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(ABSTRACT) 

This dissertation proposes a typology of community 

college students that includes traditional college students 

and seven types of nontraditional students. Since the 1960s 

the number and types of nontraditional students has increased 

as a broader portion of the American population seeks higher 

education. 

Based on the literature of the past twenty-five years, a 

typology of eight students types was developed and tested for 

existence. Using both qualitative and quantitative research 

methods, profiles of each student type was developed. The 

profiles were tested for differences among the eight types. 

Of the student population in the campus studied, only 1% were 

traditional college students. The remaining students were 

clustered into three primary and four secondary types. 

Differences among the primary types were observed across six 

categories of defining characteristics. The primary groups 

included first-generation adult students who were unprepared 

for college, unprepared "New" students who were not first-



generation students, and nontraditional adult students who 

were not first-generation students. Contrary to previous 

studies of nontraditional students, students in this study 

reported support for their education efforts from their 

family, friends and employers. The study concludes with a 

suggested three-dimensional community college function model 

that provides a means to consider the "fit" or congruence 

between the function model in place at a community college 

and profile of the students the college attracts.



to 

Joye 

for 

her 

love, 

friendship, 

support and 

encouragement 

through all the years. 

bringing closure to this effort 

could not have been done without her. 

1V



ACKNOWLEDGMENTS 

I would like to recognize and thank those individuals 

who supported this study and provided the encouragement to 

return to graduate school to complete this degree. I am 

especially grateful to Dr. Larry Whitworth who gave me the 

opportunity to conceive and build a new community college 

campus and encouraged me to conduct a study that would have 

value for the campus once it opened. 

I wish to thank Dr. Darrel Clowes for his wisdom, 

patience, encouragement, guidance and friendship over the 

past seventeen years. I appreciate his willingness to assist 

me in returning to graduate school and for working on my 

behalf to have me readmitted. He was always there when I 

needed an answer or someone to point me in the right 

direction. 

To Dr. Harold Mick I owe a special thanks for his 

willingness to work with me again. I am thankful for his 

contributions to my research. 

To Dr. Sam Morgan, Dr. John Burton, and Dr. Jim Perkins 

I am grateful for their willingness to take a chance on 

someone they did not know and invest their knowledge and time 

in this study. Their questions, suggestions, and guidance 

were appreciated. 

Ms. Billie Luckie, first faculty member of the Norfolk 

Campus, edited the study numerous times. I appreciate her 

Vv



knowledge of the English language and her willingness to work 

with me to put this study in the proper form. She offered 

invaluable suggestions, cleaned up the grammar, asked 

questions and made observations that resulted in a better 

study. 

I appreciate the willingness of my former colleagues 

from the Chesapeake Campus of Tidewater Community College, 

Mr. Peter LeRoy, Dr. Michael Barton, and Ms. Rita Barnes to 

battle a hurricane to conduct the focus groups. Because of 

their expertise in leading focus groups, valuable data were 

collected for the study. I appreciate their support and 

friendship over the many years we have worked together. 

To my children, John and Carrie, I am thankful for their 

encouragement 

Finally, I would like to thank the faculty and staff of 

the Norfolk Campus of Tidewater Community College. Their 

interest in the topic and their encouragement and support 

helped strengthen my resolve to finish this time. 

Vi



TABLE OF CONTENTS 

Chapter 

I. INTRODUCTION AND PROBLEM STATEMENT .....0.......... 0. cece ee eee 

Purpose of the Dissertation............cccecccecceccseeceeersenseeseeenseaeeeeaes 
Congruence Between Student Types and College Functions ................. 
Problem Statement 2.0.0.0... ccc eee e cece eee c eee teen eae eee enneeeeees 

Research Questions ...........cc ccc ccc cece e eee e eee e ee en eee een eee esses ee eeetenenens 
Definitions..........ccccc cc ccc cece ee ee cece eens e tee eeeeeeeeeeeeeaeeeeeeeeeennnuaegs 
LIMIUtALIONS 2.0... cece cece ccc e teen eee e ee ee eee eee e seen eee teeeeteteneeesenes 

II. LITERATURE REVIEW ...00. 0.00. c cece cece nee e ences eeaneeeenaeee nes 

Changing Colleges, Functions and Students..................ccccseeseeeeees 
Social Health Index 2.0.00... cece ccc ese ence eee eene esses eeeeeeeaeeeeneennaes 

First-generation Students Characteristics.................cccceeeeeeeeeeueeeeeees 
New Student Characteristics .............ccceccc ese eneeeeee eee eeeeneeenaeeeeeeees 
Nontraditional Student Characteristics............... cc ccc eeeeeeeeeeeeeeeeeeeenes 
At-Risk Student characteristics ......... 0.0... cee ecee cece nee e cece eneeeeeeenneeaees 
Student Types... ccc cece cee ne eee eee eaeneeeeeeteeeeeenseeeeneneeaes 
Categories for Use in Classifying Students ...................cecccceeeeeeeee ees 
Category I - Student Demographics, Family Background and Personal 
EXPePrieNcCes 1.2... 0. cece cence eee e ene ee ne tee ene ee ee et nteenaeeteeeeeneees 
Category II - External Student Environment....................eeeeeeeenee ee ees 
Category II - Personal Commitment and Motivation...................00eeees 
Category [IV - Student Objectives... cece eeeeeceneeeeeeenaee 
Category V - Student View of the Purpose of Education...................... 
Category VI - Student Use of the Community College....................0085 
Student Profile Matrix ........ 00.0... ccc ccc cece ence cece ee eeeeaeenuneeseteuenns 

TH. METHODOLOGY ....... ccc cc ence ence nn ee een e eee nee e enna e ee nena eee ees 

College and Campus Background Information .................... cee eeee eee e es 
Design of the Study 0.0.00... c cece cece cee e cece nee e eee eeeneeeeeneneaeeeees 
Population and Samples ............. 00. cc cceeeseee ee eee ee enae eee neeeeeeneeeeeeaes 
Procedures Log and Data Collection ................ccccc eee eneeeeeeeeeereneeeees 
TCC Student Information System Database.............0 eee 
Survey Instrument......... cece eee ee cence ee eee ee eeeeeeneeeeeeteeee eres 
Autobiographical Essays ...............ce cece ee eee eee nneeeeeeeeeeenneeeeseeeeenans 
FOCUS GOUDS....... cc cece eee ce nce ce ence ee ence denne nee n acne e enon beens bees bee eaeees 
Data Analysis ....... ccc cece cece eect ener e eee ene e tenes ten ne teen nana ee nnenes 

TV. RESULTS ....... ccc cece cece renee nee nee nee ene e enna cents ena eee na ee eees 

Comparison of Research Sample with Campus Population................... 
Student Typology ......... cc. cece ce ccc e ete cence eee eect eens een een eee enaee teens 
Profiles of Student Types .......... 0.0... ccccc ese e eee eect eeeeeneeeennaaeeeeeaas



Chapter Page 

Student Type [1] FG-Primary Students......... cc eeeceeeceeeeeeeeeenees 119 
Category I - Student Demographics, Family Background and Personal 
EXPETICNCES 2.00... cece cece ee eee eee n seen bees nate eee e ene enaee tenes 125 
Category II - External Student Environment...................... cee eee eee ee 130 
Category III - Personal Commitment and Motivation....................... 136 
Category IV - Student Objectives... eeeeceeeeeeneeeeeeeenees 140 
Category V - Student View of the Purpose of Education................... 146 
Category VI - Student Use of the Community College...................4. 147 

Student Type [2] FG-New Students ............. ccc e ccc ee eenee eee eeeeeenenanes 149 
Category I - Student Demographics, Family Background and Personal 
EXP€Pi€Nnce 2.0.2... eee cece e cence erect ener een ne ene neste e tae tense tenes 156 
Category I - External Student Environment .....................cceeeee eens 160 
Category II - Personal Commitment and Motivation................0.000: 165 
Category [V - Student Objectives..........ccccescccceeccccseeceneeeeeeeees 169 
Category V - Student View of the Purpose of Education................... 175 
Category VI - Student Use of the Community College................. ..-. 176 

Student Type [3] New-Primary Students...................ccceeeceeteeeeseeeneeeees 178 
Category I - Student Demographics, Family Background and 
Personal EXperiences ...........ccccce cece cence ee neeceeeneceeesaeeeeeneeceenenas 184 
Category II - External Student Environment......................eeceee eee ee 188 
Category III - Personal Commitment and Motivation....................064 195 
Category IV - Student Objectives.............ccccccecccssecesececeeeaeceeeees 201 
Category V - Student View of the Purpose of Education................... 205 
Category VI - Student Use of the Community College ..................... 206 

Student Type [4] NT-New Students ..................c cece ccc ee cee eneeeeeeeeeeeaeeees 209 
Student Type [5] NT Primary Student................. ccc cececcee eee eee eee eeeeneeees 213 

Category I - Student Demographics, Family Background and 
Personal Experiences .............. ec eccce ee eee eee e en ee eect eetneaneeeeeeetneenas 220 
Category II - External Student Environment.....................cccceeeeeees 225 
Category III - Personal Commitment and Motivation..........:........000- 231 
Category [V - Student Objectives... eecceneeceeeeeeeeeeeeees 237 
Category V - Student View of the Purpose of Education................... 242 
Category VI - Student Use of the Community College ..................... 243 

Student Type [6] NT-FG Students ............ cece cece eee cence eee eae eee eennaes 246 
Category I - Student Demographics, Family Background and 
Personal Experiences ............. cece cece cece eee eee e eens eeeeee esses eee e ences 252 
Category II - External Student Environment.................. cc. cece seco eee 255 
Category III - Personal Commitment and Motivation....................06. 257 
Category [V - Student Objectives... ceeece neces eeeeeeeeees 259 
Category V - Student View of the Purpose of Education................... 260 
Category VI - Student Use of the Community College..................... 261 

Student Type [7] NT-FG-New Students .............. cece cece eens eee e cece eeeaes 262 
Student Type [8] Traditional Students ............... ccc cee cece eee ee eeee eee e ee eees 267 
Analysis of Similarities and Differences Among Student Types................... 275 
Category I - Demographics, Family Background and Personal Experiences ..... 276 
Category I - External Student Environment ..................ee cee e eee eens e eee ees 281 

Vill



Category II - Personal Commitment and Motivation.................:cccceeeeeeeees 285 
Category IV - Student ODJeCtiVes..... ee eceesecceeeeeeeeeseeeeeeenees 289 
Category V - Purpose of Higher Education ................ 0c ccc cece ee ee eee eeenaees 292 
Category VI - Student Use of the Community College ...................cc cece eee 293 

Chapter Page 

V. DISCUSSION 00.0.0. e ete eee n eee ee eee eee eee t een et ene ena n enn ee 297 

Comparison of Study Findings with the Literature Review.....................006 297 
Research Questions ReVvisSited.......cc cc cccccccseuseeeceseeveesteceseveeeeeenss 315 
Problems With the Study............. cc cccecce ccc e eee eee e eee e eee e eee eeeeeeeenae eens 326 
Suggestions for Further Study... ee eecseeeceneeeeeneeeeeee eee ees 329 

0) 60d LESS C6) 0 1 ran 331 

APPENDICES 

Appendix Page 

A. Instruction Letter to English Faculty Regarding Participation of Their 
English Class in the Study..............cc cece eee e eee e te ee cent eeeeeeeeeeeeeeeeees 341 

B. Student Profile Questionaire............... ccc cece cece cece eee eeseeeeneeceeeeneeeees 344 
C. Student Instructions for Autobiographical Essay .................. cee eee ee ees 357 
D. Questions Asked by Facilitators During Focus Groups.....................005 358 
E. Comparison of Campus Population and Research Sample by Student 

Characteristics from the Tidewater Community College Student 
Information System (SIS) Database ........... 0.0... ccccecce eee e ence enna ee eennees 360 

F. Research Sample by Student Type by Characteristics from the 
Tidewater Community College Student Information System (SIS) 
Database.......cccccccccce cence ene ene eee e cence nee enn eE Ee eG EEE ee EEE eee E EE ES 370 

G. Student Responses and Statistical Tests of Survey Questions by 
Student Type .........cccc ccc cce cece cence nee e eee e rene ene e eens ene eeeeeeeneeeenene es 377 

H. Collective Measures of Support for College Attendance by Student 
Type by a Student's External Environment or a Student's Commitment 
ANd Motivation ............ cece cee ecee eee e cece eee eeee eee ee eeeeee een eeeaeeeee ee eees 440 

I. Average Number of Minutes Spent Studying Per Credit Hour Per 
Week by Student Type ............. cece c cece cece ee ec eee ee tenneeeeeeennnnaenees 442 

J. Community College Functions and Their Congruence with the Student 
Typology: A Proposal .............ccccc cece cee nee tenet eeeeeeeeeeaeeeenneeeeeennaes 443 

REFERENCES. ............cc ccc ce ccc e cece ee ne ee eee eee e eee n eee nee een eee eneneeetneeeteeaaneeeeaees 465 

1X



LIST OF FIGURES 

Figures Page 

1. Index of Social Health and Gross Domestic Product -- 1970-1993................ 36 

2. Venn Diagram of Types of Students Who Attend Community Colleges .......... 44 

3. Venn Diagram of Types of Students Who Attend Community Colleges With 
Sample Sizes for Each Type ............. cece cece cece eee e ence e cece et eeeneeneeeeeaeenes 118 

4. Type [1] Students - FG-Primary 00.0... cccccccscccseceeseeaeseeseneeenees 120 

5. Type [2] Students - FG-New 20.0.0... cece cece ene ee eeeeeeeeeeeenneseteeenans 150 

6. Type [3] Students - New-Primary ............. ccc eccce esc eeeeaeeeeeeeeeeeeeaneeeees 179 

7. Type [4] Students - NT-New .......... 00. cece ccce eee tence eee e eee eeeeeeeeeneee nes 210 

8. Type [5] Students - NT-Primary ....... ce ceccceeeecnscceeeeeeeeceeeeeeaneenees 214 

9. Type [6] Students - NT-FG................ ccc cece cence ence eee eee eeeeeeeeenae eens 247 

10. Type [7] Students - NT-FG-New 0.0... 0... c cee ccc cence ee teeeeeeeneeseenaneeeeaes 263 

11. Type [8] Students - Traditional ................. ccc cece cece cece eee e eee eeeeeeeeaeeees 268 

12. Three-dimensional vector model of community college functions.................. 450 

13. Umit Vectors... ccccc cence ene ee nee e enn eee eee nena e eee a eee e sete een teats 452 

14. Three-dimensional vector model of community college functions.................. 453 

15. Equilibrium Model ........... 000 cece cece cece ene ene ee eee neeeeeneeeeeenenanes 454 

16. Collegiate Model... cece eceee ee eeeene cence east ease seen enenen ees 455 

17. Vocational Model ........... cece cece cece nee eee cn ee setae tees ee eaeeenaeeenee tens 456 

18. Remedial Model .............. ccc ec ce ccc ene ee eee e ene e neces eeteeeseneeeeaeeeneeeenaes 457 

19. Cooling-Out Model... cece ce ceee rere nero eens eee beeeeeaeaeeeneee seen es 458 

20. Liberal Arts Model ......... 0... c ccc cece cece cece nee cnet enna eeeaeeneee seas eenanentaneeees 459 

21. Abandonment Model..............cccccececceesee ee eeee eee cece eeeeeeseeeeeeneeeeennaees 460 

22. Eaton Model..............0...0.. bee ce ec eeeeeeeneeeeeeneeeeeeete ene resenseneebaeeas 461



23. Forces Acting on the Community College and the Resultant Function Model 
VECIOL ccc eee cece e eee eee een ene e Ee ESR REE EEE EEE Eee Eee EEE EEE EEE EEE EEE EEE EE ES 

Xi



LIST OF TABLES 

Tables Page 

1. Student Profile Matrix - Eight Student Types by Six Classification 
Cat€QOrieS 0.0... cee c cece e eter eee een ene ene ee eee senna eee ene Ee Enea EES 73 

2 Sixteen Student Types Defined by Responses to Four Questions.................. 90 

3, Comparison of selected fields from the SIS database for the campus 
population and the study sample.......... eee eccceeeeecseeeeeceane eens 108 

4, Sixteen Student Types Defined by Responses to Four Questions.................. 115 

5. Definition of Eight Student Types and Sample Size of Each Type................. 116 

6 Student Profile Matrix--Study Results of Eight Student Types by Six 
Classifications Categories ...........c cece ccc e cece eee ee cence eeeaeeeeeeeeeeeeaeeeeneeas 271 

Xi



CHAPTER I 

INTRODUCTION AND PROBLEM STATEMENT 

Purpose of the Dissertation 

The purpose of this dissertation was to develop and test 

a typology of students who attend a community college and 

develop a profile of each student type as found at the 

Norfolk Campus of Tidewater Community College. 

Development of the proposed student typology and 

associated student profiles grew out of an interest in 

students who enrolled at the Norfolk Campus of Tidewater. 

Community College. As the newest campus (only a three-year 

history of class offerings) and the only urban campus of the 

four-campus community college, the Norfolk campus has not 

attracted significant numbers of traditional college 

students. No data in the city demographics suggests that the 

campus will attract a large cohort of traditional students in 

the future. Adjunct faculty currently teaching at the 

Norfolk Campus have reported, over the past three years, that 

the students in Norfolk are different from students at the 

other campuses. This anecdotal evidence has been provided by 

faculty who teach on more than one campus each semester. 

They say that the Norfolk Campus students are less prepared 

for college work than students at the other campuses. They 

complain that the students lack basic skills, do not know 

what it means to be a student, and do not know what is



expected of them or what they should expect from the college. 

Faculty report that tne students behave like high school 

students, and even though the average age is 30-- the 

complaints are about students in their twenties. These 

characterizations of the students and the instructional 

problems mirror discussions by writers such as 

Richardson(1982), London(1978), Weis(1992), MacLeod(1987), 

McGrath and Spear(1991), and others. 

This dissertation makes several assumptions: 

1. The better understanding colleges have of the 

students they are attempting to serve, the better 

they will be able to develop the types of programs, 

curricula, and student services that support the 

students' efforts to learn and accomplish their 

objectives. 

2. The students who attend community colleges come 

from a wide variety of backgrounds, abilities, and 

social settings, and have an equally broad 

collection of goals and objectives. 

3. The students can be clustered into a manageable 

model. 

An urban community college campus tends to attract a 

Significant number of students who would otherwise not attend 

college. They may not have the financial resources to attend 

universities or they may not have an adequate academic 

background for acceptance to senior schools. Others may not 
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be able to attend a traditional senior school because of job 

or family commitments. 

A review of the literature reveals significant changes 

across the landscape of American life during this century. 

These changes include rapid development as a leading 

industrial/technological nation, increases in the standard of 

living for most Americans, civil rights advancements for 

minorities and women, and debilitating social problems as 

reflected in measurements such as the Index of Social Health 

over the past 22 years. 

The relationship between overall national economic 

growth and social health has changed. While the economic 

growth indicators have steadily climbed over the last 36 

years, the measures for social health in the nation have 

declined steadily for the past 22 years. The differences 

between the "haves" and "have-nots" have steadily increased. 

If education is one of the primary contributors to upward 

social mobility, then the worsening of so many social 

problems in the country suggests that there are serious 

problems with the ability of the education system to improve 

the social well-being of society. This dissertation does not 

attempt to explain the changes in the social health of the 

country or determine their causes or interrelationships. The 

dissertation simply recognizes their existence and continuing 

influence on the education process in the community college.



Concurrent with the decline in the index of social 

health has been an increase in the number of "nontraditional" 

students in the community colleges. The change in the 

students has exceeded the levels of nontraditionalism 

represented in the community college literature to date. 

These newest students have placed demands and pressures on 

higher education that had never been experienced before. 

These students enroll in the community colleges with greater 

needs than earlier students. They lack support from home; 

have no higher education role models; have not developed 

skills needed to succeed in the classroom or workplace; lack 

self-confidence; have low aspirations; have different views 

about the role of higher education than traditional students; 

and use the college in a variety of ways that are different 

from traditional students. Their use is incidental, 

sporadic, for specific short-term purposes, as a stepping 

stone to another goal, or as a testing ground for future 

coursework. 

Research to date on the nontraditional student has been 

limited and has tended to focus on demographics or cognitive 

psychology issues. Large studies such as those conducted by 

Adelman (1994), Cross(1974), Richardson(1982) or Roueche and 

Roueche(1993) have been few and have tended to focus on 

college-age students or on limited definitions of 

nontraditional students. For example, Cross(1974) studied 

"New" students who were college-age students from the lower 
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half of the high school graduating class. She did not study 

adults. 

McGrath and Spear(1991) stressed the need for studies 

that went beyond demographics to study the culture of the 

students. They encouraged studies that include what is going 

on in the lives of the students outside of the classroom. 

They and others argued that these factors, whether they were 

environmental or internal motivations or career aspirations, 

had a significant impact on classroom performance. 

Junior college resources, once devoted to the single 

goal of preparation for baccalaureate degrees, have been 

diverted to a multiplicity of functions and roles since 1960. 

Some of these roles were stated and deliberate, while others 

were either unknown or hidden from most observers and 

participants. 

The stated functions, those that provided direct 

services to individuals, included: 

1. A collegiate or transfer function that provided a 

vertical integration of the community college 

within the broader context of education in the 

United States. 

2. A vocational or training for business and industry 

function that provided a horizontal integration 

with the community as a support for the economic 

development of the community.



3. A remedial or college preparatory function that was 

orthogonal to traditional higher education 

functions. 

4. A community service role that for many colleges 

served as a secondary function of community 

colleges. 

The indirect or hidden functions included: 

1. Cooling out/social stratification 

2. Providing upward social mobility 

3. Democratization of education through providing 

access to all who seek education. 

An institution's success depends on an understanding of 

both the stated and hidden functions that colleges serve as 

well as choices that colleges make regarding the functions 

they will pursue. Success is also measured by how well 

college administration, faculty, and staff understand the 

contemporary community college students who everyday arrive 

at their door step seeking a better life. 

Student access to higher education in America has 

evolved along several fronts simultaneously. College 

attendance has changed from the privileged few (the period of 

aristocracy), to all who can take advantage of what colleges 

have to offer (egalitarian access). College functions have 

changed from a place to learn the culture and traditions of 

society to a place to prepare for careers and a way to move 

up the social status ladder. Higher education choices have 
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changed from a limited number of elite universities and 

liberal arts colleges, to colleges and universities that 

offer an enormous range of types, functions, and programs. 

Community colleges have changed from a few single- 

purpose institutions (preparation for transfer) serving a 

narrowly defined student population to more than 1,200 

colleges with multiple purposes serving a large mix of 

traditional and nontraditional students. Traditional-age 

students have given way to student bodies with an average age 

of 30. Full-time students have been largely replaced by 

part-time students; previously male populations have given 

way to a majority female student population. From schools 

that tended to serve white students, community colleges now 

reflect the racial composition of their communities. 

Conqruence Between Student Types and College Functions 

This dissertation develops a typology for describing the 

multiple subsets of the community college student population. 

First, the community college student population is divided 

into eight discrete types based on descriptors found in the 

literature. A Venn diagram is used to depict the typology. 

Six categories of student characteristics serves as a basis 

for gathering data and provides a vehicle for comparing the 

eight student types. A variety of data gathering methods, 

both quantitative and qualitative, are used to develop a 

"rich" profile of each of student type. Urban students 
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attending the Norfolk Campus of Tidewater Community College 

during the Fall 1996 term serve as the data source. 

As a follow-up to the study conducted for this 

dissertation, a community college function model is proposed 

in Appendix J. The various model configurations are 

considered in light of the results of the study of student 

types. A vector model depicts the interactions of the 

various functions that community colleges are expected to 

perform. The three-dimensional model includes a vertical 

vector representing the vertical integration of the community 

colleges as a part of higher education. A horizontal vector 

represents the horizontal integration of the community 

colleges into the community as a part of economic development 

and industry training. Finally, a vector at right angles to 

the other two (orthogonal) represents the remediation 

function of the community college. 

A review of the literature reveals eight configurations 

of the vector model. While not a part of this dissertation, 

comparison of a college's student types identified and 

studied in this dissertation with the function model found at 

an institution provides an indication of fit between 

institutional objectives and student characteristics. 

The delineation of the various types of students in 

juxtaposition to the functions of the community college will 

add to the existing literature regarding community college 

students and specifically the nontraditional students. The 
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design of academically successful student service programs 

and academic programs depends to some extent on an 

understanding of the needs, inclinations, and culture of the 

nontraditional students. 

Problem Statement 

Community colleges are important institutions for 

nontraditional students because that is where these students 

tend to enroll in higher education. Eaton (1994) concluded 

that, “Socially, the community college is a pivotal 

educational institution for low-income students, individuals 

undergoing a major change in life circumstances, and 

especially minority students” (p. 5). While created as part 

of a meritocratic access model in the early part of the 

century, the community colleges evolved to become the focal 

point in a combination meritocratic/egalitarian access model. 

Richardson and Bender (1987) said that the community 

colleges were created to provide access to higher education 

for populations previously excluded or underserved. Thus, 

anyone 18 years or older was guaranteed entry into higher 

education, while the universities were protected from the 

masses of students who were not prepared for university-level 

work. The resulting stratification of higher education 

functions and access mirrored the stratification of the 

social classes in America. This meant that people of color 

attended the institutions with the fewest resources from 
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which they were less likely to graduate or transfer than 

white students (Richardson, 1994). 

Traditional and Nontraditional Students 

Differences between traditional and nontraditional 

students have been reported in the literature by Zwerling 

(1992), McGrath and Spear (1991), and Richardson, Fisk, and 

Okun (1983). They all noted the difficulty that 

nontraditional students have adjusting to the academic 

culture and understanding what is required of them as 

students. The nontraditional students appear to operate 

under different assumptions, are not prepared for college- 

level work, and appear to have different motivations than 

traditional students. A Ford Foundation (1988) report 

concluded that the nontraditional students did not have the 

skills necessary to "Sustain a successful collegiate 

career"(p.ii). McGrath and Spear(1991) concluded that the 

change in enrollments in the community colleges in the 1960s 

and 1970s and the resulting change in the students enrolling 

in higher education led to a cultural disarticulation of the 

nontraditional student from the practices of academic life. 

As early as 1968, Cross called for research to determine 

the differences between nontraditional and traditional 

students. While these differences have been researched for 

the past 25 years, Roueche and Roueche argued that not enough 

is known about these students. McGrath and Spear(1991) 
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believed that the differences are understood between the two 

groups, but that very little is known about what 

nontraditional students are really like. Zwerling argued 

that there is little data comparing the success rates of 

adults with that of traditional-age students. He stated: 

Most of the cultural literature concerns itself 

with younger students--for example, in their 

fieldwork, London (1978) and Weis (1985) have 

generally studied the lives of traditional-age 

students who are the first in their families to go 

to college. Little is said about first-generation 

students who attend while working and raising 

families. (1992, p.48) 

Beyond consideration of the differences between 

traditional and nontraditional students, the literature also 

revealed numerous differences within the set of 

nontraditional students; thus, they could not be thought of 

as a Single group. As Zwerling noted, within the set of 

nontraditional students, adults are likely to respond 

differently than traditional college-age students to the same 

questions. 

McGrath and Spear (1991) said that the “The educational 

challenge for community colleges is the construction of 

bridges of understanding across which students may move from 

nontraditional backgrounds to-competent membership in the 

educated community” (p.30). Writers such as London(1978), 
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Weis(1992), as well as McGrath and Spear(1991) argued that a 

broader study of community college students is required; a 

study that goes beyond demographics or the cognitive 

psychology dimension. They stressed the importance of 

recognizing and understanding the cultural contexts and 

relationships that play an important role in student 

understandings and motivations. 

In summary, this literature revealed two significant 

problems that warrant study: 

1. Most of the research completed to date has focused 

on traditional college-age students and not the 

contemporary community college population, which 

has an average age of 28-30. 

The considerable amount of research completed on 

the community college students has not been 

compiled in a format that distinguishes the 

differences among the various types of 

nontraditional students. The research has tended 

to focus on demographic studies or cognitive 

psychology studies, instead of broader 

investigations that consider social, economic and 

cultural dimensions. 

Research Questions 

1. Is it possible to develop a typology of community 

college students that distinguishes among eight types of 
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students who attend the community colleges? Can an objective 

survey instrument provide enough information to support the 

literature regarding the existence of eight discrete types of 

students? 

2. If the typology can be confirmed, can the typology be 

used with additional data gathering instruments and 

methodologies to develop "rich" profiles of each student 

type? Using six sets of criteria, can a matrix of profiles 

be developed that reveals the differences among the types? 

3. Are there significant differences among the profiles 

developed to have implications for curricula, instruction, 

and student services? 

Definitions 

The following definitions are used within this 

dissertation. 

Career Vector -- Represents the college's commitment to 

vocational education, continuing education and horizontal 

integration into the community. 

Collegiate Vector -- Represents the college's commitment 

to the transfer function and vertical integration into 

mainstream education channels. 

Continuous Enrollment -- Successive enrollment for fall 

and spring semesters, but not necessarily summer semester. 

