.45).  For each single point increase in the number of credits a Latino/a 

transfer student had at time of transfer, resulted in 1.03 or 3% (CI = 1.02, 1.04) increase 

in the odds of graduating from Urban University.  Transfer students enrolled in 

Professional majors were .273 or 73% (CI= .14, .51) more likely to graduate.  

Correspondingly, students enrolled in Liberal Arts and Sciences majors also increased 

their odds of graduating by .22 or 78% (CI= .12, .43) in comparison to those not enrolled 

in Liberal Arts and Sciences majors. For Latino/a transfer students with an undeclared 

major in Fall 2007, there was a 5.50 (CI= 3.04, 9.96) decrease in the odds of graduating 

from Urban University.  Lastly, for transfer students who received financial aid, there 

was 2.16 (CI = 1.42, 3.32) increase in the odds of graduating.  
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Asian American Transfer Cohort.  Results of the logistic analysis for the total 

sample indicate the thirteen-predictor model provides a statistically significant 

improvement over the constant only model, χ2(12, N= 302) = 105.44, p<. 001.  The 

pseudo R2 indicated that the model accounted for 3% of the total variance.  This suggests 

that the set of predictors discriminates between those who graduated and those who did 

not graduate.  The accuracy of prediction for the cases used in the development of the 

model was 75.2% for Asian American students who did graduate within six years from 

Urban University. The prediction success for the cases used in the development of the 

model had an overall success rate of 72.5%, which indicated that the prediction has 

improved over chance.  Hosmer and Lemeshow Test resulted in a significant p-value; 

thus, predicted probabilities did not match observed probabilities. This finding indicates 

that our model does not accurately predict probability (risk); therefore, the model does 

not provide a better fit than a null model without any predictors.  



	   	   	  

	  

Chapter V 

Discussion  

 Overall, the purpose of this study was to examine variables that may impact the 

persistence and degree attainment of minority (e.g. African American, Latino/a, Asian 

American) vertical and lateral transfer students at a four-year minority serving institution.  

Specifically, this study aimed to answer two research questions: (1a) Among transfer 

students at an MSI, how are conditions at time of transfer (number of credit hours and 

grade point average earned at time of transfer, type of sending institution), and other 

academic engagement experiences at the receiving institution related to receiving 

institutional first-year GPA? (1b) To what extent do these modeled characteristics vary 

by race/ethnicity? and (2a) How do these modeled characteristics predict the likelihood of 

persistence and graduation? (2b) To what extent do these modeled characteristics vary by 

race/ethnicity? First, a discussion was provided about the demographic profile of vertical 

and lateral transfer students.  Then analysis of results was presented in the following 

section. 

Vertical vs. Lateral Transfer Students 

 Substantial descriptive differences existed between minority vertical and lateral 

transfer students who matriculated to Urban University in Fall 2007.  While a majority of 

transfer students matriculated from community colleges (Dougherty & Kienzl, 2006; 

Doyle, 2009; Eagan & Jaeger, 2009; Gandara, Alvarada, Driscoll & Orfield, 2012; 

Ishitani & McKitrick, 2010), lateral transfer students made up 25% of the transfer 

population.  This finding is closely aligned with national averages (Adelman, 2006; 

McCormick, 2003; Townley, Katz, Wandersman, Skiles, Schillaci, Timmerman & 
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Mousseau, 2013), which indicate that lateral pathways are proving to be an important 

component of study when monitoring transfer student progression at the four-year 

university. Furthermore, over 10% of lateral transfer students transferred from other four-

year institutions that serve minority student populations (Allen, 1992; Davis, 1994; Laird 

et al., 2007).  As Hossler et al. (2012) state, transfer students oftentimes transfer in search 

of better institutional fit; thus, this finding implies that lateral transfers are moving to 

institutions that inherently have the same mission- to serve and support minority student 

populations.    

In regards to initial GPA, vertical transfer students reported higher GPAs at time 

of transfer in comparison to lateral transfers.  Although the difference between the GPAs 

was not significant, it is important to note that lateral transfer students may have taken 

course-work that was more rigorous in comparison to students who transferred from two-

year institutions (Dougherty & Kienzl, 2006; Doyle, 2009; Eagan & Jaeger, 2009; 

Gandara, Alvarada, Driscoll & Orfield, 2012; Ishitani & McKitrick, 2010); thus resulting 

in a lower initial GPA at time of transfer. 

