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Abstract 

Johnson, Sr., William Melvin. Ed.D. The University of Memphis. August 2014. An 

Examination of Traditional and Non-Traditional African American Male Students’ 

Perceptions of the Community College Environment, their Quality of Effort, Gains, and 

Inclination to Persist. Major Professor: Larry McNeal, Ph.D. 

 

 African American males at community colleges are facing greater challenges 

regarding persistence in today’s higher education environment. Several studies address 

institutional retention efforts of African Americans at 4-year institutions; however, a 

significant gap exists of research concerning African American male students' persistence 

efforts within the community colleges setting. This study assist policy makers, higher 

education administrators, institutional researchers, and program directors in regards to 

best practices of programs that promote student persistence at the community college 

level. Guided by C. Robert Pace’s theory of quality of student effort, this study was 

conducted to examine the differences among traditional and non-traditional African 

American male students’ perceptions of the community college environment, their 

quality of effort, gains, and inclination to persist. Several statistical procedures were 

conducted to analyze a national data aggregate of the Community College Student 

Experiences Questionnaire (CCSEQ) acquired from the Center for the Study of Higher 

Education (CSHE) at the University of Memphis. A secondary data analysis was 

conducted among 1,948 student respondents from eight Community Colleges that 

responded to the electronic version of the questionnaire during the academic years 2010-

2013.  

 To address the five research questions presented within this study, the Statistical 

Package for the Social Sciences (SPSS) was used to conduct multiple analyses that 

addressed four groups of dependent variables (perceptions of the college environment, 
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student quality of effort, students’ perceived estimate of gains, and an index of students’ 

tendency to persist). The independent variables were traditional and non-traditional 

African American male community college students. 

 The results of this study indicate that significant differences do exist in the 

responses of traditional and non-traditional aged African American male community 

college student sample. The most notable difference is the affinity of traditional aged 

students’ and the perceptions of the college environment. Differences were also observed 

among students’ perceived quality of effort, their estimates of gains and their inclination 

to persist at the community college. 
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Chapter 1 

Introduction  

Wood and Ireland (2014) identified that “in the community college context, 

African American males are one such subgroup that has been the topic of increasing 

concern over recent years” (p. 154). This concern is prompted by low achievement rates 

among African American male students in higher education environments, specifically at 

community colleges. The research of Wood (2012) indicates “11.5 percent of Black 

males students will depart from a community college within one year of admission, 48.9 

percent of these students leave after three years, and 83 percent leave after six years; all 

without achieving (or successfully making progress for) their intended certificate or 

degree” (p. 305). In the context of higher education, the ability of an institution to retain a 

student from admission through graduation institutional (retention) is affected by their 

persistence, or ability to continue enrollment for consecutive semesters. Further, in the 

community college environment, the high level of attrition among the African American 

male subgroup often translates into unrealized collegiate persistence, declining 

enrollments and abysmal rates of degree completion (Harper & Kuykendall, 2012; Wood 

& Turner, 2011). Therefore, an understanding of engagement strategies which influence 

persistence among African American male community college students is vital to 

increase achievement rates. 

According to Harper and Kuykendall (2012) “educators, administrators, 

policymakers, and concerned others have grappled with the question of what must be 

done to improve Black male student success” (p. 23). A resulting questions, seek to 

determine if the lack of African American male student achievement stems from the 
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perspective of the student (persistence) or from the perspective of the institution 

(retention). Scholarly research concerning student success often uses persistence and 

retention interchangeably; which explains Seidman (2005) statement that “a more 

established definition of persistence and retention from scholarly research is needed” (p. 

14).  

 Berger and Lyons (2005) defines student persistence as “the desire and action of 

a student to stay within the system of higher education from beginning through degree 

completion” (p. 22); thus, persistence is irritated when a student “stops out” or leaves an 

institution for a semester or more (U. S. Department of Education, Institute of Education 

Sciences, 2008). The term retention is defined by Berger and Lyons (2005) as “the ability 

of an institution to retain a student from admission through graduation” (p. 22). 

Essentially, retention is determined in the fall semester of each academic year, regardless 

if the student enrolled during the spring or summer terms; and student persistence is 

determined by a student’s enrollment during consecutive semester (U. S. Department of 

Education, Institute of Education Sciences, 2008). 

To be successful at retaining collegiate students at the community college level, 

two-year institutions must be proactive in employing engagement strategies that inspire 

persistence; and facilitates student engagement within their academic and social 

community college environments.  

Models and Theories Significant to Student Success 

Several models and theories address engagement, persistence, retention, and 

attrition among college students (Astin, 1984; Bean, 1980; Mason, 1998; Pace, 1984; 

Pascarella, 2006; Tinto, 1975).  Astin (1984) developed a theory of student involvement 
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that addresses student engagement. Astin’s research defined involvement as “the amount 

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

experience” (p. 518). According to Seidman (2005), Astin’s theory postures that “the 

more involved a student is with the college, the higher likelihood of student retention” (p. 

13). 

Mason (1998) developed a model of persistence for African American male 

students. Set in an urban community college, the model developed and applied a 

construct identifying “modes of action, program enhancements, and activities within the 

college to increase persistence levels” (p. 752). The advantage of this persistence model 

considers factors of support uniquely designed to support African American male 

students’ persistence. 

Tinto (1975) developed a model of academic and social integration which 

addresses collegiate student retention. As cited by Burnett (2013), Tinto’s (1975) 

Academic and Social Integration Theory suggest that “to be successful in college, a 

student must successfully integrate into the academic and social environment of the 

institutions” (p. 13). DeRemer (2002) concurs stating “there is a direct positive 

relationship between the level of a student’s social integration and the level of 

satisfaction the student experiences with the college” (p. 15). 

Bean’s (1980) Casual Model of Student Attrition provides insight into how the 

institutional researchers can identify patterns of student attrition. Bean’s model 

“synthesized research findings on turnover in work organizations and [its relationship to] 

student attrition” (p. 155); and, suggests how “organizational attitudes and reward 

structures affect student satisfaction and persistence” (Seidman, 2005, p. 13).  
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Fundamentally, the model provides an opportunity to understand attrition in several 

contexts, including the community college environment.  

Impact of Theoretical Models  

 Tinto’s (1998) research on persistence has been used to develop policies that 

“promote persistence… and provide programs (e.g., freshman year seminars, and 

mentoring programs) designed to enhance the likelihood that students will persist to 

degree completion” (pp. 167-168). Persistence, associates the student’s abilities to engage 

within their campus environment (Tinto, 1987); moreover, Tinto’s (1998) research 

suggest that “two-year institutions have limited opportunities to engage [students] with 

classrooms, other students, and faculty” (p. 169). Astin (1984) suggests that one 

institutional barrier to student engagement is the formulation of a “hook that will 

stimulate students to get more involved in the college experience” (p. 527). Tinto’s 

(1998) model of student persistence states that a student’s ability to integrate into their 

social and academic college environment predicts whether or not the student is likely to 

remain enrolled in college.  

Research conducted by Kuh, Cruce, Shoup, Kinzie, and Gonyea (2008) suggest 

ways to improve grades and persistence among first-year college students, and revealed 

“African American students benefit more from increasing their engagement in 

educationally effective activities” (p. 551). Further, community colleges can restructure 

their learning environments, and consider the characteristics that influence persistence; 

while providing outlets to integrate students by addressing social and cultural 

engagement. Culturally homogenous or similarly grouped interaction with peer groups 

have positive engagement effects on collegiate student outcomes; and, supports Astin 
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(1993) suggestions that “students tend to change their values, behavior, and academic 

plans in the direction of the dominant (whether constructive or not) orientation of their 

peer group” (p. 4). Activities like culturally based clubs and organizations; African 

American targeted mentoring programs, and multi-cultural study groups at the 

community college, may lead to higher persistence and graduation rates among 

participating African American male students. Further, the suggestions of Museus and 

Quaye (2009) state that “ethnic student organizations and ethnic studies departments’ aid 

in the adjustment and retention of students of color” (p. 71); and are consistent with 

higher education developmental theories that students involved with campus activities 

positively correlated with persistence to degree completion (Astin, 1984; Tinto, 1975). 

Examples of programs devoted to persistence of African American male 

students. The American Association of Community Colleges (AACC) Minority Male 

Student Success Database provides a listing of active male student success programs. The 

missions of these programs seek to inspire student persistence, retention, and the 

assistance of educational goal attainment among minority male students attending two-

year institutions. According to Marshall (2014) this database “offers organizations an up 

close and personal view of innovative programs and strategies, that helps thousands of 

men of color advance their academic and career goals” (p. 1). One example is Brother-2-

Brother program at Manchester Community College (MCC) in Manchester, CT. An 

explanation of the program is provided: 

 The [Brother-2-Brother] program is designed to connect with African-

American and Latino males enrolled at MCC with resources they need to be 

successful in college life. Six components are provided to their student 
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membership: (1) Mentoring; (2) Academic support and recognition; (3) 

community engagement and service; (4) Brother-2-Brother scholars; (5) Brother-

2-Brother ambassadors; and (6) Brother-2-Brother Summer boot camp. (AACC, 

2014a) 

A second program dedicated to African American male community college persistence is 

The QUEST: African American Male Learning Cohort, located at Baltimore City 

Community College (BCCC) in Baltimore, MD. A program description is provided: 

 The QUEST program is an accelerated academic program designed to 

foster, motivate and stimulate academic growth for African American men; and 

prepares African American men for the Associate’s Degree in one of four 

programs: Allied Human Services, Business, Early Childhood Education and 

General Studies. (AACC, 2014b) 

Another program designed to increase persistence is the Black & Hispanic Male Initiative 

Program at Westchester Community College (WCC) in Valhala, NY. A Program 

description is provided: 

 The mission of the Black & Hispanic Male Initiative Program (BHMI) at 

the Westchester Community College (WCC) is to support male students of color 

in achieving a better educational outcome at the college and beyond. We [BMHI] 

work to increase the graduation and retention rates among participating students. 

We provide our students with information on academic scholarships, assistance in 

transferring to a four-year college, and support services such as mentoring, 

tutoring, and counseling. Through our “contact model” approach we keep an 
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uninterrupted contact with students of color during and after the school year ends. 

(AACC, 2014c) 

Implications and Impacts of Low Persistence 

Mason (1998) suggests a correlation exists between adequate levels of 

engagement and interaction in the collegiate environment among students at the 

community college level to (Manson, 1998). Essentially, Specifically, Astin (1984) 

characterizes that “typically an uninvolved students, are those who neglect their studies, 

spend little time on campus, abstain from extracurricular activities, and has infrequent 

contact with faculty members or other students” (p. 518).  

The benefits of student engagement was theorized by Astin (1984), but 

heightened by Pace (1984) who created the theoretical concept pertaining to the quality 

of student effort. Pace (1984) defined, Quality of Effort as “the amount, scope, and 

quality of the effort that students put into taking advantage of the opportunities offered to 

them by the college” (p. 6). Therefore, the more effort a student puts into engagement, 

the more positive their outcome of degree completion (Pace, 1984). Although much 

narrower, Pace’s concept is closely tethered with the concepts of the student involvement 

theory (Astin, 1984); which explains why an analysis that employs the Community 

College Student Experiences Questionnaire (CCSEQ) is appropriate. The CCSEQ 

questionnaire was developed by Friedlander, Pace, Murrell, and Lehman (1990) to 

measure their engagement via in-class and out-of-class activities; and examine students’ 

self-perceptions of their educational outcomes.  

The persistence of African American male students, specifically at community 

colleges can be influenced in three major ways (a) successful degree completion, (b) 
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participation in workforce development, and (c) funding associated with institutional 

performance.  

Degree Completion 

 Rates of completion among African American male community college students 

show significant differences in achievement between first-time full-time students who 

complete their programs within six years and students who stop-out.  According to the 

U.S. Department of Education (2006) more than half of the African American males who 

graduated from high schools (63.1%) chose to attend community colleges, regardless of 

the institution’s public or private status. The  low levels of African American male degree 

completion, however, has concerned the research community (Brown, 2007; Bush, 2004; 

Fortson, 1994, Harper & Kuykendall, 2012; Jordan, 2008; and Pope, 2006); and has 

projected troubling images of community colleges as venues failing to improve African 

American male students’ livelihoods (Bush, 2004). This result is based upon the lack of 

first-time, full-time, African American male students who fail to graduate within six 

years. Therefore, unsuccessful attempts to engage students coupled with high levels of 

attrition have translated into lower levels of degree completion; which appears as a 

wasted use of public financial resources. 

 On a national stage, high levels of financial waste are associated with community 

college attrition. Schneider and Yin (2011) published research on behalf of the American 

Institution for Research (AIR) noting that “from 2004 to 2009, federal, state, and local 

governments spent almost $4-billion in student aid and appropriation on community 

colleges students who dropped out” (p. 2). These data points help to strengthen the 
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argument of external stakeholders like CCA and their criticism of the efficacy and 

efficiency of American higher education.  

This dialogue about community college persistence data is important because 

state-level  higher education funding agencies, that employ performance funding 

strategies,  have shifted state financial support “from a system based on student 

enrollment (headcount) to one based on performance (towards degree attainment), 

reducing the time it takes for students to complete their degrees and transforming 

remedial education” (Gonzalez, 2011, p. 1). As a result, this study should inform 

institutional administrators and program directors of factors that promote student 

persistence among African American male students at the community college level.  

Workforce Development 

 A second advantage of persistence to degree completion is how successful 

graduates impact the workforce. When a student’s persistence efforts are successful, the 

student is empowered and qualified to gain employment with businesses that have jobs 

available. Shaffer (2013) stated “business and political leaders are counting on 

community colleges to prepare workers for jobs that require more than a high school 

education” (p. 237). This means that community colleges have the ability to provide 

specialized training for times where markets are changing. 

 The American landscape is realizing changing perspectives in regards to its 

current labor force. It is increasingly becoming more difficult for businesses to find 

skilled labor to meet their market demands. This gap in the labor market provides a niche 

for community colleges students; specifically, those who choose not to pursue degrees at 

four-year institutions.  



10 

 

 Those African American male community college students, who fail to persist, 

contribute to a potential workforce because of unskilled labor. That is, citizens without 

the skill set to successfully complete specialized tasks, which forces manufacturers to lag 

in production.  This subjected is illuminated in the 2011 Skills Gap Report, where 

Morrison et al.  (2011) depicts the “skills gap is having a major economic impact on 67 

percent of U.S. manufacturers; and companies surveyed stated the lack of qualified 

[emphasis added] workers was affecting their ability to maintain production schedules 

and expand operations” (p. 6).   

Financial Policy Implications 

Evaluating and suggesting ways to increase African American male student 

persistence has important policy implications. Community college funding is increasingly 

becoming linked to greater levels of performance funding accountability, making the 

concept of performance-based funding (PBF) in the American higher education system 

popular. D’Amico, Katsinas, and Friedel (2012) asserts that “states are moving toward a 

privatized model of higher education with greater reliance on tuition; and … community 

colleges may be further disadvantaged in state appropriations processes in future years” 

(p. 628).  

D’Amico et al. (2013) suggest that “the main premise of performance funding and 

budgeting is that measuring success based on a series of indicators will potentially 

influence behavior” (p. 233). For community colleges, a measure of attainment requires 

that they develop programs that inspire students to persist and graduate. This idea is 

supported by D’Amico et al. who noted that “in the higher education context, community 

colleges that are dependent upon state funds take actions to . . . improve program and 
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student outcomes” (p. 233). Thus, an unintended consequence of PBF for community 

colleges is the pressure of graduating those students who traditionally have not persisted. 

This sustains an argument that an examination of students who have represented low 

degree attainment, like traditional and nontraditional African American male students, in 

a self-reported format, should be studied. Such an analysis of results can be utilized to 

identify successful persistence strategies that inspire persistence. Thus, the outcomes of 

this study may prove useful to community college administrators, advisors, and program 

directors that encourage African American male students' persistence towards graduation. 

Statement of the Problem 

African American males at community colleges are facing greater challenges 

regarding persistence in today’s higher education environment. Several studies address 

institutional retention efforts of African Americans at 4-year institutions; however, a 

significant gap exists of research concerning African American male students' persistence 

efforts within the community colleges setting. Bush and Bush (2010) have described the 

current availability of African American male community college persistence and 

retention literature as a scarcity; therefore, a need exists for more information addressing 

the bleak levels of success within the community college environment (Cohen & Brawer, 

2003; McCabe, 2000; Pigg, 2000). This study will examine differences between 

traditional and non-traditional African American male students in community colleges. 

Purpose Statement 

The purpose of this study is to examine the differences of traditional and non-

traditional African American Male students’ perceptions of the college environment, their 

perceived gains, and quality of effort. A secondary purpose is to determine the strength of 
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relationship between a students’ tendency to persist and their perception of the collegiate 

environment, perceptions of gains, and quality of effort. This study analyzed the 

aggregate of secondary data of the Community College Student Experiences 

Questionnaire (CCSEQ) that is secured at the Center for the Study of Higher Education 

(CSHE) at the University of Memphis.  

African American male students experience barriers that challenge their access to 

remain enroll in higher education.  Retention theories exist which address issues of 

student success within higher education; however, such higher education retention 

theories fail to address issues unique to the African American male community college 

student. Research that identifies a student’s tendency to persist is also needed. In addition 

to quality of effort, perceived gains, and perceptions of the collegiate environment, this 

study aims to identify four factors (job responsibilities, family responsibilities, 

generational status [first or second generation status], and time spent studying) which are 

significant regarding persistence of traditional and non-traditional African American 

male community college students. 

Research Questions 

In order to achieve the purposes of this study, the following research questions are 

presented: 

 RQ 1: To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceptions of the Collegiate 

Environment on the CCSEQ? 

 RQ 2: To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Quality of Effort on the CCSEQ? 
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 RQ 3: To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceived Gains on the CCSEQ? 

 RQ 4: What is the strength of relationship between traditional and non-traditional 

students’ tendency to persist and their perception of the college environment, perceived 

gains, and quality of effort? 

 RQ 5: Is the strength of the relationship mediated by a students’ traditional or 

non-traditional status? 

Significance of the Study 

This study should assist policy makers and program designers in regards to best 

practices of programs that promote student persistence at the community college level, 

while adding to previous research that addresses African American male community 

college students degree completion, workforce development, financial aspects of 

institutions through the student success and degree attainment of traditional and 

nontraditional aged African American male community college students.  

Pascarella (2006) suggest more research should be devoted to the students’ 

“academic and out-of-class experiences that influence intellectual and personal 

development” (p. 516). Meredith (2004) suggests that “additional research concerning not 

only community college students generally, but also minority students specifically is 

warranted” (p. 4).  

This study is guided through the theoretical lenses of Pace’s (1984) “Quality of 

Effort” and Astin’s (1984) theory of student involvement. Further, the use of self-

reported responses from students who answered the CCSEQ shall be analyzed to identify 
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successful strategies which are determined to encourage persistence among African 

American male students within a community college setting.   