Horizontal Integration -- The extent that community 

colleges look outside of the academic function and towards 
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other segments of society, such as vocational/occupational 

education, business and industry training, continuing 

education, community service. 

Orthogonal Function -- In this study, functions that are 

at right angles to the collegiate function or the career 

function. This function represents the extent that community 

colleges participate in education and training that lies 

outside the traditional venues of collegiate and career 

education and toward preparation of individuals who are not 

ready for college-level work. 

Remedial Vector -- Represents the college's commitment 

to the remedial function that prepares individuals for 

college-level work. 

Vertical Integration -- Students in America engage in 

their academic education along a vertical path from 

elementary school, to high school, to college and graduate 

school. The extent that community colleges receive high 

school graduates and send them on to the senior institutions 

indicates their participation or integration into the 

vertical path. 

Limitations 

The methodology used is a mixture of qualitative and 

quantitative analysis. The use of qualitative data creates 

issues of transferability because of the inability to control 

the process or variables or measure the results ina 
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quantitative manner. Thus, conclusions of the study may not 

apply to other community colleges. 

The inability to randomly select all participants for 

all parts of the data collection restricts the 

transferability of the findings. Bias is not easily 

controlled. 

The study is limited to one community college campus 

during one semester. Conclusions may or may not transfer to 

other campuses of the college or to campuses of other 

colleges. 

The study design is a broad study and does not focus on 

any single variable. 

The use of more than one facilitator to conduct the 

focus groups reduces the control over the study and may bias 

the data. 

The use of a variety of faculty to administer the survey 

instrument may compromise the conclusions due to differences 

in the way the instruments are administered. 

The Hawthorne effect may distort the data. Students may 

attempt to enhance their stories or attempt to say what the 

researcher wants to hear if they know they are part of a 

study. 

Cross defined the "New" students as traditional-age 

students from the lower two ability quartiles and females 

from the lower two Socio-economic quartiles. This study did 

not have access to student high school ranks or to SES 
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information. For this study, "New" students are defined as 

traditional-age students who are deemed not prepared for 

college-level work on the basis of the college's placement 

tests. 
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CHAPTER II 

LITERATURE REVIEW 

This chapter traces the changes in the junior 

college/community college role from helping the traditional 

student prepare for upper division college courses (vertical 

function) to the emerging emphasis on vocational education 

and business training (horizontal function), and to the 

inclusion of remediation (orthogonal function) in the roles 

of the community college. These changes will be stated 

within the context of the change in higher education access 

from an aristocratic model to a meritocratic model and 

finally to an egalitarian model. 

During this century, a number of events occurred to 

encourage or pressure community colleges to become more 

egalitarian and to emphasize vocational education. These 

pressures resulted in new functions for the community 

colleges and new students seeking entrance to higher 

education as a means to upward social mobility. 

During this time, the demographic and cultural 

background of those attending the community college changed. 

They occurred with a concurrent decline in the quality of 

students seeking access to all of higher education and a 

decline in the quality of life of Americans as measured by 

the index of social health. 
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These negative shifts have occurred over the past 45 

years. The nation has experienced rapid technological 

advancement, strong challenges to American business by 

foreign companies, and a weakening of the social fabric. 

Over the past 22 years the country has experienced higher 

crime rates, persistent poverty, lower work and literacy 

skills levels, and a significant increase in the number of 

female head of households. 

Changing Colleges, Functions and Students 

For the past 200 years, American institutions of higher 

education have experienced significant changes in purpose, 

number of schools, and student population, seemingly in 

intervals of 45 to 50 years. Each wave of reform brought 

greater student access, new students, new functions, or new 

institutions into the mix of higher education's colleges and 

students. Cross (1974) described the shift in access to 

higher education from aristocratic to meritocratic and 

finally to democratic or egalitarian access. “Each period 

turned on the question of access--who should go to college 

and, in more recent years, what college they should attend” 

(Roueche and Roueche, 1993, p. 22). 

Cross (1974), Brint and Karabel (1989), Cohen and Brawer 

(1989), Roueche and Roueche (1993), and others have 

chronicled the past 150 years of student access to higher 

education as well as institutions' roles and missions. The 
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increased need for trained workers and professionals to 

manage and operate businesses, as well as the increasing 

numbers of high school graduates during this period, created 

access pressures on the existing institutions and the new 

institutions that formed. Because elite institutions and 

liberal arts institutions were resistant to these increased 

demands for access, new institutions developed to relieve the 

pressures while allowing the elite universities to maintain 

their focus on the most able students. Once the universities 

adopted the German research institution model, the new 

institutions met access demands and allowed the universities 

to maintain their emphasis on research. 

“Historically, higher education in the U.S. was reserved 

for the privileged few. In the early 19th century, the 

classical college, established primarily to preserve and 

transmit culture and tradition, was the only institution of 

higher education” (Roueche & Roueche, 1993, p. 23). 

Approximately 50 years later with the passage of the 

Morrill Land Grant Act in 1861, this role began to change. 

Additional colleges were created to increase access to higher 

education and to focus on applied subjects (Roueche, & 

Roueche, 1993). These state universities were developed 

under the belief that an educated citizenry was required for 

a better democracy; that all citizens should have educational 

opportunities; and that the curriculum should reflect the 

professional and practical needs of the citizens (Brick, 
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1994). While the “land-grant colleges initially were called 

the 'people's colleges' and embraced a more diverse clientele 

of students than higher education had ever known, they still 

did not admit minorities, offered few opportunities for 

women, and were geographically inaccessible to many students" 

(Roueche & Roueche, 1993, p.23). 

Brint and Karabel (1989) concluded that the result of 

the interplay of popular demand and elite responses was the 

creation of a huge but highly differentiated educational 

system, with unequaled numbers of students enrolled [Over 

time, admission to these institutions and to the land grant 

colleges came to be based on academic merit.] Roueche and 

Roueche (1993) wrote that, "Even as these new colleges were 

being established .. . they began to turn toward more 

selective admissions, assuming many of the characteristics of 

the colleges of the aristocracy" (p. 23). Zwerling argued 

that within 10 years of formation the colleges began to 

"resemble the aristocratic colleges to which they were 

supposed to provide an alternative" (1976, p. 56). 

Nearly 40 years after the establishment of the land 

grant colleges, what was believed to be the first two-year 

college opened in 1902 in Joliet, Illinois; its mission was 

to better prepare high school graduates for entry into the 

University of Chicago (O'Banion, 1989). This institution was 

soon followed in California by a system of two-year colleges 

and a new model for higher education that included a plan for 
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the two-year colleges to provide the first 2 years of a 

bachelor's degree: The universities would give up the first 2 

years of instruction and focus on the junior and senior years 

and graduate school. During the first 30 years of the 20th 

Century, throughout the nation, numerous two-year colleges 

were created and patterned after the California model or 

Joliet College. Other colleges were extensions of secondary 

schools. 

As extensions of secondary schools, junior colleges 

marked the first effort in the nation to offer higher 

education to the masses (Brint & Karabel, 1989). While they 

represented the practical application of the egalitarian 

model, they simultaneously supported the meritocratic efforts 

of the universities to remain selective by siphoning off the 

underprepared students who sought entrance into higher 

education. 

These schools offered the first 2 years of a university 

degree at reduced cost and no academic loss (McGrath & Spear, 

1991). Studies conducted in the 20's revealed that students 

who transferred from junior colleges to universities did at 

least as well as the native students. The junior college 

leaders said that the achievement results indicated that they 

were doing a good job of protecting the universities from 

students who were not prepared and that junior colleges were 

sending forward only the best’ students (Brint & Karabel 

1989). According to O'Banion (1989), achievement results 
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were evidence that the junior colleges were providing a 

sorting function by keeping the less qualified students out 

of the universities. 

The gradual shift from a single mission of transfer 

education to multiple missions found in the modern community 

college began in the 1920s. The liberal arts courses gave 

the colleges legitimacy. However, with the enrollment 

pressures from unprepared students that resulted in opening 

higher education to the masses, the colleges began a long 

process of shifting the emphasis from liberal arts toward 

vocational education (Brint & Karabel, 1989). 

As the number of underprepared students increased, the 

state systems of higher education moved away from the 

California approach. The universities decided to maintain 

control of the first 2 years of the bachelor's degree. This 

meant that the community colleges needed another mission. 

According to Brint and Karabel (1989), the community college 

leadership decided that this mission was vocational 

education. Initially the vocational programs were few in 

number, enrolled few students, and were not well received by 

students. 

By the late 30's however, junior colleges offered 

programs along two tracks, one transfer, one 

vocational/terminal (Brint & Karabel, 1989). Vocational 

enrollments, which increased during the depression, 

Stabilized until the rapid growth in vocational enrollments 
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in the 1970s. At that time community colleges became 

comprehensive institutions providing both transfer and 

vocational curricula (Cohen & Brawer, 1989). 

Continuing pressures for entrance into higher education 

after World War II led to an egalitarian model that focused 

on equal opportunity for all who sought higher education. 

Business and industry needed a better trained workforce. 

Soldiers returning from the war wanted a better life for 

themselves and their families. They sought access to higher 

education aS a means to upward social mobility, yet many were 

not prepared for college and would not have been accepted 

into higher education before the war. Thus was a new role 

found for higher education. In addition to preparation for 

entry into society, higher education was seen as the route to 

upward social mobility. 

Forty-five years after the opening of the first junior 

college, the Truman Commission on Higher Education of 1947 

mapped the future of higher education by calling for greater 

access and broader curricula in vocational education. As 

with the past events already cited, the issue of access was 

broadened and another attempt was made to democratize higher 

education. 

This time, efforts toward egalitarian access included 

women and minorities. With passage of the 1944 GI Bill of 

Rights, access was extended to adults. The Truman Commission 

broadened the functions of the junior colleges by giving them 
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the task of serving an underprepared population, providing 

access to college for minority students, and by legitimizing 

the vocational function of the colleges (Brint & Karabel, 

1989). The community-based colleges provided a place for the 

nontraditional students to begin. These nontraditional 

students were minorities, students with lower social economic 

status (SES), academically weak students, and women. The 

community college became the college of opportunity for all 

Americans (Diener, 1994). 

To achieve a better fit with the new mission of the 

junior college institutions, the Truman Commission also 

suggested that the name be changed to community colleges 

(Brint & Karabel, 1989). The result would be the creation of 

a nationwide set of community colleges to give access to 

higher education to the masses of young people who otherwise 

would not be able to attend (Parnell, 1985). 

The Truman Commission attempted to balance the demands 

for more education for the underprepared populace and the 

demands for a better trained workforce against the inability 

and unwillingness of the universities to accept the hordes of 

individuals seeking access (Brint & Karabel, 1989). The 

report concluded with a call for equality of opportunity in 

higher education and a proposal that “postsecondary education 

through the 14th grade should be provided to all citizens 

regardless of race, sex, religion, color, geographical 

location, or financial condition” (Roueche, & Roueche, 1993, 
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p. 26). The junior college was central to this plan. 

Community based, the schools would place less attention on 

the transfer function of higher education and more attention 

on the occupational functions. The emphasis would be on 

vocational programs to develop technicians and semi- 

professional workers for middle level jobs (Roueche & 

Roueche, 1993). 

The Truman report marked the beginning of the most 

recent period of higher education in the United States. It 

also marked the beginning of a dramatic change for the junior 

colleges who would soon afterward adopt the community college 

name and the new missions of providing upward social mobility 

and remediation. 

Community colleges flourished as a result of the impetus 

provided by the Truman Commission, the senior institutions' 

insistence on access based on merit, and the influx of 

additional students seeking higher education. The new 

community colleges of the 1950s and 1960s caused a dramatic 

increase in the number of high school graduates who attended 

college (Cohen & Brawer, 1989). “By the 1960s, these 

colleges [community colleges] were responding to the 

increased egalitarian demands placed on higher education. 

They offered a wide range of programs in general education, 

vocational-technical education, transfer education, 

developmental education, and community education” (Roueche & 

Roueche, 1993, p. 29). 
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As the open door institutions proliferated, the 

universities pursued a policy of selective admissions that 

reflected the meritocratic philosophy of James Conant. He 

believed that social mobility and access to higher education 

should be determined by ability. The brightest students, 

regardless of social background, would be channeled into a 

hierarchically differentiated system of colleges and 

universities closely coordinated with the manpower needs of 

the economy (Brint & Karabel, 1993). 

The major function of the community colleges was still 

transfer in the 60s. A study conducted during this time 

found that 62% of the community college students graduated 

with a bachelor degree within three years (Merson, 1993). 

However, as the 1960s moved towards the 1970s, career 

enrollments began to grow and continued through the 1980s. 

This growth was due to a variety of factors, including the 

Vocational Education Act of 1963; the increase in part-time 

students, women and minority students; the absorption of 

adult education programs into the colleges; and the changing 

shape of the labor market (Cohen & Brawer, 1989). 

Various authors reported on the increase in enrollments 

during the 1960s, 1970s and 1980s. While there was no clear 

agreement on the exact enrollment numbers, the trend was 

clear. From an enrollment of 500,000 students in 1960, 

enrollments topped 1,000,000 in the early 1970s and reached 
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5,000,000 by 1987 (Brint & Karabel, 1989; Cohen & Brawer, 

1989; The Aspen Institute, 1992). 

These increased enrollments signaled a shift in the 

types of students attending the community colleges. Leslie 

and Brinkman (1988) stated that the developments in the 

1960s, i,e., civil rights, the women's movement and 

egalitarianism in general, may have been the driving forces 

behind the increase in enrollimant rates for lower-income 

individuals during the late 1960s and much of the 1970s. 

During this period the community colleges developed and 

became available to virtually everyone. Leslie & Brinkman 

(1988) concluded that community colleges probably led to an 

increase in participation among low income students. 

The profile of the student attending the community 

college in the 1960s was remarkably similar to the profile 

described in the 1970s and 1980s. Research by Merson 

reported by Roueche and Roueche (1993) found that community 

college students in the 1960s: 

Graduated from high school with a C or below grade 

point average. 

Were deficient in basic skills. 

Had poor study habits. 

Were weakly motivated. 

Had no home support to encourage continuing in 

school. 

Had unrealistic and ill-defined goals. 
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Were from homes with few advantages and minimal 

standards of living. 

Were first in their family to attend college. 

Women's enrollments increased dramatically as did 

minority enrollments (The Aspen Institute, 1992). Clowes, 

Hinkle and Smart (1986) found that the percentage of female 

high school graduates enrolled in higher education increased 

Significantly between 1961 to 1982 and exceeded male 

enrollment, regardless of SES, aptitude, or type of 

institution. 

Roueche and Roueche (1993) added to the profile by 

reporting that community college students appeared to have 

lower educational-occupational aspirations than students who 

began in senior colleges. Students were attracted to the 

community colleges for practical reasons. They chose 

community colleges because the schools were close to home, 

provided training that would lead to a better job or because 

of the .ow tuition. 

Cohen and Brawer (1989) noted that the new students to 

higher education were minorities and women, people who could 

not afford high tuition and who could not attend full time. 

They were not academically prepared and were using the 

college preparation as a means of looking for new jobs. 

Brint and Karabel (1989) concluded that by the end of 

the 60s the community college’ image had changed to that of a 

low-cost institution that focused on the practical issues of 
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the nation by providing occupational training. Supporting 

organizations had poured millions of dollars into the 

colleges to promote the vocationalization of the curriculum 

and the notion of equal opportunity for students. They 

declared that the fifty-year effort to vocationalize the 

community college curriculum was successful by the 1970s. 

The number of vocational enrollments rose from about one 

third to over one half of the total enrollments in the period 

from 1970 to 1977. 

By the late 70s, the community colleges were really 

vocational schools with as many as 70% of the students 

enrolled in career education programs (Brint & Karabel, 

1989). The traditional university-parallel programs were no 

longer the vehicle by which transfer to senior institutions 

was made; rather, occupational and technical programs were 

issuing more than half of all community college degrees and 

significant numbers of those students transferred to a four- 

year institution (Roueche, & Roueche, 1993, p. 30). 

Despite the enrollment increases and the emphasis on 

vocational education, nearly 80% of the students indicated an 

aspiration to earn a bachelor's degree. However, Brint and 

Karabel (1989) concluded that students migrated toward 

vocational programs because of a combination of factors that 

included: 

1. Family pressures against’ college study. 
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2. A labor market portrayed by the media as being overrun 

with bachelor degree holders. 

3. A belief on the part of the students that they were not 

capable of college transfer work. 

Brint and Karabel said the climate in the community 

colleges changed in the 70s from previous decades in two 

ways. First, there was an increasing number of part-time 

personal-development students who enrolled in one or two 

courses and then dropped out until they wanted to take 

another class. The second change was the increase in the 

number of unprepared students who applied. This increase in 

unprepared students caused dramatic increases in enrollment 

in remedial courses. For example, between 1972 and 1979, 

Trow found that the “majority of freshmen entering community 

colleges were reading below the eighth grade level, a decline 

of at least two grade levels since 1971” (Roueche & Roueche, 

1993,p.44). As a consequence of these two changes in the 

student profile, the transfer rates to senior institutions 

dropped significantly (Brint and Karabel, 1989). 

Roueche and Roueche's (1993) research on the community 

college student led them to state that, 

Well into the 1970s the profile of the 

nontraditional student had not changed dramatically 

for more than 45 years--most were Caucasians from 

blue-collar families; substantial numbers of the 

rest were members of ethnic minority groups. Most 
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had parents who had never attended college, the 

students had not been successful in high school 

studies, and they were more likely to plan on 

entering community colleges or vocational schools 

than four-year colleges or universities. They 

viewed education as a way to a better life than 

their parents. (p. 35) 

Roueche and Roueche (1993) continued their profile of 

the community college student in the 1970s by noting that a 

shift occurred in the student population in the second half 

of the decade. No longer confined to low SES status, "These 

students had learning problems and a history of poor academic 

performance, including feelings of school failure, that were 

strangely similar to those from less advantaged backgrounds" 

(p. 36). 

By the 1980's the impact of the community colleges on 

the whole of higher education was clear. With more than 

1,000 community colleges across the country, the schools 

enrolled over one third of the students in higher education 

and over half of entering freshmen (Diener, 1994). 

By 1986 over two thirds of the high school graduates 

were attending higher education (Cohen & Brawer, 1989). 

While the egalitarian notion of access to higher education 

was in place by the 1980s, the highly differentiated system 

of higher education supported the selectivity and segregation 

of the student population by race, class, or sex. The 
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universities that chose to remain the most selective were 

also the institutions likely to have the fewest minorities, 

women, and the more higher SES males (The Aspen Institute, 

1992). 

The community colleges provided the broadest access and 

attracted the greatest diversity of students. Women became 

the majority students. Large numbers of low SES students, as 

well as those poorly prepared for college work, were found in 

the community colleges. By the end of the 1980s, colleges 

addressed access demands by encouraging and assisting those 

who were not prepared and usually not interested in higher 

education (The Aspen Institute, 1992). The dramatic growth 

in vocational education enrollments evident in the 1970s 

leveled off in the 1980s at 72% of all program enrollments. 

In some instances, there was a slight shift toward more 

general education coursework (Cohen & Brawer, 1989). 

With the explosion of enrollment growth since the 1960s 

and the increasing attraction of the underprepared students, 

both traditional age and adults, community colleges were 

forced to put more and more of their resources into remedial 

education. Though the description of the community college 

student provided in 1960 by Merson (1993) still fit the 

student of the 1980s, the population of underprepared 

students had grown significantly and mirrored the decline in 

student achievement at all education levels across the 

nation. In 1984 between 30% and 40% of the freshmen entering 
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in two-year colleges read below a seventh grade level, and 

the forecast was that “there is little hope that they will 

show any noticeable improvement for the next two decades” 

(Roueche, Baker, & Roueche, 1984, preface). 

Richardson (1994) noted that in the late 1980s the 

community colleges had adopted the assessment movement, and 

in the process discovered that more than half of entering 

students lacked the basic skills required to do credible 

academic work. In urban schools, the numbers often ranged 

from 75% to 95%. 

Eaton (1994) cited the "Nation at Risk" report that told 

the American people that the gap between the education 

performance of the nation's students and the needs of 

American society was enormous. She concluded that the gap 

was the product of neglect, misplaced priorities, and low 

Standards. Roueche and Roueche (1993) reported, “The overall 

scholastic achievement levels of college-bound students, in 

the very early 1990s, were below what they had been 20 years 

ago” (p. 6). Alison Sprout of Fortune (1990) noted that 

though 75% of American high school seniors are theoretically 

qualified to go on to college, they are clearly not equipped 

to do regular college work. Dale Parnell (1990) wrote that, 

“In the inner city, two out of three children live ina 

household headed by a single parent, usually a female” 

(p.15). He continued, “Although underrepresented in the 

postsecondary population overall, minorities tend to choose 
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community colleges in disproportionate numbers for reasons 

relating both to economics and to academic preparation" 

(Parnell, 1990, p.19). 

Characteristics of students attending higher education 

have changed over the past 50 years, and changes in the 

community college student population have been the most 

dramatic. Students have changed from traditional-age 

transfer students, with a goal of graduating with a bachelor 

degree, to underprepared college-age students, and finally to 

nontraditional students of all levels of preparation, age and 

objectives. These changes are, in part, a result of efforts 

to provide greater access to a broader population and, in 

part, due to the significant changes that have occurred in 

society during this period. In turn, these newer students to 

higher education have caused changes in the very institutions 

that serve them. Based on six sets of defining 

characteristics, this dissertation proposes a model for 

distinguishing among the various types of students who attend 

community colleges. 

Social Health Index 

The changes observed in the functions of the colleges 

and the students seeking admission are a part of broader 

changes occurring in society. The "1995 Index of Social 

Health: Monitoring the Social’ Well-Being of the Nation 

Report" (1995) compares the social health of the nation with 
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economic growth over a 24-year period (Figure 1). The report 

tracks data over time “illuminating trends in our overall 

social performance"(p. 2), as well as, provides a measure of 

the strength of the social fabric of the nation. 

The Index uses sixteen social problems, arranged in five 

groups, to determine the index number each year. These 

include: 

Children 

Infant mortality, child abuse, children in poverty 

Youth 

Teen suicide, drug abuse, high school drop-outs 

Adults 

Unemployment, average weekly earnings, health 

insurance coverage 

Aging 

poverty among those over 65 

out of pocket health costs for those over 65 

All ages 

Homicides, alcohol-related traffic fatalities, food 

stamp coverage, access to affordable housing, gap 

between rich and poor. (p. 3) 

The authors note: 

These problems are social in that, although they 

affect individuals, they do not occur in isolation, 

but interact to shape how our society functions. 

They are closely linked to social institutions, 
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Index of Social Health and Gross Domestic Product 

1970-1993 
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such as the labor market, social welfare programs, the 

school, and the family. Thus these problems are an integral 

part of our society; monitoring them tells us much about the 

quality of life in America, both today and over time (p. 3). 

Until 1977 the graphs of social health and gross 

domestic product grew or moved together. During the 1960s 

and until 1978 the index measure fluctuated between the upper 

60s to the upper 70s. After 1977 the graphs began to 

diverge, and currently, are at their greatest difference. The 

social index has declined 45% while the GDP has risen 79%. 

Since 1981, the index has not been above 45 and has moved in 

a range between the high 30s and low 40s. The average of 

40.2 in the first four years of the 1990s is the lowest of 

any four-year period. “What is clear from the chart is that 

the relationship between overall economic growth and social 

health has changed” (p. 8). 

In 1993 six problems reached their worst recorded level: 

Children in poverty, child abuse, health insurance coverage, 

average weekly earnings, out-of-pocket health costs for those 

over 65, and the gap between the rich and poor(p. 5). 

Three of the problems, children in poverty, average 

weekly earnings, and the gap between rich and poor, were all 

economic-related issues and speak to the split in the society 

between the "haves" and the "have-nots." The growth in the 

economic indicators and the gross domestic product, 

concurrent with the decline in the index of social health, 
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raised serious questions about how our society functions, and 

the interaction of the labor market, social welfare programs, 

the school, and the family. The shift from an industrial age 

to increased automation and an information age has resulted 

in a reduction of industrial workers, increased use of part- 

time/ temporary labor, and a requirement for more educated 

workers who can process the information. School performance/ 

expectations, decline of the family, other social problems 

(i.e., drugs, crime, alcohol-related accidents), and social 

welfare programs that penalize individuals who try to get off 

welfare, interacted to make it difficult for individuals to 

improve their social status. 

The decline in the social index that began in 1974 

parallels the growth in community college enrollments of 

nontraditional students who were older than traditional age 

students, attended part time, and were considered incidental 

users of higher education. The decline in the index also 

coincided with the growth in vocational enrollments to more 

than half of all enrollments, and the decline in the quality 

of student enrolled. 

McGrath and Spear (1991), London (1978), and others 

argue that the social and cultural factors that students 

bring to the classroom play a significant role in their 

ability to be successful students. The influences of these 

social factors are not evident in studies of student 

demographics or studies of performance based on cognitive 
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psychology, but they must be a part of future studies of 

student characteristics and behaviors. 

Traditional and Nontraditional Students 

As noted earlier, the demographics of students in higher 

education have changed over the past 45 years from a near 

homogenous set of students who were predominately white, male 

and between the ages of 18-24 to a set of students more noted 

for diversity than homogeneity. McGrath and Spear (1991) 

State that the historic surge in enrollment in the 1960s and 

1970s destroyed the traditional match between the cultural 

worlds of the faculty and students and led to the well-worn 

notion of the nontraditional student. “Today, only 43% of 

America’s higher education students are considered 

traditional-- that is, student under 25 who attends a four- 

year institution full time. The ‘new majority’ are older 

students, or attending part time, and those enrolled in 

community colleges” (Martens, Lara, Cordova & Harris, 1995, 

p.5). 

Numerous studies conducted on college freshmen and 

sophomores use traditional age students as their sample. For 

example, Astin (1985) cites the 1983 "Nation at Risk" study 

by the National Commission on Excellence in Education, 

regarding the decline in admission test scores. Astin also 

studied traditional college freshmen covering an 18 year 
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period from 1965-83. His conclusions about entering freshmen 

and their reluctance to enroll in courses that challenge 

their academic skills are directed toward traditional 

college-age freshmen. Similar studies referenced by Cohen 

and Brawer (1989), as well as studies conducted by Cross 

(1974), used the same age groups as the basis for their 

studies. Studies by London (1978) and Weis (1992) on first- 

generation students tended to focus on traditional age 

students. 

From their beginning, junior colleges attracted students 

whose high school achievement were below the standards . 

required by the universities. As the junior colleges adopted 

additional functions beyond transfer and pursued larger 

enrollments, the typical student profile began to change. 

Cross (1974) viewed the changes in the student profiles 

within the context of changes in access throughout higher 

education. She believed that the meritocratic access 

policies of the 1960s would give way to democratic access and 

with this change in access would come new students to higher 

education. In 1974 Cross asked the new students who would 

attend higher education, and in particular, the community 

college. She named these students "New Students" to higher 

education. On the basis of her research, Cross concluded 

that the national adoption of an egalitarian education 

philosophy would mean universal higher education similar to 

universal public secondary education in which 80% of the 
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children attend high school and graduate. She reviewed 

college attendance data for SES and ability and concluded 

that male students in the upper two quartiles of ability 

already exceeded the attendance rates for universal 

education. Females in the upper two ability quartiles who 

were also in the upper two SES quartiles also attended in 

numbers that exceeded the threshold. Thus, she concluded 

that "the 'New' students would be males and females from the 

lower two ability quartiles and women from the lower two SES 

quartiles" (p. 12). She did not include nontraditional age 

students in her definition and confirmed in her book Access 

to Education that the "New Students" did not include adult 

students. 

Throughout the 1970s, the profile of the population 

attending community colleges continued to change. These 

newer students included a greater number of adults, 

minorities, women, part-time students, and students who 

attended the college for a variety of reasons other than 

preparation for transfer. In its 1990 report, "Serving 

Underprepared Students,", the League for Innovation in the 

Community College noted that while a disproportionate 

percentage of these students were minorities, especially in 

urban areas, there remained incredible diversity within the 

category of “high risk" -- recent high school graduates, 

returning adults, high school dropouts, illiterate adults, 

immigrants, and students with limited English proficiency. 
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They also were disadvantaged by the same characteristics that 

have more traditionally described the developmental student: 

weak self-concepts, a history of academic failure, uncertain 

or unrealistic goals, and family and economic difficulties 

(Roueche & Roueche, 1993 p.37). 

Other researchers, besides Cross, gave new names to the 

types of students attracted to the community colleges. Each 

name and definition described a different subset of the 

higher education population. These included nontraditional 

students, at-risk students, and first-generation students. 

London (1978) and others studied traditional aged, 

first-generation students to higher education. Roueche and 

Roueche (1993) defined the at-risk student as being first- 

generation, underprepared, working students who received 

little emotional support from family and had expectations of 

failure. Richardson and others (1982) researched students 

they declared to be nontraditional students and included 

minorities, women, and non-native speakers in their groups. 