Vertical transfers also matriculated with more credits earned at time of transfer, 

and higher post-transfer GPAs than that of lateral transfer students.  According to 

research, vertical transfer students with more credits at time of transfer had a greater 

likelihood of persisting to degree attainment at the senior institution  (Hossler et a., 2012; 

Smith et al., 2009). Correspondingly, vertical transfer students also graduated in higher 

percentages than lateral transfers, 41.0% and 35.2% respectively.  

Although vertical transfer students showed improvement over lateral transfer 

students in some categories, more lateral transfer students were enrolled full-time in Fall 
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2007 and Spring 2008.  This finding suggests that minority vertical transfer students may 

have matriculated to Urban University with a host of responsibilities that inhibit their 

ability to take on a full-time course schedule (Kuh et al., 2008; Hossler et al., 2012). In 

lieu of vertical transfer students maintaining part-time enrollment, this study found that 

vertical transfer students’ still outpaced lateral transfer students’ graduation rates. 

However, part-time enrollment may increase the number of years to graduation (Miller et 

al., 2011); therefore, it is important to note how part-time transfer students engage with 

the four-year university.  

Most of the minority transfer student cohort -- vertical or lateral transfer -- did not 

live on campus during enrollment.  Although residing on campus has been found to be a 

factor that is positively related to persistence and graduation from a four-year university 

(Miller et al., 2011), very few students chose to live on campus.  This finding may be a 

result of Urban University’s classification as a commuter school. However, studies show 

that residents are more likely than commuters to achieve in such extracurricular areas as 

leadership and athletics and to express satisfaction with their undergraduate experience, 

particularly in the areas of student friendships, faculty-student relations, institutional 

reputation, and social life (Astin 1985; Astin 1996; Zhao & Kuh, 2004).  Therefore, when 

students reside at the four-year institution (Kuh et al., 2008), their academic outcomes are 

more likely to be positively related to living on campus (Kuh et al., 2008).  On the other 

hand, transfer students who may not be considered “Traditional” college students may 

have other responsibilities that prohibit them from living on campus (Miller et al., 2011), 

thus creating another challenge to possibly engaging with the receiving institution. 

Approximately 45% of vertical and lateral transfer students received some type of 
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financial aid during their enrollment at Urban University.  Research on minority students 

has found that students of color are associated with having unmet need, therefore it is 

critical for this population to receive financial support to cover the costs of attendance 

(Kuh, Cruce, Shoup, Kinzie & Gonyea, 2008).      

These descriptive findings identify that lateral transfer students are not 

progressing at the Urban University at the same rates as vertical transfer students.  

Although studies indicate that community college students may not prepared for the 

rigors of college level work (Dougherty & Kienzl, 2006; Doyle, 2009; Eagan & Jaeger, 

2009; Gandara, Alvarada, Driscoll & Orfield, 2012; Ishitani & McKitrick, 2010), it is 

apparent from these findings that lateral transfer students may also fall into this category.  

Because vertical transfer students out-performed lateral transfer students in some areas, 

specifically in categories that have been empirically shown to predict the probability of 

the dependent outcomes, more research is needed to identify why these differences exist 

among vertical and lateral minority transfer students.   

(1a) Among transfer students at an MSI, how are conditions at time of transfer 

(number of credit hours and grade point average earned at time of transfer, type of 

sending institution), academic engagement experiences at the receiving institution 

related to receiving institutional first-year GPA? 

The overall linear model for the total minority cohort revealed that a predictive 

relationship did exist between initial hours earned at time of transfer, initial GPA, 

ethnicity (i.e. African American), major (i.e. STEM), full-time enrollment in Spring 2008 

and first year post-transfer cumulative GPA. These findings closely align with Smith et 

al.’s (2009) review of literature that indicated the significance of initial hours earned and 
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initial GPA at time of transfer as predictors of academic performance at the four-year 

institution. In regards to the relationship between African American transfer students and 

post transfer cumulative GPA, Tinto’s theory (1975) of student integration and Astin’s 

theory of student engagement (1977) provide the perspectives needed to ascertain why 

racial differences exist.  For African American transfer students in this study lower 

academic achievement is indicative of lower levels of engagement with the senior 

institution (Astin, 1977; Tinto, 1975). Thus, African American transfer students may not 

be engaging with the senior institutions at levels that would positively impact their 

cumulative GPA. 