Theoretical Framework 

 The theoretical lens guiding this study is associated with Pace’s (1984) quality of 

effort theory. According to Pace (1982) quality of effort is associated with “the amount, 

scope, and quality of effort they [students] invest in their own learning and development, 

and specifically, in using the facilities and opportunities that are available in the college 

setting” (p. 2).  Glover and Murrell (1998) detail that Pace’s theory “describes that what 

students learn in college depends to a considerable degree upon how actively they engage 

in the experiences and opportunities offered by them in college” (p. 6).    

 Pace (1984) took the concept of student involvement (Astin, 1984) and created a 

measurable scale around that idea. Pace builds on the idea that education is both a process 

and product. Pace’s theory suggests that if one analyzes the process of student 

achievement, institutions can build better rates of success for its students. This leads into 

the research question of does effort have a significant relationship to student 

achievement. Just like the studies conducted by Astin, Pace notices that student 

achievement has a linkage to how involved a student is; or, can be determined by what 

degree or “quality” of that involvement. 

Assumptions 

 The following assumptions are basic to this study: 

1.  Student attitudes can be measured with the proper use of validated 

questionnaires. 
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2.  Students who attend community colleges in the United States have perceptions 

concerning their college environment. 

3.  Respondents will answer completely all items on the questionnaire which asks 

for data concerning information that may be personal in nature. 

Limitations 

 Limitations associated with this study are the due to information not available in 

the CCSEQ data: 

1. Student data such as grades in previous courses and socio-economic status (SES) 

are not included in the CCSEQ.  

2. This study does not include the roles or responsibilities specific to the African 

American family.  

3. This study analyzes aggregate date from volunteer two-year institutions; 

therefore, a generalization cannot be made to all community colleges, or their 

African American male students. 

Delimitations 

The delimitations of this study are: 

1. This study will only extract and analyze self-reported questionnaire results of 

African American male community college students from the CCSEQ aggregate 

database. 

2. This study only involves institutions who are consenting CCSEQ participants 

within the United States; and their African American male students within their 

community college student populations. 

3. This study has included both full-time and part-time students within this study. 
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Definition of Terms 

 Certain words and terms to be used in this study require definition for 

understanding of their implications. These words and terms are as follows: 

Attrition.  A student who fails to reenroll at an institution in consecutive terms. 

 Community College Student Experiences Questionnaire (CCSEQ). First 

published in 1990 by Pace, Friedlander, and Lehman, the CCSEQ is a self-assessment 

instrument that provides information on the quality of students’ educational experience as 

well as students’ progress toward important educational goals. 

Complete College Tennessee Act (CCTA). A comprehensive reform agenda that 

seeks to transform public higher education through changes in academic, fiscal, and 

administrative policies at the state and institutional level. 

Degree/Certificate Seeking Students. Students enrolled in courses for credit 

who are recognized by the institution as seeking a degree or other formal award. At the 

undergraduate level, this is intended to include students enrolled in vocational or 

occupational programs. 

Engagement. The act of being involved as a college student. Students who are 

considered engaged are involved in endeavors both academic, and social in nature. 

First-Time Student. A student with no prior postsecondary experience attending 

any institution for the first time at the undergraduate level; including students enrolled in 

academic or occupational programs. Also includes students enrolled in the fall term who 

attended college for the first time in the prior summer term, as well as students who 

entered with advanced standing (college credits earned before graduation from high 

school). 
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Full-Time Student. Undergraduate- a student enrolled for 12 or more semester 

credits, or 12 or more quarter credits, or 24 or more contact hours a week each term. 

Graduation Rate. The rate required for disclosure and/or reporting purposes 

under the Student Right-to-Know Act.  

Non-Traditional Aged. Category of college student aged 25 to 65 years of age. 

Normal Time to Completion.  The amount of time necessary for a student to 

complete all requirements for a degree or certificate according to the institution’s catalog. 

This is typically 2 years (4 semesters or trimesters, or 6 quarters, excluding summer 

terms) for an associate’s degree in a standard term-based institution. 

Persistence. The desire and action of a student to stay within the system of higher 

education from beginning through degree completion. 

Part-Time Student:  Undergraduate- a student enrolled for either 11 semester 

credits or less, or 11 quarter credits or less, or less than 24 contact hours a week each 

term. 

Postsecondary Education Institution. An institution that has its sole purpose or 

one of its primary missions, the provision of postsecondary education.  

Postsecondary Teachers (instruction only). An occupational category used to 

classify persons whose specific assignments are customarily made for the purpose of 

providing instruction or teaching. Regardless of title, academic rank, or tenure status, 

these employees formally spend the majority of their time providing instruction or 

teaching. 

Quality of Effort. A conceptual framework developed by Pace (1984). This 

concept measures and rates the quality of engagement via students’ self-reported 
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perceived gains. Pace (1984) defined quality of effort as “the amount, scope, and quality 

of effort that students put into taking advantage of the opportunities offered to them by 

the college” (p. 6). 

Retention. Ability of an institution to retain a student from admission through 

graduation. 

Student Involvement. The amount of physical and psychological energy a 

student devotes to the academic experience.  

Tennessee Board of Regents (TBR). A system that consists of 46 institutions 

with a combined annual enrollment of over 200,000 students. The mission is to educate 

more Tennesseans in order to provide Tennessee with the workforce it needs for sound 

economic development. 

 Traditional Aged College Student. Category of college student ages 18 to 24 

years of age. 

 Two –Year Institutions. A postsecondary institution that offers programs of at 

least 2 but less than 4 years’ duration. Includes occupational and vocational schools with 

programs of at least 1,800 hours and academic institutions with programs of less than 4 

years, not including Bachelor’s degree-granting institutions where the baccalaureate 

program can be completed in 3 years. 

Study Overview 

 Chapter 1 has presented a brief overview of student persistence among African 

American male students attending community colleges and addressed motivators 

affecting this population such as degree completion, workforce development and 

financial impacts at the institutional levels. Using the conceptual frameworks of 
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Alexander Astin and Robert Pace this study seeks to determine successful strategies, if 

any, that may be employed to encourage persistence among African American males at 

the community college levels.  Chapter 2 presents a historical overview of higher 

education in America, missions of community colleges, and an overview of legislative 

efforts which have increased higher education access for African Americans. 

Additionally, relevant literature addressing engagement, persistence, retention and 

attrition of African American male community college students is presented. Chapter 3 

will give information concerning the conceptual frameworks guiding the study, the 

instrument, and procedure for the analysis of results. Chapter will include a presentation 

of results; and Chapter 5 will present a discussion with recommendations and possibilities 

for further research. 
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Chapter 2 

Review of Literature 

Overview 

 This chapter provides a review of the literature pertinent to the study of student 

success in regards to African American male students in the community college setting. 

Four sections comprise this review: a history of higher education, a history of community 

colleges, and a review of African American male community college engagement, 

persistence, retention and attrition. 

The Origins of American Higher Education 

The movement for higher education in the United States had its beginning during 

the colonial period with the establishment of the Virginia Colony in 1607. The Colonial 

Period marked a migration of various cultural groups looking for a fresh start in the new 

world.  Cohen and Kisker (2010) note “the [Colonial] settlers’ were determined to form a 

way of life different from the governmental and familial rigidities they had left in 

Europe” (p. 13); and, characterized by an “influx of English families, adventurers, and 

indentured servants, along with Africans who were brought unwillingly” (p. 14).  As each 

colony was settled, royal charters were established to formulate structured societies, of 

which, schools and colleges were established. 

 The First College: Henricopolis. Several historians of higher education identify 

Harvard College as the first institution of American higher education (Cohen & Kisker, 

2010; Quincy, 1860; Thelin, 2011); however, there is evidence of another institution with 

an older heritage- the College of Henrico. The institution had two names: first, The 

College of Henrico; and second, its ‘royal’ namesake, Henricopolis (McCabe, 1922). The 
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college was established in the Virginia Colony, which resulted from a 1609 royal charter 

executed by the Virginia Company of London (Vacik & Miller, 1995). McCabe (1922) 

says the college was named “in honor of (the expectancy and rose) England’s (fare state) 

Henry, Prince of Whales, son of James the First, and grandson of the beautiful [Mary], 

Queen of Scots” (p. 9). Moreover, Henricopolis was established in 1619 for the purpose 

of educating English and Native American Indian students (McCabe, 1922; Vacik & 

Miller, 1995; Williams, 1935). Williams (1935) describes the landscape and demise of 

the institution: 

 The campus was composed of 10,000 acres with purposes of educating two 

groups of students. One thousand acres were allocation for the education and 

Christianizing of Native Americans, (also known as the Indian College) and the 

remaining nine thousand acres were to be used for a college and university for the 

English...the massacre of 1622 ended the young colony’s venture into higher education 

after a brief 3-year career. (p.1) 

 From the massacre the college would probably have survived; but only two years 

later the King withdrew the charter of the London Company, Virginia became “a royal 

province under the King, and the college lands were confiscated, bringing to an end the 

college in Virginia” (p.3). Although the College of Henrico experienced a short 

existence, there would be a 14 year span before the next Colonial institution, Harvard. 

 First College of Colonial Massachusetts: Harvard. Harvard College was 

modeled after the institutions which specialized in the Western tradition of education. An 

approval in 1636 of 400 pounds was given to the Company of the Massachusetts Bay in 

New England for the establishment of a ‘school or college’ (Harvard University 
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Archives, 2014). When instruction began in 1638, it served as a boarding school, 

affiliated with the Congregationalist Puritans (Calvinist).  The college according to 

Cohen and Kisker (2010) “developed around the notion of acculturating the young, 

passing on the wisdom of the classics, an preparing people not only for service as 

clergymen but as public servants” (p. 21). The population of the early schools primarily 

serviced wealthy, white male students; and in 1642, the college celebrated its first 

commencement with nine graduates. 

Higher Education: Legislative Impacts for African Americans Access.  

 Cohen and Kisker (2010) notes that “Africans were brought unwillingly” (p. 14) 

to the New World by English settlers. The initial intent for Africans was to provide 

services as slaves who toiled in agricultural and domestic capacities. Thus, enslaved 

Africans were not provided opportunities of formalized education at the beginning of 

America’s higher education movement; however, their fate changed significantly, 

resulting from several pieces of legislation. Specific pieces of legislation are the 

Emancipation Proclamation, the Morrill Acts of 1862 and 1890, the Servicemen’s 

Readjustment Act (G.I. Bill), and the Civil Rights Act of 1965. 

 Before 1890, there were few colleges willing to admit descendants of African 

slaves. Further, there were few options for those African descendants, freed or otherwise, 

who could afford to attend college. The participation of African American students in the 

higher education environment has experienced periods of growth and decline (Allen, 

1992); and are a direct product of significant “legal, social and moral agents” (Allen, 

1992, p.2). This section shall address significant legislative actions which impacted the 

facilitation of access to higher education for African American students. 
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 The Emancipation Proclamation. The Emancipation Proclamation was 

conferred by President Abraham Lincoln in (1865). It declared that Africans bound by 

slavery in the southern Confederate State of America (CSA) be declared free. Although 

President Lincoln had no Constitutional basis for eradicating slavery in the country, his 

formulation of the proclamation heavily persuaded America’s Southern enslaved 

descendants of Africans to flee and reside in Northern region of the Union States. 

 Ten states were affected by the proclamation, all of which were a part of the Civil 

War’s Confederate alliance. According to Klingaman (2001) the affected states were 

“Arkansas, Texas, Louisiana, Mississippi, Alabama, Florida, Georgia, South Carolina, 

North Carolina, and Virginia” (p. 231). Additionally, States representing the North or 

Union were not affected by the proclamation’s banning of slavery until the ratification of 

the 13
th

 Amendment which freed all slaves in America.  

 After the Emancipation Proclamation the United States’ experienced a 

Reconstruction Period, or period of time designated by Congress for the Southern States 

to reconstruct their society before they could rejoin the Union. Cohen and Kisker (2010) 

describe this period as a “so-called era in which the South was to be punished” (p. 108).   

 Prior to 1863, institutions were already established to educate African Americans; 

however, such schools were funded privately and primarily located in northern regions of 

the country. For instance, the Institute for Colored Youth, now Cheyney University of 

Pennsylvania (CUP), was founded 26 years before the Emancipation Proclamation in 

1837.  In About CU (2010), Cheney University of Pennsylvania discusses its historical 

origins with the help of Richard Humphreys, “a Quaker philanthropist who bequeathed 

$10,000, to design and establish a school to educate the descendants of the African race” 



24 

 

(par.1). His generosity was inspired by the difficulty Blacks endured finding jobs in the 

North regions of the United States. Pagliaro and Bingham (2010) notate that Humphrey’s 

vision of the school was “to instruct the descendants of the African Race in school 

learning, in the various branches of the mechanic Arts, trades and Agriculture, in order to 

prepare and fit an qualify them to act as teachers” (p. 3). 

 During the Reconstruction period, opportunities of educational access for 

descendants of Africans grew, mainly resulting from private institutions with missions to 

educate former slaves who fled to northern States. Norman, Ault, Jr., Bentz, and 

Meskimen (2001) suggest “many schools were opened for Black children as part of the 

reconstruction effort” (p. 1105). Thus, the impact of the Civil War and Lincoln’s 

Emancipation Proclamation had profound effects upon the early access and education of 

African Americans.  

 The Morrill Acts. Access to higher education for African descendants was 

significantly promoted a result of funding from the Morrill Act. Burke (1982) states the 

Morrill Act served as “the first large-scale Federal aid (to institutions) to education for all 

sections of the nation” (p. 92). Educational change was inspired via two pieces of 

established legislation, the Morrill Act of 1862 and the Morrill Act of 1890; and both will 

be discussed in regards to impacts which proved critical to the education of African 

Americans.  

 Cohen and Kisker (2010) stated “the Morrill Act of 1862 permitted every state to 

select 30,000 acres of federal land times its number of congressmen” (p. 115). Pincus 

(1980) notes the land gave states the ability to “endow colleges specializing in the 

agricultural and industrial arts” (p. 335). Although states utilized funds provided by the 
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Morrill Act of 1862, many states were reluctant to admit African Americans at their 

institutions (Rudolph, 1962).  The behavior to deny admission based upon race caused 

Congress to take additional measures and introduce another piece of legislation that 

insured the education of all persons. As a result, the Morrill Land Act of 1890 was 

established.  

 Before the second Morrill Act was passed by Congress on July 2, 1862, African 

Americans were given little access to predominantly White public or private institutions 

before the late 19
th

 century.  Referencing collegiate access during the mid-to-late 19
th

 

century, Cohen and Kisker (2010) state that “universities could not or would not 

matriculate everyone who sought upward mobility through higher education, … several 

other institutions forms developed” (p. 119).  According to Cross (1999) the Morrill Act 

of 1862 authorized “separate but equal” facilities; however, only Mississippi (Alcorn 

State College, est. 1871) and Kentucky (Berea College, est. 1855) established institutions 

for African American under this law.  Therefore, many African Americans were still 

being denied access to higher education, particularly, the southern regions of the United 

States. 

 The impact of the Morrill Land Act of 1890 marked significant legislation. 

Rudolph (1962) states “It [Morrill Act of 1890] stipulated that no appropriations would 

go to states that denied admission to the colleges on the basis of race unless they also set 

up separate but equal facilities” (p. 254). During this time, seventeen states were 

compelled to provide institutions to African American students, thus forming the Black 

Land-Grant Institutions.  
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  The Morrill Act of 1890 provided an opportunity for institutions known as 

Historical Black Colleges and Universities (HBCU) which “served as the primary 

provider of postsecondary education for African Americans in a social environment of 

racial discrimination” (p. 32). Brown and Davis (2001) notes: 

HBCUs are participants in a social contract within the post-bellum American 

society. Prior to the Civil War, the combination of slavery and segregation 

restricted educational access and opportunity for African Americans. Although 

there were a few Northern exceptions (e.g., Amherst College, Oberlin College), 

African American students were summarily denied entry to institutions of higher 

learning. (p. 33) 

Thus, newly freed slaves and their offspring benefitted from an expanding higher 

education curriculum that until that time encompassed the Liberal Arts with professional 

schools of theology and law. The curriculum afforded to African American students; 

however, consisted primarily of the agricultural sciences and mechanical studies.  The 

Morrill Act of 1890 gave African American students educational skills to contribute 

within an Industrial movement, lending support to Henderson and Henderson (1982) 

concept of a “need for agricultural, industrial, mechanical and mercantile education” (p. 

4). 

 The Servicemen’s Readjustment Act of 1944.  The G.I. Bill of Rights, also 

known as the Servicemen’s Readjustment Act of 1944, was one of the most important 

pieces of legislation in American higher education history. It provided veteran benefits to 

military servicemen, specifically, those who participated in World War II.  Kisker (1994) 

notes “the measure put an entire generation of veterans among the most educated and 
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financially well-off generations in U.S. history” (p. 128). Gladieux, King, and Corrigan 

(2005) notes: 

Starting with the Servicemen’s Readjustment Act of 1944, or G.I. Bill, federal 

student assistance has helped transform attending college in American from an 

elite to al mass activity. Congress passed the GI Bill to reward veterans who had 

served their country during wartime and to help them catch up with their peers 

whose lives had not been interrupted by military service. (p. 174) 

Several benefits were promised as a result of the G.I. Bill. A major caveat was that race 

was not a factor for receiving such benefits; which proved beneficial for Americans in 

general. For instance, Turner and Bound (2003) notes: 

Educational benefits extended from a minimum of one year to four years, 

depending on the length of service and age, and men serving between September 

1940 and July 1947 were eligible. In addition to providing annual tuition 

payments of up to $500, the bill also provided a monthly cash allowance. A 

notable feature of the program was that benefits were awarded to individuals 

rather than institutions, allowing veterans to use them for any educational or 

training programs to which they were accepted. G.I. benefits not only covered 

enrollment at colleges and universities, but also provided opportunities for 

vocational, technical, and apprenticeship training. (p.16) 

The impact of the G.I. Bill on World War II veterans, including African American access 

to college was significant. Gladieux, King, and Corrigan (2005) notes “the G.I. Bill sent 

thousands of men and women to college who otherwise would not have had the 

opportunity” (p. 174). Turner and Bound (2003) states “the portable aid available to all 
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veterans through the G.I. Bill held the promise of significantly reducing black-white gaps 

in educational opportunity” (p. 146). The money, as marked by Trow (1993) provided by 

the federal government empowered African American students financially to “take their 

tuition payments and stipends anywhere they wished” (p. 59). African American veterans 

joined a growing number of students who chose to attend college after their return from 

World War II. Additionally, the Baby Boom generation coupled with veterans from the 

Korean war supplied higher education with consumers well into the 1960s (Hansen & 

Stampen, 1981). At the inception of the Bill, an estimated 800,000 veterans were 

anticipated to participate in higher education; however, by the time the G.I. Bill’s 

education title officially ended over 2.2 million veterans utilized its benefits (Olson, 

1973). The significant increase in enrollment created a movement of construction in 

efforts of institutional attempts to accommodate student aspirations.  