Each of the profiles provided by the authors had similarities 

with the other profiles, yet significant differences among 

the groups remained. Thus different responses to the same 

variables under study can be expected. 

First-generation students may or may not be considered 

"New Students" as defined by Cross. Not all first-generation 

students performed in the lower half of their high school 

class, nor were they necessarily traditional age students. 
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Likewise, students labeled nontraditional were not 

necessarily first-generation students or "New Students." 

Zwerling (1992) found that for younger first-generation 

college students "seeking upward mobility usually involves 

risking the disapproval of family and friends who see college 

attendance itself and the resulting taking on of new values 

and modes of behavior as a form of disloyalty” (p. 48). On 

the other hand, for adults who have moved out of the house 

and have started their own families and have jobs, the 

responses are generally quite different. Zwerling notes, 

“There is evidence that rather than experiencing a pull back 

toward the world of the old neighborhood, adult students are 

frequently encouraged to pursue a higher education by their 

new friends at work, by their supervisors, and by their own 

children and spouses” (p. 48). 

To date, a comprehensive model does not exist for 

classifying students who attend the community colleges. 

Figure 2 is a Venn diagram model that allows the population 

of a college to be classified according to descriptions in 

the available literature. The model provides a way to 

compare and contrast the various student types and to plan 

intervention and support strategies for the various types. 

The rectangle represents the universal set of all 

community college students. Using the definitions of 

different student groups provided by London (1978), Cross 

(1974), Richardson and others (1982), Roueche and Roueche 
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(1993) and others, the universal set is initially divided 

into four sets. These sets include Traditional Students, 

First-Generation Students, "New" Students, and Nontraditional 

Students. As will be evident in the following discussion of 

each of these sets, the three sets represented by the circles 

have overlapping regions which represent similarities in 

their descriptions. The resulting Venn diagram can be 

divided into eight distinct subsets/types. The balance of 

this section provides a discussion of each of the four major 

student groups as defined in the literature. This is 

followed by a definition of each of the eight student types. 

Traditional Student Characteristics 

Traditional students are included in subset [8] of the 

diagram. Roueche and Roueche (1993) provided a profile of 

the traditional college student in Between a Rock and a Hard 

Place (p. 39). The traditional student is a recent high 

school graduate between the ages of 19 and 22 who performed 

average to above average academically. The student tends to 

be white, either male or female, and has long-standing family 

support and expectations. This student is likely to have 

traveled in this country and maybe abroad and is more likely 

to have a broader "worldview" than the nontraditional 

students. The student works a minimal number of hours, is 

for the most part adversity-free, and has an average to 

strong self-concept and image: The student has experienced 
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success in his/her previous schooling and activities and is 

goal-oriented. 

McGrath and Spear (1991) noted that traditional students 

in the universities have an easy initiation into academic and 

professional life because of their family life and previous 

schooling backgrounds. Traditional students share attitudes, 

patterns of thinking and modes of behavior that put them on 

the professional track. 

Richardson, Fisk, and Okun (1983) defined a view of the 

abilities of traditional students in terms of critical 

literacy (well-articulated education goal and high levels of 

independent thinking). 

Traditionally, collegiate programs have used written 

language as the vehicle to achieve the knowledge, 

cognitive skills, and attitudinal changes that are the 

desired outcomes of higher education. In particular, 

reading and writing have been associated with the 

development of thinking that is logical, explicit, 

abstract, and analytically powerful." (p. 8) 

Traditional students are expected to prepare original essays, 

papers, and presentations, and to read and write as part of 

their courses. They are expected to develop the knowledge, 

the knowledge acquisition skills, and the attitude changes 

demanded by future education and employment. 
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First-generation Students Characteristics 

First-generation students are included in subsets 

numbered [1], [2], [6] and [7]. 

First-generation students are the first members of their 

family to attend college. This set includes those who attend 

college directly out of high school or as returning adults. 

They tend to be concentrated in community colleges and are 

“more likely to possess a ‘union-card mentality’ about 

education. The degree that they seek is not valued for the 

sake of knowledge or education but rather as a document the 

students must have in order to make a better living than 

their parents” (Padron,1992, p.74). 

Being the first in a family to attend college often 

presented students with problems not experienced by 

traditional students. First-generation students may live in 

communities and come from cultures where a college education 

is considered frivolous (1992) or a waste of time and 

certainly not an important element in becoming an adult 

(Richardson & Skinner, 1992). Instead of providing support 

and guidance, parents and other family members can be 

"nonsupportive and obstructionist" (Padron, 1992 p.73). 

Instead of living in an atmosphere that values education, 

"the students' home atmosphere is often the antithesis of a 

good learning and studying environment. They have no 

designated place or time to study at home" (p.73). 
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London (1992) viewed the challenges faced by first- 

generation students as being cultural in nature. He argued 

that first-generation students lived on the "margin of two 

cultures" (p. 6). They are torn between breaking away froma 

past culture they know (one filled with family, friends, and 

understood and accepted forms of behavior) and entering a new 

culture that they do not fully understand and in which they 

are not fully accepted. 

London argued that “college can be an eventful point of 

departure, one that both prompts and hastens movement into 

some ‘other’ culture. When this occurs, powerful social and 

personal dramas are played out, for cultural membership helps 

define who we are in the eyes of others as well as ourselves, 

and it does so in the most elemental ways" (p. 6). 

Zwerling (1992) agreed and cited research by both London 

and Weis. He said they showed in their research “how first- 

generation students from working-class backgrounds, in order 

to be successful, to achieve aspirations that might take them 

away from their families and neighborhoods, needed to 

function in two worlds simultaneously--that of their parents 

and friends and that of the more cosmopolitan, middle-class 

college" (p.47). London (1992) concluded that "this very act 

of going to college indicates an interest in attaining a 

white-collar, middle-class position not previously attained 

by a family member, and this may take the student into 

uncharted cultural territory" (p. 10). 
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Padron (1992) found that first-generation students often 

have fears and insecurities about being college students. 

They are “often intimidated and bewildered by the educational 

system and do not understand when the system can be flexible 

and when it cannot” (p. 72). While students from college 

educated families "experienced continuity from their previous 

learning experiences," students who were the first in their 

families to attend college "frequently described their first 

exposure to the campus as a shock that took them years to 

overcome" (Richardson & Skinner, 1992, p. 32). 

Preparation for college differed between the students 

whose parents had attended college and those who represented 

the first-generation in the family. For example, Richardson 

and Skinner (1992) reported: 

Preparation was affected by association with 

present and past college-goers in school, the 

community, and the workplace. Positive models 

helped students prepare for the college experience 

by providing indirect simulation of college 

attendance through the stories they recounted. 

Students’ preparation for the economic realities of 

college life also differed. Those from college- 

educated families had information about sources of 

financial aid and clear expectations about how to 
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make ends meet, while first-generation college 

students did not. 

While first-generation students struggled to gain 

control of the temporal aspects of their 

experience, students from college-educated families 

had developed clear expectations about how time 

should be managed. 

The more experience that was shared and the more 

recent the stories, the more specific and accurate 

expectations became (p.32-34). 

Richardson and Skinner's (1992) study of first- 

generation community college students showed attendance 

patterns and students' involvement in their own education to 

be quite different from that of traditional students. For 

example: 

First-generation college students who began their 

higher education in community colleges, however, 

typically attended in nontraditional modes and 

Maintained significant outside roles and 

_responsibilities. Their college going was 

characterized by shallow connections with the 

college and by extensive connections with the 

workplace or the home. For these students, being a 
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college student was just one and often not the most 

important of many roles. 

Many first-generation participants did not immerse 

themselves in the student role, partly because it 

was not well accepted among their reference groups. 

Their college experience was less intensive and 

less continuous. Because of multiple 

responsibilities, students were more likely to 

attend college part time, to transfer, and to stop 

out one or more times. 

Many spent relatively little continuous time as 

students. Rather than organizing their time around 

the student role, they attempted to fit a new 

activity into a familiar time frame. 

Nontraditional students had minimal physical 

involvement with the campus, coming almost solely 

to take classes. They knew only a small part of the 

campus and had little involvement with instructors 

or other students. They did not participate in 

student activities or use student services other 

than the financial aid office, the registrar's 

office, and perhaps: a tutoring service if it was 

51



uniquely suited to their needs. They had no time 

to ‘hang around’ the campus (p. 35). 

New Student Characteristics 

New Students are included in subsets numbered [2], [3], 

[4], and [7]. 

Cross (1974) described the demographics of the "New 

Student" as traditional age males and females from the lower 

two ability quartiles and traditional age females from the 

lower two SES quartiles. She said that the “New students 

shared many characteristics with other nontraditional 

students who were entering community colleges in large 

numbers. Some were ethnic minorities, many were women, and 

most were the first in their families to attend college. 

Almost all needed financial support and either worked while 

attending classes or attended part time while working. Most 

were commuter students who overwhelmed evening programs” (p. 

6). 

The "New" Students made lower grades in high schools 

than the traditional students, planned to enroll in community 

colleges instead of senior schools, and were more eager for 

assistance than higher ability students. 

"New" students are more concerned about the relationship 

between school and work than traditional students. Those who 

had declared a vocational related program tended to focus 
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their education on courses that had a direct relationship to 

a future job. 

“For the majority, the motivation for college does 

not arise from anticipation or interest in learning 

the things they will be learning in college but 

from the recognition that education is the way to a 

better job and a better life than that of their 

parents” (p.15). 

Cross found that traditional students tended to be 

achievement oriented while the "New" students were failure 

threatened. She said that “Achievement-oriented 

personalities are interested in the learning process itself. 

They tend to be internally motivated to figure things out for 

themselves and to want to accomplish a task because its 

completion will result in personal satisfaction” (p. 35). 

This description agrees with comments made earlier regarding 

traditional students. Cross further stated that, “Failure- 

threatened personalities, on the other hand, tend to focus on 

‘getting the answer,’ so that they will look successful” 

(p.36). 

In her research, Cross found a difference on the 

active/passive scale that distinguishes between people “who 

actively pursue what they want versus those who passively 

accept what they get” (p.37). The former, she said, was 

characteristic of traditional’ students and the latter of 

"New" students. 
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Regarding their motivations, Cross summarized "New" 

Students as being "more likely to have made a career 

commitment; they plan to concentrate on learning things that 

will be useful to them in their jobs; they aspire to jobs 

working with people or things--as opposed to working with 

ideas or abstractions” (p. 98). 

Nontraditional Student Characteristics 

Nontraditional students are included in subsets numbered 

[4], [5], [6], and [7]. 

The set of Nontraditional students includes a wide 

variety of student characteristics, types, motivations and 

behaviors. The distinguishing feature of the set is that it 

includes all the individuals who do not qualify as 

traditional students. The majority of the literature focuses 

on those students who previously would not have sought access 

to higher education before the development of the open door 

community colleges. This literature defines the 

nontraditional students in terms of many of the 

characteristics used to define First-generation students or 

"New" students and places them in subsets [6] and [7]. 

However, not all Nontraditional students fall into these 

subsets. For example, Nontraditional students may be reentry 

women or people of color who may or may not be First- 

generation students. 
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Nontraditional students attend college part time and 

tend to work either part time or full time. They include 

students who are returning to higher education to complete a 

degree, or who change careers, as well as students who wish 

to pursue education for purely personal interests. 

Nontraditional students may not be prepared for college-level 

work or they may already have a master's degree. They may be 

students for whom English is a second language (Martens, 

Lara, Cordova, & Harris,1995, p.5). 

The urban community colleges attract a large number of 

nontraditional students. In Fostering Minority Access and 

Achievement in Higher Education, Richardson and Bender (1987) 

compared the more traditional students who attended suburban 

schools with the nontraditional students who tended to enroll 

in the urban colleges. They found that the parents of 

suburban school students were more likely to be white, 

represent higher SES levels, have a college background, and 

hold jobs as professionals. They found urban colleges had 

higher percentages of African-American and Hispanic students 

who came from poorer backgrounds. These students were more 

likely to be First-generation students who were not prepared 

for college-level work. “Inner-city students came 

predominately from backgrounds where higher education was 

neither understood nor advocated" (p. 23). The students 

lacked the support of friends and relatives who had 

experienced higher education. Their friends did not 
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understand what was required for them to be successful 

Students. 

Also different was the impact of financial conditions. 

Urban students indicated that any financial problems would 

cause them to have to quit school while suburban students did 

not believe that they would have to stop school if they lost 

their job or could not find work. | 

Differences also existed in student behaviors that 

supported their objectives. “Even though half of the 

students who attend urban community colleges have the 

baccalaureate degree as a primary objective, fewer than half 

with this objective engage in the necessary transfer-related 

behaviors” (p. 203). 

In their study of minority students, Richardson and 

Bender found that minority students were under-represented in 

higher education compared to their high school graduation 

rates and disproportionately over-represented in urban 

community colleges. Their study led them to conclude that 

“Urban community colleges remain the most important and 

sometimes only avenue to upward socioeconomic mobility for 

large numbers of minority students in a society where being 

uneducated and being unemployed seem ever more closely 

linked” (p. 203). However, what Richardson and Bender found 

was that significant portions of the Black and Hispanic 

students did not meet regular-admission requirements, were 

not ready for college-level work, failed to persist at rates 
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significantly higher than majority students and had lower 

transfer rates. Payton concluded: 

Unfortunately, the gap between the intellectual and 

cultural backgrounds of many minority students and 

the background necessary to take advantage of the 

knowledge and skills provided by higher education 

is widening rather than narrowing. The pool of 

talented minorities prepared to enter the 

marketplace is diminishing rather than expanding. 

Minority youths see higher education less as an 

Opportunity and more as a prolonged waste of time 

(Payton, 1990, p. 29). 

Based on the descriptors of Nontraditional students 

provided by McGrath and Spear (1991), along with Richardson 

and Bender (1987), one can predict their transition to 

college life will be difficult and generally unsuccessful. 

The transition to college is a stressful and 

threatening process of shifting membership and re- 

negotiating identity. 

To achieve full incorporation into the social and 

intellectual life of a college, students must 

separate themselves, or at least distance 

themselves, from prior associations. Obviously, 

not everybody makes: the transition. Whether or not 

a particular student does depends on a number of 

57



factors: the character of the home community, its 

views on the worth of schooling, and the extent to 

which college is seen as a normal stage in the life 

cycle. Successful students are those who complete 

the social and cultural transition. Students who 

never fully incorporate into the new community 

typically fail or drop-out (McGrath & Spear, 1991 

p. 29). 

McGrath and Spear state that the culture of academics is 

foreign, mysterious, strange and unintelligible to some 

students. These students do not feel that they belong in 

college, consider themselves to be outsiders, do not expect 

to succeed and do not understand why they do what they do in 

class. "They are disarticulated from the norms, practices, 

and styles of academic life" (p. 151). 

Richardson and Bender (1987) reported that in some 

community colleges as many as 90% of the entering students 

needed remedial English courses. They cited two studies from 

New Jersey as examples of the unpreparedness of the entering 

students. As a whole, 48% of the students entering New 

Jersey community colleges in the Fall of 1983 needed 

remediation classes. At Essex County College, 83% needed 

remediation and 74% failed to complete the remedial courses 

(p. 192). 
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Higher education requires students to transform some 

basic attitudes and behaviors, styles of thinking, talking 

and writing. McGrath and Spear and Richardson and Bender do 

not believe that the Nontraditional students are capable of 

this change. They argue that the students have had little in 

their lives that models intellectual life and do not have the 

academic background to succeed in college. Nontraditional 

students "have trouble evaluating where they are relative to 

their goals, what sorts of changes in themselves would be 

required to achieve them, or even what it would mean to 

achieve them" (McGrath and Spear, 1991 p.151). 

McGrath and Spear summarized the cultural profile of the 

Nontraditional students as follows: 

They [students] come from backgrounds which have 

not prepared them to identify with or even to 

recognize the central values and practices of an 

academic life and which have not provided adequate 

models of intellectual activity. They do not take 

themselves seriously as learners of something worth 

learning, but rather view themselves as engaged in 

a certification process in which credits are 

"accumulated," and the requirements as unreasonable 

obstacles placed in their path. Often they come 

from backgrounds which do not value controversy and 

debate, so that they tend to reduce reasoned 

59



inquiry and principled dispute to just 'matters of 

opinion'” (p. 24). 

At-Risk Student characteristics 

"At-risk" students as defined by Roueche and Roueche 

(1993) are included in subsets numbered [6], adults, and [7], 

traditional-age students. Students in these groups tend to 

fit the updated definition of the academically underprepared 

student. 

By “at-risk," we are describing students who are 

not only underprepared for college, but who are 

also working 30 or more hours each week, who have 

little if any support from key family members, who 

are first-generation college attenders, who have 

what some have described as "failure expectations, " 

and who have little academic success as they begin 

their postsecondary experience (p. 1). 

Roueche and Roueche provided a more detailed list of 

characteristics of the "at-risk" student. These included: 

1. First-generation learners with no one to 

explain what they might expect in college. 

2. Receive little psychological or financial 

support from families. 

3. No mentors or advisors so that pathways to 

success are unknown. 
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4. Few experiences to build self confidence/ have 

poor self-image. 

5. Have not been far from neighborhood/ have not 

traveled/ limited world experiences. 

6. Failure-identifiers/self-defeatism/set 

unreachable goals. 

7. Work 30 hours per week/ interferes with study 

time. 

8. Family-support responsibilities make balancing 

work and school commitments difficult. 

9. Average age 28. 

10. Returning women. 

11. Large minority student population. 

12. Economic insecurity, 1/3 live below poverty 

level. 

13. Academically weak/ poor academic records (p. 

39). 

They conclude, "The unbelievable variety and magnitude 

of academic, social, and economic circumstances make this 

student more likely to succumb to failure in future academic 

pursuits" (p. 41). 

Subsets [2] and [4] represent an expanded view of the 

at-risk student. Students in [2] are low ability, 

traditional age first-generation students who do not share 

all the characteristics for nontraditional students. They 
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are likely to be high school graduates who attend college 

full time. Students in subset [4] are not first-generation 

students and may be characterized as low-ability high school 

graduates who are working and attending school part time. 

They may have supportive family members who attended college 

Student Types 

Type [1] - FG-Primary 

First generation adults who attend college full time and 

may or may not require remedial classes or first- 

generation, traditional-age students who attend fulltime 

and are not required to enroll in remedial classes. 

Type [2] - FG-New 

This student type includes an overlap of descriptors of 

two of the major sets, First-Generation Students and 

"New" Students. First-generation, traditional-age 

students who attend full time and are required to enroll 

in remedial classes. 

Type [3] - New-Primary 

Traditional age students who attend college full time 

and are required to enroll in remedial classes and do 

not work full time. They are not first generation 

students. 
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Type 

Type 

Type 

Type 

[4] - NT-New 

This student type includes an overlap of descriptors of 

two of the major sets, "New" Students and Nontraditional 

Students. Traditional age students who attend college 

part time, are required to enroll in remedial classes 

and work. They are not first generation students. 

[5] NT-Primary 

Adult students who are not first-generation students. 

They may or may not require remedial work and may attend 

full time or part time. The type also includes 

traditional age students who attend part time. They are 

not first generation students and are not required to 

enroll in remedial classes. They tend to work full 

time. 

[6] - NT-FG 

This student type includes an overlap of descriptors of 

two of the major sets, First-Generation Students and 

Nontraditional Students. First generation adult 

students who attend college part time and may or may not 

need remedial classes. The type also includes first- 

generation, traditional-age students who attend part 

time and are not required to enroll in remedial classes. 

Students are likely to work full time. 

(7] - NT-FG-New 

This student type includes an overlap of descriptors of 

three of the major sets, First-Generation Students, 
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"New" Students and Nontraditional Students. First- 

generation, traditional-age students who attend college 

part time and are required to enroll in remedial 

classes. Students are likely to work part time. 

Type [8] - Traditional 

Traditional age, full-time students who are not first 

generation students and are not required to enroll in 

remedial classes. 

Categories for Use in Classifying Students 

The Venn Diagram separates community college students 

into eight types according to a basic set of demographic 

descriptors. The first research question asks if it is 

possible to classify students into one of the eight types. 

The literature suggests that this will be possible. The 

literature also suggests that other variables can be tested 

that will provide a more complete or "richer" profile of the 

students in each type. This is the second research question 

pursued in this dissertation. 

The variables suggested by the literature have been 

clustered into six categories. Each category provides its 

own profile of each student type. 

The first category, Demographics, Family Background and 

Personal Experiences represents the demographic variables 

found in the literature. Responses to these variables tend 
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to be fixed. Examples include, age or race. Certain 

variables may be changed, such as work status. 

The second and third categories of variables do not have 

to remain fixed. Students exercise some control over these 

mediating variables. They include the internal and external 

environments in which students live. Motivation and the 

personal commitments that students make towards their 

education are internal variables. Family support for college 

attendance represents an external variable. The internal and 

external environments along with the demographic variables 

serve to define the student. 

The remaining three categories of variables represent 

student outcomes and behaviors. The set of objectives and 

aspirations that students have are outcomes of the defining 

variables. The ways students view the function of education 

and the ways they use colleges represent the final two 

classification-variable categories. 

Each question asked in the data collection phase of this 

research is a result of the literature review and is 

"grounded" in one of the six sets of classification 

categories. 

Category I - Student Demographics, Family Background and 

Personal Experiences. 

Descriptive measures of community college students are used 

to distinguish between traditional and nontraditional 
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students and are used as a check for congruence with the past 

research. The use of demographic data "grounds the data" and 

demonstrates that the students included in the study are 

Similar to those described in past research reports. This 

information is gathered via an objective survey instrument 

and information available in the college's SIS database and 

includes more than general demographic information. 

Category II - External Student Environment 

An individual's external environment plays a significant 

role in the development of his/her mental habits, attitudes, 

prejudices, values, aspirations, and achievements. 

Schooling, politics, economics, social mores, family, 

friends, or job all play an important part in an individual's 

life and participate in the development of an individual's 

goals, objectives, attitudes and behaviors. 

Authors such as Adelman (1994), Cross (1974), London 

(1978), MacLeod (1987), McGrath and Spear (1991), and 

Richardson and Skinner (1992) have all studied the impact of 

a student's external environment in relationship to 

achievement. Data regarding external influences such as 

family, friends, employment status, personal responsibilities 

and problems were gathered by surveys, autobiographical 

essays, and focus groups. 

London (1978) says that those at the bottom of society 

experience "victim-blaming ideology," which is produced by 
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existing social and economic conditions. He asserts that 

society sees these individuals as "inferior, undignified, 

unintelligent" (p.14), and that the community college 

students he surveyed described themselves in the same manner. 

He also discusses the behaviors and attitudes that students 

develop in response or reaction to these external influences. 

Pressures exerted by family, friends, and classmates make it 

difficult to break old relationships, build new ones, and 

build a new culture. He concludes from his interviews that 

"student performance was explained as a consequence of poor 

inner-city high schools, the low value placed on education, 

and the absence of a college tradition in working-class 

families" (p.121). 

McGrath and Spear (1991) argue that the understandings, 

motivations, and practices of students should be thought of 

as shaped by institutional contexts and relationships. They 

also discuss the impact of the immediate family on the 

individual's education achievement. Nontraditional students 

are not as likely to receive the same level of support as 

students from more traditional backgrounds. Because they are 

likely to be first-generation students, these students are 

not likely to have convenient role models or to live in an 

environment that values education. 

MacLeod (1987) discusses the notion of "habitus," which 

is composed of the attitudes, -beliefs, and deeply 

internalized values that define an individual's attitudes 
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towards things such as schooling. The influence of a lower 

class's habitus leads them to believe that they are unlikely 

to achieve academic success. Where people live, their job 

experiences, their friends, and the people around them, who 

have not made it, contribute to their feelings of 

disillusionment and lack of a chance to improve their lives. 

Like London, MacLeod says that those at the lower end of the 

social status blame themselves for their status. They feel 

that they are inadequate, stupid, or lack self-discipline. 

Nontraditional students tend to be older students and 

thus bring a wealth of experiences to the classroom. These 

experiences influence both positively and negatively their 

approach to learning as well as their academic performance. 

Thus the measurement of external influences must consider 

work experiences and education background as well as family 

education history. 

Category III - Personal Commitment and Motivation 

Student achievement of objectives is influenced by both 

internal factors and external factors and the interaction 

between the two. While external social conditions act to 

constrain aspirations and achievement, the individual also 

brings internal attitudes, aspirations, self-concepts, levels 

of commitment, motivations, and behaviors to the education 

experience. No attempt will be made to determine the 

interaction between external and internal influences. The 
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interest in this dissertation is the recognition of the 

resulting influences, whether or not there is interaction, or 

cause. Questions in the study address levels of commitment 

to education, confidence in self, and confidence in the 

achievement of aspirations. Data are collected from surveys, 

autobiographical essays, and focus groups. 

Category IV - Student Objectives 

MacLeod (1987) contends, along with McGrath and Spear 

(1991) and London (1978), that individual aspirations are 

influenced by initial social status and that low SES 

individuals set low aspirations and thus achieve less than 

equally capable middle SES individuals. This study will 

investigate student objectives for the course in which they 

are currently enrolled, as well as their education 

objectives, and career objectives. 

Category V - Student View of the Purpose of Education 

Students have expectations of education and the 

community college. This study will investigate how students 

view the role of education and how students expect the 

community college to assist them in accomplishing their 

educational objectives. The study will also seek to 

determine the role the community college plays in preparing 

students to achieve their objectives. 
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Category VI - Student Use of the Community College 

The nontraditional student is described as an incidental 

or occasional user of higher education. Adelman (1994) says 

that community college students use the college, move on, and 

eventually come back for more education. Students learn on 

their own terms and on their own time. Student use of the 

college is also influenced by the other factors listed above. 

This dissertation identifies the ways the nontraditional 

student uses the community college as an indication of the 

level of the students' commitment to higher education, and 

their interest in accomplishing short-term objectives versus 

long-term objectives. 

Once students are beyond the traditional college age, 

they tend to use the college in an incidental manner. 

Adelman (1994) found that many students use the community 

college in three distinct ways which are not consistent with 

traditional uses of higher education institutions. He 

studied transcript data for the high school graduation class 

of 1972. Adelman found that many students do not enroll 

continuously, but instead, stop in and out over time. He 

concludes that, "The transcript data strongly suggest that 

people attended community colleges principally for purposes 

that had little to do with earning credentials and that the 

credentialing role of the community college is, in fact, a 

minor aspect of its mission" (p. 141). 
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According to Adelman, students first use the community 

college as an intermediary institution. They use the 

institution for a period of time and then move on to other 

activities or institutions. "It is a way-station or 

stepping-stone or gap filler for individuals in transit from 

one status to another -- for example, adolescent student to 

labor-market adult, working adolescent to adult student, and 

so forth” (p. 153). 

Second, students use the college in any number of 

occasional roles and for ad hoc purposes. Adults students 

often use the community colleges for this function. Their 

attendance patterns are purposeful and intentional. Adelman 

says that “What the community college does is to canonize and 

formalize the many decisions we make as adults to engage in 

learning for either limited, highly focused purposes, or for 

general purposes. The community college is thus neither a 

terminal institution nor a transfer institution” (p. 153). 

Richardson and Bender (1987) found support for this use. 

They concluded, “Students want to enroll in courses that will 

transfer even if their immediate objective is to gain 

employment” (p. 118). 

Third, students use the college as a testing ground. 

“The institution provides individuals with the chance to test 

their tolerance for and interest in postsecondary education 

(Adelman, 1994, p. 154). Richardson and Bender agreed. 

71



Some were forced to do this because they had been 

high school dropouts and met entry requirements 

through completion of the GED, while others 

acknowledged that low achievement and poor grades 

were instrumental in their choice of the community 

college. The open-door policy and 

remedial/developmental programs became the key to 

access for them (Richardson & Bender, 1987, p. 

130). 

Student Profile Matrix 

The Student Profile Matrix (Table 1) provides a means to 

compare and contrast the eight types of students by each of 

the six sets of category variables. The matrix provides a 

means to test the third research question regarding the 

significance of the differences between the student types. 
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CHAPTER III 

METHODOLOGY 

This chapter describes the methods used to answer the 

research questions and it presents information about the 

community college and campus that served as the study site. 

It also describes the design of the study, the population and 

sample used and the procedure for the study, including the 

data collection methods and the data analysis plan. 

College and Campus Background Information 

Tidewater Community College is the second largest 

community college in Virginia. Located in South Hampton 

Roads, the college serves the cities of Chesapeake, Norfolk, 

Portsmouth, Virginia Beach and portions of Suffolk. With 

four campuses and a center, the college enrolls nearly 29,000 

Tidewater residents each year and approximately 17,000 each 

semester. 

Tidewater Community College is a comprehensive, public, 

two-year institution of higher education that is dedicated to 

meeting the learning needs of Greater Hampton Roads by 

providing accessible, affordable, quality education, 

training, and related services. 

The college is committed to providing high quality 

programs and services, uSing a variety of instructional 

methods that prepare students for employment, for transfer to 

81



other institutions, and for achievement of their professional 

and personal goals. 