For the purposes of this study, GPA was compared at two time periods:  initial 

enrollment in Fall 2007 and cumulative GPA after two semesters of enrollment.  Results 

from study indicate that the overall minority transfer student cohort reported 2.41 post-

transfer cumulative GPA, a decline from initial GPA reported at 2.87. Because GPA is 

positively correlated to persistence (Elliott, Godshall, Shrout, & Witty, 1990; Meeker, 

Fox, & Whitley, 1994; Pritchard & Wilson, 2003; Sowa, Thomson, & Bennett, 1989; 

Ting & Robinson, 1998), and the confidence of an individual to succeed academically, 

minority students in this study may be at risk of not persisting to year two.  As a result of 

lowering academic achievement, minority transfer students could eventually leave the 

institution because of inability to meet academic requirements set forth by the institution 

(Murtaugh, Burns, & Schuster, 1999; Hossler et al., 2012;Smith et al., 2009). Thus, 

attention has to be paid to the declining post transfer GPAs of minority transfer students 

to prevent increases in attrition. 
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To note, African American transfer students incurred the steepest decline in GPA, 

2.73 to 2.01.  Since GPA measures student engagement with their senior institution 

(Cohen & Nee, 2000; Cuyjet, 1997; Harper, 2006a; Jackson, 2003; Wilson-Sadberry, 

Winfield & Royster, 1991)--based on the GPA outcomes – African American students 

are not adjusting or connected to the senior institution in comparison to Latino/a and 

Asian American transfer students. This finding is closely aligned with previous 

educational research that cites African American students as lacking familiarity with 

navigating the four-year college system and their unpreparedness for college level work 

(Harper, 2012; Hossler, et al., 2012).  

 Other studies have found that regardless of race/ethnicity, students typically 

experience a drop in their GPA after transferring to the senior institution (Hills, 1965; 

Glass & Harrington, 2002).  Results from the study reported African American transfer 

students had the lowest cumulative GPA and specifically, African American vertical 

transfers exhibited the lowest cumulative GPA—1.98.  This finding is of particular 

importance because four-year institutions have academic requirements that students must 

adhere to in order to continue enrollment and meet financial aid requirements (Bailey, 

Jenkins, Leinbach, 2005; Kumanyika & Grier, 2006; Miller, Erisman & Pell Institute of 

Opportunity in Higher Education, 2011).  If students do not meet academic requirements, 

subsequently they are either (1) put on academic probation/suspension (Hill, 1965) or (2) 

dropped from the University (Hills, 1965; Laanan, 2001; Rhine, Milligan, & Nelson, 

2000). Thus, some African American vertical transfers may not have enrolled in Fall 

2008 because they did not meet academic requirements.  
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In addition, initial hours at time of transfer were found to significantly predict 

cumulative GPA for the minority transfer cohort.  Overall, the minority transfer cohort 

matriculated to Urban University with 60 credits at time of transfer.  Of the groups, 

African American transfer students matriculated with fewer credit hours earned at time of 

transfer than the other two groups.  As research would indicate, credit hours earned at 

time of transfer is an indication of a student’s experience with successful completion of 

coursework that contributes to their continued progression at the four-year university 

(Best & Gehring, 1993; Cejda, Kaylor & Rewey, 1998; Keeley & House, 1993; Preston, 

1993; Soltz, 1992).  Smith et al., (2009) remind us that “Students who transfer with too 

few credit hours may not be academically ready for university coursework, while those 

who transfer with too many hours run the risk of losing eligibility for financial aid and/or 

in-state tuition before completing a degree” (p.16). Since minority students are already 

susceptible to other challenges in academia, having a strong record of prior academic 

achievement -- as evidenced by successful completion of previous course work -- may 

enhance their academic progression at a minority serving four-year institution.  

Transfer students with declared majors in STEM or who were Undeclared at time 

of enrollment was also significantly related to the probability of receiving a decreasing 

cumulative GPA.  Therefore, students who are enrolled in STEM programs may have not 

be prepared to deal with rigors of college level coursework within their major (Malgwi, 

Howe & Burnaby, 2005).  While undeclared students are taking courses that are in 

sequence to declaring a major in their field of study, not having a declared major the first 

two semesters after enrollment could negatively impact persistence (Montmarquette, 

Cannings & Mahseredjian, 2002).  
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 As noted, a large percentage of vertical transfer students had an Undeclared major 

upon matriculation.  This finding is significant because students who transfer from other 

institutions may need more information about course and major offerings (Smith et al., 

2009).  However, having an undeclared major in the first two semesters of enrollment at 

Urban University was found to be negatively related to the dependent outcomes.  