 The Higher Education Act of 1965.  According to Hanna (1996) “the Higher 

Education Act was initially passed in 1965 as an omnibus bill authorizing a variety of 

institutional, student, and programmatic aid programs for higher education” (p. 500). 

According to Public Law 89-329 (1965) the primary purpose of this law was “to 

strengthen the educational resources of our colleges and universities and to provide 

financial assistance for students in postsecondary and higher education” (p.1219). This 

piece of legislation created grants, loans and other programs to help students obtain a 

college education. In regards to the financial impact of the Higher Education Act of 1965, 

Gladieux et al. (2005) notes: 

As part of President Lyndon Johnson’s Great Society, the Higher Education Act 

of 1965 embodied, for the first time, an explicit federal commitment to equalizing 
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college opportunities for needy students. Programs were designed to identify the 

college-eligible poor and to facilitate their access with grants, replacing 

contributions their families could not afford to make. Colleges and universities 

that wanted to participate in the new Educational Opportunity Grant program 

were required to make “vigorous” efforts to identify and recruit students with 

“exceptional financial need”. The legislation also authorized Federal Work-Study 

to subsidize the employment of needy college students and the federally 

guaranteed student loan program to ease the cash-flow problems of the middle-

income college students and their families. (p. 163) 

The original duration of the Higher Education Act (HEA) of 1965 lasted for three years, 

during the academic years of 1965-66 to the end of the 1967-68 academic years. This 

piece of legislation was reauthorized nine times between 1968 (the year for which its 

pilot ended) and 2013. The initial version of the HEA included eight ‘Titles’ or 

subsections which addressed its benefits. The original Titles of the legislation are 

provided below with description: 

 Title I: Community Service and Continuing Education Programs- The HEA 

(1965) details the legislation’s purposes were to supply funding for “community issues as 

“housing, poverty, government, recreation, employment, youth opportunities, 

transportation, health, and land use. This section further provided $25 million for the first 

fiscal year (1966) and $50 million for years 2 and 3 of the bill (FYs 1967-68 & 1968-69); 

and, additional funding required periodic Congressional approval” (Sec. 101).  Further, 

states were required to designate a state agency or institution broadly representative of 

higher education in the state to administer community service programs developed under 
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this title. However, states could not use funds for the preparation of religious educational 

interest. 

 Title II: College Library Training and Research- The HEA’s (1965) purpose 

of Title II funds were to “assist and encourage institutions in the acquisition for library 

purposes of books, periodicals, documents, magnetic tapes, phonograph records, 

audiovisual materials, and other related materials” (including necessary binding) (Sec. 

201) A total of $50 million dollars ($5 million for year 1966, $6.3 million for FY 1966-

67, and $7.7 million for FY 19667-68) were allocated to this section, and the 

establishment of an Advisory Council on College Library Resources (ACCLR) was 

“required of all states who participated in this Federal program; and “no library would 

receive more than $5,000 per institutional branch” (HEA, 1965, sec. 205 ). Lastly, no 

institution could use the money for activities connected with divinity or religious 

instruction. 

 Title III: Strengthening Developing Institutions- The HEA’s (1965) purpose of 

Title III funding was to assist in “raising the academic quality of colleges which had the 

desire and potential to make a substantial contribution to the higher education resources 

of the nation but which for financial and other reasons were struggling for survival and 

were isolated from the main currents of academic life” (Sec. 301). The Title appropriated 

$55 million to facilitate the initiatives of Title III. 

 The program authorized the commissioner to pay those “developing institutions” 

regardless of public or nonprofit status; requiring that “the institutions admitted high 

school graduates, and the institution would provide educational programs that awarded at 

least the two year certificate and/or degree” (HEA, 1965, sec. 302). Institutions were 
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required to acquire and maintain affirmation within accrediting agency or associations; 

plus, have formative reviews every five years to ascertain quality of training, and efforts 

to improve administrative staff and student services. 

 A Council on Developing Institutions (CDI) was required of states who utilized 

the Federal funds. Further, the grants could be used for the exchange of faculty or 

students (and visiting scholars from developing institutions). The HEA (1965) states the 

Commissioner was authorized to “award fellowships to graduate students and junior 

faculty to teach at developing institutions” (sec. 305). In addition, faculty and 

administration improvement programs (professional development) were also allowed to 

receive developmental grant funding. There was a limited stipend available and only 

lasted for a period of two years. Further, “fellowships leading to advanced degrees, the 

introduction of new curriculums and materials, and joint use of facilities such as libraries 

and laboratories were also available to receive federal benefits” (HEA, 1965, sec. 306). 

 Title IV: Student Assistance- The purpose of Title IV funds were to “provide 

through institutions of higher education, educational opportunity grants to assist in 

making available the benefits of higher education to qualified high school graduates of 

exceptional financial need, who for lack of financial means of their own or of their 

families would be unable to obtain such benefits without such aid” (HEA, 1965, sec. 

401). A total of $70 million dollars was allocated in 1966 to help such student which 

qualified for such need programs. This section of the Higher Education Act is composed 

of two major topics: grants and loans. 

 Part A: Educational Opportunity Grants. Students who qualified for the need-

based Educational Opportunity Grants (EOGs) were required to be accepted for 
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enrollment as a full-time student, show evidence of good standing in their course of 

study, prove that attendance to post-secondary study not be possible without the financial 

assistance. 

 Federal assistance was also provided to post-secondary institutions that were 

efficient in providing data of growth or decline. Restated, federal assistance would be 

provided to institutions based upon the ratio amount of students enrolled on a full-time 

basis. The HEA (1965) stipulated that “institutions would provide data based upon the 

most recent year available” (sec. 406). Thus, this served as the platform of state 

allocations based upon student headcount. 

 The conditions of Title III funding stipulated that institutions consider the source 

of the student individual income and all individuals upon whom the student relied 

primarily for support (e.g., parents or guardians). Institutions were also required to make 

vigorous efforts to identify qualified youths of exceptional financial need and to 

encourage them to continue their education beyond secondary school through programs 

and activities. However, to ensure that federal funds were not abused, a program was 

established where institutions could secure loans not to exceed $100,000 in efforts to 

recruit recruit/encourage students to enroll via marketing, and/or efforts of reclamation 

(e.g., enrollment of prior college dropouts).  

 Public and private institutions who participated in EOGs had three major 

requirements: (1) to secure institutional insurance of at least $1 million dollars, (2) to 

provide reasonable access to a State or private nonprofit program of student loan 

insurance, and (3) agree to pay a portion of the interest on loans approved to students 

under a State direct loan program. In addition, $17.5 million dollars were allocated as 
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reserve funding for State and nonprofit private student loan insurance programs (HEA, 

1965, sec. 409). 

 Part B: Federal, State, and Private Programs of Low-Interest Insured Loans to 

Students in Institutions of Higher Education. This purpose of this section was to 

encourage States and nonprofit private institutions and organizations to establish 

adequate loan insurance programs for students in eligible institutions (HEA, 1965, sec. 

435). A secondary purpose was to provide a Federal loan program for students. One 

stipulation to offer such loans was for institutions to secure a $1 million dollar insurance 

fund, and there was annual interest attached to the loan. The Federal government 

allocated $17.5 million dollars of State and nonprofit private student loan insurance for 

this program. 

 During the enactment of this legislation, no Graduate or Professional student 

could be awarded more than $1,500 per academic year, and $1,000 for other students 

(e.g., Undergraduate & Vocational students). Plus the insurance on loans unpaid could 

not exceed $7,500 for Graduate and Professional student; and $5,000 for Undergraduate 

students. However, under the National Vocational Student Loan Insurance Act of 1965, 

the Commissioner agreed to be responsible for insurance liability of Vocational student 

up to 100 percent of the unpaid balance of the principal amount of the loan (but not to 

include interest). 

 The HEA states that students who qualified as borrowers for student loans were 

required “to be in good standing and be enrolled in at least one-half of their institution’s 

normal full-load” (Sec. 427).  Students were required to sign a written contract agreeing 

to repay the loans after study; making payments of no less than $360 dollars per year. 
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Loans were determined based upon the cost of attendance, including room and board and 

whose adjusted family income was less than $15,000 at the time of loan origination. The 

loan program was open to any state or nonprofit private institution. 

 Part C: College Work-Study Program. The college work study program (CWS) 

was designed to provide funds for part-time employment to help needy students to 

finance the cost of college. The first allocation for the program in 1966 summed a total of 

$129 million dollars.  Following fiscal years were $165 million for FY 1966-67 and $200 

million for 1967-68.  For students who participated in the program earned no less that the 

federal minimum wage (Department of Education, 2014). Additionally, the Department 

of Education (2014) notes that “students can be employed by the institution itself; a 

federal, state, or local public agency; a private nonprofit organization, or a private for-

profit agency” (p. 1). 

 The impact upon African American student and their enrollment was realized by 

significant opportunities to fund their education within higher education. Through grants, 

loans, and opportunities for employment, the federal government had solidified avenues 

of access for any student who otherwise could not pay for college. 

 Title V: Teacher Programs, National Teacher Corps- the HEA provided 

supervision of an Advisory Council on Quality Teacher Preparation through the 

Commissioner on Education. The purpose was to “review the administration and 

operation of the programs that carried out under Title V” (Sec. 501). Members of the 

council were not full time employees and only received $100 dollars to cover meals and 

travel away from home. 
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 The National Teacher Corps resulted from the HEA of 1965. According the HEA 

(1965) the purpose was to “strengthen the educational opportunities available to children 

in areas having concentrations of low-income families and to encourage colleges and 

universities to broaden their programs of teacher preparation” (sec. 511). The program 

attracted qualified teacher into low income areas and trained those teachers who were 

deemed inexperienced teachers or interns. 

 Teacher education programs received funding for the programs under this title. 

The title also provided financial support for three months of training of teachers, before 

they serviced schools in low income areas. Additionally, funds were allocated for 

teachers to acquire advanced degrees (whenever applicable); and those teachers would 

receive a stipend of $2,500 per academic year. 

 This title provided an opportunity for quality teachers to work and engage in low 

income areas. Schools in low-income areas were not being supported with Federal 

funding to inspire quality education for the teachers. Further, African American students, 

being serviced by quality instructors gave a higher probability for low income students to 

be better academically prepared for post-secondary study. 

 Title VI: Financial Assistance for the Improvement of Undergraduate 

Instruction. Funding was also allocated to improve the quality of classroom instruction 

in selected subject areas at colleges. The initial funding amount was $35 million (FY 

1965-66), $50 million (FY 1966-67), and $60 million (FY 1967-68). This provided a 

direct allotment of funding to the state institutional governing agencies. Allocation was 

awarded based on the number of full-time students that attended the State’s institutions 

and the enrollment of full-time equivalent part time students enrolled in school.  
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In addition to the Federal funding, the Higher Education Act of 1965 required that 

participating states and territories be governed by the Commissioner of Education, adhere 

to its guidelines, and provide fiscal control and fun accounting information annually. 

Funding was also allocated for foreign territories. Puerto Rico, the Virgin Islands, 

American Samoa, and Guam received allocations between 33 and 66 % of their 

enrollment outcome (HEA, 1965, sec. 602).  

  Title VI also provided faculty development programs such as shout-term or 

regular session workshops. According to the HEA (1965) money went to those 

“preparing to engage in the use of educational media equipment in teaching…and those 

in higher education, specialists in educational media or librarians or other specialist using 

such media” (sec. 621).  Media specialist and librarians were also given stipends of $75 

per week for attendance at workshops. 

 Title VII: Amendments to Higher Education Facilities Act of 1963. This 

section provided amendments to the HEA Title I funding procedure for institutions 

receiving funds for facilities. Issues of construction and technical amendments were 

addressed under this Title. For instance, the HEA (1965) Title VII grant would approve 

construction of academic facilities if “an urgent need was presented based upon 

significant enrollments changes, or changes resulting in facilitating and extension and 

continuing education program on the campus” (sec. 701). Additionally, changes were 

made under this section [702] for community colleges and technical institutions, nursing 

programs and interest rates for Title III funding. 

 Title VIII: General Provisions. Under this Title, clarification was given to 

describe definitions of higher education institutions, States and territories, public and 
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private status of institutions and state agencies providing instruction for grades K-12. 

Further, clarification was given in regards to payment methods from the Federal 

Government and recognized leadership within the U.S. Office of Education. Issues of 

control regarding clubs and organizations were also addressed. 

 Title VIII of the HEA (1965) stipulated the Federal Government would not 

“direct, supervise, or control the membership or internal practices of any fraternal 

organization, fraternity, sorority, private club or religious organization” (sec. 804); 

however, this section did not apply to and U.S. service academies or the Coast Guard 

academy. 

 The initial intentions of a college education in early America was to educate the 

good man, the intelligent man, for a life of cultural and scientific attainments (Henderson 

& Henderson, 1982). The development of America as a nation has encouraged and 

influenced a pace of ongoing change within higher education. Brown (2001) mentions 

such evolutions “includes the development of institutions, the proliferation of curricular 

models, and the provision of myriad forms of access” (p. 1).  

History of Community Colleges 

 The early two-year colleges were called junior colleges. Through expansion of 

student services and number of institutions, the name community college was adopted to 

reflect the types of services provided for student. Cowen and Brawer (2008) state:  

The term junior college was applied more often to the lower-division branches of 

private universities and two-year colleges supported by the churches or organized 

independently, while community college came gradually to be used for the 
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comprehensive, publicly supported institutions. By the 1970s, the term 

community college was usually applied to both types. (p. 4) 

The names reflect the evolution and progression of two-year colleges; however, by 1970, 

the term community college was used to describe these institutions. Further, institutional 

desire to accommodate the growing enrollments marked significant expansion among 

these institutions. This evolution was fueled by the massive growth which resulted from 

institutional approximation to students. Thornton (1972) reports “in 1921 there were 207 

such colleges” (p. 52) and Floyd and Skolnik (2005) reported 1,184 [U.S.] community 

colleges in 2000” (p. 53). Thus, the creation of the community college has been a 

significant development within the evolution of American higher education. Since 

inception, the community college has evolved to meet the needs and challenges of its 

diverse student population. Community colleges have become attractive institutions 

primarily because of proximity to learners, affordability in regards to tuition, and vast 

curriculum opportunities.  

 Functions of the first Community Colleges. The American Association of 

Community Colleges (AACC) address Community Colleges Past to Present identifies 

Joliet Junior College as the oldest existing public two-year college (Phillippe & Patton, 

2000). Initially, the functional uses of Junior colleges were to strengthen student 

preparation for collegiate study among four-year institutions. Bogue (1948) mentions the 

concern of four-year college administrators who felt “the universities were burdened with 

such large responsibilities for preparatory work that upper division and professional 

education were greatly handicapped” (p. 286). This feeling towards academically 

unprepared students prompted strategies for intervention.  
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 Initially four-year colleges recognized the problems of weak students and 

attempts were made to correct such issues. According to Eells (1931) attempts by 

flagship colleges “included university branch campuses offering lower-division work 

either on the parent campus or in separate facilities” (as cited by Cohen & Brawer, 2008) 

were provided.  However, scholars like Brogue (1948) notes the uses of the Junior 

colleges quickly filled the educational gap by providing an alternative which aided 

students for the transition from high school to college, stating that “the process of 

advancement into upper division work would become smoother and more fluid” (p. 290) 

if programs existed that focused on the general coursework normally offered in the first 

two years of a college degree program. Thus the initial functions of two-year institutions 

were clear in its early beginnings. In regards to the junior colleges before 1950, Cohen 

(1985) states:  

They offered transfer education, enabling students to complete the first two years 

of baccalaureate studies; occupational programs leading to certificates of 

completion for curricula that might take two year or less to complete; and post-

secondary school terminal curricula for students who would not go on to the 

university but who sought an additional year or two of preparation for home and 

family living or for clerical and other entry-level jobs in business. (p. 151) 

Thus, a new type of students became a reality in higher education. The name community 

college changed to reflect institutional growth and ability to offer services to a broader 

group of potential students. For instance, the addition of cultural and educational 

programs, and remedial education provided the colleges began to offer a broader range of 

services to the community. Not all students were committed to the idea of obtaining a 
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four-year degree; which led to a realization of two-year institutions serving students for 

two primary functions: developmental and preparatory. 

 The growing economic and manufacturing needs were inspired during the 

industrial period created a need for specialized skill sets. Pigg (2000) further supported 

this thought by expressing “the growth of the manufacturing industry, around the turn of 

the century [18
th

] up through World War I and II brought a demand for a skilled 

workforce” (p. 11). Therefore, vocational students used the community college as a 

“stepping stone to better jobs and higher earnings” (Santibánez, Gonzalez, Morrison, & 

Carroll, 2007, p. 52).  Which provides rationale for the community college’s two most 

significant areas of focus: transfer programs and occupational.  

 First, due to the different skill sets and experiences afforded by incoming 

matriculating students, community college evolved to service changing needs; 

specifically in regards to student development. Thornton (1972) identified developmental 

functions of the community colleges to “addressed (1) improvement of learning skills for 

disadvantaged students; (2) general education for all students; (3) part-time education and 

community service for the entire high school population; and (4) counseling and guidance 

of students” (p. 63). These functions gave community colleges the opportunity to 

cultivate students with broad ranges of abilities; that is executed in two type of programs, 

transfer and occupational. Lombardi (1978) gives a description of each: 

a. Transfer—liberal arts, baccalaureate-oriented, college or university 

parallel, pre professional academic, professional, and advanced; 

b. Occupational—technical, vocational, career, occupational extension, 

supplementary vocational, apprenticeship. (p. 13) 
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These two functions of preparation, was used to ensure students were ready either for 

further post-secondary study or immediate submersion into the job force. First, the 

transfer programs provide more academically enriched instruction to students. Course 

offerings such as advanced mathematics, science and English reinforced skills needed for 

academic success at four-year institutions. In regards to program quality or status, Cohen 

and Brawer (2008) states “the more programs resembled university courses, the higher 

their status” (p. 347). Thus, the greater the instruction a student receives in the 

community college parallel program the more likely a transfer student would persist 

towards graduation within the four-year institutional environment.   

 Secondly, it was the vocational and/or occupational focus, which provides 

students the opportunity to receive relevant real-time occupational training from 

community colleges. Pincus (1980) views the vocational and technical programs as 

“terminal programs where students could be taught specialized skills and after graduation 

enter one of the middle-level occupations that could provide them with more job 

satisfaction and economic security than most jobs requiring a degree” (p. 333). Since the 

term vocational was greatly in the high schools to describe the type of instruction that 

gave students rudimental and practical skill sets, two-year institutions utilize the terms 

technical or occupational denoting training for immediate skills of jobs  requiring less 

than two years of college training (Grubb & Lazerson, 1975; Lombardi, 1978).  