The college offers a comprehensive academic program, 

including certificates, diplomas, and associate degrees. In 

addition to transfer curricula, such as liberal arts and 

business administration, the college offers a variety of 

technology programs -- aviation, automotive, business, 

computer systems, health science, nursing, trucking, and 

welding. Student support services available are counseling, 

academic advising, financial aid, career planning, tutoring, 

and support groups. 

The newest campus in the college, the Norfolk Campus, 

offers classes in an urban setting in downtown Norfolk. 

During the Fall 1996 term, 856 students attended the downtown 

campus. The campus expects to attract several thousand 

students during the 1997/98 year when construction of the new 

facility is complete. Located at the site of the largest 

number of public transit stops in Hampton Roads, the campus 

expects to attract students who, for lack of transportation, 

are unable to attend one of the other campuses. With an 

academic program comparable to the other campuses, the 

Norfolk Campus expects to have a similar academic profile as 

the other campuses while reflecting the demographics of the 

city it serves. 
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Design of the Study 

The purpose of this study is to develop and test a 

typology of students who attend a community college, to 

develop a profile of each student type, and to test for 

differences among the different profiles. A sample of the 

students enrolled in the Norfolk Campus during the Fall 1996 

term provided the sample for the study. | 

The literature review provided the basis for the 

questions asked in each data collection process. The 

literature review was marked to identify variables for the 

study. The variables were then separated into four groups on 

the basis of the strategy to be used to collect the data. 

Data were collected from the following: College Student 

Information System (SIS) database, an objective survey, an 

autobiographical essay survey, and focus groups. Each 

successive data collection instrument was linked to prior 

instruments through similar questions. 

From the literature review, 110 questions were developed 

and placed into six categories. The questions were designed 

to provide a profile of each of the eight student types and 

to distinguish the differences among the types. The 

categories included: 

1. Demographics, family background and personal 

experiences 

2. External student environment 
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3. Personal commitment and motivation 

4. Student objectives 

5. Purpose of education 

6. Student use of the community college. 

Each question was coded by question number, category number, 

and instrument type most appropriate for the question. Next, 

the questions were ordered by type of instrument; within the 

type of instrument, they were ordered by category. The 

questions were then revised, refined, and reordered. 

The result included seven fields from the SIS database, 

75 questions for the survey instrument, three questions for 

the autobiographical essays, and ten questions for the focus 

groups. Multiple overlapping research strategies provided a 

way to "triangulate" the data. 

The data collection process involved four steps. First, 

data from seven fields of the SIS database were identified 

for each student attending the Norfolk Campus of Tidewater 

Community College. Next, a stratified random sample of eight 

English sections was selected from 20 English sections 

offered during the Fall 1996 term. Students in these classes 

were asked to respond in class to a 75 question survey. 

Next, the students were asked to write an autobiographical 

essay outside class. Finally, three sections were selected 

from the eight sections by means of another stratified random 

sampling process. Students in the three selected sections 

participated in focus groups facilitated by college 
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counselors. The use of successively smaller sample subsets 

provided a measure of generalizability back to the larger 

group. 

The study used both quantitative and qualitative 

analyses. The quantitative measures were used to classify 

students into one of eight types represented in the Venn 

diagram, Figure 2, and to compare the findings with research 

cited in the literature review. The qualitative data 

collected via the essay questions and focus groups provided 

more thorough responses about the students' lives. These 

responses provided qualitatively "richer" data to explain 

student experiences, attitudes, and objectives than responses 

to forced-choice questions. 

Richardson and others (1982) conducted a study of 

literacy development in the community colleges because they 

were concerned about the impact of the increasingly diverse 

student population. In their large study, conducted at a 

multi-campus community college in the Southwest, the 

researchers used a combination of quantitative and 

qualitative methods. "The research sought multiple 

perspectives of various participants using multiple methods 

and sources of data to ‘enhance the validity of the 

findings'"(p. 20). The Richardson study served as a guide 

for this study. 
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Population and Samples 

Students (N=856) attending the Norfolk Campus of 

Tidewater Community College during the Fall 1996 term served 

as the study population. This population included all day, 

evening, on-campus, and off-campus students who registered 

for classes offered by the Norfolk Campus during the term. 

Evening classes were offered in the classroom facility in 

downtown Norfolk and in one Norfolk high school. Classes 

were offered at the high school in the evening because of a 

lack of classroom space on campus. No distinction was made 

between the two sites when class schedules were developed, 

nor were distinctions made between classes offered during the 

day versus the evening. 

Samples of the population were selected using a 

stratified random sample of Fall 1996 term English sections 

offered by the Norfolk Campus, including day and evening 

sections of both credit classes and non-credit English 

writing classes. Non-credit developmental reading sections 

were not included for selection in the sample. The 20 

English sections available for consideration were then 

divided into three strata based on academic levels. 

The first strata represented students enrolled in ten 

sections of non-credit developmental writing classes, ENG 01, 

“Preparation for College Writing I," and ENG 03, "Preparation 

for College Writing II." (Students enrolled in either ENG 01 
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or ENG 03 on the basis of their placement test.) Of the ten 

sections (1/2 of the available pool) four were selected (1/2 

of the sample selected) at random. 

The second strata of sections included freshman college 

level English courses, ENG 111, "College Composition I," and 

ENG 112, "College Composition II." Of the eight sections, 

three were selected at random. | 

The final strata included sophomore-level classes. 

These classes included ENG 241, "Survey of American 

Literature I," and ENG 242, "Survey of American Literature 

II." From the two available sections, one was selected at 

random. Therefore, a total of eight sections was selected. 

Students in the selected sections completed the objective 

survey and wrote an autobiographical essay. The eight 

sections enrolled 170 students. 

One English section from each stratum was selected for 

the focus group activity. The three sections totaled 61 

students. On the days the focus groups were conducted, the 

sections were divided into two or three focus groups per 

class. A total of seven focus groups was conducted. 

Procedures Log and Data Collection 

TCC Student Information System Database 

The Student Information System (SIS) database at 

Tidewater Community College was used to collect data on all 

students enrolled at the Norfolk Campus of Tidewater 
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Community College during the Fall 1996 term. Information 

obtained from the SIS database included age, race, sex, first 

term of enrollment, credit hours enrolled for the term, 

English and mathematics course recommendations, and financial 

aid status. Data fields for the sample were combined with 

other data collected and entered into a spreadsheet for 

analysis. 

Survey Instrument 

Once developed, the survey instrument was pilot-tested 

during the Summer 1996 term. The sections selected for the 

pilot included two day sections, ENG 01, "Preparation for 

College Writing I," and CIS 150, “Introduction to 

Microcomputer Software." One evening section was selected, 

HIS 122, "U.S. History II." The sections were specifically 

selected to represent three different student populations. 

Students enrolled in ENG 01 sections were likely to be first- 

time students while the history students were likely to have 

attended more than one semester. Students in the computer 

class represented the broadest mix of students. Transcript 

data and survey data were combined to form the data set for 

each student. 

Data collected from the transcripts and surveys were 

used in an attempt to classify students into one of the eight 

types identified in the Venn diagram (Figure 2) based on 

responses to three questions. 
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1. Was the student a "New Student?" 

2. Was the student a "First-Generation Student?" 

3. Was the student an adult, part-time student? 

While the questions defined the three major sets of students 

depicted by the Venn diagram, they could not, with certainty, 

place students into a unique type. A fourth question was 

required. The use of four questions meant that 16 types 

actually existed. Types [1], [5], and [6] contained 11 

subtypes. The four questions were 

1. Was the student 22 years old or older? 

2. Was the student a first-generation student? 

3. Was the student required to enroll in non-credit 

remedial courses in mathematics or English? 

4, Was the student enrolled in fewer than 12 credits? 

The resulting 16 types (Table 2) identified were collapsible 

into the originally defined 8 types. Responses to three of 

the questions were derived from the transcript data, and the 

response to one question (First Generation or not) came from 

the survey data. 

Students were considered first-generation students if 

neither parent had ever enrolled in a college class. Ina 

few instances, students mentioned they had brothers or 

Sisters who were enrolled in college or had graduated while 

their parents had not. In one instance, a student mentioned 

that her children were enrolled in college. All of these 

students were considered first generation students. 

89



Table 2 

Sixteen Student Types Defined by Responses to Four Questions 

  

  

  

_QOuestion 

Student Older First Unprepared Part-time 

Type n Than 22? Generation? for College? Student? 

[1.1 22 Y Y Y N 

[1.2] 1 Y Y N N 

[1.3] 0 N Y N N 

[2] 17 N Y Y N 

[3] 22 N N Y N 

[4] 5 N N Y Y 

[5.1] 16 Y N Y Y 

[5.2] 2 Y N N Y 

[5.3] 13 Y N Y N 

[5.4] 3 Y N N N 

[5.5] 2 N N N Y 

[6.1] 10 Y Y Y Y 

[6.2] 1 Y Y N Y 

[6.3] 0 N Y N Y 

[7] 6 N Y Y Y 

[8] 2 N N N N 

Total 122 
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Cross (1974) defined "New Students" as those who 

graduated from the lower half of their high school class and 

were not prepared for college-level work. Because high 

school transcripts were not available, English and 

mathematics course recommendations were used to indicate 

preparedness. For purposes of this study, students required 

to enroll in remedial mathematics or English classes as a 

result of the college's placement tests, were considered not 

prepared for college-level work. 

Data from the 66 students in the pilot test of the 

survey instrument were entered into a spreadsheet for 

analysis. On the basis of the response to the four questions 

above, students were placed into one of sixteen types. Data 

from the pilot test were then reviewed for several purposes: 

First, the data was searched for inconsistencies between 

transcript data and the survey responses. Numerous 

inconsistencies would indicate a problem with the question. 

In one instance, two responses to a survey question were 

inconsistent with transcript data, the question was 

considered acceptable as written. No other inconsistences 

were found. 

Second, the survey was reviewed for questions students 

either skipped or indicated they did not understand. Two 

questions were identified by students as unclear and were 

rewritten. Because students skipped several questions 

related to career or education objectives, these questions 
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were reviewed. The decision was made that the questions were 

acceptable. The lack of response on these few questions had 

to be considered within the context of the literature review 

and recognition that students completed the survey questions 

that preceded and followed the questions under consideration. 

Third, questions that everyone or nearly everyone 

answered the same were identified. They were either deleted 

or rewritten. 

The pilot-survey instrument was reviewed by two college 

personnel, a student services professional, and an English 

professor. The instrument was also reviewed by an educator 

not affiliated with a community college. 

On the basis of the responses from the pilot test and 

the responses from the reviewers, the questionnaire was 

revised. Several questions were deleted and others added. 

The revised questionnaire was distributed again to the 

reviewers and then revised again based on their responses. 

The final set of questions were reordered to disperse related 

questions throughout the instrument. The questions were 

reordered to avoid having one response influence the response 

on the next related question. However, the employment- 

related questions were not dispersed. Students who were 

unemployed were instructed to skip this section. Other 

portions of the instrument contained questions that required 

that they be linked. For example, questions 57-62 were 

related to education goals. 
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The final survey included 75 questions dispersed across 

the six categories as follows: 

1. Demographics, family background and personal 

experiences (12 questions) 

2. External student environment (19 questions) 

3. Personal commitment and motivation (20 questions) 

4. Student objectives (15 questions) 

5. Purpose of education (3 questions) 

6. Student use of the community college (6 

questions) 

To facilitate the investigation of differences among 

eight types of students across the six categories, objective 

responses to each survey question were labeled with an alpha 

identifier. These were entered into the spreadsheet and 

later converted to numeric values according to the level of 

support each response represented. The numeric values were 

used in the analysis of responses to Category 2 and Category 

3 questions by allowing the sum of the values to represent 

the total support score for each category. 

Potential responses were coded along a 5 point scale 

that represented values from very supportive (2), supportive 

(1), neither (0), less than supportive (-1), to not 

supportive (-2). Non-answers or non-applicable questions 

received a response value of 0. While there is a difference 

between a response of "neither" and the lack of a response or 

the lack of a need to respond, the results for the 
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supportive/non-supportive scale are the same. By definition 

unemployment means that an employer cannot be supportive or 

non-supportive and thus has no impact on the external 

environment of support for higher education. If being 

unemployed has a negative impact on the external environment 

scale, then it will likely show up in the responses to other 

questions. 

The external environment, personal commitment and 

motivation scores were determined by the sum of all of the 

responses to the questions in their respective categories. 

No attempt was made to weight the values of the questions. 

Thus each question had an equal impact on the total response 

value. The purpose of this study was not to determine which 

variable within the category was the most influential on 

student behavior. Giving equal weight to each question 

diminished the impact of any single question on the total 

category. 

The pilot data were analyzed using the summed scores. 

Differences among the types were found, despite the limited 

sample size. 

Placing negative values next to question response 

choices could have biased the responses. Therefore, each 

response choice on the questionnaire was coded with an alpha 

code. These codes were entered into the study database and 

then changed to the numeric value before beginning 

Statistical analysis. The codes were as follows: 
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In a meeting with the head of the English department, 

the schedule for the various data gathering activities was 

developed. Each instructor, for the sections selected, was 

contacted and asked to participate in the study. All agreed 

to participate. A letter of instructions was given to the 

instructors on August 19, 1996 (Appendix A). The objective 

survey was distributed to the instructors on September 23, 

1996 (Appendix B). Instructors were asked to administer the 

survey in class within a week. The instructors did not 

asSist students with the survey other than to provide the 

instructions for the survey. Surveys were returned by each 

instructor. 

A spreadsheet was developed to merge information 

gathered from the SIS database as well as responses to the 

survey. The alpha code for each student response was entered 

into the database and checked for correctness. Next, alpha 

95



data were converted to numeric codes based on the table cited 

above. 

Responses to the four classification questions 

identified previously placed students into one of the sixteen 

types identified in Table 2. As described earlier, the 

sixteen types were then collapsed to the eight types as 

originally defined. The data were then sorted by type and by 

each question number. 

A second spreadsheet that included a response table for 

each survey question and each SIS database field was created. 

For each table, statistical formulas were developed to 

provide the appropriate test of significance. Results of the 

sort on a given question were entered into the spreadsheet of 

tables for the appropriate question. Next, the table results 

were grouped by the six defining categories identified in the 

literature review. Coded data from the autobiographical 

essays and focus groups were included with the survey data in 

the preparation of the results in Chapter 4. 

Autobiographical Essays 

Autobiographical essay questions were developed using 

both variables and survey examples from the literature review 

(Appendix C). Essay forms were developed and copied for each 

class. Copies of the forms were given to each instructor at 

the same time they received the surveys. Students were given 

the essay forms on the same day that the surveys were 
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completed, and they were asked to write the essays outside 

class and to return them to the instructor within a week. 

Instructors did not assist students with the essays other 

than to review the instructions when the essay was assigned. 

Instructors collected the responses and returned them to the 

researcher. Students who did not complete the assignment on 

time submitted the essays to the instructor over a two-week 

period. All essays were accepted. 

Initially, each essay was read twice. The first reading 

was to familiarize the researcher with the overall content of 

all of the essays. No notes were made. On the second 

reading, each essay was marked and notes were taken on 

comments students made on 10 topics. The topics included: 

1. Family background. 

2. Current home environment. 

3. Work experiences. 

4. Current responsibilities and/or obligations. 

5. Reasons for attending a community college. 

6. Education objectives. 

7. Career objectives. 

8. Anticipated problems achieving objectives. 

9. °° Plans to attain objectives. 

10. Perceived likelihood of success. 
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Focus Groups 

To prepare for the focus groups, the facilitators and the 

researcher met three times. Two counselors and the 

coordinator of counseling at the Chesapeake Campus of 

Tidewater Community College, served as facilitators. Each 

individual has had extensive experience as a group 

facilitator and a community college counselor. During the 

first meeting with the facilitators, they were provided a 

summary of the research project, a brief review of the 

literature, and a description of how the focus groups would 

be organized. This was followed by a brief discussion of the 

focus group purpose and possible questions. Each facilitator 

was provided an abbreviated version of the dissertation 

prospectus, a copy of the autobiographical essay instrument, 

and a copy of the objective survey instrument. One week 

later a second meeting was held. The second meeting provided 

an opportunity for the counselors to ask questions, to 

clarify the literature review and the objectives of the focus 

groups, and to identify specific topics for the focus group 

exercise. A preliminary set of questions was developed from 

the five categories used to develop student profiles. The 

demographic category was not considered for questions. Dates 

for conducting the focus group exercise were agreed upon by 

the instructors and the facilitators. A third meeting was 

held to determine the specific wording of each question to be 
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asked of the focus groups, as well as the order in which the 

questions would be asked. The focus group questions are 

provided in Appendix D. 

Focus groups were conducted on Tuesday, October 7, 1996 

for students in the literature class, ENG 241 and the 

remedial writing class, ENG 01. The third set of focus 

groups were held Wednesday, October 15, 1996 for the college 

composition class, ENG 111. 

On the day the focus groups were conducted, the 

researcher explained to each class the nature of the research 

and the relationships of the focus groups to the first two 

exercises in which they had participated. Students were 

placed into focus groups at random. A total of seven focus 

groups was created. One group remained in the classroom 

while the other groups moved to other available rooms. Each 

room included a table, chairs, tape recorder, name cards, 

markers, and flip chart. Focus group sessions were audio 

recorded. 

Each focus group session began with introductions by the 

students and the facilitator in the focus group. The 

researcher moved between the focus groups and observed the 

group interactions from a chair about 10 feet from the group. 

The focus groups lasted approximately 1 hour. The 

facilitators asked 10 questions in a dialogue format that 

allowed free discussion. 
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Transcripts of the recorded sessions linked responses to 

the students. After the Tuesday focus groups (literature 

class and remedial writing class) the counselors compared the 

responses between the two groups and related their own 

experiences with students. They also compared the Norfolk 

students to students from the Chesapeake Campus. The 

discussions did not focus on the differences across the eight 

profile types. Instead, the discussion highlighted the 

differences in responses between the students enrolled in the 

literature class and the comments of students enrolled in the 

remedial writing class. These two courses represented the 

opposite ends of the community college academic spectrum. 

Data Analysis 

Data collected to address the three research questions 

involved four sources of information and successively smaller 

subsets of the overall population. Both quantitative and 

qualitative analytical techniques were required because of 

the types of variables involved. Not all analysis involved 

statistical tests. The data from autobiographical essays and 

focus groups provided valuable enhancements to the survey 

data and allowed the development of a complete or "rich" 

profile of students in the eight types. 

The first research question required the use of data 

from the college SIS database’and a single response from the 

survey instrument. Though not specifically asked to do so, 
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the autobiographical essays provided a check on the data used 

to determine a student's type number. Students often wrote 

about their age, enrollment status, their coursework and 

whether or not they were the first in their family to attend 

college. 

The second research question was whether profiles could 

be developed for each of the eight types. For each type, the 

six categories identified in the literature review provided 

the framework for developing a student profile. Each profile 

was written using the same format and the same order of 

categories. Because the number of students in four of the 

types was too small to provide statistically significant 

information, their reports were reduced in length and detail. 

Data from the SIS database, the 75 question survey 

instrument, the autobiographical essays, and the focus groups 

were used to develop the profiles. Descriptive statistics 

were used to report the data from the SIS database and the 

survey. This information was enhanced with summaries of the 

essay responses and, where appropriate, quotes from student 

essays. 

Because the profiles were descriptive in nature, 

comparative statistical tests were not performed. Instead 

the data from the four instruments were merged in an effort 

to provide a comprehensive description of the student types. 

The third research question asked if the differences 

among the eight types were meaningful enough to have 
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implications for curricular, instructional and student 

services decisions. To answer the question, the measurement 

scale level of the variable was determined for each question 

in the survey and for each data element collected from the 

SIS database. This scale level, along with the dimensions of 

the data table, determined the statistical procedure to be 

used. 

The eight profile types represented a nominal scale 

variable. The responses to all of the variables used for 

comparative purposes were either nominal or ordinal scale 

variables. 

For the tables involving only nominal variables, the 

Karl Pearson Chi-square Test of Homogeneity of Distributions 

(x2) was used. This test is appropriate when "individual 

populations are partitioned into more than two mutually 

exclusive and exhaustive subclasses" (Marascuilo & McSweeney, 

1977, p. 134). However, the (2) test is sensitive to sample 

size. Larger samples may produce significant results despite 

no change in association between variables. Post hoc 

comparison procedures that are not sensitive to sample size, 

yet which are sensitive to association, are used to estimate 

the strength of association between the two variables. The 

phi-square (2) estimate reduces the effect of sample size 

while providing a measure of association. 

62 =72/n 
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However, the (02) measure has no bounds and is thus difficult 

to interpret. To provide a measure of correlation on a scale 

from 0 to 1, the (2) can be modified to produce Cramer's 

measure of association. 

@'2= (62)/[min (rows - 1) (columns - 1)] 

The tables found in Appendicies E through I, which use 

only nominal data, provide measures of probability (p), chi- 

square (42), phi-square (2), and Cramer's measure of 

association (g'2), All tests were conducted at the .05 level 

with degrees of freedom determined by 

df = (rows - 1) (columns - 1) 

For tables involving nominal and ordinal variables, the 

Kruskal-Wallis Test for Ordered Contingency Tables (H) was 

used. While the F test is the appropriate test when 

populations have equal centers, the test requires a 

measurement level above ordinal and assumes normally 

distributed data. The Kruskal-Wallis test statistic is "for 

the one-way analysis of variance that also has a sampling 

distribution that tends to be (x2) with v = K-1 degrees of 

freedom" (Marascuilo & McSweeney, 1977, p. 300). H tests for 

shifts in the center of the samples and is not sensitive to 

"differences in spread and form" (Marascuilo & McSweeney, 

1977, p. 305). 

The Kruskal-Wallis test is "based on a substitution of 

ranks for the original observations" (Marascuilo & McSweeney, 
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1977, p. 300). When tables contain tied values, the H 

distribution is affected. The influence of midrank 

substitutions for tied ranks on the H distribution is reduced 

by a correction factor C 

d 3 
C=1 - 1 1 ye (be -ty 

3 s=l 
N -N 

where N = the number of observations and 

s = the number of observations at tied ranks 

The test statistic corrected for ties is 

H™ = H/C 

For this study, the H* statistic was tested against the x2 

critical value at the .05 level with 7 degrees of freedom. 

In addition to statistical tests for each of the survey 

questions, the study also sought to measure the level of 

support for higher education that the student received and to 

develop a measurement for the combination of questions 

related to the student's external environment 

In addition to the statistical tests for each survey 

question, this study also considered the questions related to 

a student's external environment and the questions related to 

personal commitment and motivation. Pooling the responses of 

the 18 environment questions would give an indicator of the 

support that the student received for attending college. 

104



Pooling the responses of the 20 commitment and motivation 

questions would give an indication of the student's 

commitment to higher education. 

The study did not seek to determine which response or 

question was a significant contributor toward support or 

commitment. Instead, the summation of the responses provided 

a comparable measure of the level of support for higher 

education the student was receiving. Likewise, the summation 

of the commitment and motivation responses provided a 

comparable measure of the level of commitment that the 

student held towards higher education. The study asked if 

the individual measures differed across the eight student 

types for each of the two measures calculated. 

Responses to each question in the two categories were 

coded on a five point scale. Scores of 1 or 2 were given to 

a response that supported a student's education efforts. 

Scores of -1 and -2 were given to responses that hindered or 

detracted from a student's education efforts. Scores of 0 

were given to any response that neither supported or 

detracted from support. Non-responsive answers had the same 

impact as responses marked 0. 

The sum of the responses for each category represented a 

student's support score for higher education. For the 

student environment measure, the range of possible scores was 

~32 to 30. For the commitment and motivation measurement, 

the range of possible scores was -32 to 36. 
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Each question used to determine the support measurement 

carried equal weight with the other questions in the 

category. This study did not hypothesize that certain 

responses were more influential than others. Given the 

number of questions used to determine each measure, no single 

question was likely to bias or skew a student's support 

measurement score. 

This study tested the hypothesis that the mean type 

scores for the populations represented by eight student types 

were equal. The statistical test used was the Analysis of 

Variance, one-way classification at the .05 level of 

significance with 7 and 114 degrees of freedom. The critical 

value of the F-distribution test statistic was 2.09. 
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CHAPTER 4 

RE TS 

This chapter presents the data collected to answer the 

research questions posed in Chapter 1. Each of the three 

research questions is addressed. In most instances, data 

tables are included in the appendices. 

As discussed in Chapter 3, eight English sections were 

selected for this study. Of the 170 students enrolled in 

these sections, 122 participated by completing essays and 

surveys. The balance either were not present in class on the 

day the survey was completed, had withdrawn from the course, 

or elected not to participate in the study. 

Comparison of Research Sample with Campus Population 

Tidewater Community College enrolled 16,874 students 

during the Fall 1996 term and the Norfolk Campus enrolled 856 

students. The research sample represented 14.3% of the total 

Norfolk Campus student population during the Fall 1996 term. 

Seven data fields of the SIS database were used to compare 

the Norfolk Campus students with the 122 students in the 

study sample. Table 3 summarizes the findings for the 

population and the research sample across the SIS database 

fields. 

The campus population was composed of students who were 

predominantely minority (53.2%), female (69.8%), part-time 
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Table 3 

Comparison of selected fields from the SIS database for the 

campus population and the study sample 

  

Field Campus Population Study Sample 

n 856 122 

Sex 

Male 269 (31.43%) Al (33.61%) 

Female 587 (68.57%) 81 (66.39%) 

Race 

White 350 (40.89%) 38 (31.15%) 

African-American 436 (50.90%) 77 (63.11%) 

Other 20 (2.34%) 7 (5.74%) 

Enrollment Status* 

Full-Time 259 (30.26%) 80 (65.57%) 

Part-Time 597 (69.74%) 42 (34.43%) 

Mean Credit Hours 8.20 11.00 

Standard Deviation 4.95 3.29 

Financial Aid Status 

Receive 401 (46.85%) 68 (55.74%) 

Do Not Receive 455 (53.15%) 54 (44.26%) 

Remedial Courses Required 

  

Yes 642 (75.00%) 111 (90.98%) 

No 214 (25.00%) 11 (9.02%) 

Age 

18-22 230 (26.9%) 54 (44.26%) 

Above 22 626 (73.1%) 68 (55.74%) 

Mean Age 29.70 26.30 

Standard Deviation 10.11 9.01 

Notes 

* Full-time status, 12 credit.hours or more. 
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(69.7%), and not prepared for college-level work (75.0%). 

The average age was 29.7 and 73.1% were over 22 years old. 

Nearly half received finanical aid (46.8%). Approximately 

40% enrolled in college within the past year and 

approximately 30% first enrolled in the college more than two 

years ago. 

The research sample was composed of students who were 

predominantly female (66.4%) and minority (68.8%). Most were 

not prepared for college-level work (91.0%). Sampled 

students were younger, with an average age of 26.3 and 55.7% 

were over the age of 22. The majority received financial 

assistance (55.7%). The primary difference between the 

population and sample was in attendance patterns. While more 

than two thirds of the campus population attended part time, 

two thirds of the study sample attended full time. Also, 

58.2% of the sampled students first enrolled in college 

within the past year. Only, 25% first enrolled more than 2 

years ago. 

English students tend to be curriculum based students 

and tend to enroll in English courses early in their higher 

education careers. They fit the traditional college 

attendance patterns of full-time students and thus, are more 

likely to be younger and require financial assistance. 

Students requiring remediation are more likely to be enrolled 

in remedial English classes early in their college 

attendance. On the other hand, students enrolled for 
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personal satisfaction or for specific knowledge or skills 

tend to enroll part time, and do not recieve financial 

assistance. Other students, who have attended the college 

longer may have already completed their English requirements. 

Thus the differences found between the campus population and 

the sample in average ages, financial assistance, requirement 

for remediation, and full-time vs. part-time status can be 

expected and was anticipated. 

Student Typology 

The first research question asked, "Is it possible to 

develop a typology of community college students that 

distinguishes among eight types of students who attend the 

community colleges? Can an objective survey instrument 

provide enough information to support the literature 

regarding the existence of eight discrete types of students?" 

The SIS database did not contain the fields needed to 

place students into the eight student-type addressed in the 

first research question. However, using two of the four 

criteria, four groups were developed that provided partial 

profiles and allowed the campus population to be compared 

with the study sample. 

The population and sample were divided by age (adults 

over 22 and traditional age students 22 and younger) and by 

preparation for college-level-work (remedial English and 

mathematics or non-remedial). Four groups resulted: 
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1. Adults (over 22) who are not prepared for college- 

level work (Adults, Remedial). 

2. Adults (over 22) who are prepared for college-level 

work (Adults, Non-Remedial) . 

3. Traditional age students (under 23) who are not 

prepared for college-level work (Traditional, 

Remedial). 

4, Traditional age students (under 23) who are 

prepared for college-level work (Traditional, Non- 

Remedial) . 

Appendix E provides tables comparing the two samples across 

the four student groups (Appendix E Table El). 