Therefore, transfer students who do not know what program of study they want to declare 

may not benefit from postponing declaration of a major after enrollment at the senior 

institution. 

 Being enrolled full-time in Spring 2008 was also positively related to the odds of 

achieving a higher cumulative GPA than being enrolled full-time in Spring 2008.  

Although students may not have initially enrolled full-time in Fall 2007, if they enrolled 

full-time in the following semester, they had a greater likelihood of achieving a more 

favorable cumulative GPA.  According to Astin’s theory, full-time enrollment is 

positively related to progression at the four-year university (1975, 1977).  In summary, 

the literature suggests that a student enrolled in 12 or more hours per semester may 

exhibit characteristics such as: spending more time on homework, and engaging with 

faculty and staff (Astin, 1975).  These characteristics have also been linked to greater 

persistence and overall school satisfaction (Astin, 1975, 1977); therefore, students 

enrolled full-time benefit from having this type of enrollment.  

Lastly, as indicated by the findings from the model, initial GPA was more heavily 

weighted than the other predictors.  Results from analysis found that minority students 

transferred with an average 3.0 GPA at time of transfer.  As research would indicate, 

GPA is an indication of whether a student is engaged with coursework with higher GPAs 



92	  

	  

suggesting students’ ability to successfully grasp concepts in the classroom (Elliott, 

Godshall, Shrout, & Witty,1990; Meeker, Fox, & Whitley, 1994; Pritchard & Wilson, 

2003; Sowa, Thomson, & Bennett, 1989; Ting & Robinson, 1998).  Of the three minority 

groups, African Americans reported lowest initial GPAs at time of transfer, while Asian 

American transfer students had the highest reported initial GPA. Because African 

American transfer students are reporting lower initial GPAs at time of transfer, it may be 

concluded that they are not matriculating to the senior institution as prepared for college 

level work in comparison to Latino/a and Asian American transfer students (Kuh et 

al.,2008). 

1(b) To what extent do these modeled characteristics vary by race/ethnicity? 

 For African Americans three independent variables contributed significantly to 

the prediction of cumulative GPA: initial Hours earned, initial GPA and full-time 

enrollment in Spring 2008.  This finding differed from Latino/a vertical and lateral 

transfer students because results indicated that six, as opposed to three independent 

variables significantly contributed to the prediction of cumulative GPA (initial hours 

earned, initial GPA, full-time enrollment in Spring 2008, and majors in Professional, 

STEM and Liberal Arts and Sciences).  Additionally, for Asian American transfer 

students five independent variables significantly contributed to the prediction of 

cumulative GPA (initial hours earned, initial GPA, major in Professional, STEM and 

undeclared).  Although all three groups share initial hours earned, and initial GPA as 

significant predictors, Latino/as and who had majors in Professional programs, or Liberal 

Arts and Sciences significantly contributed to increasing post-transfer cumulative GPA.  

In addition, Latino/a transfer students in STEM majors significantly contributed to an 
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increasing post-transfer cumulative GPA.  Lastly, Asian American students enrolled in 

STEM or undeclared majors also exhibited a greater likelihood of having a decreasing 

cumulative GPA.  However, Asian American enrolled in Professional program exhibited 

greater likelihood of having an increasing cumulative GPA.   

 As the literature finds, college major choice can have differential effects on 

student outcomes (Porter & Umbach).  However, results indicate that minority student 

enrolled in STEM fields may not be exhibiting positive outcomes because of the lack of 

number of minority students in these fields (Fouad & Byars‐Winston, 2005).  As 

research finds, minority students enrolled in programs where they are few in number are 

less likely to persist (Porter & Umbach, 2006).  Thus, further analysis is needed to 

explore group differences and the impact of major choice on minority transfer students. 

(2a) How do these modeled characteristics predict the likelihood of persistence and 

graduation? 

 Persistence from Year One to Year Two.  Logistical models for the overall 

minority and African American transfer cohorts failed.  Although the literature finds that 

the variables of interest should have yielded results (Kahn, Nauta, Gailbreath, Tipps, & 

Chartrand, 2002; Woosley, 2003), these models did not.  Consequently, only subsequent 

models yielded results.  