  As the number of institutions grew, so did the services which were provided. 

Community college students were offered numerous resources of support to promote 

student academic success, mental well-being, and ultimately graduation. Cohen and 

Brawer (2008) supports this statement by noting that “counseling, tutoring, study skills 
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seminars and a variety of special interventions occurred to better assist students” (p. 295). 

These programs in conjunction with the established academic curriculums, approached 

the development of a more well-rounded student; thus, strengthening the relevance of the 

community college. 

 The functions of the junior and community college models remained a significant 

service to students. More campus locations, increased curriculums, increased financial 

assistance, and support programs increased the community college’s ability to provide 

education “for all who are interested regardless of academic ability and socioeconomic 

class (Rayfield, 2012, p. 19).  

Community College Access. Access to two-year college students was significant 

in two major ways: increased expansion of locations and “open enrollment/access” 

admission policies. First the expansion of two-year institutions in the early 1900s grew at 

a rapid rate (Thornton, 1972); plus, the rapid construction of two-year institutions became 

inextricably linked to the increase in student enrollment.  

During the 1950s increases in the rate of college students prompted states to build 

more junior colleges that were designed to accommodate growth, resulting from the open 

access, or non-selective policy requirements for academic admission (Doyle, 2010). 

Cohen (1985) states “the junior colleges were open in nearly every state and were 

admitting students with little regard for their prior academic preparation” (p. 151). 

However, by 1930, 440 two-year colleges existed; further, by the 1970s such colleges 

enrolled 34 % of all student in U.S. higher education (Cohen & Brawer, 2008).  
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 Persistence and Retention: A Firm Definition. A firm definition is needed in 

the research literature concerning two terms: (a) student persistence and (b) student 

retention. First, Berger and Lyons (2005) define persistence as “the desire and action of a 

student to stay within the system of higher education from beginning through degree 

completion” (p. 22); and, Rovai (2003) states that persistence is “the behavior of 

continuing an action despite the presence of obstacles” (p. 6). Both definitions suggest 

that persistence is a concept seen through the perspective and efforts of the student. The 

student’s efforts or action to persist involves an internally processed commitment to 

acclimate into their collegiate environment towards degree attainment. 

On the other hand, retention is defined as “the ability of an institution to retain a 

student from admission through graduation” (Berger & Lyons, 2005). Thus retention 

includes an institution’s efforts, and ability to keep the student’s interest. Hagedorn 

(2005) defines retention as “staying in school until completion of a degree” (p. 91). 

Seidman (2004) further explains that campus leaders incorporate program retention “to 

track the full-time, first-time student in a degree program over time to determine whether 

the student has completed the program” (p.15).  

The two perspectives provide a better understanding of both: (a) student retention 

and (b) student persistence. These definitions should aid researchers in their 

categorization of persistence studies of college students. The U.S. Department of 

Education (2008) provides insight on this topic: 

The difference between these two perspectives reflects the fact that many students 

transfer out of the first institution attended. When beginning students leave the institution 

where they first enrolled and then enroll at a different institution, they continue to persist 
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in postsecondary education, but from the perspective of the institution where they started, 

they have no longer been retained. 

Traditional-aged and Nontraditional-aged Community College Students. 

Community collegiate students exist within two distinct categories: traditional aged and 

non-traditional aged college students. Present research on student persistence at 

community colleges reference age as a factor relating to success (Adelman, 2003; Cohen, 

1995). Adelman (2003) suggest “the average age of community college students is 29 

years of age” (p. 1); which is reduced from 32 years old, just eight years earlier (Cohen, 

1995).  

Both traditional and nontraditional aged community college students exhibit 

characteristics that affect persistence toward degree completion; however, research 

reveals differences which affect students’ decision to persist. Traditional aged students, 

which are defined as 24 years old or younger, represent 40 % of the current student 

population at American community colleges (AACC, 2014).  Also known as adult 

[emphasis added] students, nontraditional community college students compose about 60 

percent of the current population at American community colleges (AACC, 2014). Bean 

and Metzner (1985) identify nontraditional students as “older than 24[years old]…less 

engaged with faculty, spend less time with student acquaintances, and have many 

responsibilities outside of the collegiate environment” (p. 489).  

Traditional and Nontraditional students are often part-time, and have family 

responsibilities that significantly impact time and energy needed for academics (Tinto, 

1975). In regards to decisions to persist at community colleges, Sorey and Duggan (2008) 

state: 
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For traditional-aged students, encouragement and support, academic integration, 

fall grade-point average, and an expressed intent to leave were [are] most predictive of 

institutional persistence. Chief among the predictors of persistence for adult 

(nontraditional aged) students were social integration, institutional commitment, degree 

utility, encouragement and support, finances, and expressed intent to leave, and academic 

integration. (p. 75) 

Thus, the age of a community college student is correlated with potential characteristics 

that affect a students’ decision to persist at two-year institutions. 

Factors affecting African American male community college students’: 

engagement, persistence, retention, & attrition. Shannon and Smith (2006) states “if 

there is one overarching concept of that defines the community college it is the open door 

mission” (p. 20). This mission provides the opportunity for anyone who desires to learn a 

chance for post-secondary education; including African American male students. 

Although open enrollment requires community colleges to be less selective regarding 

admission requirements, the ability to achieve degree completion in higher education 

continues to be problematic for African American male students (Brown & Rivas, 1995).  

Research studies identify a growing concern regarding the patterns of degree 

completion among African American male students. Horn et al. (2002) stated “more 

African American students attend two-year institutions that they attended four-year 

institutions” (p.1); but, their rates of persistence and degree completion are abysmal (Lee 

& Frank, 1990; Strayhorn, 2012; Wood & Turner, 2010). Nora and Cabrera (1996) notes 

that “African Americans are still 22 percent likely to drop out than their white 

counterparts over a six-year period” (p. 119). While many African American male 
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students persist and complete their postsecondary studies, the majority drop out. 

Therefore, a relevant question would seek to determine the causes relating to the 

academic disappointment of African American male students and their disappointing 

levels of degree attainment at community colleges. A query would seek to determine the 

research related to strategies, or prior institutional actions that inspire persistence, and 

increase institutional retention.   

Engagement. One major objective of institutions is to establish a level of 

engagement with its students. The level in which a student interacts with facets of the 

college environment can have a significant affect upon whether the student attempts to 

persist for another semester. Alexander Astin created a theory of student involvement, 

which posits the more a students’ spends in the campus environment, the more likely he 

should persist and graduate (Astin, 1984). Astin (1984) illustrated two types of college 

students in his theory of student involvement: (1) highly involved college students and 

(2) uninvolved college students. First Astin (1984) defines highly involved students as 

those who “devote considerable energy to studying, spends much time on campus, 

participates actively in student organizations, and interacts frequently with faculty 

members and other students” (p.518). 

Adversely those uninvolved collegiate students are identified by Astin (1984) as 

one who “neglects studies, spends little time on campus, abstains from extracurricular 

activities, and has infrequent contact with faculty members or other students” (p. 518). 

 Student Involvement Theory. The research of Alexander Astin (1984) gives 

clarity to research regarding student development in higher education. Involvement as 

defined by Astin (1985) refers “to the amount of physical and psychological energy that 
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the student devotes to the academic experience” (p. 36). Astin’s research theory focuses 

on ways to motivate the students while encouraging educators to “focus less on what they 

do and more on what the student does” (p. 522) Astin’s theory suggest that students can 

make better use of their time by engaging with numerous facets of their campus (e.g., 

listening to professors, reading books, or discussions with other students). 

 Astin’s (1984) study performed a longitudinal study which identified that “every 

institutional policy and practice can affect the way students spend their time and the 

amount of effort they devote to academic pursuits” (p. 523). For instance, holding a job 

on campus, or participation in a club or campus organization, eating within campus 

facilities and spending time with other college students were observed positive for 

student retention. Based on this assumption, activities which exist on campus or are 

academic in nature are positively associated with retention. Adversely, Astin (1984) notes 

“the student’s chances of dropping out are substantially greater at a two-year college than 

at a four-year college” (p. 524).  The researcher noted that interaction between the 

faculty, the commuter status of the institution, part-time employment of community 

college faculty; and students’ jobs off campus were negatively associated with 

community college retention.  Astin’s study also viewed persistence regarding “the 

students’ ability to identify with the institution” (p. 524). The 1975 study revealed that: 

…students are more likely to persist at religious colleges if their own religious 

backgrounds are similar; Blacks are more likely to persist at Black colleges than 

at White colleges; and students from small towns are more likely to persist in 

small than in large colleges. (p. 524) 
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 Choi and Rhee (2013) examined whether the strength of association between 

student engagement and development of generic student competencies varied for students 

enrolled in Korean colleges. Their research indicated “specific types of engagement were 

linked to particular learning outcomes, which meant that not every engagement type has 

equal impact upon students” (p. 1).  

Choi and Rhee (2013) believes “Astin’s student involvement types [of student 

engagement and learning outcomes] surely laid a foundation for understanding the way 

students are engaged during college” (p. 4) One can derive that institutions must 

determine which types of engagement activities are appropriate for certain students. It is 

pertinent to mention, however, that Choi and Rhee (2013) executed this study from a 

national representative sample of students attending universities in Korea.  

 Persistence. A number of studies address the persistence of African American 

male students (Allen, 1992; Cuyjet, 2006; Flowers, 2004; Hagedorn, Maxwell, & 

Hampton, 2001; Stoecker, Pascarella, & Wolfe, 1988; Strayhorn, 2012) and strategies 

and/or programs to influence their decisions to stay in college.  

 Mason (1998) developed a model of persistence for African American male 

students. Set in an urban community college, the model developed and applied a 

construct identifying “modes of action, program enhancements, and activities within the 

college to increase the persistence levels; and used variables which had been previously 

identified as having a possible relationship to persistence” (p. 752). Mason’s model yields 

four variables which were found to have a significant influence to increase persistence: 

(1) educational goals; (2) outside encouragement; (3) utility; and (4) the 
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helplessness/hopelessness factor. The following exhibits Mason’s explanations of the 

variables: 

1. Educational Goals- the clearer the students were about what they wanted to 

achieve, and the greater their depth of internalization, the more likely they were to 

persist. This result was built into staff training programs to improve effectiveness 

of counseling and mentoring. 

2. Outside Encouragement- The more support the student had received from outside 

the college (this was generally found to be from a significant female--mother, 

girlfriend, and/or wife), the more likely the student was to persist. Active 

encourage should be given to students to share their academic experiences with 

their families. 

3. Utility- If a student really believed the program would benefit his future, the more 

likely he will persist. Thus, interaction with alumni and mentors is invaluable in 

improving persistence. 

4. The Helplessness/Hopelessness Factor- This newly identified factor summarized 

the belief of many students that no matter what they did or achieved they would 

not get a job or be successful. Academic success counseling and mentorship, in 

partnership with job placement services could increase the students’ desire to 

persist. (p. 758) 

Mason’s persistence model is helpful to institutional administrators because it 

incorporates the variables strategically into academic support programs, counseling, and 

mentorship initiatives in efforts to inspire persistence within pre-developed structured 
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activities. However, further research is needed that applies this model of persistence in 

multiple community college environments. 

 The ability to persist can be related to the level of family support for African 

Americans. Herndon and Hirt (2004) examined the relationship between African 

American students and the role of their families while enrolled in college. The 

researchers asserted that the African American community values education and their 

family support structures were a form of support that contributed an optimistic 

perspective on success. Further Herndon and Hirt (2004) stated that “family influence 

consisted of ongoing encouragement as well as financial, moral, and social 

support…including values instilled by parents and other family members early on in their 

lives” (p. 499).  The study ascertained that family support was a positive source of 

motivation, perspective of the students’ race, provided a sense of community, reinforced 

early spiritual relations, and provided positive role models and family expectations. 

According to Herndon and Hirt (2004) the study offered some important implications for 

the African American students and their families, and for “those who work to recruit 

African American student to higher education and those who assist those student in 

succeeding” (p. 505). 

Addition research is available that reveals family responsibilities to be negatively 

correlated with the persistence of African American male students. For instance, Wood 

(2012) examined Black (African American) male students in public two-year institutions 

to ascertain reported reasons for leaving college. The researcher indicated that “odds of 

Black male departure due to family responsibilities were greater for Black males… 

opposed to academic problems, financial problems, military or scheduling issues” (p. 
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303). His study examined Black (African American) male students at public two-year 

institutions to ascertain their reasons for leaving college.  

African American students and their desires to persist can be directly affected by 

finance. St. John, Paulsen, and Carter (2005) studied the relation between the cost of 

college, student financial aid, and college opportunities for diverse groups according to 

race. The researchers examined student background (e.g., gender, parents’ educational 

attainment, familiar status), finance-related reasons for choosing college (e.g. proximity), 

aspirations (e.g., degree offerings, vocation), prices and subsidies (e.g., fixed cost, 

controllable cost, living cost and work), and living cost (e.g., food and housing)” (p. 550). 

Their findings suggested choosing a college because of student aid was positively 

associated with persistence for African American students. 

Faculty interaction with African American males can be a significant factor in 

predicting persistence among African American male students. Wood and Turner (2010) 

examined the experiences of African American males in the community college in order 

to identify factors that affect their academic success. The researchers used students’ 

perspective on what affects their personal success in college; including their relationship 

with faculty/mentors. Results found that being friendly and caring from the onset, 

monitoring and proactively addressing students’ academic progress, and listening to 

students’ concerns were significant to African American male students. Wood and Turner 

(2010) also determined that “encouraging students to succeed contributed positively to 

African American male student persistence” (p. 137).  

Chang (2005) studied faculty-student interactions with students of color at the 

community college. This research studied the level of faculty-student interaction on two-
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year campuses, examined student characteristics correlated with faculty contact, and 

considered how interaction differed among racial subgroups of students. She believes 

“faculty-student interaction has been conceptualized as a form of academic involvement, 

consisting of both formal and informal aspects” (p. 770). The study utilized the Transfer 

and Retention of Urban Community College Students (TRUCCS) survey. The results 

showed that groups were significantly different regarding frequency of contact with 

faculty members. African American students exceeded all other racial subgroups in the 

study; but may have been influenced by two-year institutions in urban settings. 

Retention. Retention efforts are those efforts that individuals and institutions 

make to keep students enrolled until graduation (Powell, 2009, p. 665). Gerlach (2008) 

notes “recruiting and enrolling students, particularly African American students, is 

important to universities, but retention of these students can be a more pressing concern” 

(p. 2). Thus this section provides an examination of literature, from the institutional 

perspective, related to African American male retention. 

 Several research studies of student retention cite Tinto’s (1975) Student 

Integration Model (Calhoun, 2003; Gerlach, 2004; Nora & Cabrera, 1996; Strayhorn, 

2012). Tinto extended the work of Spady (1970) and his analysis of Durkheimian’s 

(1951) suicide model. Tinto (1975) believes “the longitudinal process of “dropping out” 

is a consequence of the meaning that students ascribe [take from] their interactions in the 

academic and social realms of college” (p. 360). Therefore, decisions to leave school are 

associated with how a student perceives or interpret their college experiences; which also 

support Burnett’s (2013) statement that “that to be successful in college, a student must 
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successfully integrate into the academic and social environment of the institutions” (p. 

13). Haplain (1990) summates Tinto (1975) theoretical model by stating, 

The model posits that individuals enter social organizations- in this case, 

institutions of higher education- with varying background attributes and 

experiences, as well as varying personal educational achievement expectations 

(goal commitments) and initial levels of affinity for the particular college 

(institutional commitments). As members of the college community, students 

interact with the college environment which is comprised of two primary systems- 

the academic and the social system. (p. 22).  

Tinto’s (1975) Student Integration Model also incorporates the thoughts of other research 

models (Bean, 1980; Van Gennep, 1960). Tinto’s (1975) model of student retention 

incorporated Arnold Van Gennep’s (1960) rites of passage, a model of society 

characterized by three stages: separation, transition and incorporation.  Van Gennep 

defined rites of passage as “rites which accompany every change of place, state, social 

position and age” (as defined by Turner, 1994).Turner (1994) states “the innate 

predispositions of the human psyche to think and act in certain ways, regardless of 

culture or race, are surely implicit in the forms of ritual behavior” (p. 3).  

Tinto (1987) stated that the process of student persistence is similar to that of 

becoming incorporated into the life of human communities, a process that is 

usually marked by similar stages of passage to those to which students must 

typically pass through in order to persist in college. The result of unsuccessful 

negotiation of this process is that the individual fails to become integrated into the 

intellectual and/or social fabric of the institution. (p. 263) 
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Van Gennep’s rites of passage model are composed of three stages. The first stage, 

separation is defined by Pascarella and Terenzini (1991) as “the extent to which an 

individual identifies with or shares and incorporates the normative attitudes and values of 

his or her instructors and classmates, and becomes a member of the college community” 

(p. 3). Boyle (1989) depicts Van Gennep position “that separation from the former 

environment is viewed as the first step in a successful movement followed by a 

transitional period and incorporation.  Tinto (1975) student integration theory expounds 

upon Van Gennep’s first stage of separation, with the idea that students must 

disassociating themselves from their home environment to properly integrate into the 

collegiate social and academic environment (Tinto, 1975).  

 Van Gennep’s second stage within the rites of passage model is margin. During 

the intervening liminal period, the state of the ritual subject (student) is ambiguous. The 

second phase would be akin to the transitional challenges faced by students in their first 

year of postsecondary study. It is this premise which Tinto uses to predict whether 

students are likely to remain enrolled in college (Hausmann, Ye, Schofield & Woods, 

2009).  

 Gennep’s third stage is incorporation; which determines how a student is able to 

merge his precollege (background) experiences with their new college experiences. Sorey 

and Duggan (2008) stated that “Tinto (1975) model assumes that student persistence 

depends largely upon successful integration into an institution’s academic and social 

system” (p. 80). Therefore, one could assume that, the better a student adjust to school 

work and the social life of the college environ, the more likely a student will persist to 

graduation from the institution. Moreover, one could deduce that successful integration 



55 

 

creates a feeling or sense of belonging, which is absent in Tinto’s original model of 

student integration (Tinto, 1975). The absence of a student’s sense of belonging as a 

variable in Tinto’s model has caused researchers like Hurtado and Carter (1997) to 

criticize Tinto’s theory for lacking this information.  Since integration is a subjective 

perspective of the student, then sense of belonging could be a potentially significant 

variable to derive a perspective of how a student feels they are fitting in; and predict 

retention behavior. Hurtado and Carter (1997) also mention that Tinto “modified his 

model three times (1975, 1987, 1993) incorporating many of the criticisms of the model” 

(p. 326). 

 Hurtado and Carter (1997) define sense of belonging as a student’s 

“psychological sense of identification and affiliation with the campus community” (p. 