Differences were found across the population, sample, 

and four-student groups. While the Adult-Remedial group 

represented approximately 50% of the total number of students 

in both the population and the sample, the Adult-Non-Remedial 

groups differed in their portion of each sample. The campus 

population percentage of Adult-Non-Remedial (21.5%) was more 

than three times as large as the percentage for the study 

sample (5.7%). The table also revealed that adult students 

in the research group were more likely to be remedial 

students (90.0%) than adults in the campus population 

(70.6%) . 

Community colleges attract students who use the college 

for personal satisfaction or to learn specific knowledge and 

skills. Some may already have a degree or knowledge in the 
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area of study. They tend to enroll in one class. For 

example, students enroll in microcomputer software classes 

with the intent to learn a specific software application and 

to not seek a degree. On the other hand, students enrolled 

in English classes tend to be curriculum-based students and 

have education objectives that include pursuit of a degree. 

Further inspection of the Adult-Non-remedial students in 

the campus population revealed that 57.6% of the Adult-Non- 

Remedial students were enrolled in a single class compared 

with 28.6% of the study (see Appendix E Table 2). 

The first three student types depicted by the four 

groups represent nontraditional college students (Appendix E 

Table 1). The fourth group represents the maximum number of 

potential traditional college students. In both the 

population and the sample, at most, only 3.5% of the students 

may be considered traditional students. This study defined 

traditional students as 18-22 years old, prepared for 

college-level work, full time and not the first generation of 

their family to attend college. If attendance status is 

considered and part-time students withdrawn from the number 

considered to be traditional students, the numbers of 

traditional students drops from 30 (3.5%) to 9 (1.1%) 

students in the campus population and from 4 (3.3%) to 2 

(1.6%) in the research sample. Further classification of the 

campus population is not possible since the SIS database does 

not include information regarding first-generation status. 
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If any of the nine remaining students is a first generation 

student, then the percentage of traditional students in the 

campus population is less than 1%. 

In summary, the research sample reflected the broader 

campus student population in terms of gender (Appendix E 

Table 3) and race (Appendix E Table 4). Students in the 

study sample tended to be younger full-time students more 

likely to receive financial assistance (Appendix E Table 5) 

and a greater portion were unprepared for college-level work 

(Appendix E Table 1). The research sample contained few 

adults who were prepared for college-level work. The campus 

population contained very few traditional college students. 

Students in the study sample were separated into eight 

student types based on data collected from three fields in 

the SIS database and one survey question. Based on the 

response to the four questions, students were placed into one 

of 16 types. The types were then combined to form the 8 

profile types hypothesized in Chapter 1. The four.questions 

and possible responses included: Is the student 

1. 22 years old or older? (yes, no) 

2. a first generation student? (yes, no) 

3. required to enroll in non-credit remedial courses 

in mathematics or English? (yes, no) 

4. enrolled in fewer than 12 credits? (yes, no) 
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Table 4 lists the 16 types and the number of students 

from the sample in each type. The 16 types were combined to 

form eight student types. Table 5 lists the eight student 

types, their characteristics and the number of students from 

the sample in each type. Figure 3 provides a graphic 

representation of the eight student types and their 

respective sample sizes for this study. 

Students in types [2], [3], [4], and [7] meet Cross's 

(1974) definition of "New Students." Fifty (41.0%) students 

in this sample are "New Students." Students in Types [1], 

[2], [6], and [7] are "First Generation" students. Fifty- 

seven (46.7%) students in the sample are "First Generation" 

students. Students in Types [4], [5], [6], and [7] are other 

"Nontraditional" students. Fifty-eight (47.5%) students are 

"Nontraditional" students. Using Roueche's definition of 

"At-Risk" students, the sample includes 17 (13.9%)students in 

Types [6] and [7] who could be classified as "At-Risk." 

Finally, two students are classified as "Traditional" college 

students. 

In summary, students sampled from English classes at the 

Norfolk Campus could be placed into the eight student types 

identified in the literature. Furthermore, the three major 

sets of nontraditional students (New Students, First 

Generation Students, and Nontraditional Students) contained 

approximately the same number.of students in each type. 
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Table 4 

Sample Sizes by Student Types (Including Student Type 

Defining Criteria) 

  

Question 

Student Older First Unprepared Part-time 

? i ? ? ? 

  

[1.1] 22 Y Y Y N 

[1.2] 1 Y Y N N 

[1.3] 0 N Y N N 

[2] 17 N Y Y N 

[3] 22 N N Y N 

[4] 5 N N Y Y 

[5.1] 16 Y N Y Y 

[5.2] 2 Y N N Y 

[5.3] 13 Y N Y N 

[5.4] 3 Y N N N 

[5.5] 2 N N N Y 

[6.1] 10 4 Y Y Y 

+ [6.2] 1 Y Y N Y 

[6.3] 0 N Y N Y 

[7] 6 N Y Y Y 

[8] 2 N N N N 

Total 122 

  

Note. No students met the criteria for types [1.2] or [6.3]. 
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Table 5 

Definition of Eight Student Types and Sample Size of Each 

  

Type 

Student Type Definition 

[1] FG-Primary First generation adults who attend 

n = 23 college full time and may or may not 

require remedial classes or first 

generation traditional age students who 

attend full time and are not required to 

enroll in remedial classes. 

[2] FG-New First-generation, traditional age 

n= 17 students who attend full time and are 

required to enroll in remedial classes. 

[3] New-Primary “Traditional age students who attend 

n = 22 college full time and are required to 

enroll in remedial classes. They are not 

first generation students. 

[4] NT-New Traditional age students who attend 

n= 5 college part time and are required to 

enroll in remedial classes. They are not 

first generation students. 

[5] NT-Primary Adult students who are not first- 

n = 36 generation students. They may or may not 

require remedial work and may attend full 

time or part time. The type also 
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includes traditional age students who 

attend part time. They are not first 

generation students and are not required 

to enroll in remedial classes. 

[6] NT-FG First generation adult students who 

n= 11 attend college part time and may or may 

not need remedial classes. The type also 

includes first-generation traditional age 

students who attend part time and are not 

required to enroll in remedial classes. 

[7] NT-FG-New First-generation, traditional age 

n= 6 students who attend college part time and 

are required to enroll in remedial 

classes. 

[8] Traditional Traditional age, full time students who 

n= 2 are not first generation students and 

are not required to enroll in remedial 

classes. 
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[2] 
FG-New 
n=17 

      

   

First Generation 

Students New Students 

[7] 
NT-FG-New 

n= 

[4] 
n=11 NT-New 

n= 

[8] 
Traditional Nontraditional Students 

n=       

Figure 3. Venn Diagram of Types of Students Who Attend 

Community Colleges With Sample Sizes for Each Type. 
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Profiles of Student Types 

The second research question asked, "If the typology can 

be confirmed, can the typology be used with additional data 

gathering instruments and methodologies to develop "rich" 

profiles of each type? Using six sets of criteria, cana 

matrix of profiles be developed that reveals the differences 

between the types? Information gathered from the SIS 

database, survey, autobiographical essays and focus groups 

was used to develop a narrative for each profile type. The 

six categories discussed in the literature review provided 

the organizational structure for the narratives. Because 

small sample sizes for types [4], [6], [7], and [8] meant 

that statistically significant descriptions couldnot be 

provided, shorter overview narratives were written. More 

thorough discussions of types [1], [2], [3], and [5] were 

provided after an introductory overview of each. 

Student Type [1] FG-Primary Students (Figure 4) 

FG-Primary students sampled are first-generation 

students over 22 years of age. The 23 students have an 

average age of 34 and are predominately female African- 

American. They attend college full time and receive 

financial assistance. They are from poor education 

backgrounds and are not prepared for college-level work, 

either through preparation or achievement in high school. 
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[1] 
FG-Primary 

n=23 

First Generation 
Students 

        

Fiqure 4. Type [1] Students - FG-Primary 
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Their high school coursework does not include the 

mathematics, language or science classes needed to prepare 

them for college-level work. Nearly every student must 

enroll in remedial English or remedial mathematics courses or 

both. Students have received college level credits for 

approximately 40% of the total credits attempted. 

As first-generation students, the majority of the FG- 

Primary students are from homes in which at least one parent 

did not finish high school. For approximately one half of the 

students, both parents did not graduate from high school or 

earn a GED. While the students report that education was 

very important in their childhood, only a few students report 

that their parents had high expectations for them to attend 

college. 

FG-Primary students described difficult childhoods that 

included poverty, drugs, crime, violence, large families, 

absent fathers and associated struggles. Others described 

difficult teenage and adult years that included teen 

pregnancy, early age marriages, divorce, abuse, unemployment 

and low paying jobs. 

FG~Primary students feel that their families, friends, 

and employers support their college attendance. They 

describe friends who insist that they remain in school, 

assist them with their studies and encourage them to continue 

in school and do well. They have not lost friends as a 
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result of attending college nor do their friends believe that 

they are wasting their time attending college. 

As adults, these students lead active lives with many 

responsibilities and demands in addition to their full-time 

college attendance. They have jobs, children, spouses, and 

household chores that demand their attention. They report 

their responsibilities often interfere with their education. 

Students indicate that they often face multiple simultaneous 

problems that include disabilities, financial problems, and 

struggles with balancing child care, work, and school 

schedules. Many of the FG-Primary students are single 

parents and find it difficult to meet the demands on their 

time. The consequences of past drug abuse or past physical 

abuse continue to influence the classroom performance of 

several students. 

Approximately one-half of the students drive a car to 

school. Another large contingent uses public buses. 

Nearly all of the FG-Primary students must enroll in 

remedial classes. Despite this, they report that they were 

"satisfactorily prepared" in high school and "expect" to earn 

A's and B's while in college. They believe their knowledge 

is about the same as that of other students in their classes 

and that college, thus far, is about what they expected. 

While they report that their role as a college student is 

very important, the majority said they schedule their classes 

around the other responsibilities in their lives. 
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FG-Primary students study an average of only one hour 

per week per credit hour. Their commitment to their 

coursework ranged from as little as 18 minutes per credit 

hour per week to 2 1/4 hours per credit hour per week. 

The students said they are confident they will 

accomplish their education and career goals. However, their 

confidence does not recognize their poor preparation for 

college-level work or the limited amount of time they spend 

studying outside class. In their writings, they displayed a 

determination to improve their lives and the lives of their 

families. They believe that "things will work out" if they 

focus on their objectives and work hard. They see themselves 

as being responsible for their own futures. 

FG-Primary students believe that they know "exactly" or 

"most" of what they need to know to accomplish their 

education goals. They expect to earn degrees beyond an 

associate's degree, and nearly half intend to earn a graduate 

level degree. They are interested in nursing, counseling, 

teaching or computing careers. The reasons given for 

entering these fields were often simplistic and naive, such 

as the student who wants to enter nursing "to keep her son 

safe from illness." 

The students also demonstrated unrealistic 

understandings and expectations of what will be required to 

accomplish their objectives. -Not all who planned to earna 

degree beyond the associate's degree planned to attend a four 
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year college or university. One student expects her medical 

related classes to be easier than her remedial English or 

math classes; another student believes that buying a computer 

is the first step towards opening a business. 

Responses to questions about two- and five-year 

objectives revealed serious misunderstandings of what their 

education and career objectives required. Despite being 

enrolled in remedial classes or needing to enroll in remedial 

classes in the future, and despite having other 

responsibilities in their lives, the majority of the students 

expected to be working in their professions within five 

years. However, responding to questions about education 

objectives over the next 2 and 5 years, only a minority of 

the students indicated they would have their bachelor's 

degree and be working in their field or on a master's degree. 

In addition, FG-Primary students were unable to describe 

specifically how they planned to accomplish their education 

and career goals beyond "study hard" or "attend classes and 

complete assignments." 

The majority of the FG-Primary students believe that the 

purpose of higher education is to "get a better job," or 

"make more money," or “improve my life style." They measure 

success in class by "earning good grades in class" or 

"gaining knowledge that can be used on a job." 

FG-Primary students tend-to use the library and student 

counseling services but they do not participate in student 
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activities. While a majority of the students indicated they 

routinely discuss their classes with other students outside 

class, nearly one half indicated that they never speak with 

their instructors outside class. 

FG-Primary students attended the community college to 

prepare for enrollment in a four-year college or university. 

They enrolled in the community college because they did not 

feel ready for the size or rigors of a university. They 

expressed their preparation at the community college more in 

terms of a "Staging area" than as a "Stepping stone." Their 

reasons for attending did not focus on low tuition costs or 

convenient locations. Instead, they saw the college as 

providing an opportunity for them to "become somebody" and 

"to set an example for their children." 

Category I - Student Demographics, Family Background and 

Personal Experiences. FG-Primary students can be subdivided 

into three types. Types [1.1] and [1.2] include full-time, 

first generation students who are older than 22 and may [1.1] 

or may not [1.2] require remedial classes. The third type 

[1.3] is composed of full-time, traditional-age, first- 

generation students who do not require remedial classes. 

Of the total sample, 23 students met the criteria for 

FG-Primary. The sample contained 22 students in [1.1], one 

student in [1.2], and 0 students in [1.3]. FG-Primary 

students were overwhelmingly African-American 20, (87%) 
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(Appendix F Table Fl); female, 20 (87%) (Appendix F Table 

F2); and received Pell Grant financial aid, 21 (91%) 

(Appendix F Table F3). FG-Primary student ages ranged from 

22 to 54 with a mean age of 33.6 (Appendix F Table F4). The 

FG-Primary sample contained 6 (26%) new students and 10 (44%) 

who had enrolled continuously from their first term of 

enrollment. The number of semesters previously enrolled, 

continuous or not, ranged from 0 (6 students) to 10 (1 

student) with a median of two previous terms. 

Prior to the Fall 1996 term, FG-Primary previously 

enrolled students attempted a combined total of 409 credits, 

with a mean of 24.1 credits for each previously enrolled 

student (Appendix F Table F5). These students completed 334 

credits (81.7%) successfully (grades of other than I, W, U, 

or F), with a mean of 19.1 credits per student. These 

credits included both remedial and college credits. The FG- 

Primary students successfully completed 167 college level 

credits, with a mean of 9.8 college level credits each. 

College level credits completed accounted for 40.6% of the 

total credits attempted. 

FG-Primary students were enrolled in each of the classes 

sampled (Appendix F Table F6). Of the sample, 14 (61%) were 

enrolled in remedial classes, ENG 01 and ENG 03. Eight (35%) 

were enrolled in the freshman English classes, ENG 111 and 

ENG 112, while one (4%) student enrolled in the sophomore 

level class, ENG 241. 
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Thirteen (57%) FG-Primary students worked (Appendix G 

Table Gl). Most working students (11 of 13) worked fewer 

than 31 hours per week (Appendix G Table G2). The jobs held 

were low skilled service jobs such as cashier, waitress, 

customer service, day care, or certified nursing assistant. 

None of the students changed jobs as a result of their 

education. 

Sixteen (70%) students were raised in two-parent 

households while 6 (26%) were raised in households with a 

single-mother head of household (Appendix G Table G9). The 

highest level of parental education was high school diploma. 

For 16 (70%) of the students, at most one parent graduated 

from high school or earned a GED. However, for 10 (44%) 

students, neither parent graduated from high school nor 

earned a GED (Appendix G Table G10). 

FG-Primary students typically did not enroll in the 

Mathematics classes in high school that would prepare them 

for college level mathematics courses (Appendix G Table G13). 

Only 2 (9%) students enrolled in trigonometry or calculus 

classes. Five (22%) completed 2 years of algebra and one 

year of geometry. Eight (35%) students did not complete any 

classes beyond general mathematics. Only one (4%) student 

completed more than 2 years of foreign language classes, and 

11 (48%) students did not enroll in any foreign languages. 

In high school science classes, 14 (61%) completed high 
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school biology while only 3 (13%) students enrolled in 

classes other than biology, such as chemistry or physics. 

Twelve (52%) of the FG-Primary students drove to class 

while 9 (39%) rode public transportation (Appendix G Table 

G46). 

FG-Primary students reported that the activities that 

required the most of their time outside class were divided 

between working, caring for children, and doing household and 

family chores. 

In their autobiographical essays, FG-Primary students 

described their childhoods in terms of poverty, drugs, . 

alcohol, abuse, teenage pregnancy, AIDS, and struggle. They 

also described close supportive parents who worked hard for 

the benefit of their children. FG-Primary students described 

periods of growing up in public housing at a time when public 

housing was a safe and clean environment; they compared it 

with living in public housing today with drugs, crime, and 

violence. The majority also were raised in lower SES 

households that had between 4 and 13 children. They 

described fathers who worked as laborers or at other blue 

collar jobs. Some fathers were described as hard working and 

willing to do anything for the benefit of the family. Other 

fathers were described as "never present" or said to have at 

some point abandoned the family. Mothers were described as 

the strength of the family, often holding down a job and 
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caring for their children and sometimes for children from 

other families. 

No one mentioned that education was a part of family 

life or family goals. One student said education was not 

important in the family. 

One student described her parents' divorce when she was 

seven and the subsequent shuttling between the parents' homes 

for a number of years. She became ill and nearly died. 

After recovering from her illness, she met a man who fathered 

her child. She married the man, only to discover that he was 

bisexual and had AIDS. The husband has since died and the 

student and her daughter are both HIV+. 

Another described growing up in public housing and being 

expelled from school for stealing. She entered and finished 

the Job Corps program, married, had a child and divorced, all 

before the age of 22. 

The work experience for nearly all FG-Primary students 

had been limited to low-paying, low-skilled jobs. One 

individual spent 27 years in the Navy and became a Navy 

instructor. Another worked at the local Navy yard for 20 

years before taking early retirement and getting a job as a 

Certified Nursing Assistant (CNA). The remaining 21 students 

listed a variety of low-wage, part-time or temporary jobs, 

including retail clerk, minimum wage factory work, waitress, 

restaurant work, aide, cafeteria worker and child care. 
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Three had lost their jobs and were unemployed, while four 

were working as CNAs. 

Category II - External Student Environment. Several 

survey questions asked students about the support they 

received from their families, friends and employers while 

they attended college. Of the 13 students who worked, 11 

(85%) described their employers as supportive, 4 (31%), or 

very supportive, 7 (54%), of their education efforts 

(Appendix G Table G4). Eleven also said their work sometimes 

interfered with their education (Appendix G Table G5). For 9 

(39%) of the 23 students, current jobs were not related to 

their education or career goals (Appendix G Table G6 and 

Table G7). 

Question 14 asked the level of support from the 

immediate family. Fifteen (65%) students indicated that 

their families were "Very Supportive." “No one indicated that 

the family was "Not Supportive" (Appendix G Table G14). 

Eleven (48%) students reported that college attendance had 

improved their relationship with their family, while 11 (48%) 

indicated that there had been no change in the relationship 

(Appendix G Table G30). In response to Question 39, 

regarding the level of understanding that students believe 

their families have of what is required for them to attend 

college [a 5-point scale from "Do Not Understand (1)" to 

"Fully Understand (5)"], 11 (48%) said their family "Fully 
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Understand" while 6 (26%) answered the question with a "4"." 

No one responded with "Do Not Understand" (Appendix G Table 

G39). While students indicated they received emotional 

support for their college attendance, 21 (91%) indicated they 

did not receive financial support from their families 

(Appendix G Table G67). 

An indirect indication of family support was asked in 

questions regarding the difficulty of studying at home and 

whether the student had a designated place to study at home. 

Thirteen (57%) indicated that they do not have trouble 

studying at home and 20 (87%) have a designated place to 

study (Appendix G Table G66). 

Question 17 asked if friends were supportive and if so, 

how they were supportive. Eighteen (78%) responded "yes" 

while only 1 (4%) responded "No" (Appendix G Table G17). 

Students described the support they received in one of two 

ways. Most of the students responded that they receive 

encouragement from their friends. They said their. friends 

ask them how school is going, discuss the benefits of an 

education, encourage them to continue their education, 

applaud them for good grades, will not let them give up and 

make sure they get their assignments completed. The students 

also said their friends help them by providing emergency 

baby-sitting, lending books, tutoring, proofreading papers, 

and assisting them with homework. 
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In a related question, Question 63 asked what portion of 

the student's friends thought the student was wasting time 

attending college. Eighteen (78%) responded "none" and 4 

(17%) responded that "some" of their friends thought they 

were wasting their time (Appendix G Table G63). Twenty-two 

(96%) responded that they had not lost any friendships as a 

result of college attendance (Appendix G Table G43). In 

response to Question 71, regarding the level of 

understanding that students believe their friends have of 

what is required for them to attend college [a 5-point scale 

from "Do Not Understand (1)" to "Fully Understand (5)"], 10 

(43%) said their friends "Fully Understand" while 5 (22%) 

answered the question with a "4" (Appendix G Table G19). 

When asked if there was someone they admired who had 

graduated from college only 8 (35%) of the FG-Primary 

students said "yes." 

When asked a series of questions regarding the 

importance that education played in their childhood, FG- 

Primary students provided conflicting responses. For 

Question 22, nearly one-half of the students (48%) indicated 

that education was "Very Important," or "Important" (17%) 

during their childhood. Only one (4%) student said that 

education was "Not Important" (Appendix G Table G22). Yet, 

students writing in their autobiographical essays either did 

not discuss the role of education in their childhoods or 

indicated that it was not important. Likewise, the responses 
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to Question 47 regarding parental expectations of college 

attendance indicated less support for college attendance than 

suggested in Question 22. Ona five-point scale, only 6 

(26%) students indicated a "5, High Expectation" for college 

attendance while 3 (17%) indicated there was "No Expectation" 

(Appendix G Table G47). 

The literature also discussed other environmental 

factors that impact student success. Urban students were 

described as not having college-educated role models, or not 

having traveled far from their homes, and as having a number 

of problems that interfere with their education. 

Only 3 (13%) students indicated that nothing interfered 

with their class attendance. The other 20 students listed 28 

problems that interfered with attendance. These included 

health problems (8), child care problems (5) and family 

problems (5) (Appendix G Table G52). 

Students wrote in their autobiographical essays about 

their home environment and responsibilities outside the 

coursework. The essays described students wrestling with the 

problems of balancing commitments to family, children, work, 

and school. Eight students described life as a single 

parent. The following are summaries of comments made by the 

students: 

1. This student, who lives in public housing, has remarried 

and has all three of her children enrolled in college. She 
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said that working part time and caring for family is hard for 

her. She expresses doubt about being able to finish school. 

2. Single and forced to retire from the Navy after a 

successful career due to a work-related disability, this 

student is afraid to set new goals because he might fail. 

3. This student is married and has one child. During the 

day she works and attends school. Her husband works at night 

so he can baby-sit during the day. "Life is hectic" and the 

demands of family life and work take time away from her 

studies. 

4. Married with two boys this student is proud of how well 

her sons are doing in school. However, she is afraid that 

financial problems will keep her from continuing her 

education. 

5. After a life filled with drugs, alcohol, abuse, etc., 

this student has enrolled in school. She has supportive 

people around her and has a job for the first time in her 

forty-year life. 

6. This student left Old Dominion University for financial 

reasons. Financial issues remain a problem and threaten her 

education. 

7. Married with no children, this student helps her husband 

with his business. 

8. As an unemployed single mother living in public housing, 

this student is troubled by the need to make the right 

choices for her and her child and to be a positive influence 
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on him. She is having trouble with the general education 

classes and finds them difficult. 

9. This single mother works part time and feels the 

pressures of family and school responsibilities. Being a 

Single parent and trying to work, keep house and attend 

school is no easy task. 

10. Married with no children, both this student and his wife 

attend the college. They share household responsibilities. 

He says they are a "good team." But, financial problems 

threaten their education. 

11. This student is a single parent with three children, no 

work experience, and exceptionally poor writing and 

communications skills. 

12. This student is a single parent who works part time and 

receives assistance payments from her former husband. She 

lives from check to check. 

13. This student is an unemployed single parent who also 

takes care of her disabled sister and tries to attend 

college. 

14. This student is a single parent who works part time. 

She said that working, studying, and having a family are 

challenging. 

16. This student is a single mother of two boys. She is 

very proud of them. 
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17. This student is a single parent. Both parent and child 

are HIV+. It is difficult for her to attend school and have 

a home at the same time. 

18. This student is a single parent, unemployed, on welfare, 

and having difficulty getting to school because of child care 

problems. 

The essays reveal individuals with significant obligations 

and responsibilities in their lives and serious obstacles to 

overcome in order to succeed in the classroom. These 

obligations clearly exceed those of traditional students. 

Category III - Personal Commitment and Motivation. A 

series of questions sought to determine the level of 

commitment and motivation that students have towards 

continuing their education. Responses to related questions 

in the survey often resulted in conflicting responses. 

While 21 (91%) of the students receive financial aid 

through a Pell Grant (Appendix G Table G11), only 6 (26%) 

indicated that they would attend college without financial 

aid (Appendix G Table G12). When asked if financial problems 

would cause them to quit school, 15 (65%) said "Yes" 

(Appendix G Table G21). 

When asked their perception of how well they were 

prepared for college work, 17 (74%) indicated they were 

"Satisfactorily Prepared," while zero felt they were poorly 

prepared (Appendix G Table G15). Twelve (52%) students 
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believed that most of their grades will be a "B," while an 

additional 6 (26%) expected to earn mostly grades of "A" 

(Appendix G Table G38). These are interesting responses 

given that 14 (61%) students are currently enrolled in 

remedial classes, and 22 (96%) were required to take at least 

one remedial class, either English or mathematics. 

When asked to compare their knowledge to that of the 

other students in their classes, 12 (52%) responded that 

their knowledge was about the same as other students in the 

class (Appendix G Table G44). Most students, 17 (74%), also 

responded that their college experience to date was about 

what they expected. Only 2 (9%) students found the work more 

difficult than expected (Appendix G Table G45). 

On a 5 point scale from "No Importance" to "Most 

Important," 10 (43%) students indicated that the role of 

student was "Most Important" and another 10 (43%) students 

rated the importance at "4." No one said the student role 

was "Not Important" (Appendix G Table G50). This response 

contrasts with the responses to Question 37 in which 12 (52%) 

students indicated that they tend to schedule their classes 

around other responsibilities in life (Appendix G Table G37). 

An additional measure of commitment to education can be 

found in student responses to questions regarding time spent 

reading and studying. A total of 12 (52%) students read less 

than 2 hours per day and 74% read less than 3 hours per day 

(Appendix G Table G56). In response to Question 73, 10 (43%) 
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students study 2 to 3 times per week, while 5 (22%) study 4 

to 5 days per week and 8 (35%) study 6 to 7 days per week 

(Appendix G Table G73). Thirteen (57%) students study less 

than three hours each time they study (Appendix G Table G74). 

Using the responses from Questions 73 and 74, a measure 

of the number of study hours can be determined. Using the 

number of credit hours enrolled for the Fall 1996 term, a 

ratio of study hours per credit hour can be found. For FG- 

Primary students, weekly study time per credit hour ranges 

from 18 minutes per week per credit to 2 hours and 15 minutes 

per week per credit. The mean is 1 hour with a standard 

deviation of 41 minutes (Appendix I). 

In summary, a majority of the FG-Primary students 

believe they are satisfactorily prepared for college work, 

have found the work to be about what they expected, and 

expect to earn grades of "A" or "B," and have indicated that 

the role of college student is most important in their lives. 

On the other hand, the students also indicated that they tend 

to schedule their classes around the rest of their lives.All 

but one of the students was required to enroll in remedial 

classes. Furthermore, students in FG-Primary tend to study 

only one hour per week for each credit hour enrolled. 

Several questions asked the students to think about 

their plans for the future including education goals and 

career goals. They were then’ asked questions about how 

confident they were that they would achieve their goals and 
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objectives. Consistently, 18 (78%) responded that they were 

"Very Confident" of what they would be doing in two years, of 

achieving their education and career goals, and of their 

academic majors. The remainder of the students in FG-Primary 

indicated that the were "Confident." 

Students were asked in the survey and the essay why they 

chose to attend a community college. They gave numerous 

reasons. Five cited the low tuition costs, and two cited the 

convenience of the location for them. One group of reasons 

was clustered around perceptions of student support and 

quality instruction. Smaller classes (2) were mentioned, 

along with quality of course offerings (2), excellent faculty 

(2), transferable courses (2), a place for older students 

(2), and a good place to start college for those who had been 

out of school for a while (3). Three students said they were 

referred to the college by others. 

The student surveys do not reveal the level of 

determination and trust found in the student essays. Despite 

being unprepared for college-level work, and despite the 

hardships that define their existence and the problems that 

interfere with and threaten their college attendance, the 

students wrote with strong language of their determination 

and their confidence in their ability to "improve" their 

lives, to make life “better for their children," to "better 

themselves," to "make their children/parents proud," and to 

"get a better job." Present in nearly all of the essays was 
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a nearly blind sense of faith or trust that things would work 

out so long as the students worked hard, stayed focused, did 

not give up, had faith in God, and organized/managed lives to 

meet the ever present obligations of family, work and school. 

They placed the responsibility for their future success 

squarely on their own shoulders and often wrote, "I will be 

successful," or similar words. 

Category IV - Student Objectives. Question 16 asked 

students which degrees they were interested in earning. A 

bachelor's degree was the highest degree marked by nine (39%) 

students, while eight (35%) marked master's degree and 2 (9%) 

marked doctor's degree (Appendix G Table G10). While 19 

(83%) of the 23 students were interested in a degree beyond 

the associate's degree, only 14 (61%) planned to transfer to 

a four-year college or university (Appendix G Table G18). 