 (2b) To what extent do these modeled characteristics vary by race/ethnicity? 

 Latino and Asian American transfer students shared full-time enrollment in 

Spring 2008 as a significant predictor of persistence from year one to year two. However, 

for Latino/a transfer students initial GPA and initial hours earned were also found to 

contribute significantly to persistence from one year to year two.  As the current literature 
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reiterates, having a strong academic record can lead to persistence at the senior institution 

(Smith et al., 2009).  Because type of sending institution did not significantly impact 

outcomes, the both lateral and vertical transfer students benefit from having a strong 

record of academic achievement.  

 Graduated or Not.  Results indicated that eight independent variables 

significantly contributed to the prediction of whether or not a minority transfer student 

graduated from Urban University within 6-years of matriculation.  Initial GPA, initial 

hours earned, full-time enrollment in Fall 2007 and Spring 2008, age, major in a 

Professional program, financial aid.  Being a self-identified African American also led to 

the decreased likelihood of graduating from Urban University within 6 years of 

enrollment. As previous research has indicated, Initial GPA and initial hours earned have 

been confirmed as significant predictor variables when analyzing graduation (Hossler et 

al., 2012; Miller et al., 2011).  Age was also inversely related to the prediction of 

graduating - for each unit increase in age resulted in a 6% decrease in the probability of 

graduating, a finding that aligns with the literature that earlier entry into college is 

associated with more favorable graduation outcomes (Smith et al., 2009).  In addition it is 

important to note that vertical and lateral transfer students’ ages ranged from 17-56.  This 

finding indicates that there are non-traditionally aged students accessing transfer 

pathways.  This finding is of importance because previous research has found that non-

traditionally aged students are less likely to progress through their bachelor’s degree 

because of existing responsibilities (full-time employment, family obligations, etc.) 

(Cuseo, 2001; Smith et al., 2009).  Moreover, Moumouris (1997) found that the older the 

transfer student, the longer it takes to graduate; thus, students who may not be of 
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“traditional’ college going age, may need additional services to assist them as they 

navigate the four-year university system (Dicroce, 2005).   

  In regards to financial aid, research has found that minority students are often 

associated with belonging to lower SES groups, and do not have the financial resources 

to cover all the costs of attendance (College Board, 2013; Long & Riley, 2007).  Thus, 

students who do access financial aid, increase their chances of graduating from the senior 

institution.  As indicated by the findings, receiving financial aid does improve minority 

transfer students’ probability of graduating. In comparison to other measures, receiving 

financial aid was the most heavily weighted significant predictor in the model.  

(2b) To what extent do these modeled characteristics vary by race/ethnicity? 

 Logistical models for the Asian American transfer cohort failed.  However, 

subsequent models did yield results. Initial GPA, initial hours, full-time enrollment in 

Spring 2008 and financial aid significantly contributed to the prediction of whether an 

African American and Latino/a transfer students graduated from Urban University or not. 

However, for Latino/as, majors in Professional programs and Liberal Arts and Sciences 

also served as variables that significantly predicted graduation from Urban University. 

On the relationship between major fields and persistence, Pascarella and Terenzini (1991) 

concluded that “majoring in the social sciences or humanities indirectly enhanced 

bachelor degree completion by positively influencing grades and informal interaction 

with faculty, after controlling for student characteristics and characteristics of the 

institution attended” (St. John, Hu, Simmons, Carter & Weber, 2004, p. 210). 

 Overall, approximately 46% of the minority transfer cohort received some type of 

financial aid during the data collection period from 2009-2012.  As research would 
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indicate, financial aid is an important factor in minority student persistence and 

progression at the four-year university (College Board, 2013; Long & Riley, 2007; 

Sanoff, Powell & Lumina Foundation for Education, 2003). Because some transfer 

students did not receive financial aid, their academic progression could have potentially 

been hindered (Bailey, Jenkins, Leinbach, 2005; Kumanyika & Grier, 2006; Miller, 

Erisman & Pell Institute of Opportunity in Higher Education, 2011).  