650). Emerging research (Hausmann et al., 1997) exist that attempts to apply a student’s 

sense of belonging with mainstream thoughts of Tinto’s student integration theory. For 

instance, Hausmann et al. (1997) designed a study to examine whether subjective sense 

of belonging is positively related to student persistence. The researchers compared first-

year White and African American college students. In addition to sense of belonging 

Hurtado and Carter (1997) “measured each of the constructs in their final structural 

model: encouragement from friends and family, financial attitudes, academic and social 

integration, institutional and goal commitment, college GPA, intentions to persist, and 

actual persistence” (p. 652). The study, however, did not find sense of belonging to be a 

beneficial impact for first-year African American students (in contrast to first-year White 

students). Further, Hurtado and Carter suggest that a consideration of issues facing 
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African American students should be taken into consideration when structuring programs 

to foster a sense of belonging among such students. 

 Kember, Lee, and Li (2010) investigated the sense of belonging in part-time 

students; and, tested whether “students were more easily able to affiliate with their class 

groups or teaching staff than with their department or college when sense of belonging 

was achieved” (p. 326). The study found that sense of belonging for part-time students 

could be promoted with relationships/interactions with teaching staff, good quality 

teaching and access to facilities. Although this study found sense of belonging to 

positively impact part-time students, it failed to include African American students in 

their study. 

 Strayhorn (2012) studied the impact of Tinto’s model on the academic and social 

integration of African Americans at the community college level. His study drew upon 

the Tinto’s (1993) retention theory and Astin’s (1993) input-environment-outcome 

model; and, utilized the Community College Student Experiences Questionnaire 

(CCSEQ) to collect extract data from a sample of African American male students. 

Results revealed that the institutional environment should be welcoming with a myriad of 

diverse opportunities and experiences.  

 Collegiate Student Attrition. An area of concern involves those collegiate 

students who leave school before graduation and how their actions contribute to the 

attrition rate. Although 75% of graduating seniors indicate interest in pursuing higher 

education, more than half will abandon their studies before (Kim, Kirby, & Bragg, 2006). 

The previous statistic highlights a reason for institutional leaders to focus on the number 

of students they maintain enrolled (Elkins, Braxton, & James, 2000; Zusman, 1994). 
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 Traditional-Aged Students Attrition. Bean (1980) found that “research on work 

turnover was useful in studies of student’s attrition” (p. 155). Applied in the context of 

traditional-aged college students, his [Bean’s] (1980) casual model was “developed by 

synthesizing research findings on turnover in work organizations and student attrition” (p. 

155). Seidman (2005) states that Beans theory “examines how organizational attributes 

and reward structures affect student satisfaction and persistence” (p. 13).  Bean’s (1980) 

study questioned over a thousand college freshmen to investigate the determinants of 

student attrition via results on turnover in work organizations. Bean (1980) employed a 

quantitative study and utilized a multiple regression for analysis of data.  

 Several factors exist which identify possible reasons for African American men 

leaving the institutional setting. Elkins, et al. (2000) studied the persistence of first-time, 

full time freshmen students. The researchers questioned how various dimensions of 

separation influenced students desire to leave college. Their results indicated that 

attitudes of support and rejection significantly impacted the decision to persist among 

students. Therefore the goal of institutions should be to provide experiences which 

positively impact the attitudes of the students which they serve. 

 Non-traditional Aged Student Attrition. The most salient research on attrition 

of college students above the age of 25 is anchored in Bean and Metzner (1985) theory of 

nontraditional student attrition. Bean and Metzner believe that environmental factors 

have a greater impact on departure decisions of adult students than academic variables.  

In this model of attrition, four sets of variables were identified as the bases of the 

withdrawal decision for the adult college student: (1) academic performance, (2) intent to 

leave, (3) background and defining variables, and (4) environmental variables. 
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 The first barrier identified by Bean and Metzner (1985) was academic 

performance. Further, students with poor academic performance, measured by a student’s 

grade point average, were more likely to drop out.  

Chapter Summary 

 The relevant research which relates to traditional and nontraditional African 

American male community college students’ engagement, persistence, retention, and 

attrition is significant because “black men are more likely to seek out postsecondary 

opportunities at two-year colleges opposed to four-year colleges” (Wood & Williams, 

2013, p.1). Many studies highlight challenges faced by African American male 

community college students; however, the remaining question about which elements 

combine to create a tendency to persist among these groups require more examination.  

Organization of the Study 

The remaining chapters will focus on the methodology used to execute this study, 

a discussion of results and recommendations for future research. Chapter 3 will present a 

variables, instruments, and procedures used for analysis. Chapter 4 shall present the 

results of the study, and Chapter 5 shall provide a discussion of results, implications and 

recommendations.  
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Chapter 3 

Methodology 

Introduction 

The purpose of this study is to examine the differences of traditional and non-

traditional African American Male students’ perceptions of the college environment, their 

perceived gains, and quality of effort. A secondary purpose is to determine the strength of 

relationship between a students’ tendency to persist and their perception of the collegiate 

environment, perceptions of gains, and quality of effort. This study shall analyses an 

aggregate of secondary data of the Community College Student Experiences 

Questionnaire (CCSEQ) that is secured at the Center for the Study of Higher Education 

(CSHE) at the University of Memphis. This chapter provides a description of the major 

elements of the study, including the research design, instrumentation, variables, 

participants, data collection procedures, and data analysis procedures. 

Statement of the Problem 

 African American males at community colleges are facing greater challenges 

regarding persistence in today’s higher education environment. Several studies address 

institutional retention efforts of African Americans at 4-year institutions; however, a 

significant gap exists regarding research concerning African American male students' 

persistence efforts within the community colleges setting. The use of self-reported 

responses from students who answered the electronic version of the CCSEQ shall be 

analyzed to identify and successful strategies which to encourage persistence among 

African American male community college students.  
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Research Questions 

In order to achieve the purpose of this study, the following research questions are 

presented: 

 RQ 1: To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Quality of Effort on the CCSEQ? 

 RQ 2: To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceived Gains on the CCSEQ? 

 RQ 3: To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceptions of the Collegiate 

Environment on the CCSEQ? 

 RQ 4: What is the strength of relationship between traditional and non-traditional 

students’ tendency to persist and their perception of the college environment, perceived 

gains, and quality of effort? 

 RQ 5: Is the strength of the relationship mediated by a students’ traditional or 

non-traditional status? 

Research Design 

 This study shall employ a quantitative secondary data analysis procedure. Hakim 

(1982) defines secondary analysis as “any further analysis of an existing dataset which 

presents interpretations, conclusions, or knowledge additional to, or different from, those 

presented in the first report on the inquiry as a whole and its mail results” (p. 28). 

Separate statistical procedures will be utilized to determine differences between students’ 

perceptions of the collegiate environment, their perceived gains, and their quality of 

effort. Further, a statistical procedure will determine the strength of relationship between 
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students’ tendency to persist and their perceptions of the collegiate environment, their 

perceived gains, and their quality of effort. A final procedure will determine if a 

difference exist between traditional and non-traditional students’ perceptions in regards to 

this study.   

Sample 

           The population of this study derived from the national aggregate of CCSEQ 

respondents who completed the CCSEQ’s electronic version between the academic years 

of 2010-2013. Eight community college institutions participated with a total of (N = 

1,948) student respondents.  

 The respondents were divided into two groups. The first group, traditional aged 

African American male students yield 105 respondents. The second group, non-

traditional aged African American male students yield 51 respondents. Respondents that 

were extracted identified themselves as Black or African American and male. All 

respondents who did not identify themselves as African American and male (as their 

ethnicity and gender) were referred as Non-African American male, and were excluded 

from the analyzed sample. 

 CCSEQ data for the study was available through the Center for the Study of 

Higher Education (CSHE) located at the University of Memphis. Approval was received 

from Dr. William Akey, Interim Director of the CSHE, to analyze the national aggregate 

of student responses; and, approval was also gained from the Institutional Review Board 

(IRB) at the University of Memphis (protocol #3069) for research involving human 

subjects (see Appendix A). 
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Instrument 

 An area that influences and motivates students towards a tendency to persist is the 

interaction between the students and the college environment, and the effect of the quality 

and quantity of students’ involvement among activities both:  in-and–out of class, on their 

outcomes. According to Hardy (2005) “knowledge about what learners do and how they 

respond to the institution’s efforts to provide a rich educational environment can add an 

important dimension in the understanding of the impact of the educational experience” 

(p. 23). Further, this knowledge can influence a student’s decision to return to an 

institution, transfer, or stop-out completely.  

 The Community College Student Experiences Questionnaire (CCSEQ) obtains 

information from community college students about the nature of their two-year 

institutional experiences and measures the amount, breadth, and quality of effort students 

put into taking advantage of the resources and opportunities available in the college 

setting (Friedlander & Macdougall, 1992). The questionnaire was revised in 1999 by 

Friedlander, Pace, Murrell, and Lehman, and serves as an instrument that can measure 

perceptions of a students’ college program, perceptions of their college courses, their 

estimate of gains, their college environment, college activities, and a students’ quality of 

effort. 

 Pearson, Gould, Ethington, and Murrell (2009) stated that “the CCSEQ has been 

adapted to fit the changing characteristics, goals, experiences and outcomes of 

community college students” (p. 1). Thus, by providing information pertaining to 

students’ personal, social, and academic integration, the CCSEQ connects the concept of 

persistence to what the student does with what the campus provides. Such a connection, 
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explores personal, social, and academic events that may appear to be significant to the 

student, and correlate those experience to student outcomes.  

 According to the CCSEQ test manual (4
th

 edition), the CCSEQ is useful in this 

study because it focus on four main areas:  

 Who are the students and why are they at the college? 

 What do they do at the college, or more specifically, how extensively and 

productively do they use the facilities and opportunities the college provides? 

 What are some of their [students] impressions about the college?; and, 

 What progress do they think they have made toward important goals?  

(Pearson, et al., 2009) 

Variables 

 The variables used in this study will be constructed from questionnaire items 

included in the CCSEQ constructed from Astin’s (1984) classification of student 

involvement, and Pace’s (1985) classification of quality of effort. Expressed by age, 

gender and race there are two independent variables. The dependent variables are multi-

item variables expressed in four groups. A complete listing of variables to be used in this 

study is located in Table 1. 

     Table 1 
   

     Variables Selected for Analysis in this Study 
  

          

  Independent Variables     Dependent Variables 

 

 

 

Traditional African American Male Students 
Perceptions of the College 

Environment 

 

Non-traditional African 

American Male Students   
Quality of Effort 

  
Perceived Gains 

    
Tendency to Persist 
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Independent Variables. The independent variables of this study were based upon 

students’ age, gender and race. Respondents who identified themselves as Black or 

African American and male were chosen. Further, the respondents categorized into two 

groupings: traditional aged and non-traditional aged African American male students. 

The traditional aged students were students who identified themselves as 18-22 years of 

age. Non-traditional aged students identified themselves as 23 years old and older. 

Traditional aged students were coded as one and non-traditional students were coded as 

two. 

Dependent Variables.  Four sets of variables represent the dependent variables of 

this study. The four groupings are college environment, quality of effort, perception of 

gains, and tendency to persist. 

College Environment 

 The first set of dependent variables used within this study is the college 

environment, which indicates the students’ perceived satisfaction with resources offered 

by the college. This section has 8 items, and students are asked to rate the level of support 

from other students, instructors, and support staff members. Students perceived 

engagement with the collegiate environment are important to the African American male 

community college students’ overall satisfaction with their institution. Data gathered 

from this section was analyzed by age among the African American male participants and 

used to determine if differences exists based upon age strata. The items of this section are 

located in Table 2 below.  
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   Table 2 

 Perceptions of the College Environment 

       

  Scale Items   

 
 

 

 

1.      If you could start over again would you go to this college? 

 

 

2.      How many of the students you know are friendly and supportive of 

one another? 

 

 

3.      How many of your instructors at this college do you feel are 

approachable, helpful, and supportive? 

 

 

4.      How many of the college counselors, advisors, and department staff 

you have had contact with would you describe as helpful, considerate, and 

knowledgeable? 

 

 

5.      How many of your courses at this college would you describe as 

challenging, stimulating, and worthwhile? 

 

 

6.      Do you feel that this college is a stimulating and often exciting place 

to be? 

 

 

7.      Are there places on the campus for you to meet and study with 

others? 

 

 

8.      Are there places on campus for you to use computers and 

technology? 

  

      

 

Quality of Effort 

 The second group of dependent variables is students’ quality of effort (see Table 

3). Pace (1984) created the quality of effort concept as a scale that reflects the analysis of 

the students’ involvement in the college process. Pace expands the concept of Astin’s 

(1984) model of student development into quantifiable and measureable scales, known as 

“Quality of Effort” scales. In Pace’s (1979) report to the Spencer Foundation he writes: 

The most striking finding from this study are the discovery that quality of effort is 

the most import factor in accounting for students attainment, and that after all other 
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influences have been added together, quality of effort still makes a substantial 

additional contribution. (p. 30). 

For this study, nine quality of effort (QE) scales were analyzed for mean differences 

among traditional and nontraditional African American male community college students 

(see Table 3). Each of the 9 Quality of Effort scales exist within the CCSEQ, from scales 

representing the student’s self-perceived quality of effort in courses activities 

(QECOURSE), effort in the campus library (QELIB), interaction with faculty and 

counselors (QEFAC), effort with student acquaintances (QESTACQ), effort in art, music, 

and theater (QEAMT), effort in the writing activities (QEWRITE), effort in science 

activities (QESCI), effort in career/occupational skills (QECOS), and effort with 

computer technology (QECOMTECH).   

 

Table 3    

     
Quality of Effort Scales 

   
          

  Scale Number of Items Scale Range 

     

 
Course Activities 10 

 
10-40 

 
Library Activities 7 

 
7-28 

 
Faculty 9 

 
9-36 

 
Student Acquaintances 6 

 
6-24 

 
Art, Music, and Theatre 9 

 
9-36 

 
Writing Activities 8 

 
8-32 

 
Science Activities 11 

 
11-44 

 
Career/Occupational Skills 9 

 
9-36 

 
Computer Technology 8 

 
8-32 

     
          

     
 Outcome Measure: Course Activities. There are 10 items (see Table 4) included 

in the course activities section (QECOURSE) of the CCSEQ. The responses to these 



67 

 

items will indicate their quality of effort in course related activities. These activities as 

explained by Friedlander, Murrell & MacDougall (1993) reflect activities “that would 

enhance their [students] skills in such areas as critical thinking, independent inquiry, 

writing, class participation, and collaborative learning” (p. 201). Students are given the 

response options of: “never,” “occasionally,” “often,” and “very often”.  When 

associating a student’s self-perceived effort with course activities, the scale range is 4-40. 

These items are provided in Table 4. 

Table 4 

 Items Related to Course Activities  
  

 

  

  Scale Items 

Q1   

Q2 Participated in class discussions. 

Q3 

Worked on a paper or project which combined ideas from different sources 

of information. 

Q4 Summarized major points and information from readings or notes. 

Q5 Tried to explain the material to another student. 

Q6 Did additional readings on topics that were introduced and discussed in class. 

Q7 Asked questions about points made in class discussions or readings. 

Q8 Studied course materials with other students. 

Q9 

Applied principles and concepts learned in class to understand other 

problems or situations.  

Q10 Compared and contrasted different points of view presented in a course. 

  

Considered the accuracy and credibility of information from different 

sources. 

  
  

          Outcome Measure: Library Activities. There are 7 items (see Table 5) included in 

the course activities section (QELIB) of the CCSEQ. The responses to these items will 

indicate their quality of effort in activities involving use of the library. Several studies 

argue the positive (Ory and Braskamp, 1988) and negative (Terenzini, 1996) 
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relationships concerning student benefits with campus libraries. However, it was 

Friedlander and Macdougall (1992) that states “the greater the use of the library as a 

resource and research tool, the greater the progress students reported making toward 

developing the ability to lean on their own and pursue ideas, and find information they 

need” (p. 21).  Students are given the response options of: “never,” “occasionally,” 

“often,” and “very often”.  When associating a student’s self-perceived effort with the 

library, the scale range is 7-28. These items are provided in Table 5. 

Table 5 

 

Library Activities 

    

 

Scale Items 

    

Q1 Used the library as a quiet place to read or study material you brought with 

you. 

Q2 Read newspapers, magazines, or journals located in the library or on-line. 

Q3 Checked out books and other materials to read at home. 

Q4 Used the computer to find materials the library had on a topic. 

Q5 Prepared a bibliography or set of references for a term paper or report. 

Q6 Asked the librarian for help in finding materials on some topic. 

Q7 Found some interesting material to read just by browsing in the stacks. 

    

   

 Outcome Measure: Interaction with Faculty. There are nine items included 

in the course activities section (QEFAC) of the CCSEQ. The responses to these items 

will indicate their quality of effort involving casual interaction with members of the 

college faculty. Pascarella (1980) “significant positive associations exist between extent 

and quality of student-faculty informal contact and students’ educational aspirations, their 

attitudes toward college, their academic achievement, intellectual and personal 

development and their institutional persistence” (p.45). Students are given the response 
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options of: “never,” “occasionally,” “often,” and “very often”.  When associating a 

student’s self-perceived effort with faculty, the scale range is 9-36. These items are 

provided in Table 6. 

  Table 6  

 

Items Related to Faculty Interaction 

    

 

Scale Items 

    

Q1 Asked an instructor for information about grades, make-up work, 

assignments, etc. 

Q2 Talked briefly with an instructor after class about course content. 

Q3 Made an appointment to meet with an instructor in his/her office. 

Q4 Discussed ideas for a term paper or other class project with an instructor. 

Q5 Discussed your career and/or educational plans, interests, and ambitions 

with an instructor. 

Q6 Discussed comments an instructor made on a test or paper you wrote. 

Q7 
Talked informally with an instructor about current events, campus activities, 

or other common interests. 

Q8 Discussed your school performance, difficulties or personal problems with 

an instructor. 

Q9 Used e-mail to communicate with your instructor. 

    

 

 Outcome Measure: Student Acquaintances. There are six items (see Table 6) 

included in the course activities section (QESTACQ) of the CCSEQ. The responses to 

these items will indicate their quality of effort in activities involving student 

acquaintances. Carnevale and Fry (2000) state “a diverse student body enhances the 

environment for learning, enriches intellectual dialogue, and helps students develop the 

mutual respect” (p. 45). Students are given the response options of: “never,” 

“occasionally,” “often,” and “very often”.  When associating a student’s self-perceived 

effort with other students, the scale range is 6-24. These items are provided in Table 7. 
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Table 7  
 

 

Items Related to Student Acquaintances 

    

 

Scale Items 

    

Q1 

Had serious discussions with students who were much older or much 

younger than you. 

Q2 

Had serious discussions with students whose ethnic or cultural background 

was different from yours. 

Q3 

Had serious discussions with students whose philosophy of life or personal 

values were very different from yours. 