When asked about career goals, seven (30%) indicated 

they wanted to be a nurse and two (9%) others indicated a 

medical therapist field. Three (13%) indicated counselor or 

teacher and three listed a career as computer operator or 

computer specialist. A total of 21 (91%) of the careers 

listed were in service careers. Essay descriptions of career 

and education objectives were consistent with the survey. In 

addition, the essays provided insight into the level of 

understanding of the requireménts and responsibilities of the 

various careers. 
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Nursing students wrote of their life-long dreams of 

becoming nurses and plans to transfer to bachelor's degree 

programs. One student wants to open a clinic for teen health 

problems but is not sure that she will be able to finance the 

clinic or her education because, "It is very expensive to go 

to college, and when you make a decent salary, it makes you 

ineligible for a lot of financial aid programs." Another 

wants to work in a children's hospital because of the quality 

of care they provided her son when he was hospitalized. 

Being a nurse will allow her to keep her son "safe from 

unnecessary illness." Another nursing student said, "My 

aspiration is to reach and meet the highest goal in seeking 

more than one degree. My career goal is to work and 

brainstorm for new developments in whatever I set out to do." 

Another said that attending a community college "is a 

Milestone for me, because this will enable me to receive 

abundance of knowledge, skills and training in becoming a 

register [sic] nurse." Finally, one student wants to major 

in respiratory therapy because "I've always been interesting 

[sic] in breathing functions because I'm a very active person 

who loves exercise." She is having difficulty with English, 

math, and social science classes but expects the coursework 

"will probably get easier once I start my medical courses." 

While three students wrote of an interest in working in 

the computer industry, none could articulate specific career 

objectives. One student wants to major in computer science 
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and make her sons proud of her and look up to her. The other 

two students seek "some kind of employment in the computer 

field.” 

Two students want to become lawyers but neither 

indicated an understanding of what would be required to 

accomplish this objective. One student wants to become a 

legal assistant for a criminal attorney and become involved 

in politics at the local and national level. Eventually she 

would become a lawyer. Another wants to transfer to law 

school and simultaneously become a state trooper. Likewise, 

he wants to learn to write better; to read faster; to type; 

to learn better grammar and spelling; to learn how to use a 

computer; and to learn how to speak in front of audiences. 

The student objectives were written in a format that gave 

equal value to each objective. 

Three students want to get jobs in the business world. 

One student expects to graduate with a degree in graphics 

design and open his own graphics agency. Another plans to 

transfer to ODU and graduate in accounting and begin work for 

a "big six" accounting firm. Without relating his education 

to his career objectives, one student wants to open a 

business that provides clerical and bookkeeping services. He 

believes that buying a computer will be the first step 

towards accomplishing his business goals. 

When asked if they had changed their education goals 

since starting college, only 5 (22%) students said yes. For 
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these five students, the career goal changes represented 

either lateral changes (2), or increased goals (3) (Appendix 

G Table G26). 

When asked about employment goals for the next two 

years, 4 (17%) said they would remain in their current jobs 

until they completed their degrees. Six (26%) indicated they 

planned to get part-time jobs and finish their education, and 

eight (35%) indicated a desire to get full-time jobs in their 

field. 

When asked about employment goals for the next five 

years, 18 (78%) students planned to be out of school and in 

jobs in their field. One (4%) planned to be working part 

time and attending school. The other 4 (17%) did not respond 

to the question. Given the number of students enrolled in 

remedial classes and the descriptions of their 

responsibilities and challenges facing them, it will be very 

difficult for the students to complete their associate's 

degree in two years and a bachelor's degree in 5 years. This 

time period does not allow any time for completion of a 

master's or doctor's degree as intended by 10 (43%) of the 

students. 

When asked to identify their academic major, 6 (26%) 

indicated nursing, 3 (13%) named a health science major, and 

3 (13%) listed computers. Except for the 2 (9%) students who 

listed liberal arts, all other majors were specific 
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technology-related majors, whether traditional transfer or 

not. 

Four succesSive short-answer questions (numbers 57-60) 

were asked to determine the extent students could articulate 

their short-term and long-term goals and the means to 

accomplish them. In response to the education goals question 

for the 1996/97 academic year, 5 (22%) students indicated a 

goal of maintaining a high GPA for the year, "B" or "A." 

Others, 8 (35%), answered in the same vein but were less 

specific, stating that they wanted to "pass" their classes or 

complete their "prerequisite" classes. Still less specific, 

5 (22%) stated their education goals were to study hard, 

learn as much as possible, improve communication skills, or 

work toward an associate's degree. One (4%) student planned 

to graduate at the end of the academic year. Four (17%) 

students did not respond to the question. 

Within 2 years, seven (30%) students planned to graduate 

and enter their chosen fields or transfer to senior colleges. 

Six (26%) indicated that they would still be in college. 

Five (22%) gave answers that they would learn more or pass 

their classes or strive for their goals or pass the tests and 

do the required work. Five (22%) students did not answer the 

question. 

Education goals for the next five years included 9 (39%) 

students who intend to have their bachelor's degrees and 

either be working in their chosen fields or working ona 
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master's degree. Four (17%) students expect to be working on 

a bachelor's degree, and 5 (22%) students expressed some 

generalized notions of improving themselves or their 

education and meeting the requirements of their education 

goals. Five (22%) students did not answer the question. 

While most of the students were able to express 2 and 5 

year education goals, the majority of the students were 

unable to describe how they would accomplish their education 

goals. Six (26%) did not answer the question. Twelve (52%) 

students responded with "study hard," or "attend class and 

complete assignments," or “work hard," or "go to college and 

finish successfully." Only 3 (17%) students indicated any 

semblance of a plan that included an orderly description of 

the steps necessary to meet their objective. 

When asked how knowledgeable they were about how to 

accomplish their education goals, 9 (39%) responded that they 

knew exactly what they needed to do, and 9 (39%) responded 

that they knew most of what they needed to do in order to 

meet their education objectives. Given that only 14 students 

planned to transfer to a four year college while 19 students 

planned to earn at least a bachelor's degree, and given that 

only 3 students could provide an elementary description of 

how they planned to accomplish their education goals, it is 

unlikely that 78% of the students know "exactly" or "most" of 

what they need to know in order to accomplish their goals 

(Appendix G Table G75). 
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Category V - Student View of the Purpose of Education. 

Question 20 asked students what they thought was the purpose 

of education. Responses included "get a better job" or "get 

a good career" 7 (30%), "make more money" 4 (17%), "better 

myself in life," or improve my life style, 7 (30%). The 

following are additional purposes of higher education as 

stated by the students. 

"Show an example for my daughter." 

"To ensure to be best of your goals." 

"Prepare for college courses." 

"Be able to know more about things that you become 

involve in doing." 

"Gain abundance of knowledge, skills to be use to live a 

product [sic] life in the world around you." 

"Allow themselves better success but they also show 

others higher education can mean a higher attitude 

towards ones self." 

"Develop additional knowledge and skills." 

"Be able to have a professional job that can support 

myself and my two children so that I will not have to 

depend on welfare in the future." 

"To prepare for growing changes in the world today and 

in the future." 

In response to the question, "What do you hope to learn 

from this course?" students responded with a variety of 
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answers. Eleven (48%) students wrote comments about improving 

their communication skills and becoming better writers. Six 

(26%) students did not respond. The remaining six responses 

were a variety of generalized statements, such as "everything 

I possibly can," to the unintelligible, "enough or more to 

achieve in computers with the help of God." 

When asked how they measured success in class, 9 (39%) 

students responded "by earning good grades in class." Six 

(26%) responded "by gaining knowledge that can be used on a 

job," and six (26%) responded "to become more knowledgeable 

for personal satisfaction" (Appendix G Table G42). 

Category VI - Student Use of the Community College. 

Students were asked about the college services that they had 

used (Appendix G Table G51). Eighteen (78%) had met with a 

counselor while 16 (70%) had visited the library. Only one 

(4%) student said that he had used none of the services. 

Eight (35%) students had used the campus tutoring services. 

While use of college services is high, participation in extra 

curricula activities or student activities is low (Appendix G 

Table G52). Nine (39%) students had not participated in any 

student activities. The highest number of students who 

participated in any of the five activities listed was 3 

(13%). 

Thirteen (57%) students said that they speak with other 

students about their classes on a daily basis. Only 2 (9%) 
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students said that they "never" talk to other students about 

their classes (Appendix G Table G40). In contrast, eleven 

(48%) of the students said that they "never" talk with the 

instructor outside the class while 3 (13%) students said they 

speak with their instructors on a daily basis (Appendix G 

Table G72). 

All FG-Primary students were enrolled in the Fall 1996 

term as full-time students. Twenty-one (91%) students 

indicated that they plan to attend the college full time in 

the future (Appendix G Table G64). 

Students were asked the reason they attended Tidewater 

Community College in both the student survey and the student 

essay. On the survey, 15 (65%) students indicated, "To 

prepare for future enrollment in a four year college or 

university." 

When allowed to express in their own words the reasons 

they are attending a community college, the students provide 

more reasons than in the forced choice question of the 

survey. Responses tended to fall into three groups; personal 

benefits, institutional quality, and convenience reasons. 

They tended to focus less on the low tuition (4), and 

convenient locations (2), and wrote more about the importance 

that attending a community college meant to them. One 

student wrote that being able to attend a community college 

was a dream come true because she had not been permitted to 

attend higher education in her native Jamaica. 
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The students wrote that they wanted to "be somebody, " 

and wanted to “get more out of life," and create a better 

life and future for their children. Five students attended 

college to set an example for their children of the 

importance of attaining an education. They also wanted their 

children to be proud of them. Other students (3) stated that 

they were "going nowhere without an education" and attended 

the college to "get a better job." 

Other reasons for attending a community college included 

the smaller classes and the greater personal attention that 

students received (6). Students expressed a fear of 

attending senior colleges and said that the community 

colleges were made for older students who had been out of 

school for a long time, (3). The community college allows a 

person to adjust to college requirements. Seven students 

indicated that they were using the community college to 

prepare for a university. One student said that she was 

using the community college to "refresh" her and "equip" her 

for the university. 

Student e [2 FG-New Students (Figure 5 

Of Fg-New students sampled, 17, were First Generation 

students and "New Students." They were full-time, 

traditional- age students who received financial assistance 

and worked fewer than 31 hours per week. They held low-skill 

service jobs such as bellman, cashier, or fast food. 
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The vast majority were African-American students, new to the 

college. Gender was split about even between males and 

females. None of the students were prepared for college- 

level English or mathematics courses, either through 

preparation or achievement. They had not completed the high 

school classes in mathematics, language or science required 

for college work. Every student was required to enroll in 

remedial English or remedial mathematics courses, or both. 

For nearly all of the students in FG-New, the successful 

class completion rate was only 6% of all class credits 

attempted. 

Fewer than half of the students grew up in two-parent 

households. As first generation students, they came from 

backgrounds in which the parents did not attend college. For 

one-fourth of the students, at least one parent did not 

finish high school. Yet more than half of the students 

reported that education was important in their childhood and 

that their parents had high expectations for them to attend 

college. 

Essays that described their family background were 

poorly written and sometimes unintelligible, even when typed. 

FG-New students described difficult childhoods that included 

poverty, drugs, crime, violence, large families, absent 

fathers and related struggles. 

FG-New students feel that their families, friends, and 

employers support their college attendance. They described 
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friends who encouraged them to go to class and to study hard 

and were proud that they were in college. Most of the 

students have not lost friends as a result of attending 

college nor do their friends believe that they are wasting 

their time attending college. 

FG-New students are entering adulthood. While the 

majority of the students reported in the survey that nothing 

interfered with their class attendance, the students did 

describe problems they were having managing the demands on 

their time. They were attending school, working part time 

and in some instances, living on their own for the first 

time. They want to make their parents proud, and they feel 

the pressure to succeed. Approximately half of the students 

drive a car to school, and the other half use public buses. 

All of the students were required to enroll in remedial 

classes. For the Fall 1996 term, nearly all were enrolled in 

remedial classes. Despite this fact, they reported that they 

believed they were satisfactorily prepared in high school and 

expect to earn A's and B's while in college. They believe 

their knowledge is about the same as that of other students 

in their classes and that college thus far is about what they 

expected. While they report that their role as college 

student was very important, they also tended to say that they 

schedule their classes around the other responsibilities in 

their lives. 
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FG-New students tend to study on the average only 34 

Minutes per week per credit hour. Their commitment to their 

coursework ranged from as little as 2.4 minutes per credit 

hour per week to 1 3/4 hours per credit hour per week. 

These students said they were confident they would 

accomplish their education and career goals in spite of the 

lack of preparation for college-level work and the limited 

amount of time spent studying outside class. They believed 

that they would be able to achieve anything they wanted so 

long as they worked hard and "put their minds to it." 

FG-New students believed that they knew "most" or 

"exactly" what they needed to know to accomplish their 

education goals. They expected to earn degrees beyond an 

associate's degree, and two thirds intended to earn a 

graduate-level degree. They were interested in careers in 

physical therapy, computers, psychology, education, social 

work, nursing, and professional football. The reasons given 

for entering demonstrated their lack of understanding of the 

careers or the relationship between education and careers. 

One student wants to enter nursing and then become a 

pediatrician because she "likes little babies when they are 

born." The aspiring football player wants to transfer to a 

senior school and major in heating and cooling or engineering 

while playing football to become a professional. The 

colleges he mentions for transfer do not have either football 
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programs or engineering programs. In 5 years he expects to 

be a plumber. 

These students also demonstrated unrealistic 

understandings and expectations of what will be required to 

accomplish their objectives. Not all who planned to earn a 

degree beyond the associate's degree planned to attend a 

four-year college or university. Another expects to earn an 

associate degree at the community college and then transfer 

to a university to complete her work on her doctorate. 

Further evidence of a lack of understanding of what 

their education and career objectives required was revealed 

in responses to questions about their objectives over the 

next 2 and 5 years. When asked about employment goals for 

the next 2 years, nearly half expected to be working in their 

career field, computer programmer, pharmacist, zoologist. 

When asked about their employment objectives in five years, 

the students often did not mention their career field of 

choice. These responses are interesting when compared to 

responses about education objectives for the next two and 

five years. In 2 years, three fourths of the students 

expected to be enrolled in college and working part time. In 

5 years, the students expected to be out of college and 

working in their career field. None of the students 

mentioned graduate school even though two thirds indicated 

they were interested in earning a graduate degree. FG-New 

students were unable to describe how they planned to 
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accomplish their education and career goals beyond "go to 

school" or "stay focused," or "not give up." 

The majority of the FG-New students believe that the 

purpose of higher education is to "get a better job," or 

"make more money," or "improved life style." About half said 

they measured success in class by "becoming more 

knowledgeable for personal satisfaction." 

FG-New students tend to use counseling services, but 

only one-third visit the library and two thirds had not 

participated in any student activities. While a majority of 

the students indicated they routinely discuss their classes 

with other students outside class, the same majority also 

indicated that they never speak with their instructors 

outside class. 

These students attended the community college to prepare 

for enrollment in a four-year college or university. They 

enrolled in the community college because they did not feel 

ready for the size or rigors of attending a university. 

Their reasons for attending community college did not focus 

on low tuition costs or convenient locations. Instead, they 

saw the college as providing an opportunity for them to 

"become somebody" and that they were "going nowhere without 

an education" 
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Category I - Student Demographics, Family Background and 

Personal Experiences. FG-New students are traditional age 

"First generation" students who are also "New Students." 

They attend college full time and are not prepared for 

college-level work in English and/or mathematics. 

Of the sample, 17 students met the criteria for FG-New. 

FG-New students were overwhelmingly African-American, 14 

(82%) (Appendix F Table F2), but were almost evenly divided 

by gender, 9 (53%) female (Appendix F Table Fl). Sixteen 

(94%) received financial aid in the form of a Pell Grant or 

Stafford Loan (Appendix F Table F3). The ages of the these 

students ranged from 18 to 21 with a mean age of 18.9 

(Appendix F Table F4). The FG-New sample contained 13 (76%) 

new students and only 4 (24%) who had enrolled continuously 

from their term of first enrollment. The number of semesters 

previously enrolled, continuous or not, ranged from 0 (13 

students) to 5 (1 student) with a median of zero previous 

terms. 

Prior to the Fall 1996 term, FG-New previously enrolled 

students had attempted a combined total of 111 credits, with 

a mean of 27.75 credits for each previously enrolled student. 

These students completed 92 credits (83%) successfully 

(grades of other than I, W, U, or F), with a mean of 23.0 

credits per student (Appendix F Table F5). These credits 

included both remedial and college credits. The students 
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successfully completed 37 college credits, with a mean of 9.3 

college credits each. College credits completed accounted 

for 33% of the total credits attempted. The college credits 

completed data was misleading because of the 37 college 

credits completed, 34 were earned by one individual. The 

other three students earned one college credit each and had a 

completion ratio of only 6%. 

FG-New students were enrolled in each of the classes 

sampled except ENG 241 (Appendix F Table F6). Of the sample, 

15 (88%) were enrolled in remedial classes, ENG 01 and ENG 

03. Two (12%) were enrolled in the freshman English classes, 

ENG 111 and ENG 112. 

Thirteen (76%) of the FG-New students worked (Appendix G 

Table G1). Most working students (12 of 13) worked fewer 

than 31 hours per week (Appendix G Table G2). The jobs held 

were low-skilled, service jobs such as cashier (2), retail 

sales (4), bellman, and fast food. None of the students had 

changed jobs as a result of their education. 

Seven (41%) students grew up in families with two 

parents while 8 (47%) were raised in households with a single 

mother head of household (Appendix G Table G9). The highest 

level of parental education was high school diploma. For 4 

(24%) of the students, at most, one parent graduated from 

high school or earned a GED (Appendix G Table G10). 

FG-New students did not enroll in the mathematics 

classes in high school that would prepare them for college 
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level mathematics courses (Appendix G Table G13). Only 1 

(6%) student enrolled in an advanced algebra class. Six 

(35%) completed two years of algebra and one year of 

geometry. Four (24%) students did not complete any classes 

beyond general mathematics. Only four (24%) students 

completed more than two years of foreign language classes and 

8 (47%) students did not enroll in foreign languages. In 

high school science classes, 9 (53%) completed high school 

biology while six (35%) students enrolled in classes other 

than biology, such as chemistry or physics. 

Eight (47%) of the FG-New students drove to class while 

eight (47%) rode public transportation (Appendix G Table 

G46). Ten (59%) students reported that work activities 

required the most of their time outside class. The balance 

of the students reported a variety of reasons. 

The quality of the writing in the autobiographical 

essays waS poor in most cases, and unintelligible on a number 

of occasions, even when typed. Their writings were not as 

descriptive as the writings of FG-Primary students. The 

students tended to focus on one question and not answer the 

other questions asked. 

In their autobiographical essays, FG-New students 

described their family background in terms of close 

supportive families with two parents as well as growing up in 

single parent households with-numerous hardships. Eight 

(47%) students had four or more brothers and Sisters. 
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Five of the students who grew up in two parent homes 

described their families as supportive and close. One made 

the point of saying that where he lives, "It's not a very bad 

neighborhood." Another student said that she was "brought up 

in the projects but I am a good person." She was proud to 

say that, "Only one of the ten children have gone to jail." 

All but two graduated from high school. She felt this was 

very good "because a lot of families that size most of the 

children never finish school." 

Two other students from two-parent backgrounds described 

more troubled childhoods. One student grew up ina family of 

ten children and said, "I experienced negative actions inside 

and outside of my house. I started to be motivated to do 

negative things." His parents were alcoholics and used 

drugs. He began to shoplift in order to remain a part of his 

peer group. He said that the more he did this, the "more 

emptiness I felt, the more I felt careless about myself and 

my future." Another described growing up in a two-parent 

family but experiencd the death of most of his family over a 

ten year period. Only his father is alive now. 

Students who grew up in single-parent households 

describe a variety of situations that were not supportive 

environments. One student mentioned growing up in poverty 

and watching his father get sent to prison for armed robbery. 

The student was later sent to-prison for selling drugs. 

Another student quit high school and later earned his GED. 

159



Two students left home at age 16. One moved in with his aunt 

and works part time in a grocery store. The other student 

moved to Norfolk with her boyfriend. She and her boyfriend 

attended ODU for a year but were not allowed to return 

because of low grades. Another student described a troubled 

childhood as a result of her mother giving up custody of the 

children because "they were not wanted there anymore." 

Three students applied to universities and were not 

accepted. They were embarrassed that they had to enroll ina 

community college. 

Category II - External Student Environment. Several 

questions were asked students regarding the support they 

received from family, friends, and employers while they 

attended college. 

Of the 13 students who worked, 9 (69%) described their 

employers as supportive (3) or very supportive (6) of their 

education efforts (Appendix G Table G4). Seven (54%) said 

that their work sometimes interfered with their education, 

while 5 (38%) said that work did not interfere with their 

education efforts (Appendix G Table G5). While 11 (85%) 

students said that their work was not related to their career 

goals, 8 (62%) said that their work was not related to their 

education goals (Appendix G Table G6 and Table G7). 

Question 14 asked about the level of support from the 

immediate family. Ten (59%) students indicated that their 
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families were "very Supportive." No one indicated that the 

family was not supportive (Appendix G Table G14). Four (24%) 

students reported that college attendance had improved their 

relationship with their family, while 12 (71%) indicated that 

there had been no change in the relationship. In response to 

Question 39, regarding the level of understanding that 

students believed their families have of what is required for 

them to attend college [a 5-point scale from "Do Not 

Understand (1)" to "Fully Understand (5)"], 8 (47%) said 

their family "Fully Understand" while 5 (29%) answered the 

question with a "4". No one responded, "Do Not Understand" 

(Appendix G Table G39.) While students indicated emotional 

support for their college attendance, eleven (65%) indicated 

they did not receive financial support from their families 

(Appendix G Table G67). 

An indirect indication of family support was asked in 

questions regarding the difficulty of studying at home and 

whether the student had a designated place to study at home. 

Thirteen (76%) indicated that they did not have trouble 

studying at home and 12 (71%) have a designated place to 

study (Appendix G Table G66). 

Question 17 asked if student friends were supportive and 

if so, how they were supportive (Appendix G Table G17). 

Thirteen (76%) responded "Yes" while only 2 (12%) responded 

"No." Students described the-support they received in one of 

two ways. Most of the student responded that they received 
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encouragement from their friends. They say their friends 

supported their efforts, told them to work hard, and to go to 

class. They also congratulated the students on attending 

college and told the students how proud they were that they 

were in school. Several students indicated that their 

friends were also in school and their friends sometimes 

helped them with their assignments. 

In a related question, Question 63 asked what portion of 

the student's friends thought the student was wasting time 

attending college. Fifteen (88%) responded "none" and 2 

(12%) responded that "some" of their friends thought they 

were wasting their time (Appendix G Table G63). Thirteen 

(76%) responded that they had not lost any friendships as a 

result of college attendance, while 4 (24%) said that they 

had (Appendix G Table G43). In response to Question 71, 

regarding the level of understanding that students believed 

their friends had of what is required for them to attend 

college (a 5-point scale from "Do Not Understand (1)" to 

"Fully Understand (5)"), 9 (53%) said their friends "Fully 

Understand", while 4 (24%) answered the question with a "4" 

and 2 (12%) said that their friends "Do Not Understand" 

(Appendix G Table G71). When asked if there was someone they 

admired who had graduated from college only 5 (29%) of the 

FG-New students said, "Yes." 

Data regarding the importance that education played in 

the childhood of the FG-New students was not as supportive as 
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responses to other questions related to the student's 

environment. On question 22 (5-point scale), only 6 (35%) of 

the students indicated that education was "Very Important," 

during their childhood and an additional 24% indicated that 

education was "Important" (Appendix G Table G22). Two (12%) 

students said that education was "Not Important." Students 

writing in their autobiographical essays did not mention the 

role that education played in their childhood. The response 

to the question regarding parental expectations of college 

attendance, Question 47, indicated more support for college 

attendance than suggested in Question 22. Ona five-point 

scale, 9 (53%) students indicated a "5, High Expectation" for 

college attendance and 3 (18%) indicated a "4," while only 1 

(6%) student said there was "No Expectation" (Appendix G 

Table G47). 

Ten (59%) students indicated that nothing interfered 

with their class attendance. The few problems mentioned 

included transportation (2), child care (1), and finances (1) 

(Appendix G Table G52). 

Students wrote in their autobiographical essays about 

their home environment and responsibilities outside the 

coursework. The essays described students who were just 

entering adulthood and struggling with the problems of 

attending school, working and in some instances, living on 

their own for the first time.- They wrote of the pressures 

and fear of failure and letting their parents and friends 

163



down. They talked about how proud they wanted to make their 

parents and siblings because they were the first in their 

family to attend college. They also talked about the 

encouragement they received from their families. Several 

mentioned that their parents told them to "reach for the 

stars" or that they could "accomplish whatever they set their 

minds to." The following are summaries of comments made by 

the students. 

1. This student's family is close and helps the other 

family members when needed. She lives with her parents and 

helps with household chores. She says that family comes 

first. She believes that financial problems will interfere 

with her education efforts. 

2. Another student's family works together to help each 

other out. He is having difficulty with his classes, 

especially his anatomy class. 

3. This student lives with his parents who are very 

Supportive. His brothers and sisters are all in school and 

are doing well. He wants to become a professional football 

player but knows his chances are slim. 

4. This student lives with her parents, but is alsoa 

Single parent. She says it is difficult being a single 

parent and trying to go to school. 

5. This student lives with an aunt who works 12-13 hour 

days. She helps around the house and works part time. She 

wants to "make my family proud of me". . ."Being that I am 
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the first one in my family to attend college, everyone looks 

up to me. It makes me feel good when they smile and tell me 

how proud they are of me. It is nice to know that your 

family is backing, encouraging, and supporting you to do your 

best and to succeed in whatever you do." 

6. This student said that she does not have enough money to 

go to school. She says she "has the pressures of everyone 

around me to achieve and do well in school. I'm afraid to 

fail because I would of let everyone down. I would feel like 

a failure because I would feel worthless." She says that it 

is difficult working and going to school and trying to pay 

her bills. 

7. This student is excited about being in college but now 

he has to adjust to the demands of his classes and his work 

schedule. 

The essays revealed individuals who wanted to make their 

parents proud and thus felt pressures to succeed. They also 

were having difficulty managing the demands of work and 

school. 

Category III - Personal Commitment and Motivation. A 

series of questions sought to determine the level of 

commitment and motivation that students had towards 

continuing their education. Responses to related questions 

in the survey often resulted in conflicting responses. 
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While 16 (94%) of the students received financial aid 

through a Pell Grant (Appendix G Table G11), only 5 (29%) 

indicated that they would attend college without financial 

aid. When asked if financial problems would cause them to 

quit school, the responses were evenly split with 8 (47%) 

saying "Yes" and 8 (47%) saying "No." 

When asked their perception for how well they were 

prepared for college work, 5 (29%) said they were "Well 

Prepared," 9 (53%) indicated they felt they were 

"Satisfactorily Prepared," and zero felt they were "Poorly 

Prepared" (Appendix G Table G15). Ten (59%) students 

believed that most of their grades would be a "B," while an 

additional 4 (24%) expected to earn mostly grades of "A" 

(Appendix G Table G38). These were interesting responses 

given that 15 (88%) students were enrolled in remedial 

classes and every student was required to take at least one 

remedial class, whether English or mathematics. 

When asked to compare their knowledge to that of the 

other students in their classes, 8 (47%) responded that their 

knowledge was about the same as other student in the class 

and 5 (29%) indicated they knew more than other students in 

their classes (Appendix G Table G44). Seven (42%) students 

responded that their college experience to date was about 

what they expected, while 6 (35%) said that it was "Different 

from what you expected.". Only 2 (12%) students found the 

work more difficult than expected (Appendix G Table G45). 
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On a 5-point scale from "No Importance" to "Most 

Important," 11 (65%) students indicated that their role of 

student was "Most Important" and another 5 (29%) students 

rated the importance at "4." No one said their student role 

was "Not Important" (Appendix G Table G)50. This response 

was contrasted with the responses to Question 37 in which 10 

(59%) students indicated that they tend to schedule their 

classes around other responsibilities in life (Appendix G 

Table G37). 

An additional measure of commitment to education was 

found in student responses to questions regarding time spent 

reading and studying. A total of 14 (82%) students read less 

than 2 hours per day and 94% read less than 3 hours per day 

(Appendix G Table G56). Responses to Question 73, were 

spread evenly across all possible responses. Four (24%) 

students studied 0 to 1 days a week, 5 (29%) students studied 

2 to 3 times per week, 4 (24%) studied 4 to 5 days per week 

and 4 (24%) studied 6 to 7 days per week. Fifteen (88%) 

students studied less than three hours each time they studied 

(Appendix G Table G73). 