Initial GPA, Initial Hours Earned and Full-time Enrollment Spring 2008 

 Initial GPA, initial hours earned and full-time enrollment in Spring 2008 were 

found to consistently contribute to minority transfer students post-transfer cumulative 

GPA, persistence from year one to year two and graduation from Urban University within 

6 years of matriculation.  Specifically, for African American, Latino/a and Asian 

American vertical and lateral transfer students, grade point average at time of transfer 

was found to be a significant predictor of cumulative post transfer GPA, and persistence 

from year one to year two.  Although initial GPA was found to significantly predict 

dependent outcomes for African Americans and Latino/as, it did not result as a significant 

predictor for Asian American transfer students’ graduation from Urban University. Since 

current literature states that grade point average at time of transfer is tied closely to the 

academic performance of students at the senior institution (Smith et al., 2009), for Asian 

American transfer students, in this study, those findings do not hold true. Although GPA 

was not found to be a significant predictor of graduation for Asian American transfer 

students in this study, it still may serve as a sufficient judge of academic progress at the 

four-year university (Kuh, 2008).  Therefore, more research is needed to examine 

variables that contribute to Asian American transfer student outcomes (Kuh et al.,2008). 
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 Number of credits at time of transfer was found to be a significant predictor for 

African American, Latino/a and Asian American transfer students’ cumulative GPA, 

persistence from year one to year two and graduation from Urban University.  

Subsequently, research indicates the more credits a student had at time of transfer was an 

indication of experience with taking college courses (Best & Gehring, 1993; Keeley & 

House, 1993; Preston, 1993; Soltz, 1992; Smith et al, 2009; Cejda, Kaylor & Rewey, 

1998).  Research has suggested that minority community college transfer students often 

times are not prepared for the rigors of college level work (Bush & Bush, 2008; Harper, 

2010); therefore, their previous experiences at community college are detrimental to their 

progression at the senior institution (Smith et al., 2009).  

 According to Kuh’s (2003) study, full-time (e.g. twelve or more course credit 

hours per semester) students are more engaged with their institution. This is to be 

expected, as they take more classes, read and write more, and spend more time preparing 

for class than their part-time (e.g. nine or less credit hours per semester) counterparts 

(Seftor & Turner, 2002; Toole, Stratton & Wetzel, 2003). In addition, full-time students 

tend to have fewer obligations, such as family responsibilities and off-campus work, that 

preclude them from taking part in certain educational activities, such as study abroad or 

extracurricular events (Kuh, 2003; O’Toole, Stratton & Wetzel, 2003). As evidenced by 

study findings (Kuh et al., 2008; Hossler et al., 2012; Smith et al., 2009), involvement in 

educational purposeful activities can lead to greater persistence of transfer students; thus, 

students who vertically or laterally transfer benefit from full-time enrollment (Kuh et al., 

2008; Hossler et al., 2012). 

 Limitations.  This study has limitations that restrain the discussion of findings 
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and the implications for practice derived from its findings. First, this study used a sample 

from a single institution.  Thus, the results pertain to the study institution and may not be 

generalizable to other institutions, except for institutions in similar settings.  A second 

limitation is the definition of graduation status used in the study. The graduation status 

was defined as students who have or have not had a degree conferred at the senior 

institution they transferred to in 2007.  Although this study does encompass all minority 

transfer students who graduated anytime within six years of matriculation in Fall 2007, 

this study does not account for students who may have transferred again to another 

institution to complete their program of study. The third limitation is the narrow amount 

of data available from Urban University’s Office of Institutional Research.  Because of 

this limitation, other subsequent contributions that could lead to the likelihood of 

persistence from one year of enrollment to the next and graduation were not controlled 

for.  Overall, studies have found that transfer students are persisting at the receiving 

institution; however, using persistence rates as an outcome of interest may not capture a 

true depiction of college rates because it is only a snapshot of what was occurring with 

that student at the time.  Furthermore, using persistence as an outcome of interest does 

not account for transfer to yet another two-year or four-year university. Therefore, for the 

purposes of this study, persistence will be measured as enrollment from one year (e.g. fall 

2007) to the next (e.g. fall 2008) in an attempt to provide a snapshot into vertical and 

lateral transfer students’ college-going patterns at one four-year institution. 

Although the models were predictive of persistence and graduation for Minority 

transfer students at the Urban University, it did a poor job of predicting for those who did 

not persist and graduate from Urban University.  The variation in the accuracy of the 
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prediction models could be attributed to a number of factors.  Schemper (2003) notes 

“highly significant covariates of a study may not automatically translate into sufficiently 

accurate prediction or close determination of individual outcome values” (p. 