Q4 

Had serious discussions with students whose political opinions were very 

different from yours. 

Q5 

Had serious discussions with students whose religious beliefs were very 

different from yours. 

Q6 Had serious discussions with students from a country different from yours. 

    

 

  

 Outcome Measure: Art, Music, and Theatre. There are nine items (see Table 8) 

included in the art, music and theatre activities section (QEAMT) of the CCSEQ. 

Students are asked to rate their experiences at their college pertaining to engagement with 

the arts. Experiences range from elective classroom discussions, talking about artist, 

creating sculptures, listening to and/or performing music. The CCSEQ questionnaire is 

unique about asking students of their art, music and theatre experiences during the current 

school year. The students are given the response options of: “never,” “occasionally,” 

“often,” and “very often”. Results of the African American male community college 

students will be compared by age and analyzed for possible differences in perceptions of 

their experiences in art, music, and theater. All art, music and theater items are listed in 

Table 8. 
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Table 8  

Items Related to Art, Music, and Theatre Activities 

    

 

Scale Items 

    

Q1 Talked about art (painting, sculpture, architecture, artists, etc.) with other 

students at the college. 

Q2 Talked about music (classical, popular, musicians, etc.) with other students at 

the college. 

Q3 Talked about theater (plays, musicals, dance, etc.) with other students at the 

college. 

Q4 Attended an art exhibit on the campus. 

Q5 Attended a concert or other musical event at the college. 

Q6 Attended a play, dance, concert, or theatre performance at the college. 

Q7 Participated in an art event, musical event, or theatre performance at the 

college. 

Q8 Attended an OFF-CAMPUS art exhibit, musical event, or theatre 

performance for course credit. 

Q9 Participated in an OFF-CAMPUS art exhibit, musical event, or theatre 

performance for course credit. 

    

   Outcome Measure: Writing Activities. There are eight items (see Table 9) 

included in the course activities section (QEWRITE) of the CCSEQ. Harper (2012) states 

that “compared to same-race female counterparts, Black men take fewer notes in class, 

spend less time writing papers and completing class assignments” (p. 7).  The responses 

to these items will indicate their quality of effort in activities involving writing.  

 Results of the African American male community college students will be 

compared by age and analyzed for possible differences in perceptions of writing 

activities. Students are given the response options of: “never,” “occasionally,” “often,” 

and “very often”. When associating a student’s self-perceived effort with writing, the 

scale range is 8-32. 
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Table 9 

 

Items Related to Writing Activities 

    

 

Scale Items 

    

Q1 Used a dictionary [or computer spell-check/thesaurus] to look up the proper 

meaning, definition, and/or spelling of words. 

Q2 Prepared an outline to organize the sequence of ideas and points in a paper 

you were writing. 

Q3 Thought about grammar, sentence structure, paragraphs and word choice as 

you were writing. 

Q4 Wrote a rough draft of a paper or essay and revised it before handing it in. 

Q5 Used a computer to write a paper. 

Q6 Asked other people to read something you wrote to see if it was clear to them. 

Q7 Spent at least 5 hours or more writing a paper. 

Q8 Asked an instructor for advice and help to improve your writing or about a 

comment he/she made on a paper you wrote. 

    

   Outcome Measure: Science Activities. There are eleven items see (Table 10) 

included in the science activities section (QESCI) of the CCSEQ. The responses to these 

items will indicate their quality of effort in activities engaging in computer technology. 

Further, questions about the rigor, instruction, and demand placed upon such students are 

provided. 

 Results of the African American male community college students will be 

compared by age and analyzed for possible differences in perceptions of their science 

activities.  Students are given the response options of: “never,” “occasionally,” “often,” 

and “very often”.  When associating a student’s self-perceived effort with computers, the 

scale range is 11-44. 
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Table 10 

Science Activities 

    

 

Scale Items 

    

Q1 Memorized formulas, definitions, and technical terms. 

Q2 Practiced to improve your skills in using laboratory equipment. 

Q3  Showed a classmate how to use a piece of scientific equipment. 

Q4 Attempted to explain an experimental procedure to a classmate. 

Q5 Tested your understanding of some scientific principle by seeing if you 

could explain it to another student. 

Q6 Completed an experiment/project using scientific methods. 

Q7 Talked about social and ethical issues related to science and technology 

such as energy, pollution, chemicals, genetics, etc. 

Q8 Used information you learned in a science class to understand some 

aspect of the world around you. 

Q9 Tried to explain to someone the scientific basis for environmental 

concerns about pollution, recycling, alternative forms of energy, etc. 

Q10 Did paid or volunteer work OFF-CAMPUS to help the environment 

after learning about environmental issues in class. 

Q11 Applied information or skills you learned in a science class to work 

(either volunteer or paid) outside of class. 

    

  

 Outcome Measure: Career/Occupational Skills. There are nine items (see 

Table 11) included in the course activities section (QECOS) of the CCSEQ. The 

responses to these items will indicate their quality of effort in activities engaging in their 

intended career/occupation. Students are given the response options of: “never,” 

“occasionally,” “often,” and “very often”.  When associating a student’s self-perceived 

effort with computers, the scale range is 9-36. 
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Table 11 

 

Career/Occupational Skills 

  Scale Items 

 
 

Q1 Read about how to perform a procedure (occupational task, vocational skill). 

Q2 Listened to an instructor explain how to do a procedure. 

Q3 Watched an instructor demonstrate how to do a procedure. 

Q4 Practiced a procedure while being monitored by an instructor or other student. 

Q5 Practiced a procedure without supervision. 

Q6 Identified that there was a problem and located information from an instructor or 

other resource about what to do. 

Q7 Diagnosed a problem and carried out the appropriate procedure without having to 

consult any resource. 

Q8 Applied occupational skills learned in class to a job situation outside of class. 

Q9 Participated in an internship, cooperative, practicum, etc. with a local business, 

facility, or organization for course credit. 

    

 

 Outcome Measure: Computer Technology. There are eight items (see Table 12) 

included in the course activities section (QECOMTECH) of the CCSEQ. The responses 

to these items will indicate their quality of effort in activities engaging in computer 

technology. Students are given the response options of: “never,” “occasionally,” “often,” 
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and “very often”.  When associating a student’s self-perceived effort with computers, the 

scale range is 10-40. 

Table 12  
Items Related to Computer Technology 

    

 

Scale Items 

 

  

Q1 Used E-mail to communicate with an instructor or other students about a 

course. 

Q2 
Used the Internet (or other computer network) to get information for a class 

project or paper. 

Q3 Used a computer tutorial to learn material for a course or remedial program. 

Q4 Used computers in a group (cooperative) learning situation in class. 

Q5 Used a computer for some type of database management. 

Q6 Used a computer to analyze data for a class project. 

Q7 Used a computer to create graphs or charts for a class paper or project. 

Q8 Wrote an application using existing software or programming languages. 

Q9 Used social media (e.g. Facebook) to communicate with other students. 

Q10 Used computer technology (e.g. Facebook or Wikis) as part of a course. 

    

 

Estimate of Gains 

 This section has 25 items that gives students the ability to rate their progress on 

educational goals relating to their effort, course activities, and college environment. The 

goals range from “acquiring knowledge and skills applicable to a specific job or type of 

work” to “writing clearly and effectively” to “becoming clearer about your own values 

and ethical standards”. The estimate of gains section has four choices for each question: 

“Very Much”; “Quite a Bit”; “Some”; and “Very Little”.  
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   Table 13 

  Items Related to Estimate of Gains 
     
 Items   
 

   Q1 Acquiring knowledge and skills applicable to a specific job or type of 

work. 
 Q2 Gaining information about career opportunities. 
 Q3 Developing clearer career goals. 
 Q4 Becoming acquainted with different fields of knowledge. 
 Q5 Developing an understanding and enjoyment of art , music, and theatre. 
 Q6 Developing an understanding and enjoyment of literature (novels, stories, 

essays, poetry, etc.) 
 Q7 Writing clearly and effectively. 
 Q8 Presenting ideas and information effectively in speaking to others. 
 Q9 Acquiring skills needed to use computers to access information from the 

library or the Internet. 
 Q10 Acquiring skills needed to use computers to produce papers, reports, 

graphs, charts, tables, or data analysis. 
 Q11 Becoming aware of different philosophies, cultures, and ways of life. 
 Q12 Becoming clearer about my own values and ethical standards. 
 Q13 Understanding myself-my abilities and interests. 
 Q14 Understanding mathematical concepts such as probabilities, proportions, 

etc. 
 Q15 Understanding the role of science and technology in society. 
 Q16 Putting ideas together to see relationships, similarities, and differences 

between ideas. 
 Q17 Developing the ability to learn on my own, pursue ideas, and find 

information I need. 
 Q18 Developing the ability to speak and understand another language. 
 Q19 Interpreting information in graphs and charts I see in newspapers, 

textbooks, on TV, or on the Internet. 
 Q20 Developing an interest in political and economic events. 
 Q21 Seeing the importance of history for understanding the present as well as 

the past. 
 Q22 Learning more about other parts of the world and other people (Asia, 

Africa, South America, etc.). 
 Q23 Understanding other people and the ability to get along with different kinds 

of people. 
 Q24 Developing good health habits and physical fitness. 
 Q25 Developing the ability to get along with others in different kinds of 

situations. 
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Tendency to Persist 

 The fourth group of dependent variables is an index (see Table 14), which possess 

four measures of a students’ tendency to persist. The four areas are job responsibilities 

(job_persist), family responsibilities (fam_persist), generational persistence 

(generation_persist) and the amount of time a student spends studying (study_persist). 

Table 14 explains each of the persistence measures. 

     Table 14 

    

     Tendency to Persist (Index) 

             

  Items     Variable 

     

 

Job Responsibilities 

  

Job_Persist 

 

Family Responsibilities 

  

Fam_Persist 

 

Generational Persistence 

  

Generation_Persist 

 

Time Spent Studying 

  

Study_Persist 

          

     Data Analysis 

The Statistical Package for the Social Sciences (SPSS) was used for this study’s 

data analysis. To address the research questions of this study, separate statistical 

procedures were conducted for each group of dependent variables. More specifically, the 

test were performed to determine if African American male students’ perceptions of the 

campus environment, quality of effort, self-perceived gains, and inclination to persist 

differs significantly based upon age. 

 CCSEQ data for the study was available through the (CSHE) (see Appendix B) 

located at the University of Memphis. Approval was received from the CSHE to use the 

self-reported student data in this study. Approval of the study was also be gained from the 
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Institutional Review Board (IRB) at the University of Memphis (protocol #3069) for 

research involving human subjects (see Appendix A). 

 College Environment. The first dependent variable group, students’ perceptions 

of the community college environment, 8 items exist. The items in this section were first 

standardized to account for variance scales of the items. Of the 8 items, 5 items were 

based a four point scale and 3 items were based upon a three point scale. Next, Mann 

Whitney U test were performed to obtain group means across all 8 items; done with a 

Cronbach Alpha level of ( = .77). Finally, independent t-test will be performed to 

compare both traditional and non-traditional African American Male community college 

students to determine if their perceptions are statistically significant. 

 Quality of Effort Scales. There are 9 items within the quality of effort section. 

The construct of the CCSEQ has previously develop scales and score ranges for each 

quality of effort scale and its items. Therefore, multivariate t-test will be performed to 

compare the amount, scope and quality of effort among the traditional and non-traditional 

African American community college students; and determine if such experiences are 

statistically significant.  

 Perception of Gains. There are 25 items in the gains section of the CCSEQ. 

Mann Whitney U non-parametric t-test will be executed for each item. Next, a factor 

analysis will be conducted to determine how the items cluster or correlate between 

among each other. Finally, an analysis will determine if factor scores differ by traditional 

and non-traditional African American ale community college students. 

 Tendency to Persist. There are four measures of persistence involved in this 

study. A regression procedure will be used to determine the strength of relationship 
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between students’ tendency to persist and the other dependent variable groupings (college 

environment, quality of effort, perception of gains). Finally, a t-test will be used to 

determine if a difference exist between traditional and nontraditional African American 

male community college students.        

Limitations 

 Limitations associated with this study are the due to information not available in 

the CCSEQ data: 

1. Student data such as grades in previous courses and socio-economic status (SES) 

are not included in the CCSEQ. 

2. This study does not include the family roles or responsibilities specific to the 

African American family. 

3. This study analyzes aggregate date from volunteer two-year institutions; 

therefore, a generalization cannot be made to all community colleges within the 

United States; or, to all African American male community college students. 
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Chapter 4 

Results 

Introduction 

 This chapter presents the analysis of the data and a discussion of the findings as 

they relate to the research questions. 

 To review, this study examined the perceptions of traditional and non-traditional 

African American male community college students as measured by the Community 

College Student Experiences Questionnaire (CCSEQ). Differences among the student 

respondents’ perceptions of the community college environment, quality of effort, and 

perceived gains were compared. Additionally, this study determined the strength of 

relationship between a derived index of students’ tendency to persist and the 

aforementioned CCSEQ measures. In these analyses, the independent variable was the 

enrollment status of the African American male respondents to the CCSEQ, 

dichotomously coded as either traditionally-aged or non-traditionally aged. The 

dependent variables were a mixture of CCSEQ outcomes, examined at the level of the 

individual item as well as the item “scale”. 

 This chapter addresses the results of the statistical procedures used to answer the 

following research questions: 

1. To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceptions of the 

Collegiate Environment on the CCSEQ? 
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2. To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Quality of Effort on the 

CCSEQ? 

3. To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceived Gains on 

the CCSEQ? 

4. What is the strength of relationship between traditional and non-traditional 

students’ tendency to persist and their perception of the college environment, 

perceived gains, and quality of effort? 

5. Is the strength of the relationship among these variables mediated by a 

students’ traditional or non-traditional status? 

Description of the Sample  

 The respondents were students at eight community college institutions that 

participated in the revised computerized version of the CCSEQ, during the last four 

academic years 2010-2014. Of these respondents, a total of 1,948 completed the 

electronic version of the CCSEQ and, of that number, 156 identified themselves as being 

both African American and male. This responding subgroup of African American male 

students was further categorized by age into two groups: traditional and non-traditional. 

For this study, students classified as traditional were those who identified themselves as 

being between the ages of 18 and 22 (n = 101). Conversely, students who indicated their 

age as being 23 or older were classified as nontraditional (n = 51). In addition to being 

dichotomously categorized by age, students were also categorized by race and gender. As 

mentioned in chapter three, those respondents who did not identify themselves as African 
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American males were categorized as Non-African American male; and were discarded 

from this study. For an itemized listing of participants see below (Table 15): 

  
  

Table 15 

 
  

  
  

Categorization of Respondents Analyzed in this study (N = 156)   
        

  

Respondents n 
% of 

Respondents 

  
  

 

Total Respondents 1948 100 

 

African American Male Respondents 156 0.08 

 

Traditional African American Males 101 0.05 

 

Non-traditional African American Males 51 0.02 

 

Non-African American Male Respondents 1792 91 

 

 
  

       

 

Research Question 1 (College Environment) 

The problem guiding Research Question 1 centered on whether there was a 

difference in students’ perceptions of the community college environment. As stated 

earlier, the independent variable was the ages of the student respondents. The dependent 

variable was students’ perceptions of the collegiate environment, considered at the level 

of the individual item as well as the across the eight-item group of such items.  

In order to address research question 1, non-parametric Mann Whitney U tests 

were conducted on each of the eight individual items pertinent to the college 

environment, while a parametric independent t-test was conducted on the mean of the 
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standardized responses to the eight items considered as a “scale.” With respect to the 

individual items, the Mann-Whitney U test was used because the responses were 

expressed as ordered categories (e.g. “yes”, “maybe”, or “no”), with no assumption made 

of equal intervals between the points along the continuum of responses. Moreover, 

because this aforementioned continuum of responses tended to vary by item, some form 

of response standardization was required. To achieve this, the responses to each item 

were converted into z scores (M = 0, SD = 1), and subsequently converted into T scores 

(M = 50, SD = 10), to eliminate working with decimal fractions.  

 To determine whether students differed across the eight items of the college 

environment section of the CCSEQ considered as a single scale, means were computed 

for those respondents who completed at least six of the eight items. Both the outcomes by 

item as well as the outcomes for the scale as a whole—which when tested for internal 

consistency reliability proved to be adequate ( = 0.77)--are presented in Table 16.
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Table 16 

 

Comparison of Traditional and Non-Traditional African American Male Students’ Perceptions of the College Environment  

Item 

Traditional (18-22) Non-Traditional (23 and up) 

Z/t p = r g 
n M Mdn SD n M Mdn SD 

             

If you could start over again 

would you go to this college? 
103 56.5 62.4 11.8 50 47.8 44.6 7.8 -4.7 .000 0.38 0.86 

How many of the students 

you know are friendly and 

supportive of one another? 

103 49.8 48.0 12.1 51 50.6 48.0 10.4 -0.5 .611 -0.04 -0.09 

How many of your 

instructors at this college do 

you feel are approachable, 

helpful, and supportive? 

102 48.2 50.7 10.8 51 48.7 50.7 10.6 -0.4 .721 -0.03 -0.06 

How many of the college 

counselors, advisors, and 

department staff you have 

had contact with would you 

describe as helpful? 

102 48.6 48.2 10.2 51 47.4 48.2 10.7 -0.9 .386 0.07 0.15 

How many of your courses at 

this college would you 

describe as challenging, 

stimulating, and worthwhile? 

102 51.5 48.0 10.7 51 49.4 48.0 10.7 -1.3 .204 0.10 0.21 

                          

 

(Table 16 Continues) 
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(Table 16 Continued) 

Item 

Traditional (18-22) Non-Traditional (23 and up) 

Z/t p = r g 
n M Mdn SD n M Mdn SD 

             

Are there places on the campus 

for you to meet and study with 

other students? 

101 49.9 55.6 10.1 50 47.4 40.3 7.7 -1.2 .216 0.10 0.21 

Are there places on the campus 

for you to use computers and 

technology? 

104 49.1 42.0 10.0 51 46.6 42.0 7.8 -1.4 .170 0.11 0.24 

             
Scale Mean  = 0.77) 103 50.5 50.3 6.4 51 48.2 47.0 5.9 2.1 .035 0.17 0.37 
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The analyses conducted for Research Question 1 revealed that traditional and 

non-traditional African American males differed significantly on only one of the eight 

college environment items: specifically, If you could start over again would you go to 

this college? Results revealed that traditional students (Mdn = 62.4) expressed a greater 

willingness to attend the same college than non-traditional students (Mdn = 44.6) if given 

the opportunity to start over again (U = 1522.00, z = -4.66, p < .01, g = 0.86). Group 

responses to the other seven items concerning the collegiate environment did not differ 

statistically between groups, although traditional students were consistently more positive 

in their perceptions than non-traditional students. While nontraditional students’ 

perceptions of the college environment were higher on two items—specifically, how 

many of the students you know are friendly and supportive of one another and how many 

of your instructors at this college do you feel are approachable, helpful, and supportive? 