Using the responses from Questions 73 and 74, a measure 

of the number of study hours was determined. Using the 

number of credit hours enrolled for the Fall 1996 term, a 

ratio of study hours per credit hour was found. For FG-New 

students, weekly study time per credit hour ranged from 2.4 

Minutes per week per credit to 1 hours and 45 minutes per 
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week per credit. The mean was 34 minutes with a standard 

deviation of 30 minutes (Appendix I). 

In summary, a majority of the FG-New students believed 

they were satisfactorily prepared for college work, had found 

the work to be about what they expected, expected to earn 

grades of "A" or "B," and indicated that the role of college 

student was most important in their life. On the other hand, 

the students indicated that they tended to schedule their 

classes around the rest of their lives. All of the students 

were required to enroll in remedial classes. Furthermore, 

students in FG-New tended to study only 1/2 hour per week for 

each credit hour enrolled. 

Several questions asked the student to think about their 

plans for the future including education goals and career 

goals. They were then asked questions about how confident 

they were that they would achieve their goals and objectives. 

Consistently 9 (53%) responded that they were "Very 

Confident" of what they would be doing in two years, of 

achieving their education and career goals, and of their 

academic major. Two (12%) or 3 (18%) students consistently 

said they were "Not Sure." 

In their essays, only 9 of the 17 FG-New students 

described the means by which they would be able to accomplish 

their objectives and the likelihood they would be successful. 

Every writer said that they would have to study hard and work 

hard and that if they did so, they would be successful. 
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Several mentioned that they needed to "put their mind to it" 

and they would be capable of achieving anything they wanted. 

They wrote of the need for self-motivation and to try their 

best in the classroom. No one in this type offered any other 

explanation or description of how they would accomplish their 

objectives. As with the FG-Primary students, there was an 

implication, though not articulated as well by the FG-New 

students, that things would work out as long as the student 

worked hard. 

Category IV - Student Objectives. Question 16 asked 

students which degrees they were interested in learning. A 

bachelor's degree was the highest degree marked by 4 (24%) 

students, while 8 (47%) marked master's degree and 3 (18%) 

marked doctor's degree (Appendix G Table G10). While 15 

(88%) of the 17 students were interested in a degree beyond 

the associate's degree, only 13 (76%) planned to transfer to 

a four-year college or university (Appendix G Table G18). 

When asked about career goals, 3 (18%) indicated they 

wanted to be a physical therapist, 2 (12%) others indicated 

computer specialists, and (12%) said psychologist. Other 

careers included teacher, social worker, pharmacist, nurse, 

accountant, artist, zoologist, and professional football 

player. 

Essay descriptions of career and education aspirations 

were consistent with the survey. As with the FG-Primary 
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students, the essays demonstrated the lack of understanding 

of the requirements for the education and career goals. 

The student who wanted to be a nurse wrote that he wanted to 

get his BSN in nursing and then become a pediatrician because 

he "loves little babies when they are born." He said his 

chosen field was very difficult and required "lots of 

studying" and "hard classes to go throught [sic]." 

The computer specialist students were not aware of the 

differences between computer programming and computer 

technician work. One student wanted to earn a degree ina 

non-transfer technician curriculum, transfer to a university, 

and get a master's degree in computer science. 

One student wanted to play professional football or 

become an engineer. He planned to earn an associate's degree 

at TCC and then transfer to a university. The three 

universities he mentioned did not have either engineering 

schools or football teams. He also indicated he would earn a 

bachelor's degree in "heating and cooling." In the survey he 

indicated that in five years he would be a plumber. 

Another student left school in the seventh grade when a 

teacher told him that he could not become a lawyer if he 

dropped out of high school. Now he seeks to attain a college 

degree "in something." 

One student wanted to earn a doctorate in psychology and 

make a difference in children's lives. She wanted to attend 
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TCC for 2 years and then transfer to a university to get her 

doctorate. 

Another student wanted to become a physical therapist 

and give her daughter a bright future. She wanted to earn an 

associate's degree in general studies so that she could join 

the Air Force and attend college part time to get a 

bachelor's and master's degree in physical therapy. 

Finally, a student wanted to "go to the top 

educationwise" [sic] and wanted to "become someone." 

When asked if they had changed their education goals since 

starting college only 3 (18%) students said yes (Appendix G 

Table G26). Of these three students the career goal changes 

represented either lateral changes (1) or increased goals 

(1). 

When asked about employment goals for the next two 

years, 7 (41%) FG-New students demonstrated their lack of 

understanding of what would be required to attain their 

professional career goals by indicating that they would be 

working in these careers within 2 years. They expected to be 

a pharmacist, zoologist, psychologist and computer programmer 

within two years. Two (12%) students wanted a better job 

than they have now and two (12%) expected to remain in their 

current positions. The balance listed a variety of goals 

that were not related to their career goals or their status. 

Interestingly, when asked what they would be doing in 2 

years, students responsed quite differently from the response 
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they gave to the question regarding their career goals in two 

years. Only 2 (12%) students expected to be in their career 

jobs. Thirteen (76%) expected to be enrolled in college and 

working part time. One student was not sure and the other 

student expected to be finished with an associate's degree. 

When asked about employment goals for the next 5 years, 

15 (88%) of the students planned to be out of school. Unlike 

FG-Primary students, these students did not always see 

themselves in their chosen career. One expected to be a 

plumber, another a model and another a police officer. 

Others said they would be working at a different company, or 

the same job, or training as a programmer ina factory. Less 

specific, some students said they would be working at a job 

near home and school or making more money, or “whatever 

opportunities come my way." 

Given the number of students enrolled in remedial 

classes and the descriptions of their responsibilities and 

challenges facing them, it will be very difficult for the 

students to complete their associate's degree in 2 years and 

a bachelor's degree in 5 years. This time period does not 

allow any time for completion of a master's or doctor's 

degree as intended by 11 (65%) of the students. 

When asked to identify their academic major, 2 (12%) 

indicated physical therapy, 2 (12%) psychology, 2 (12%) 

computer science, criminal justice, engineering, nursing, 

accounting, fine arts, 2 (12%) science, and 2 (12%) listed 

172



general studies. Seven (41%) of the majors were traditional 

transfer curricula and not related to technology majors. 

Four successive questions (57-60) were asked to 

determine the extent students could articulate their short- 

term and long-term education goals and the means to 

accomplish them. In response to the question regarding 

education goals for the 1996/97 academic year, 3. (22%) 

students indicated a goal of maintaining a high GPA for the 

year, "B" or "A." Others, 5 (29%) answered in the same vein 

but were less specific, stating that they wanted to "pass" 

their classes or be successful in their classes. Still less 

specific, 4 (24%) stated their education goals were to 

further their education, learn what they needed for next 

year, or to take a few classes. One (6%) student planned to 

graduate at the end of the academic year, another student 

planned to transfer, and another student was not sure. ‘Two 

(12%) students did not respond to the question. 

Within 2 years, 8 (47%) of the students planned to 

graduate with their associate's degree and either enter their 

chosen field or transfer to a senior college. Five (22%) 

gave answers that they wanted to get good grades or "get into 

a program," further their education or were not sure. Three 

(18%) students did not answer the question. 

Education goals for the next 5 years included 9 (53%) 

students who intended to have their bachelor's degree and 

working in their chosen field. Despite indicating an 
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interest in an advanced degree, none of the students 

mentioned graduate school as a goal in the next 5 years. 

Three (18%) students expressed some generalized notions of 

making good grades, or working through the program. Two 

(12%) students were not sure. Three (18%) students did not 

answer the question. 

While most of the students were able to express two- and 

five-year education goals, none of the students were able to 

describe how they would accomplish their education goals. 

Three (18%) did not answer the question. The balance 

responded that they would work hard, make good grades, go to 

school, try their best, stay focused, not give up, “do what I 

need to do," and determination. 

When asked how knowledgeable they were about how to 

accomplish their education goals, three (18%) responded that 

they knew exactly what they needed to do and ten (59%) 

responded that they knew most of what they needed to do in 

order to meet their education objectives (Appendix G Table 

G75). 

Given that only 13 students planned to transfer toa 

four year college while 16 students planned to earn at least 

a bachelor's degree, and given that none of the students 

could provide even an elementary description of how they 

planned to accomplish their education goals, it is unlikely 

that 77% of the students know "most" or "exactly" what they 

need to know in order to accomplish their goals. 
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Catetory V - Student View of the Purpose of Education. 

Question 20 asked students what they thought was the purpose 

of education. Responses included "get a better job" or "get 

a good career" 6 (35%), "make more money" 1 (6%), to "better 

myself in life," or improved life style, 2 (312%). The 

following additional purposes of higher education were stated 

by the students. 

"better pay and less work." 

"more education the more knowledge and the more power 

and money." 

"receive a piece of paper that allows you to make more 

money." 

"because knowledge and application equal power in the 

career status." 

"to learn about one's self and to have a position in 

society." 

In response to the question of "What do you hope to 

learn from this course?," students responded with a variety 

of answers. Nine (53%) students wrote comments about 

improving their communication skills and becoming better 

writers. Three (18%) students did not respond. The 

remaining five responses were a variety of generalized 

statements such as "things that will help me in the future," 

to "nothing, just need to pass the course," and "how to 

establish letter." 
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When asked how they measured success in class, four 

(24%) students responded "by earning good grades in class." 

Four (24%) responded "by gaining knowledge that can be used 

on a job" and 8 (47%) responded "to become more knowledgeable 

for personal satisfaction." One (6%) responded “earn credit 

for the class" (Appendix G Table G42). 

Category VI - Student Use of the Community College. 

Students were asked about the college services that they had 

used (Appendix G Table G51). Ten (59%) had met with a 

counselor while only 6 (35%) had visited the library. Only 2 

(12%) students said that none of the services had been used. 

Four (24%) students had used the campus tutoring services and 

7 (41%) had used the computer lab. While use of college 

services was high, participation in extra-curricula 

activities or student activities was low (Appendix G Table 

G52). Eleven (65%) students had not participated in any 

student activities. Five (29%) students said they had 

participated in sporting events. Only one student 

participated in each of the remaining activities listed. 

Nine (53%) students said that they speak with other 

students about their classes on a daily basis. Only 2 (12%) 

students said that they never talk to other students about 

their classes (Appendix G Table G40). In contrast, 9 (53%) 

of the students said that they "never" talk with the 

instructor outside the class while 6 (35%) students said they 
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speak with their instructors on a weekly basis (Appendix G 

Table G72). 

All FG-New students were enrolled in the Fall 96 term as 

full-time students. Fifteen (88%) students indicated that 

they planned to attend the college full time in the future 

(Appendix G Table G64). 

Students were asked in the survey and the essay why they 

chose to attend a community college. They responded with 

numerous reasons. No one cited the low tuition costs, and 

two cited the convenient location for them. Smaller classes 

(2) were mentioned, along with excellent curriculum (2), 

transferable courses, student assistance, a place for older 

students and the need to improve a low GPA (2). Four 

students said they were not ready for a university and two 

others said they had been denied admission to a university. 

On the survey, 12 (71%) students indicated, "To prepare 

for future enrollment in a four-year college or university." 

Four (24%) indicated that they attended to "Develop 

additional knowledge and skills needed for my current job." 

When allowed to express in their own words the reasons 

they are attending a community college, the students provided 

more reasons than in the forced choice question of the 

survey. Responses tended to fall into three groups, personal 

benefits, institutional quality, and convenience reasons. 

Students who indicated on the survey that they were preparing 

to enter the university said in their essays that their high 
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school grades were low and that the universities would not 

accept them. One student in this type had attended ODU 

previously but was suspended due to low grades. 

Three students indicated that TCC was selected because 

of recommendations from others, the reputation the school has 

for it's nursing and health science programs , and it's art 

school. Two students mentioned the value of the smaller 

class sizes. Other students discussed the need for higher 

education in order to find an adequate job. One student quit 

high school and later discovered she could only get minimum- 

wage jobs without an education. She completed her GED and 

enrolled in TCC. One student recognized the need for higher 

education in the workforce and said she wanted to be able to 

select a job instead of taking whatever came along. 

FG-New students tended to focus less on the low tuition 

and convenience and wrote more about the importance that 

attending a community college meant to them. The students 

wrote that they wanted to "be somebody." They recognized 

that they were "going nowhere without an education" and 

attended the college to "get a better job" (3). 

Student Type [3] New-Primary Students (Figure 6) 

New-Primary students sampled were traditional age 

students who also qualified as "New Students." They were 

predominately African-American females who attended college 

full time and worked part time. Their part-time jobs were 
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Figure 6. Type [3] Students - New-Primary 
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low-skilled service jobs. The majority of the students did 

not receive financial assistance. Though they came from 

education backgrounds in which at least one parent had 

attended college, they were not prepared for college-level 

work. They had not completed in high school the mathematics, 

language or science classes needed to prepare them for 

college work. Every student was required to enroll in 

remedial English or remedial mathematics courses or both, and 

nearly one-half of the sample were enrolled in remedial 

classes during the fall term. 

For the most part, the students grew up in two-parent 

households. In every case, at least one parent had attended 

college. For almost half of the students at least one parent 

had received a bachelor's degree. Most of the students 

reported that education was important in their childhood and 

most students reported that their parents had high 

expectations for them to attend college. 

New Primary students described their childhood's quite 

differently than those of the FG-Primary students. Rather 

than difficult childhoods, students from two-parent families 

mentioned how close their families were and how much 

education was stressed. Those who grew up in single-parent 

households described childhoods similar to the descriptions 

provided by FG-Primary students. 

New Primary students felt that their families, friends, 

and employers supported their college attendance. The 
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friends encouraged them to study and attend college. New- 

Primary mentioned that many of their friends were also in 

college and they had not lost friends as a result of 

attending college nor did their friends believe that they 

were wasting their time attending college. 

New-Primary students were entering adulthood and were 

struggling with the transition from depending on their 

parents to learning how to manage on their own. Some 

continued to live with their parents while others had their 

own apartments. Their problems and responsibilities were not 

the same as students in FG-Primary, but they were significant 

for the New-Primary students. Those living on their own 

described their difficulty with paying the bills and managing 

their money. Over half of the students said that nothing 

interfered with their studies. 

All of the students were required to enroll in remedial 

classes. Despite this, nearly all of the students responded 

that they believed that they were satisfactorily prepared in 

high school and expected to earn A's and B's while in 

college. They believed their knowledge was about the same as 

other students in their classes and none of the students 

thought the coursework was more difficult than they expected. 

Unlike FG-Primary students, the New-Primary students said 

they tended to schedule their other responsibilities around 

their class schedule. 

181



New-Primary students tend to study on the average only 

45 minutes per week per credit hour. Their commitment to 

their coursework ranged from as little as 6 minutes per 

credit hour per week to 3 hours per credit hour per week. 

The students said they were confident they would 

accomplish their education and career goals,in spite of the 

lack of preparation for college-level work and the limited 

amount of time spent studying outside class. They displayed 

in their writings their inexperience and lack of 

understanding of the relationship between an education anda 

career. Unlike FG-Primary students who relied on hard work 

and determination to succeed, New-Primary students relied on 

the support and encouragement of their families to give them 

the motivation to continue with their education. 

New-Primary students believed that they knew "most" or 

"exactly" what they needed to know to accomplish their 

education goals. They expected to earn degrees beyond an 

associate's degree and half intended to earn a graduate level 

degree. Career interests included: nurse, journalist, 

principal, politician, dentist, police officer and graphics 

designer. 

When asked what they would be doing in the next couple 

of years, the students described activities consistent with 

continuing their education and working towards their goals. 

However, the majority of the students expected to be out of 

school and working in their chosen field within five years. 
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Given the level of remediation required and the degree 

aspirations of the students, it is not likely that they will 

be able to accomplish their goals in this time period. When 

asked specifically about their education objectives for the 

next 2 years, New-Primary students were not able to clearly 

articulate goals that supported their long-term education 

objectives. Less than half were as specific as "graduate 

with an associate's degree and transfer to a senior school." 

Five-year education objectives were equally unclear. Even 

though half of the students indicated a desire for a graduate 

level degree, most of them did not mention graduate school 

within the next five years, even though another question 

suggested they expected to be finished with their education 

in 5 years. In addition, none of the New-Primary students 

were able to describe how they planned to accomplish their 

education and career goals beyond "study hard" or "do what I 

need to do." 

When asked about the purpose of higher education, about 

a third of the New-Primary students gave the same answers as 

the FG-Primary students, "Get a better job, or make more 

money." In addition, nearly half of the these students cited 

preparation for citizenship, or increased knowledge as the 

purpose of higher education. New-Primary students were more 

inclined to say that they measured success in class based on 

gaining knowledge for personal satisfaction than earning good 

grades. 
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New-Primary students tended to use the library and 

student counseling services but they did not participate in 

student activities. While a half of the students indicated 

they routinely discussed their classes with other students 

outside class, nearly one half indicated that they never 

spoke with their instructors outside class. 

New-Primary students attended the community college to 

prepare for enrollment in a four-year college or university. 

They enrolled in the community college because they 

recognized they were not ready for a university setting and 

in some instances were not sure of their major. Only a few 

students mentioned they attended the community college for 

specific academic programs, learning assistance or because of 

the quality of the faculty. 

Category I - Student Demographics, Family Backqround and 

Personal Experiences. New-Primary students were traditional- 

age students who were also "New Students." They attended 

college full time and were not prepared for college-level 

work in English and/or mathematics. 

Of the total sample, 22 students met the criteria for 

New-Primary. These students were predominately African- 

American, 12 (64%) (Appendix F Table F2), with 8 (36%) white 

and 2 (9%) Asian-American. There were 16 (73%) female 

students and 6 (27%) male students (Appendix F Table F1). 

Nine (41%) received financial aid in the form of a Pell Grant 
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or Stafford Loan (Appendix F Table F3). The ages of the New- 

Primary students ranged from 17 to 21 with a mean age of 18.7 

(Appendix F Table F4). The sample contained 7 (32%) new 

students and 12 (55%) who had enrolled continuously from 

their term of first enrollment. The number of semesters 

previously enrolled, continuous or not, ranged from 0 (7 

students) to 5 (1 student) with a median of 1.5 previous 

terms. 

Prior to the Fall 1996 term, New-Primary previously 

enrolled students had attempted a combined total of 373 

credits, with a mean of 24.9 credits for each previously 

enrolled student. These students completed 253 credits (68%) 

successfully (grades of other than I, W, U, or F), witha 

mean of 16.9 credits per student (Appendix F Table F5). 

These credits included both remedial and college credits. 

The New-Primary students successfully completed 84 college 

credits, with a mean of 5.6 college credits each. College 

credits completed accounted for 23% of the total credits 

attempted. 

New-Primary students were enrolled in each of the 

classes sampled (Appendix F Table F6é). Of the sample, 10 

(45%) were enrolled in remedial classes, ENG 01 and ENG 03. 

Ten (45%) were enrolled in the freshman English classes, ENG 

111 and ENG 112 and two (9%) were enrolled in ENG 241. 

Eighteen (82%) of the New-Primary students worked 

(Appendix G Table G1). Most working students (16 of 18) 
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worked fewer than 31 hours per week (Appendix G Table G2). 

The jobs held were low-skilled service jobs such as 

waiter/waitress (3) cashier (2), retail sales (4), child care 

(2), and cook, etc. One of the students indicated that she 

had changed jobs as a result of her education. 

Fifteen (68%) students grew up in families with two 

parents either all or most of their childhood, while 6 (27%) 

were raised in households with a single-mother head of 

household (Appendix G Table G9). The highest level of 

parental education was a bachelor's degree or higher 

(Appendix G Table G10). Every student reported that at least 

one parent had attended at least some college. For 10 (45%) 

of the students, at least one parent graduated with at least 

a bachelor's degree. 

New-Primary students did not enroll in the mathematics 

classes in high school that would prepare them for college- 

level mathematics courses (Appendix G Table G13). Only 3 

(14%) students enrolled in an advanced algebra or 

trigonometry class. Five (23%) completed two years of 

algebra and one year of geometry. Two (9%) students did not 

complete any classes beyond general mathematics. 

Only 8 (36%) students completed more than 2 years of 

foreign language classes and 5 (23%) students did not enroll 

in foreign languages. 

In high school science classes, 12 (55%) completed high 

school biology or natural science while 7 (32%) students 
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enrolled in classes other than biology, such as chemistry or 

physics. 

Nineteen (86%) of the New-Primary students drove to 

class while only 1 (5%) rode public transportation (Appendix 

G Table G46). Ten (45%) students reported that work 

activities required most of their time outside class. The 

balance of the students reported a variety of reasons. 

New-Primary students reported backgrounds that were 

different from those described by students in FG-Primary or 

FG-New. While the percentage of two-parents households was 

approximately the same, the descriptions of their childhood's 

were quite different. With few exceptions, the depiction of 

their childhood's and family experiences were not filled with 

the difficulties found in FG-Primary and FG-New. Only 6 

(27%) students grew up in families of four or more children. 

Students from two-parent homes, with one exception, tended to 

describe their families as close or loving and that they 

stressed the importance of education. One student described 

an abusive childhood in a two-parent family that often 

resulted in being beaten, once so badly that hospitalization 

was required. However, since moving out on her own and 

enrolling in college, she says that her self-esteem is "sky 

high." 

Students from single-parent families, with two 

exceptions, described home environments that were more 

difficult and more closely related to FG-Primary and FG-New 
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experiences. One student described being kidnapped by her 

father and living on the run for years. Another described 

growing up in New York City in a crime-filled neighborhood 

and being abandoned by his father. Unfortunately, the 

writing was unintelligible, despite being typed. Another 

student described a good childhood until the father left 

after the family's house burned down. The family was forced 

to move into a neighborhood that was filled with crime and 

drugs. 

Two students from single-parent households described an 

environment similar to the students from two-parent 

backgrounds. One student discussed how loving her mother was 

and how she taught her children respect, independence, and 

responsibility. The student said that though her mother was 

not well paid, they had "pretty nice things such as 

furniture, clothes, and shoes." The other student said her 

family was the most important thing in her life and that they 

were very close. She was involved in high school activities 

and had been working since she was 15. 

Category II - External Student Environment. Several 

questions were asked of students regarding the support they 

received from family, friends, and employers while they 

attended college. Of the 18 students who worked, 14 (78%) 

described their employers as "Supportive" (8) or "Very 

Supportive" (6) of their education efforts. Three (14%) 
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reported that their employers were either "Less Than 

Supportive" (1) or "Not Supportive" (2) (Appendix G Table 

G4). Ten (45%) said that their work sometimes interfered 

with their education, while 8 (36%) said that work did not 

interfere with their education efforts (Appendix G Table G5). 

Eleven (50%) students said that their work was not related to 

their career goals or their education goals (Appendix G Table 

G6 and G7). 

Question 14 asked the level of support from the 

immediate family. Nineteen (86%) students indicated that 

their families were "Very Supportive." Only one (5%) 

indicated that the family was "Not Supportive" (Appendix G 

Table G14). Six (27%) students reported that college 

attendance had improved their relationship with their family, 

while 16 (73%) indicated that there had been no change in the 

relationship (Appendix G Table G30). In response to Question 

39, regarding the level of understanding that students 

believe their families had of what is required for them to 

attend college (a 5-point scale from "Do Not Understand (1)" 

to "Fully Understand (5)"), 14 (64%) said their family "Fully 

Understand" while 4 (18%) answered the question with a "4"." 

Two (9%) students responded with "Do Not Understand" 

(Appendix G Table G39). Eleven (50%) students indicated that 

their family provided for most of their college expenses and 

another 6 (27%) said that the family provided assistance for 

some of their expenses. Five (23%) students said their 
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family did not provide any financial assistance (Appendix G 

Table G67). 

An indirect indication of family support was asked in 

questions regarding the difficulty in studying at home and 

whether the student had a designated place to study at home. 

Twelve (55%) indicated that they did not have trouble 

studying at home and 13 (59%) had a designated place to study 

(Appendix G Table G66). 

Question 17 asked if students' friends were supportive 

and if so, how were they supportive. Nineteen (86%) 

responded "Yes" while only 1 (5%) responded "No" (Appendix G 

Table G17). Students described the support they received in 

one of two ways. Most of the student responded that they 

received encouragement from their friends. They say their 

friends were interested in what they were doing, supported 

their efforts, told them to work hard and to go to class. 

They also congratulated the students on attending college, 

and told the students how proud they were that they were in 

school. Other students indicated that their friends were 

also in school and their friends sometimes helped them with 

their assignments. 

In a related question, Question 63 asked what portion of 

the student's friends thought the student was wasting time 

attending college (Appendix G Table G63). Sixteen (73%) 

responded "none" and 6 (27%) responded that "some" of their 

friends thought they were wasting their time. Eighteen (82%) 
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responded that they had not lost any friendships as a result 

of college attendance, while 4 (18%) said that they had 

(Appendix G Table G43). In response to Question 71, 

regarding the level of understanding that student's believe 

their friends have of what is required for them to attend 

college (a 5-point scale from "Do Not Understand (1)" to 

"Fully Understand (5)"), 14 (64%) said their friends "Fully 

Understand" while 3 (14%) answered the question with a "4." 

None of the students said their friends "Do Not Understand" 

(Appendix G Table G71). When asked if there was someone they 

admired who had graduated from college, 11 (50%) of the New- 

Primary students said, "Yes" (Appendix G Table G19). 

Data regarding the importance that education played in 

the childhood of the New-Primary students paralleled 

responses to other questions related to the student's 

environment. On Question 22 (5-point scale), 12 (55%) of the 

students indicated that education was "Very Important," 

during their childhood and an additional 5 (23%) indicated 

that education was "Important." None of the students said 

that education was "Not Important" (Appendix G Table G22). 

Students writing in their autobiographical essays mentioned 

the role that education played in their childhood. 

The response to the question regarding parental 

expectations of college attendance (Appendix G Table G47), 

indicated more support for college attendance than suggested 

in Question 22. Ona five-point scale, 13 (59%) students 
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indicated a "5, High Expectation" for college attendance and 

7 (32%) indicated a "4," while none of the students said 

there was "No Expectation." 

Twelve (55%) students indicated that nothing interfered 

with their class attendance (Appendix G Table G52). The few 

problems mentioned included health (4), family (3), and 

finances (2). | 

Students wrote in their autobiographical essays about | 

their home environment and responsibilities outside the 

coursework. The essays described students who were just 

entering adulthood, struggling with the problems of attending 

school, working, finding time for family, and in some 

instances, living on their own for the first time. The 

ability to meet financial obligations troubled some students 

1. Students who lived with their parents mentioned the 

support they received from their parents. The students 

helped with chores around the house and described 

environments that were probably not different from their high 

school family environment. 

2. Other students mentioned the struggles of living on 

their own for the first time. They were having financial 

problems and in some instances were not receiving help from 

parents. 

3. A foreign student described his difficulties with 

learning English. He planned to return to his family in 

Thailand and help with family business. 
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4, Another student had difficulty deciding what to do in 

life and took a year off after high school. Now on her own, 

she is struggling with paying the bills and said that she 

might not be able to focus enough on her education to be 

successful. 

5. One student expressed the pressures he was feeling from 

some of his friends who thought that he should change career 

goals. 

6. One student lived with his parents but had a son and was 

financially responsible for him. The obstacles he saw ahead 

of him included the length of time needed to complete 

college, and financial problems. 

7. Another student lived with her mother and her mother's 

third husband. There were seven children in the family. The 

student had been working since she was 14 with 10 jobs in 4 

years. 

8. This student grew up in a single-parent household with 

four children. The student described her mother as a hard 

working and loving person who taught her children to respect 

others. She said that growing up, the family had "pretty 

nice things such as furniture, clothes and shoes." 

9. This student grew up in a two-parent home with three 

children. She said it was a supportive household and 

mentioned that no children had gone to jail. 

10. One student said her parents divorced and she was 

kidnapped by her father. They lived in hiding for 9 years 
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and moved around a lot. The FBI caught her father during her 

high school years. She described both parents as drug users 

and abusive. She eventually left home to live on her own. 

Today, she works for a dentist and is a waitress. 

11. This student was from a single-parent family with six 

children. She said her family was most important thing in 

her life and that they were very close. She was involved in 

high school activities and has worked since the age of 15. 

12. This student described abuse as a child in a two-parent 

family. She was beaten by both parents as a child and again 

throughout high school. This caused her grades and self- 

esteem to drop. As her grades dropped, she was beaten more. 

As a result of a beating she was put into the hospital just 

before high school graduation. Now that she was enrolled in 

college, and living on her own, her self-esteem was "sky 

high." 

13. This student's writing was typewritten but almost 

unintelligible. He rambled, misused words, and exhibited no 

continuity in the thoughts expressed. He grew up in New York 

City in a neighborhood filled with crime and drugs. His 

father abandoned the family, and he said there was "not a lot 

of love" in his family. 

14. This student grew up in a two-parent family in the early 

years but her father was in the Navy and gone most of the 

time. The family bought a house and the student remembered a 

good childhood until the age of 12 when their house burned 
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down and the father left the family. The family then moved 

to a drug- and crime-infested neighborhood. 

15. One student grew up in a Navy family in which the father 

was at sea for long periods. He described his childhood as a 

pleasant one and was active in school. He worked during high 

school and earned money to travel out of the country. 