22).  Although classification was not the stated goal of the analysis (Hossmer & 

Lemeshow, 2000), identifying and testing other covariates may result in higher accuracy 

of the prediction model. 

 Lastly, another limitation to this study is that some of the models exhibited a non-

significant p-value for the Hosmer-Lemeshow test.  This test is similar to a Chi Square 

test, and indicates the extent to which the model provides better fit than a null model with 

no predictors, or, in a different interpretation, how well the model fits the data, as in log-

linear modeling. If chi-square goodness of fit is not significant, then the model has 

adequate fit. By the same token, if the test is significant, the model does not adequately 

fit the data.  

 A disadvantage of this goodness of fit measure is that it is a significance test, with 

all the limitations this entails. Like other significance tests it only tells us whether the 

model fits or not, and does not tell us anything about the extent of the fit. However, for 

the purposes of this study, a non-significant p-value does limit the interpretation of 

results. 

Implications for Future Research.   

 Results from analysis suggest areas for future analysis.  Because results from 

linear and logistic models are limited, models should be retested to ensure accuracy and 

prediction of models.  Since three logistic models failed to show improvement over the 

constant, other variables should be considered for future examination.  Additionally, 
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other variables for the overall minority, African American and Asian American transfer 

cohorts should be analyzed to further the conversation regarding significant contributions 

to cumulative GPA, persistence and graduation from the senior institution. Furthermore, 

more research is needed to explain the departure of minority transfer students who did not 

remain enrolled or graduate from Urban University.  Because minority transfer students 

leave the senior institution for a number of reasons, conducting more research on reason 

for departure may assist with increasing retention rates of minority transfer students.  

Other future studies could include examining methodological approaches that address 

how and why major influences other academic outcomes.  Also, future analysis is needed 

to further explore the contribution of initial hours earned as a continuous variable on 

academic outcomes.  Since transfer students arrive at the senior institution with varying 

records of prior academic achievement, examining initial hours earned can provide 

further insight into the impact of timing of transfer (Smith et al., 2009).  Additionally, 

future studies should be conducted that aim to broaden research about minority transfer 

students to include multiple institutions.  Analyzing transfer student behavior at multiple 

institutions can provide the comparative analysis to needed to further explore student 

engagement in various institutional environments.  Lastly, future research is needed that 

will disaggregate financial aid data.  Because of the heterogeneous effects of varying 

modes of financial aid (Chen, 2008), it is important to further analyze the impact of such 

financial aid on dependent outcomes. 

Implications for Practice. 

Results from the study indicate that there are a number of areas in which 

practitioners can assist transfer students’ to achieve desirable outcomes.  Administrators 
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that directly work with transfer students should pay close attention to the variables that 

positively impact the persistence and graduation of minority transfer students.  Thus, 

transfer students who transfer to a minority serving institution should be met by culturally 

sensitive administration and faculty that can assist them to achieve desirable outcomes.  

In addition, for those practitioners working in transfer student centers, they need to flag 

students who incur a decline from their initial GPA in subsequent semester.  Also 

administrators need to ensure that minority transfer students are applying for financial 

aid.  Practitioners also should be aware of counseling students on what major to choose.  

Lastly, as evidenced by these findings, minority transfer students benefit from full-time 

enrollment at the senior institution.  Specifically, transfer students should enroll in twelve 

or more hours at least one semester after matriculation.  Because full-time enrollment in 

Fall 2007 did not significantly predict outcomes, minority transfer students may benefit 

from initially taking on part-time enrollment and eventually increase their course hours.    

In conclusion, this study aimed to examine what conditions at time of transfer and 

other academic engagement experiences were related to the prediction of post-transfer 

cumulative GPA, persistence from year one to year two, and graduation status from 

Urban University.  Although there are modest differences between vertical and lateral 

transfer students, overall, minority transfer students’ outcomes are impacted by 

conditions at time of transfer and experiences at the senior institution (Adelman, 2006; 

McCormick, 2003; Townley, Katz, Wandersman, Skiles, Schillaci, Timmerman & 

Mousseau, 2013).  Thus, by creating programs that closely monitor the progression of 

minority transfer students—at time of matriculation and during enrollment— senior 

institutions have a better chance of improving minority transfer students’ chances of 
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persistence from one year to the next and degree completion. 

.
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