–these items were linked to the smallest effects of any of the comparisons (g = -0.09 and 

g = -0.06, respectively). 

 As previously mentioned, an independent t-test was conducted to examine the 

differences of means between traditional and non-traditional students across the scale of 

eight items. Given the aforementioned trends in the data, the collegiate environment scale 

mean for the traditional students (M = 50.5, SD = 6.4) differed significantly from the 

collegiate environment scale mean of non-traditional students (M = 48.2, SD = 5.9), with 

the difference linked to a small but robust effect size (t (152) = 2.1, p = .035, g = 0.37). 

When compared to the collegiate environment scale mean of the larger population of 

responding CCSEQ students (M = 50, SD = 10), no difference was observed with respect 

to the scale mean obtained for the traditionally-aged African American male students, 
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although the scale mean seen for the non-traditionally-aged African American male 

students proved to be slightly below that seen for the “norm”.  

Research Question 2 (Quality of Effort) 

 The problem guiding Research Question 2 centered on the extent to which 

traditional and non-traditional African American male community college students 

differed with respect to their Quality of Effort on the CCSEQ.  In response to this 

question, a two-group Multivariate Analysis of Variance (MANOVA) was conducted to 

determine if any statistically significant differences existed among traditional and non-

traditional African American students’ perceptions of their quality of student effort with 

respect both to the set of nine scales taken together (multivariate testing) and to each of 

the nine quality of effort scales individually considered (univariate testing). These nine 

quality of effort scales referenced Course Activities; Library Activities; Faculty; Student 

Acquaintances, Art, Music, and Theatre Activities; Writing Activities; Science Activities; 

Career/Occupational Activities; and Computer Technology. Student respondents reported 

their level of participation on the quality of effort scales by choosing one of the following 

responses: “very often”, “often”, “occasionally”, and “never”.   

 Two tables associated with these analyses are presented. The first table (Table 17) 

provides descriptive statistics pertinent to the group outcomes for each scale, including 

the scale alphas, group means and standard deviations, and the effect sizes linked to the 

differences when the group means are compared. The second table presents the 

inferential statistics pertinent to the multivariate and univariate comparisons of the group 

means. 
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 As shown in Table 18, the overall MANOVA was shown to be significantly 

different (F (9, 144) = 1.96; p < .05), indicating a significant difference in the overall 

perception of quality of effort among the traditional and non-traditional groups. Further, 

results in the ANOVA portion of Table 18 indicate significant group differences with 

respect to three effort scales. The first and largest of these differences was seen for the 

art, music, and theatre scale. F (1, 152) = 12.83; p < .001, g = 0.61). Presumably, the 

quality of effort exerted in this domain by traditionally aged students (M = 2.03; SD = 

0.89) was significantly greater than that exerted of non-traditional students (M = 1.52; SD 

= 0.68).  

Next, in terms of a statistically significant group difference concerned students’ 

perceptions of their quality of effort in science F (1, 152) = 4.65; p < .05). As with the 

arts, the scale mean obtained for traditionally aged students (M = 2.36; SD = 0.92) proved 

to be significantly higher than that obtained for non-traditionally aged students (M = 2.07; 

SD = 0.75). At the same time, the effect observed for science was much less robust than 

that observed for the arts (g = 0.37). 

Proving to be only marginally significant were outcomes involving students’ 

perceptions of the quality of effort in the library F (1, 152) = 3.77; p < .10). Again, the 

mean responses of traditionally aged students (M = 2.36; SD = 0.92) indicated a greater 

tendency to engage in library-related activity than indicated by their non-traditional 

counterparts (M = 2.07; SD = 0.75). However, the effect size associated with this 

difference was smaller than that observed either for the arts or for science (g = 0.33).  
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Table 17 

    
     Item Numbers, Reliability, Means, Standard Deviation, and Effect Sizes of Quality of Effort Scales 

         

Quality of Effort Scales 
Number 

of Items 
() 

Traditional 

(n = 103) 

Non-Traditional 

(n = 51) g 

M SD M SD 

        
 

Art, Music, Theatre 9 0.94 2.03 0.89 1.52 0.68 0.61 

Career 9 0.96 2.32 1.11 2.36 1.14 -0.03 

Computer 10 0.92 2.65 0.93 2.50 0.95 0.16 

Course Learning 10 0.93 2.77 0.73 2.82 0.76 -0.06 

Faculty 9 0.93 2.44 0.87 2.34 0.65 0.13 

Library 7 0.90 2.36 0.92 2.07 0.75 0.33 

Science 11 0.97 2.19 0.97 1.84 0.84 0.37 

Students 6 0.92 2.44 0.94 2.27 0.80 0.19 

Writing 8 0.92 2.67 0.81 2.64 0.86 0.04 
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Table 18 

Multivariate Analysis of Variance for Nine CCSEQ Quality of Effort Scales by 

Traditional and Non-Traditional African American Male Community College Students 

      ANOVA F(1, 152) 

Source 
MANOVA QE 

Arts 

QE 

Career 

QE 

Computer F(9, 144) 

         QE 

Gains 
1.96* 12.83*** 0.04 0.91 

         

   
 

QE 

Course 

 

QE 

Faculty 

 

QE 

Library    

   
      

   
0.11 0.56 3.77† 

         

   
 

QE 

Science 

 

QE 

Students 

 

QE 

Writing    

   
      

   
4.65* 1.18 0.06 

                  

Note. F ratios are Wilks' approximation of F. ANOVA = univariate analysis of 

variance; MANOVA = multivariate analysis of variance. 

† p < .10. *p < .05.***p < .001. 
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Research Question 3 (Perceived Gains) 

 The inquiry guiding Research Question 3 concerned the extent to which 

traditional and non-traditional African American male community college students 

differed with respect to their Perceived Gains on the CCSEQ?  To answer this question 

fully, the analysis proceeded in several steps. First, Mann-Whitney U tests were 

conducted to determine if student perceptions of each of the 25 gains named on the 

CCSEQ differed by traditionally and non-traditionally aged African American males. 

Next, a principal components analysis was conducted to determine how the 25 items 

within the gains sections of the CCSEQ clustered. Finally, after determining an empirical 

grouping of the items that was both interpretable and statistically reliable, a MANOVA 

was conducted using the principal components outcomes as a dependent variable and 

group membership as the independent variable. 

 As mentioned earlier, 25 items constituted the perceived gains section of the 

CCSEQ. According to Ethington, Guthrie, and Lehman (2001), this section primarily 

asks students “to report how much they have gained or made progress towards important 

educational goals” (p. 11), whether “very little”, “some”, “quite a bit”, or “very much.” 

Because these item responses are clearly more ordinal than interval in nature, Mann-

Whitney U tests were conducted to determine whether differences in the individual gains 

were observed.  

As shown in Table 19, results of the Mann-Whitney U tests reveal that among the 

25 perceived gain items, nine suggested significant group differences at p < .05. Those 

with the most robust effect sizes favored the traditionally-aged students and involved 

group gains pertinent to such items as “developing the ability to speak and understand 
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another language” (g = 0.78); “developing an understanding and enjoyment of art, music, 

and theatre” (g = 0.56); “interpreting information in graphs and charts I see in 

newspapers, textbooks, etc.” (g = 0.43) and “developing an understanding and enjoyment 

of literature (novels, stories, essays, poetry, etc.)” (g = 0.42). 

 To determine how the 25 estimates of gains items clustered, a principal 

components analysis was conducted, with the results suggesting that the items could be 

categorized as belonging to one of three domains: (1) Academic ( = 0.95); (2) World 

View ( = 0.93); and (3) Career ( = 0.91). Table 20 following provides a description of 

which items aligned with which of the three components.  

The analysis employed with respect to the nine “quality of effort” scales, a 

MANOVA was conducted on the outcomes of the PCA, with the three scales employed 

as dependent variables and traditional/non-traditional group membership employed as the 

independent variable. As the results presented in Table 22 indicate, there is a difference 

on the set of all three scales by traditional and non-traditional groups (F (3,150) = 3.19; p 

< .05.  Univariate results reveal that among the gains clusters, only students’ perceptions 

of their worldview gains differed significantly between groups F (1, 152) = 7.64; p < .01) 

with traditionally aged students (M = 2.77; SD = 0.80) perceiving their gains to be higher 

than those perceived by their non-traditionally aged counterparts (M = 2.40; SD = 0.75). 

The size of the effect linked to this difference in worldview gains was robust (g = 0.47), 

compared to those observed for academic gains (g = 0.24) and career gains (g = 0.16). 
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Table 19 

 

Comparison of Traditional and Non-Traditional African American Male Students’ Estimates of their Gains 

Item 
Traditional (18-22) Non-Traditional (23 and up) 

Z p = r g 
n M Mdn SD n M Mdn SD 

Acquiring knowledge and skills 

applicable to a specific job or type 

of work. 

103 2.9 3.0 1.0 51 3.0 3.0 1.0 -0.2 0.82 -0.02 -0.04 

Gaining information about career 

opportunities. 
103 3.1 3.0 0.9 51 2.9 3.0 0.9 -1.4 0.17 0.11 0.24 

Developing clearer career goals. 102 3.1 3.0 0.9 50 2.9 3.0 0.9 -1.5 0.14 0.12 0.26 

Becoming acquainted with different 

fields of knowledge. 
101 3.0 3.0 0.9 51 2.9 3.0 0.9 -0.9 0.35 0.08 0.16 

Developing an understanding and 

enjoyment of art, music, and theatre. 
101 2.8 3.0 1.0 50 2.2 2.0 1.1 -3.1 0.00 0.25 0.56 

Developing an understanding and 

enjoyment of literature (novels, 

stories, essays, poetry, etc.) 

101 2.7 3.0 1.0 51 2.3 2.0 1.0 -2.4 0.02 0.19 0.42 

Writing clearly and effectively. 102 2.9 3.0 0.9 50 2.7 3.0 0.8 -1.2 0.24 0.09 0.20 

Presenting ideas and information 

effectively in speaking to others. 
101 2.8 3.0 0.9 50 2.6 3.0 0.9 -1.2 0.25 0.09 0.20 

                          

 

(Table 19 continues) 
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(Table 19 continued) 

Item 

Traditional (18-22) Non-Traditional (23 and up) 

Z p = R g 
n M Mdn SD n M Mdn SD 

Acquiring skills needed to use 

computers to access information 

from the library or the Internet. 

99 2.9 3.0 0.9 49 2.8 3.0 0.9 -1.0 0.33 0.17 0.17 

Acquiring skills needed to use 

computers to produce papers, reports, 

etc. 

103 3.0 3.0 0.9 49 2.8 3.0 1.0 -1.2 0.24 0.05 0.20 

Becoming aware of different 

philosophies, cultures, and ways of 

life. 

101 2.8 3.0 0.9 49 2.4 2.0 1.0 -2.1 0.03 0.03 0.38 

Becoming clearer about my own 

values and ethical standards. 
103 2.9 3.0 0.9 50 2.8 3.0 0.9 -0.6 0.53 0.18 0.11 

Understanding myself-my abilities 

and interests. 
100 3.1 3.0 0.9 50 3.0 3.0 0.9 -0.4 0.70 0.02 0.06 

Understanding mathematical 

concepts such as probabilities, 

proportions, etc. 

99 3.0 3.0 0.9 51 2.6 3.0 0.9 -2.2 0.02 0.17 0.39 

Understanding the role of science 

and technology in society. 
102 2.8 3.0 1.0 51 2.8 3.0 1.0 -0.2 0.84 0.08 0.04 

Putting ideas together to see 

relationships, similarities, and 

differences between ideas. 

100 3.0 3.0 0.9 51 2.7 3.0 0.8 -2.1 0.04 0.34 0.36 

                          

 

(Table 19 continues) 
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(Table 19 continued) 
 

Item 

Traditional (18-22) Non-Traditional (23 and up) 

Z p = r g 
n M Mdn SD n M Mdn SD 

Developing the ability to learn on 

my own, pursue ideas, and find 

information I need. 

101 3.1 3.0 0.9 51 3.0 3.0 1.0 -0.9 0.34 0.08 0.16 

Developing the ability to speak and 

understand another language. 
100 2.6 2.5 1.1 51 1.8 1.0 1.0 -4.2 0.00 0.34 0.78 

Interpreting information in graphs 

and charts I see in newspapers, etc.  
102 2.9 3.0 1.0 50 2.5 2.0 0.9 -2.4 0.02 0.20 0.43 

Developing an interest in political 

and economic events. 
102 2.7 3.0 1.1 51 2.5 2.0 1.0 -1.2 0.24 0.09 0.20 

Seeing the importance of history for 

understanding the present as well as 

the past. 

101 2.8 3.0 1.0 51 2.7 3.0 0.9 -0.5 0.64 0.04 0.08 

Learning more about other parts of 

the world and other people  
103 2.7 3.0 1.0 51 2.3 2.0 0.9 -2.1 0.03 0.17 0.37 

Understanding other people and the 

ability to get along with different 

kinds of people. 

102 2.9 3.0 1.0 51 2.8 3.0 1.0 -0.9 0.35 0.08 0.16 

Developing good health habits and 

physical fitness. 
101 2.9 3.0 1.0 50 2.5 2.0 1.0 -2.2 0.03 0.18 0.38 

Developing the ability to get along 

with others in different kinds of 

situations. 

101 2.9 3.0 1.0 50 3.0 3.0 0.9 -0.5 0.64 -0.04 -0.09 
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Table 20 

 

Principal Components Grouping for CCSEQ Items Concerning with Gains 

Item Wording Factor 

  

Acquiring knowledge/ skills applicable to a specific job/type of work. 3 

Gaining information about career opportunities. 3 

Developing clearer career goals. 3 

Becoming acquainted with different fields of knowledge. 3 

Developing an understanding and enjoyment of art, music, and theatre. 2 

Developing an understanding and enjoyment of literature. 2 

Writing clearly and effectively. 1 

Presenting ideas and information effectively in speaking to others. 1 

Acquiring skills needed to use computers to access information 1 

Acquiring skills needed to use computers to produce papers, reports, etc. 1 

Becoming aware of different philosophies, cultures, and ways of life. 2 

Becoming clearer about my own values and ethical standards. 1 

Understanding myself-my abilities and interests. 1 

Understanding mathematical concepts such as probabilities, proportions, etc. 1 

Understanding the role of science and technology in society. 1 

Putting ideas together to see relationships, similarities, and differences b/w 

ideas. 

1 

Developing the ability to learn on my own, pursue ideas, and find information 1 

Developing the ability to speak and understand another language. 2 

Interpreting information in graphs and charts I see in newspapers, textbooks, 

etc. 

1 

Developing an interest in political and economic events. 2 

Seeing the importance of history for understanding the present and the past. 2 

Learning more about other parts of the world and other people. 2 

Understanding other people and the ability to get along w/different kinds of 

people. 

2 

Developing good health habits and physical fitness. 2 

Developing the ability to get along with others in different kinds of situations. 1 
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Table 21 

Means, Standard Deviations, Effect Size Differences for Factors Categorized as Career, 

Worldview, and Academic by Traditional and Non-Traditional African American Male 

Community College Students 

Item Scales Items () 
Traditional 

(n = 103) 

Non-Traditional 

(n = 51) g 

M SD M SD 

        
 

Combined 25 0.96 2.90 0.69 2.66 0.65 0.35 

         Career 
 

4 0.91 3.05 0.80 2.92 0.82 0.16 

Worldview 9 0.93 2.77 0.80 2.40 0.75 0.47 

Academic 12 0.95 2.95 0.69 2.78 0.72 0.24 

                  
  

 

Table 22 

Multivariate Analysis of Variance of Factors Categorized as Career, Worldview, and 

Academic by Traditional and Non-Traditional African American Male Community 

College Students 

      ANOVA F(1, 152) 

Source 
MANOVA Career Item 

Gains 

Worldview Item 

Gains 

Academic Item 

Gains F(3,150) 

         Gains 3.19* 0.845 7.64** 1.91 

                  

Note. F ratios are Wilks' approximation of F. ANOVA = univariate analysis of 

variance; MANOVA = multivariate analysis of variance. 

*p < .05.**p < .01. 
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Research Question 4 (Inclination to Persist) 

 With respect to Research Question 4 and the strength of relationship between 

traditional and non-traditional students’ tendency to persist, candidate items were 

compared across groups and summed to create a persistence index. Although several 

items were examined, the final set involved only those four that appeared to discriminate 

between student groups who were traditionally and non-traditionally aged (refer to Table 

23). Taken from the Background, Work and Family section of the CCSEQ, these four 

items concerned persistence with respect to jobs, family, generational status, and time 

spent studying. Across these four items, student respondents are allocated one full point 

(1 point) for choosing responses consistent with a tendency to persist. Conversely, 

student respondents were allocated zero points for selecting answers thought to interfere 

with persistence. Presented below are the specifics regarding scoring of each element of 

the persistence index and a summary of the results of comparing student respondents on 

such indices. 

 The first item constituting the index related to job persistence (job_persist). 

Specifically, this item asks: If you have a job, how does it affect your college work?, with 

response options including “I don’t have a job”, “My job does not interfere with my 

college work”, “My job takes some time from my college work”, or “My job takes a lot 

of time from my college work”. Student respondents who indicated either not having a 

job or having a job that does not interfere with college work were given a full point 

towards persistence. As Table 23 reveals, the percentage of respondents differed 

significantly by age grouping with respect to job persistence, ( 
(3, N = 154) = 4.51, p < 

.05)  Of the respondents, 81.6 % of traditional students (n = 84) and 66% of the non-
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traditional students (n = 33) indicated their college work was not compromised by having 

a job. There was a moderate effect from these results (g = 0.35) relating to job 

persistence. 

The second item in the persistence index related to family responsibilities 

(fam_persist). A questionnaire item asks respondents: If you have family responsibilities, 

how does this affect your college work?, with response options including “I don’t have 

family responsibilities”, “Those responsibilities do not interfere with my college work”, 

“Those responsibilities take some time from my college work”, or “Those responsibilities 

take a lot of time from my college work”. Student respondents were awarded one full 

point (1 point) for indicating not having family responsibilities or having responsibilities 

that do not interfere with college work.  

Again, with reference to Table 23, traditional (n = 102) and non-traditional 

students (n= 51) differed significantly in terms of their tendency to persist in regards to 

family responsibilities. While the ratio between tendencies to persist or not to persist was 

roughly 80% to 20% for traditionally-aged students, the ratio for non-traditionally 

students was roughly 55% to 45%. Given the differing ratios, family persistence was 

determined to be significantly related to student status ( 
(3, N= 153) = 10.93, p < .01, g 

= .56). 

The third item in the persistence index related to a students’ generational status 

(generation_persist). A questionnaire item asks respondents: Do you consider yourself a 

first generation college student (neither parent attended college)? The response options 

included “yes” or “no”. Respondents who indicated “no” were awarded a one point (1 

point), while those respondents who indicated “yes” were given zero points (0 points) 
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towards their tendency to persist. As detailed in Table 23, examination of the 

generational persistence item proved to discriminate significantly between traditionally 

aged and non-traditionally aged student groups (2(3, N= 152) = 6.64; p < .05, g = 0.43). 

Of the former (n = 101), some 55.4% did not believe themselves to be first generational, 

thus had a greater tendency to persist, while among the latter (n = 51), some 66.7% 

thought of themselves as first generational students, with a lesser experience with the 

post-secondary environment and consequently a lesser tendency to persist. 

The final item with the persistence index relates to time spent studying 

(study_persist). The questionnaire item asks: About how many hours a week do you 

usually spend studying or preparing for your classes?, with response options including 

“1 to 5 hrs”, “6 to 10 hrs”, “11 to 15 hrs”, “16 to 20 hrs”, or “more than 20 hours.” 

Student respondents were awarded a full point for indicating devoting more hours than 

the norm (that is, 1 to 5 hrs) towards time studying or preparing for classes. 

As with the previous items, the final persistence index item was statistically 

significant (2(3, N = 154) = 5.81, p < .05, g = 0.40.) but the outcome trended in a 

different direction. While only about one-third of the traditionally-aged students 

suggested that they studied six or more hours a week (roughly 33%), over half of the non-

traditionally aged students indicated that they studied at that level (roughly 54%). Given 

the higher level of commitment, greater persistence—at least as regards this criterion—

would seem to follow. 

 To summarize: all four elements in the persistence index discriminated 

significantly between groups, with three of the four items favoring the traditionally aged 

students (who as a group seem to have fewer job and family responsibilities and tend less 
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often to think of themselves as first generational) and one of the four favoring the non-

traditionally aged (who as group would seem to invest more time in classwork). After 

summing across the four items constituting the index and obtaining means (see Table 24), 

the two groups of student respondents appear to have differed significantly (t (152) = 

2.48; p < .05, g = 0.42), with those in the traditional group having a higher mean 

persistence index (M = 2.48; SD = 0.89) than those in the non-traditional group (M = 

2.06; SD = 1.14).
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Table 23 

 

Comparison of Traditional and Non-Traditional African American Male Students’ Tendency to Persist According to Four Criteria 

Criteria 

Traditional Non-Traditional 

  G 
Tend Not 

 to Persist 

Tend 

to Persist 

Tend Not 

 to Persist 

Tend 

to Persist 

  n % n % N % n % 

 
           

Job 19 18.4 84 81.6 17 34.0 33 66.0 4.51* -0.17 0.35 

Family 20 19.6 82 80.4 23 45.1 28 54.9 10.93** -0.27 0.56 

Generation 45 44.6 56 55.4 34 66.7 17 33.3 6.64* -0.21 0.43 

Study 69 66.3 35 33.7 23 46.0 27 54.0 5.81* 0.19 0.40 
                        

 *p < .05.**p < .01. 
        

  

 

Table 24 

 

Comparison of Traditional and Non-Traditional African American Male Students’ Mean Tendency to Persist  

 

Variable 
  Traditional Non-Traditional 

t r G 
  n M SD N M SD 

  
      

   
Persistence 103 2.48 0.89 51 2.06 1.14 2.48* 0.20 0.42 
                      

*p < .05. 
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Research Question 5  

Finally, the fifth research question determines the strength of the relationships 

between students’ tendency to persist, their perceptions of the college environment, their 

perceived quality of effort, and their gains, and whether such relationships are mediated 

by students’ traditional or non-traditional status. To obtain an answer to the first part of 

this question, correlation coefficients were computed for all students (N = 154) and both 

student subgroups (n = 103 and n = 51) between students’ means on the previously 

described persistence index and students’ means on all other CCSEQ outcomes employed 

in this study (specifically, the college environment scale, nine quality of effort scales, and 

the three sets of gains). To obtain an answer to the second part of this question, Fisher’s r 

to z transformation was employed to test for significant differences between the 

correlations obtained for the two groups. 

Shown in Table 25, persistence is correlated with some CCSEQ outcomes, but 

none of these correlations appear to be mediated by students’ status as traditionally or 

non-traditionally aged. For the entire sample, about half of the quality of effort outcomes 

appear to be tied to persistence, most notably quality of effort in art, music, and theatre (r 

= 0.20), quality of effort in science (r = 0.22), and quality of effort with respect to student 

acquaintances (r = .22). At about the same magnitude, persistence appears to be linked 

generally to gains with respect to students’ worldviews (r = 0.23). While weaker but still 

statistically significant correlations were observed with respect to persistence and other 

CCSEQ outcomes for the whole group, other, more robust correlations were observed 

with respect to student subgroups. Among traditionally aged students, the best predictor 

of student persistence appears to be quality of effort in science (r = 0.28). Contrastingly, 
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what appears to be most indicative of whether a non-traditionally aged student will tend 

to persist concerns his interactions with people—specifically, his quality of effort apropos 

“faculty” (r = 0.28) and his quality of effort per “student acquaintances” (r = 0.34). While 

testing these two correlations against those obtained for traditionally aged students did 

not result in statistically significant outcomes, the outcomes that were obtained 

approached significance and might reach that threshold given a larger sample of older 

males. 

Table 25 

Correlations between Mean Intent to Persist Index and Other CCSEQ Outcomes by 

Traditional and Non-Traditional African American Male Community College Students 

Variable 

All 

(N =154) 

Traditional 

(n = 103) 

Non 

Traditional 

(n = 51) 
Z 

R r r 

        College Environment -0.06 
 

-0.18 † 0.03 
 

-1.18 

QE Art, Music, and Theatre 0.20 ** 0.15 
 

0.24 † -0.49 

QE Career/Occupational Skills 0.10 
 

0.15 
 

0.04 
 

 0.62 

QE Computer 0.16 * 0.16 
 

0.14 
 

 0.13 

QE Course Learning 0.12 
 

0.15 
 

0.10 
 

 0.31 

QE Faculty 0.13 
 

0.04 
 

0.29 *  -1.46 

QE Library 0.16 * 0.20 * 0.02 
 

1.04 

QE Science 0.22 ** 0.28 ** 0.05 
 

1.35 

QE Student Acquaintances 0.22 ** 0.15 
 

0.34 * -1.19 

QE Writing 0.07 
 

0.06 
 

0.08 
 

-0.01 

Career Gains 0.10 
 

0.07 
 

0.12 
 

-0.31 

Worldview Gains 0.23 ** 0.17 † 0.24 † -0.25 

Academic Gains 0.14 † 0.14 
 

0.10    0.25 
                

† p < .10. *p < .05. **p < .01. 
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Summary of Chapter 

Chapter 4 has presented the results of the research question of this study. Four 

dependent outcomes were examined for their significance in regards to gender race and 

age. The first outcome, perceptions of the college environment was not significant; 

however, one item appeared significant. The significant item (item 1) asks: If you could 

start over again would you go to this college? Traditionally aged students showed an 

affinity towards returning to their college. The second dependent variable, student quality 

of effort scales appeared to be significant on five of the scales: art, music and theatre; 

computer; library; science; and student acquaintances. Traditional students’ perceptions 

were significant on four of the quality of effort scales: science and library. Non-

traditional students were significant in faculty and student acquaintances. The third 

dependent variables, perceived gain items were factored into three clusters: career, world 

view, and academic gains. Student groups appeared significant overall in their 

perceptions of the worldview and their academic gains. Further, both groups appeared 

significant in their perceptions of the world view. In the fourth dependent variable, 

students’ tendency to persistence, a 4 item index was analyzed by 2 analysis and 

revealed significant results. Traditionally aged students were higher on three of the items 

(job and family responsibilities, and generational status). Non-traditional students were 

significant in the amount of time they spend studying and preparing for class work. 

Although, student persistence was correlated with some CCSEQ outcomes, none of these 

correlations appear to be mediated by students’ status as traditionally or non-traditionally 

aged. 
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Chapter 5 

Discussion 

 Previous studies researching the perceptions among African American males and 

persistence yield mixed results.  Some studies have approached discussions from an 

institutional perspective, while others have addressed persistence from a students’ 

perspective. Sparse levels of research are available on persistence among African 

American males, specifically in the community college context. This dissertation 

examined African American male community college students’ perceptions of the 

collegiate environment, their quality of effort, and their perceptions of gains. Further, the 

study addressed the strength of relation that a student’s tendency to persist has with the 

aforementioned dependent variables. Traditional aged and non-traditional aged African 

American male community college students were the major independent variables in the 

study.   

 The following research questions guided this study and focused on the 

overarching question of how to increase the persistence levels of African American males 

at the community college level. 

1. To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceptions of the 

Collegiate Environment on the CCSEQ? 

2. To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Quality of Effort on the 

CCSEQ? 
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3. To what extent do traditional and non-traditional African American male 

community college students differ with respect to their Perceived Gains on 

the CCSEQ? 

4. What is the strength of relationship between traditional and non-traditional 

students’ tendency to persist and their perception of the college environment, 

perceived gains, and quality of effort? 

5. Is the strength of the relationship mediated by a students’ traditional or non-

traditional status? 

The purpose of this study was to determine the strategies that contribute to 

African American male persistence at community colleges and contribute to the research 

that identifies a student’s tendency to persist. A secondary purpose were to examine the 

strength of relationship among a students’ tendency to persist (job responsibilities, family 

responsibilities, generational status [first or second generation status], and time spent 

studying) and students’ perceptions of the collegiate environment, quality of effort, and 

perceived gains. Existing retention theories address issues of student success within 

higher education; however, such higher education retention theories fail to address issues 

unique to the African American male community college student. This chapter provides a 

summary of the research conducted, summary and discussion of results, and presents the 

implications of this study and recommendations for future research. 

Summary of Discussion Findings 

A population of respondents from 8 community colleges comprised a sample of 

1,948 respondents to the electronic version of the CCSEQ. Of the sample (n = 156) were 

identified as African American male community college students. Further, traditional 
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aged students (n = 151) represented 67.30% of the sample; and non-traditional students (n 

= 51) represented 32.70% of the sample of respondents.  

Research Question 1 ask: to what extent to traditional and non-traditional 

students differ in the perceptions of the college environment. The analysis undertaken for 

Research Question 1 revealed that traditional and non-traditional African American males 

differed significantly on one of the eight college environment items. The significant item 

(item 1) asks: If you could start over again would you go to this college? Traditional 

students’ satisfaction of the college environment was significantly higher than non-

traditional students; which also had a large effect (0.86). This means that traditional aged 

students were happier with their level of satisfaction of the collegiate environment. All 

other items of the collegiate environment were not significant regarding their perceptions 

of the college environment. 

Nontraditional students’ perceptions of the college environment were higher on 

two items. Item 2: how many of the students you know are friendly and supportive of one 

another; and item 3: how many of your instructors at this college do you feel are 

approachable, helpful, and supportive? However, both items had the smallest effects of 

all college environment items (g = -0.09 and -0.06 respectively).   

Research Question 2 asks: to what extent do traditional and non-traditional 

African American male community college students differ in their perceived quality of 

effort on the CCSEQ?  Multiple independent t-tests among means of traditional and non-

traditional students were run on all 9 quality of effort scales. Mean differences of 

traditional and non-traditional African American male community college student’s 

perceptions in Art, Music, and Theatre was the only statistically significant outcome in 
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regards to quality of effort. Therefore, the perception of quality of effort with career, 

computer, course learning, faculty, library, science, student acquaintances, and writing 

were not statistically significant. Overall, when the comparison was made to the norm of 

the national CCSEQ aggregate, the extent of traditional and non-traditional students’ 

perceptions of their quality of effort was not significant for African American male 

community college students by age. 

Research Question 3 asks: To what extent do traditional and non-traditional 

African American male community college students differ with respect to their perceived 

gains regarding perceived gains among African American male community college 

students who responded to the CCSEQ? Results revealed that traditional and non-

traditional students were significantly different on nine of the 25 items listed within the 

estimate of gains section. Further, a principal components analysis were conducted and 

revealed that gain items clustered into three primary areas: academic skills, perceptions 

of the world, and career gains. Of the three clustered areas, students’ perceptions of the 

world gains were significant.  

Research Question 4 asks: What is the strength of relationship between traditional 

and non-traditional students’ inclination to persist and their perception of the college 

environment, perceived gains, and quality of effort? Items representing college 

environment, perceived gains and quality of effort were analyzed simultaneously to 

determine which items, if any, contributed significantly to a students’ tendency to persist. 

Results yield that 6 out of 13 items that pertain to students’ inclination to persist were 

significant. The significant items for all African American respondents (n = 154) derived 
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from three major areas: the college environment section, the perception of gains section 

and the quality of effort.  

When respondents were examined by age, student perceptions of the college 

environment showed a relationship for traditional students (r = -0.18) and non-traditional 

students (r = 0.03) from the estimate of gains section, student’s world view gains were 

determined to be significant. This means that students’ perceptions of both traditional and 

non-traditional students felt significant gains were made in regards to their perceptions of 

the world view. Second, the significant quality of effort activities, related to effort with 

art, music and theatre and student acquaintances had the greatest relationship in regards 

to persistence. 

Research question 5 asks: Is the strength of the relationship mediated by a 

students’ traditional or non-traditional status? Results yield that items exists that were 

correlated significantly overall and by a student’s traditional or non-traditional status. 

More in depth, traditionally-aged students perceived their effort in the library and science 

activities were significant. This means that students from 18-22, felt that their effort in 

the library and in the lab experience science activities were significant contributors 

towards persistence. For the non-traditional students, their effort with faculty and student 

acquaintances were revealed to have a significant relationship on persistence. Having the 

ability to access professors and interact with other students was significant for students 

23 and older. Thus, the answer to question five is that although, student persistence was 

correlated with some CCSEQ outcomes; however, the low z-scores show that none of 

these correlations appeared to be mediated by a students’ status as traditionally or non-

traditionally aged. 
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Implications of Findings 

 The result of this study provides additional support for the urgency of African 

American male persistence efforts at the community college setting. The finding support 

the assertion by Astin (1984) concept of student involvement and Pace’s (1984) Quality 

of Effort Theory as a critical element in the learning process. Some of the possible uses 

of this research by institutional administration, faculty, and student personnel are listed 

below. 

 Faculty and Administrators. As mentioned in chapter 1, there is a bleak level of 

persistence among African American male students within higher education; specifically, 

at community colleges. Since African American males have a greater affinity to attend 

community colleges, the institutional retention efforts explain a great deal of the variance 

in their degree completion. Perhaps African American males have a greater affinity to 

attend community colleges; the institutional retention efforts explain a great deal of the 

variance in their degree completion. Astin asserts that a deeper understanding of “what 

students (African American males at community colleges) are actually doing and how 

motivated they are and how much time and energy they are devoting to the learning 

process” (p. 526) would allow institutions to further strategize retention efforts based 

upon age groupings. This perspective would inspire better uses of institutional resources, 

and enhance an institutional environment more germane to African American male 

student success. 

 Faculty and Student Personnel. In higher education, faculty and counselors 

often negate and overlook best strategies for creating a sense of belonging, understanding 

of the student, and strategically designed pathway for success; because they often 
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concentrate on their own techniques or processes. Although the teaching and advising 

strategies may be fundamentally and theoretically sound; the strategies still fail to address 

the needs of the individual student. A more involved approach provides institutional 

change, and enhances the fiduciary responsibility of an environment tailored to student 

success.  

 In summation, the independent variable, age, appeared to be significant in regards 

to student perceptions of the collegiate environment. This information can be helpful to 

higher education administrators, faculty and student personnel in regards to best practices 

when planning activities (academic and social), and providing resources; specifically, 

when attempting to increase persistence and completion rates.  

Recommendations for Future Research 

The following recommendations are based on the findings of this research, and 

the limitations determined while analyzing this aggregate of data. Potential initiatives are 

available based upon the knowledge gained from student self-perceived responses. 

Additionally, suggestions for future studies are provided to gain greater insight into the 

perceptions of the community college student. Further, these recommendations are 

focused on programs that increase interest, motivate and inspire student persistence of 

African American male students within the community college context. 

1. Provide faculty with professional development opportunities that are sensitive to 

students needs by ethnicity, gender and age. This study included African 

American male students’ and their perceptions of the community college 

environment; of which, several significant element were significant. A study on 

the perceptions’ of faculty, and their level of preparation within the community 
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college context could provide faculty with insightful instructional techniques and 

motivational strategies.  

2. Explore resources provided by the institution (curriculum, student activities, and 

student support, etc.); and its function by age. In this study, traditional and non-

traditional differed significantly on various aspects of the college environment. 

For instance, non-traditional students and how they valued their interactions with 

faculty and student acquaintances proved significant in this study. A more focused 

approach to the amount and quality of interaction with faculty and student 

acquaintances can contribute to a higher level of satisfaction that may translate 

into greater student success. 

3. Create a qualitative study at the community college level by age. Case studies on 

African American male student experience would provide rich data about how 

institutional initiatives actually being received. This information would be useful 

in program design. 

4. Examine participation of African American male community college students by 

age that could help students in other ways (socially, adjusting to the college), 

which may result in greater academic success in later years. Perhaps cohorts by 

age or affinity organizations by interest may inspire greater involvement and 

effort. 

5. Design programs that include persistence item considerations within its design. 

Informational session on time management, parenting, budgeting, financial 

assistance procedures, and studying technique may prove beneficial to students 

and their tendency to persist.   
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 The implementation of at least some of these recommendations would lead to an 

even greater understanding of African American male community college students and 

their motivations towards persistence. The research would also examine the motivations 

behind institutional strategies to create persistence in more depth to determine what these 

students are drawing from the community college environment. These recommendations 

would support the analysis of other effects and consequences of African American male 

community college involvement, such as a potential increase in their perceptions, 

motivations, and understanding of what it means to be a successful student. 

 Community college administrators should carefully plan the design of African 

American male community college students with clearly defined goals and learning 

objectives. If improved persistence is a goal for community college success, then 

motivations for continued enrollment should be researched and the design and 

implementation of the community college program should address student motivations 

and needs. In this way, administrators of community colleges looking to increase 

persistence may realize academic effectiveness.  

Conclusion 

 The data gained from this research project indicates that persistence of African 

American male community college students was not significantly mediated by age. 

However, in regards to these students and their tendency to persist, multiple comparisons 

revealed that job responsibilities, family responsibilities, a student’s generational status, 

and how much time a student spends studying or preparing for class are significant. The 

results for traditional student persistence were more favorable when considering a 

students’ job and family responsibilities, and generational status; however, not for time 
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devoted to studying or preparation. This may be an indication that African American 

males enroll at the community college for reasons other than academics; perhaps for 

interactive factors (e.g., caring faculty, and close personal connections). Thus, 

discovering the reasons and motivations for persistence at community colleges among 

African American males may provide a wealth of potential research beneficial to many 

institutions.
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