16. Another student's parents divorced when she was 3, but 

the mother remarried when the student was 8. Her father was 

in the Navy and the family traveled around the world. She 

was active in high school. 

Category III - Personal Commitment and Motivation. A 

series of questions sought to determine the level of 

commitment and motivation that students had towards 

continuing their education. Responses to related questions 

in the survey often resulted in conflicting responses. 

Six of the eight students receiving financial aid 

through a Pell Grant or Stafford Loan (Appendix G Table G12) 

indicated that they would attend college without financial 

aid. When asked if financial problems would cause them to 

quit school, seventeen (77%) said "No" (Appendix G Table 

G21). 

When asked their perception for how well they were 

prepared for college work, 4 (27%) said they were "Well 

Prepared," 15 (68%) indicated’ they felt they were 

"Satisfactorily Prepared," and zero felt they were "Poorly 
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Prepared" (Appendix G Table G15). Thirteen (59%) students 

believed that most of their grades would be a "B," while an 

additional 5 (23%) expected to earn mostly grades of "A" 

(Appendix G Table G38). These were interesting responses 

given that 10 (45%) students were enrolled in remedial 

English classes and every student was required to take at 

least one remedial class, whether English or mathematics. 

When asked to compare their knowledge to that of the 

other students in their classes, 10 (45%) responded that 

their knowledge was about the same as other student in the 

class and 4 (18%) indicated they knew either more or a lot 

more than other students in their classes (Appendix G Table 

G44). Nine (41%) students responded that their college 

experience to date was about what they expected, while 8 

(36%) said that it was "Different from what you expected.". 

None of the students found the work more difficult than 

expected. 

On a 5 point scale from "No Importance" to "Most 

Important," 10 (45%) students indicated that their role of 

student was "Most Important" and another 6 (27%) students 

rated the importance at "4." No one said their student role 

was "Not important" (Appendix G Table G50). In response to 

Question 37, 14 (59%) students indicated that they tended to 

schedule their other responsibilities in life around their 

classes (Appendix G Table G37). 
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An additional measure of commitment to education could 

be found in student responses to questions regarding time 

spent reading and studying. A total of 13 (59%) students 

read less than 2 hours per day and 16 (73%) read less than 3 

hours per day (Appendix G Table G56). Responses to Question 

73, were spread across all possible responses. Three (14%) 

students studied 0 to 1 days a week, 9 (41%) students studied 

2 to 3 times per week, 7 (32%) studied 4 to 5 days per week 

and 3 (14%) studied 6 to 7 days per week (Appendix G Table 

G73). Eighteen (82%) students studied less than three hours 

each time they studied (Appendix G Table G74). 

Using the responses from Questions 73 and 74, a measure 

of the number of study hours was determined. Using the 

number of credit hours enrolled for the Fall 1996 term, a 

ratio of study hours per credit hour was found. For New- 

Primary students, weekly study time per credit hour ranged 

from 6 minutes per week per credit to 3 hours per week per 

credit. The mean was 44 minutes with a standard deviation of 

50 minutes (Appendix I). 

In summary, a majority of the New-Primary students 

believed they were satisfactorily prepared for college work; 

found the work to be about what they expected; expected to 

earn grades of "A" or "B"; indicated that the role of college 

student was most important in their life; and tended to 

schedule the rest of their life around their class schedule. 

On the other hand, all of the students were required to 
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enroll in remedial classes. Furthermore, students in New- 

Primary tended to study only 44 minutes per week for each 

credit hour enrolled. 

Several questions asked the student to think about their 

plans for the future, including education goals and career 

goals. They were then asked questions about how confident 

they were that they would achieve their goals and objectives. 

Between 10 (45%) and 13 (59%) students consistently responded 

that they were "Very Confident" of what they would be doing 

in 2 years, of achieving their education and career goals. 

Eight (36%) students were "Very Sure" of their academic major 

and 5 (23%) were "Not Sure" of their academic major. 

Students were asked in the survey and the essay why they 

chose to attend a community college. They responded with 

numerous reasons. Nine (41%) cited the low tuition costs. 

Smaller classes (1) were mentioned, along with the need to 

improve a low GPA (2). Three students said they were not 

ready for a university. 

Students in New-Primary used different words to describe 

how they planned to reach their goals than students in 

FG=Primary and FG-New. While a few students mentioned hard 

work, faith in God, and a blind confidence, the others 

discussed ways they expected to accomplish their goals. This 

type did not talk as much about making their parents proud, 

but instead mentioned the support they received from their 

family and how this support gave them the strength to 
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persist. Befitting their youth, nearly all of the responses 

demonstrated an innocence about life and a lack of 

understanding of the relationship between education and 

careers. 

1. One foreign student planned to travel the country and 

then transfer in 2 years to a university to earn a bachelor's 

and master's degree before going back home to Thailand. He 

said he would study hard for himself and for his parents. 

2. This student said that he needed to learn a whole lot of 

information before he jumped into the field, and that it was 

not that hard because of what he had seen his friends 

accomplish. 

3. Two students demonstrated no understanding of what is 

required for an education or a career. One talked about 

earning multiple degrees as though she were picking fruit in 

a grocery store. Another said that he enrolled in a four-year 

school but it did not work out. Now he had to "do the 

community college thing for a while." When he first attended 

the community college he "thought these classes are for 

dumese [sic] but they are not all the same classes." He 

insisted that his problem at the four-year school was too 

much partying and that he was serious now. 

4. The writing of this student was difficult to understand. 

She said that the difficulty she would face "is the thrill 

seeking of my goals. My family time and my study time will 
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be needed in both places. I'm going to have to deicate [sic] 

myself to each and every responsibility in my life." 

5. Several students were having difficulty choosing a major 

and a career. One planned to continue taking classes and 

trying to determine what her major should be. Another 

student decided to live at home and attend a community 

college while she choosing a major. She said that she knew 

it would take years of hard work and dedication to reach her 

goals, but she was "ready to take on anything that comes my 

way." 

6. Two students in this type described very abusive 

childhoods. Both were determined to overcome their 

experiences and to be successful. After an abusive childhood 

one student moved out on her own. Her employer took an 

interest in her and supported her education efforts. This 

support gave her new hope and allowed her to pursue new 

goals. She enjoyed learning and felt better about herself 

when she worked towards her goals. Because of the abuse she 

experienced, the second student wanted to help others so that 

they "never have or will ever go through what I went 

through." On her own, she was proud of her new lifestyle and 

her life as a college student. 

7. This student said that, "With the Lords help I'm going 

to try to study extremely hard." He continued "The goals 

that I had set for myself is very important to me, in I 

deeply know without a doubt that they are going to get 
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accomplish as long as I got the Lord on my side to guide me 

every step of the way." "I had decided to reach for the 

stars and go for the best that life has to offer, in by me 

doing this I can get every thing that I have ever wanted 

sense [Sic] I was a youngster." 

8. Another student wrote, "Where I live you do not see that 

many black males trying to achieve any goals. They would 

rather sleep all day instead of applying in a school for time 

their [sic] waisting [sic] on sleep. I made a promise to 

myself that I was going to be different in everything I do 

and any goal I wanted to persut [sic] I whauld [sic] because 

I have a whole lot of determination." 

Category IV - Student Objectives. Question 16 asked 

students which degrees they were interested in learning. A 

bachelor's degree was the highest degree marked by 8 (36%) 

students, while 9 (41%) marked master's degree and 2 (9%) 

marked doctor's degree (Appendix G Table G10). All 19 (86%) 

of the 22 students interested in a degree beyond the 

associate's degree planned to transfer to a four-year college 

or university (Appendix G Table G18). 

Responses to a question about career goals for New- 

Primary were distinguished by their variety. Besides the 

three people who indicated that they wanted to “graduate from 

college and find a career job;" the balance of the responses 

was unique. Career choices included business owner, graphic 
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designer, police officer, dentist, nurse, child care, 

journalist, principal, politics, marketing, dental hygienist, 

physical therapist, and a counselor for battered women. When 

asked if they had changed their education goals since 

starting college, only 3 (18%) students said yes (Appendix G 

Table G26). Of these three students the career goal changes 

represented either lateral changes (1) or increased goals 

(1). 

When asked about employment goals for the next 2 years, 

only 2 indicated they expected to be working in their field. 

Given the level of education required for these two careers, 

dentist and journalist, these two students did not understand 

the education required for these fields. The balance 

indicated various types of jobs that suggested that the 

students knew they would still be in school in 2 years. 

When asked what they would be doing in 2 years, 6 (27%) 

students did not respond. Thirteen (59%) students indicated 

they expected to be enrolled in a four-year school or 

graduating from the community college in preparation for 

transferring. Three (14%) students said they planned to be 

working in their chosen field. | 

When asked about employment goals for the next 5 years, 

8 (36%) students did not respond to the question. One (5%) 

student expected to be in school and working. The remainder, 

13 (59%), expected to be out of school and working in their 

chosen field. Given the number of students enrolled in 
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remedial classes and the descriptions of their 

responsibilities and challenges facing them, it would be very 

difficult for the students to complete their associate's 

degree in 2 years and a bachelor's degree in 5 years. This 

time period does not allow any time for completion of a 

master's or doctor's degree as intended by 11 (50%) of the 

students. | 

When asked to identify their academic major, 7 (32%) did 

not list a major, and 3 (14%) indicated general studies, 2 

(9%) mass communications, 2 (9%) science. The balance of the 

list of majors was unique. They included, law enforcement, 

performing arts, early childhood, nursing, psychology, 

history and marketing. Ten (45%) of the majors were 

traditional transfer curricula and not related to technology 

majors. 

Four succesSive questions were asked to determine the 

extent students could articulate their short-term and long- 

term education goals and the means to accomplish them. In 

response to the question regarding education goals for the 

1996/97 academic year, 8 (36%) students indicated a goal of 

maintaining a high GPA for the year, "B" or "A." Others, 2 

(9%), answered in the same vein but were less specific, 

stating that they wanted to "pass" their classes or be 

successful in their classes. Still less specific, 4 (18%) 

stated their education goals were to get some credits (2), 

finish the semester, take some general classes, and hand 
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assignments in on time. One student said, "There is no 

limit." Six (27%) students did not respond to the question. 

Within 2 years, nine (41%) of the students planned to 

graduate with their associate's degree and either enter their 

chosen field or transfer to a senior college. Three 

indicated they wanted to pass their classes (3), maintain 

good grades (2), or be near the completion of their 

coursework at TCC (2). One student expected to have her 

bachelor's degree and another expected to have the knowledge 

needed for the workplace. Five (23%) students did not answer 

the question. 

Education goals for the next 5 years included 10 (45%) 

students who intended to have their bachelor's degree and be 

either in graduate school or working in their chosen field. 

Despite 11 (50%) indicating an interest in an advanced 

degree, only 2 (9%) of the students mentioned graduate school 

as a goal in the next 5 years. Six (27%) students expressed 

some generalized notions of continuing in school, continuing 

to learn, maintain a good GPA, passing their coursework, or 

becoming a successful person. Six (27%) students did not 

answer the question. 

While most of the students were able to express two- and 

five-year education goals, none of the students were able to 

describe how they would accomplish their education goals. 

Six (27%) did not answer the question. The balance responded 

that they would "work hard," "make good grades," "go to 
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school," "keep on striving for the best," "not give up," "do 

what I need to do," and “one day at a time." 

When asked how knowledgeable they were about how to 

accomplish their education goals (Appendix G Table G75), 6 

(27%) responded that they knew exactly what they needed to 

do, and 9 (41%) responded that they knew most of what they 

needed to do in order to meet their education objectives. 

Given that none of the students could provide even an 

elementary description of how they planned to accomplish 

their education goals, it is unlikely that 68% of the 

students know "most" or "exactly" what they need to know in 

order to accomplish their goals. 

Category V - Student View of the Purpose of Education. 

Question 20 asked students what they thought was the purpose 

of education. Responses included "preparation for role as 

citizen" and "incorporation of knowledge into daily life" 5 

(23%), increased knowledge 4 (18%), "get a better job" 3 

(14%), "make more money" 2 (9%), and to "better myself in 

life," 2 (9%). Seven (32%) students did not answer the 

question. 

In response to the question of "What do you hope to 

learn from this course?," students responded with a variety 

of answers. Four (18%) students wrote comments about 

improving their communication’skills and becoming better 

writers. Six (27%) students did not respond. Seven (32%) 
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responses were a variety of generalized statements such as 

"everything there is to know about writing," to "nothing I 

don't already know," to "something new everyday" and "respect 

self and everybody else." 

When asked how they measured success in class, 9 (41$%) 

responded "to become more knowledgeable for personal 

satisfaction." Seven (32%) responded "by gaining knowledge 

that can be used on a job" and 6 (27%) students responded "by 

earning good grades in class." None responded "earn credit 

for the class" (Appendix G Table G42). 

Category VI - Student Use of the Community College. 

Students were asked about the college services that they had 

used (Appendix G Table G51). Twelve (55%) had met with a 

counselor while 13 (59%) had visited the library. Only 2 

(9%) student said that none of the services had been used. 

Only 2 (9%) students had used the campus tutoring services 

and 9 (41%) had used the computer lab. While use of college 

services was high, participation in extra curricula 

activities or student activities was low (Appendix G Table 

G52). Fifteen (68%) students had not participated in any 

student activities. Five (29%) students said they had 

participated in sporting events and outings, and 6 (27%) and 

attended field trips. 

Eleven (50%) students said that they spoke with other 

students about their classes on a daily basis. Only 2 (9%) 
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students said that they never talked to other students about 

their classes (Appendix G Table G). In contrast, 9 (41%) of 

the students said that they "never" talked with the 

instructor outside the class, while 7 (32%) students said 

they spoke with their instructors on a weekly basis (Appendix 

G Table G72). 

All New-Primary students were enrolled in the Fall 1996 

term as full-time students. Nineteen (86%) students 

indicated that they planned to attend the college full time 

in the future (Appendix G Table G64). 

Students were asked the reason they attended Tidewater 

Community College in both the student survey and the student 

essay. On the survey, 18 (71%) students indicated, "to 

prepare for future enrollment in a four-year college or 

university." Three (14%) indicated that they attended to 

"determine if I can handle college-level work." 

When allowed to express in their own words the reasons 

they are attending a community college, the students provided 

more reasons than in the forced-choice question of the 

survey. Responses tended to fall into three groups; personal 

benefits, institutional quality, and convenience reasons. 

Four students wrote about the inability to afford the 

tuition at a four-year college and thus are starting out ata 

community college. No one mentioned convenient location as a 

reason for attending. Six students indicated their desire to 

transfer to a university. They were attending the community 
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college to prepare for university classes. They recognized 

that they were not ready for a large school and saw the 

community college as a way to get accustomed to higher 

education, to prepare for a senior school, and to use the 

community college to select a major. Two of these students 

were not successful at four year schools. One student said 

the reason he chose to attend a community college was to, 

"inhance my learning ability and see how a small college is 

ran [sic] so that I can be prepared for a larger school." 

Another student cited a low high school grade-point average 

and the lack of a major as reasons for not being ready for a 

university. 

Only one student cited personal benefit reasons for 

attending a community college. She said that she was 

attending college to "better myself," that is "to live 

financially stable. I won't have to worry about money and 

won't live check to check." She also said she attended 

college to "broaden my knowledge." She said, "Although, I 

think IL know everything, there are somethings I need to know 

to be (as some would say) socially accepted." Finally, she 

said she attends the community college to "give my child 

everything it needs or wants." 

Three students said they were attending the community 

college because of the benefits offered by the college. One 

student wanted to become a police officer and attended the 

college because of the Administration of Justice program. 
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Another student attended community college because of the 

extra attention she receiveed as a result of smaller classes, 

caring teachers, and the ease with which she could seek help 

in and outside class. 

Student e [4 NT-New Students (Fiqure 7 

Of the total sample, only 5 students met the criteria 

for NT-New. This sample was too small for consideration as 

representative of NT-New students. A comparison of their 

responses to the survey revealed responses similar to New- 

Primary. A brief description of the data follows. 

NT-New students are traditional-age students who are 

also "New Students." They attended college part time and 

were not prepared for college-level work in English and/or 

mathematics. Their high school coursework did not include 

the mathematics, language or science classes needed to 

prepare them for college-level work. The difference between 

New-Primary and NT-New students was the number of credit 

hours enrolled for the term. New-Primary students attended 

full time and NT-New students attended part time. 

Four of the sampled students were white and 1 was 

African-American. In NT-New there were 3 female students and 

2 male students. None received financial aid in the form of 

a Pell Grant or Stafford Loan. Like FG-New and New-Primary 

students, ages of NT-New studénts ranged between 17 and 21 

with a mean age of 18.8. Only one of the students was a new 
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student in the Fall 1996 term. Three students had enrolled 

continuously since their first term. The number of semesters 

previously enrolled, continuous or not, ranged from 0 (1 

students) to 3 (1 student) with a median of 2 previous terms. 

Unlike New-Primary students, those in NT-New (4 of 5) 

responded to Question 19 that there was someone who graduated 

from college that they admired as a child. This response was 

Similar to the response of NT-Primary and NT-FG students. 

Otherwise the responses to the survey questions were very 

similar to New-Primary responses. 

NT-New students who were raised in two-parent households 

wrote of the love and closeness of their families and the 

support they received while growing up. Their essays were 

Similar to the essays written by New-Primary students. 

NT-New students registered for 67 credits prior to the 

Fall 1996 term and successfully completed 33 (49%) college- 

level credits. 

Four of the five students grew up in two-parent 

households in which at least one parent graduated with a 

bachelor's degree. Most of the students reported that 

education was important in their childhood and that their 

parents had high expectations for them to attend college. 

NT-New students said that their families, friends, and 

employers supported their college attendance. Their friends 

encouraged them to attend and-understood when the students 

needed time to study. Students had not lost friends as a 
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result of attending college nor did their friends believe 

that they were wasting their time attending college. NT-New 

students continued to live with their parents. 

All of theses students were required to enroll in 

remedial classes. Nevertheless, nearly all of the students 

responded that they believed that they were satisfactorily 

prepared in high school. They also expected to earn A's and 

B's while in college. Yet NT-New students tended to study on 

the average only one hour and eighteen minutes per week per 

credit hour. 

The students said they were confident they would 

accomplish their education and career goals. Their 

confidence did not recognize their poor preparation for 

college-level work or the limited amount of time they spent 

studying outside class. 

NT-New students believed that they knew "most" or 

"exactly" what they needed to know to accomplish their 

education goals. All of the students intended to earn a 

graduate degree. Career interests included teacher, marine 

biologist, criminal law, graphic designer, and simply, "a 

good job that pays a lot of money." 

When asked what they would be doing in the next couple 

of years, the students described activities consistent with 

continuing their education and working towards their goals. 

In five years NT-New students-expected to be either working 

in their field or in graduate school. When asked 
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specifically about their education objectives for the next 2 

years, these students expected to be completing their 

associate degree. Five-year education objectives were 

consistent with their career-aspiration requirements. NT-New 

students were not able to explain how they planned to 

accomplish their education and career goals beyond "study 

hard" and "trying hard not to quit." 

When asked about the purpose of higher education, all of 

the NT-New students said "preparation for a career." One 

student said, "It helps when applying for certain jobs." 

NT-New students tended to use the library and student 

counseling services, but they did not participate in student 

activities. Four of the students indicated they routinely 

discussed their classes with other students and three 

students talked with their instructors outside class. 

NT-New students attended the community college to 

prepare for enrollment in a four-year college or university. 

They enrolled in the community college because of the low 

tuition rates and because they were not ready fora 

university. 

tudent e [5 NT Prima Student (Fiqure 8 

The sampled NT-Primary students, 36, are nontraditional 

students who were neither "First Generation Students" nor 

"New Students." The average age of the type was 29 and 

nearly all were over 22 years of age. The majority of the 
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students were African-American, female, and attended college 

part time. Half received financial assistance and 

approximately half worked full time. While the part-time 

jobs held were low-skilled service jobs similar to those held 

by students in other types, about a fourth of the NT-Primary 

students held higher level positions, such as supervisor or 

secretary. Though they came from education backgrounds in 

which at least one parent had attended college, they were not 

prepared for college-level work, either through lack of 

preparation or poor achievement. For the most part they did 

not have the high school background in mathematics, or 

language needed for college classes. Nearly half had 

completed high school chemistry as well as biology. Most 

students were required to enroll in remedial English or 

remedial mathematics courses or both. Credits awarded for 

college classes represented two thirds of the total credits 

attempted. 

For the most part, the students grew up in two-parent 

households. All of the students reported at least one parent 

had attended college, and for about one third of the 

students, at least one parent had received a bachelor's 

degree. About half of the students reported that education 

was important in their childhood and that their parents had 

high expectations for them to attend college. 

NT-Primary students described childhoods that were less 

difficult than FG-Primary or FG-New students. Students from 
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two-parent families wrote about the closeness of their 

families and the sacrifices that their parents made so that 

the children could have better lives. NT-Primary students 

came from smaller families than those of FG-Primary and FG- 

New. 

Nearly a fourth of the NT-Primary students were retired 

from or about to retire from a career in the Navy. They had 

traveled the world and were ready for a new career. 

NT-Primary students felt that their families, friends, 

and employers supported their college attendance. While the 

employers were supportive, the majority of the students who 

worked also reported that their work interfered with their 

studies. Their friends encouraged their college attendance, 

inquired about their classes and did not pressure them to 

attend social functions if the students needed to study. 

Most of the students indicated they had not lost friends as a 

result of their college attendance and that their friends did 

not think they were wasting their time by attending college. 

NT-Primary students had difficulty balancing commitments 

to family, children, work and school. These other 

responsibilities often interfered with their education. Navy 

schedules did not allow students to attend class or enroll in 

as many classes as the students desired. In several 

instances, students reported that their spouses did not 

understand why they wanted to’attend college and were not 
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supportive. Approximately three fourths of the students 

drove a car to school. 

Nearly all of the students were required to enroll in 

remedial classes. Despite this, they believed they were 

satisfactorily prepared in high school and expected to earn 

A's and B's while in college. They believed their knowledge 

was about the same as other students in their classes. Only 

one tenth found college to be more difficult than they 

expected. Even though they reported that their role as 

college student was important, they scheduled their classes 

around the other responsibilities in their lives. 

NT-Primary students tended to study on the average only 

65 minutes per week per credit hour. Their commitment to 

their coursework ranged from as little as 54 minutes per 

credit hour per week to 3 3/4 hours per credit hour per week. 

The students said they were confident they would 

accomplish their education and career goals in spite of the 

lack of preparation for college-level work and the limited 

amount of time spent studying outside class. 

The better writers were able to express an understanding 

and maturity about the challenges ahead and how they would 

face them. They recognized the length of time it would take 

to complete their degree and were not bothered by it. They 

were buoyed by their successes to date at the college, and 

this had, in many cases, strengthened their resolve and 

confidence about achieving their education and career goals. 
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This heightened self-esteem and confidence was not seen in 

the literature. Their confidence was quite different from 

the grand wishes and dreams in other students types. The 

female student who said she had persevered despite the 

objections of her family had their support and was over half- 

way towards an associate's degree. She could see the 

completion of her degree and was confident she would succeed. 

She was "over-the-hump." This was quite different from the 

new student who believed that God was on her side and that 

she would be successful because she planned to go to class 

and do her homework. 

NT-Primary students believed that they knew "most" or 

"exactly" what they needed to know to accomplish their 

education goals. They expected to earn degrees beyond an 

associate's degree and more than half intended to earn a 

graduate level degree. Career interests included: nurse, 

teacher, counselor, accountant, industrial safety, social 

worker and computer specialists. 

When asked what they would be doing in the next couple 

of years, the students described activities consistent with 

continuing their education and working towards their goals. 

However, when asked what they would be doing in 5 years, over 

half either did not answer the question or responded "did not 

know." Most of those who responded to the question expected 

to still be in college pursuing their degrees. However, when 

asked about their work plans in 5 years, those who responded 
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to the question, about half, gave answers that indicated they 

thought they would be finished with their education and 

working in their chosen field. Given the level of 

remediation required and the degree aspirations of the 

students, it is not likely that they would be able to 

accomplish their goals in this time period. When asked 

specifically about their education objectives for the next 2 

years, half of the students either did not respond or "did 

not know." Of the type who "did know", most indicated they 

expected to have their associate's degree within two years. 

Five-year education objectives were equally unclear. Even 

though over half of the students indicated a desire for a 

graduate level degree, most of them did not mention graduate 

school within the next 5 years, though another question 

-suggested they expected to be finished with their education 

in 5 years. In addition, none of the NT-Primary students 

could describe how they planned to accomplish their education 

and career goals beyond "Study hard" or "not quit," or "do 

what I need to do." 

When asked about the purpose of higher education, about 

a fourth of the NT-Primary students gave the same answers as 

the FG-Primary students, "get a better job, or make more 

money." In addition, nearly a quarter of the NT-Primary 

students cited increased knowledge or personal development as 

the purpose of higher education. Less than half of the 

students did not respond to the question. These students 
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were more inclined to say that they measured success in class 

based on gaining knowledge that could be used on a job or for 

personal satisfaction than earning good grades. 

NT-Primary students tended to use the library and 

student counseling services but they did not participate in 

student activities. While three fourths of the students 

indicated they routinely discussed their classes with other 

students outside class, nearly two thirds indicated that they 

never spoke with their instructors outside class. 

NT-Primary students attended the community college to 

prepare for enrollment in a four-year college or university. 

Approximately half chose the community college because of the 

low tuition and convenient location. About one fourth are 

using the community college to prepare for entry or reentry 

into a university. The students believed that the smaller 

classes, more personalized attention, and prepatory classes 

will better prepare them for the university experience. 

Another fourth attended the college to change careers or gain 

an advantage in the workplace for promotions or raises. 

Category I - Student Demographics, Family Background and 

Personal Experiences. NT-Primary students were neither "New 

students". nor "First Generation" students. They could be 

divided into five subtypes. They included adults who 

attended part time and were required to enroll in remedial 

classes [5.1] or were not required to enroll in remedial 
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classes [5.2]. They included adults who attended full time 

and were required to enroll in remedial classes [5.3] or were 

not required to enroll in remedial classes [5.4]. Finally, 

the [5.5] students included traditional-age students who 

attended part time and were not required to enroll in 

remedial classes. Subtype [5.5] students would be considered 

traditional students, [8], if they were enrolled full time. 

Of the sample, 36 students met the criteria for NT- 

Primary. The sample contained 16 students in [5.1], 2 in 

[5.2], 13 in [5.3], 3 in [5.4], and 2 in [5.5]. This study 

considers NT-Primary as a single type and did not 

differentiate between subtypes. These students tended to be 

African-American, 21 (58%), with 14 (39%) white, and 1 (3%) 

other race (Appendix F Table F2). There were 21 (58%) female 

students and 15 (42%) male students (Appendix F Table Fl). 

Eighteen (50%) received financial aid in the form of a Pell 

Grant or Stafford Loan (Appendix F Table F3). The ages of 

the NT-Primary students ranged from 20 to 51 with a mean age 

of 29.0 (Appendix F Table F4). The sample contained 14 (39%) 

new students and 16 (44%) who had enrolled continuously from 

their term of first enrollment. The number of semesters 

previously enrolled, continuous or not, ranged from 0 (14 

students) to 13 (1 student) with a median of one previous 

term. 

Prior to the Fall 1996 term, NT-Primary previously 

enrolled students had attempted a combined total of 651 
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credits, with a mean of 29.6 credits for each previously 

enrolled student. These students completed 558 credits (86%) 

successfully (grades of other than I, W, U, or F), witha 

mean of 25.4 credits per student (Appendix F Table F5). 

These credits included both remedial and college credits. 

The NT-Primary students successfully completed 433 college 

credits, with a mean of 19.7 college credits each. Completed 

college credits accounted for 66.5% of the total credits 

attempted. 

NT-Primary students were enrolled in each of the classes 

sampled (Appendix F Table F6é). Of the sample, 16 (44%) were 

enrolled in remedial classes, ENG 01 and ENG 03. Fifteen 

(42%) were enrolled in the freshman English classes, ENG 111 

and ENG 112, and 5 (14%) were enrolled in ENG 241. These 

students were enrolled in a mean of 9.4 credit hours. 

Twenty-five (69%) of the NT-Primary students worked 

(Appendix G Table Gl). Most of working students (16 of 25) 

worked more than 30 hours per week and 23 worked more than 20 

hours per week (Appendix G Table G2). While some of the jobs 

held were low-skilled, service jobs such as waiter/waitress 

(1), cashier (1), retail sales (3), work study, and fast 

food, there were also two supervisors, two secretaries, three 

Navy personnel, and two rescue personnel. Four students 

indicated they had changed jobs as a result of their 

education. 

222



Twenty-one (58%) students grew up in families with two 

parents either all or most of their childhood, while 12 (33%) 

were raised in households with a single-mother head of 

household (Appendix G Table G9). The highest level of 

parental education was a bachelor's degree or higher 

(Appendix G Table G10). Every student reported that at least 

one parent had attended at least some college. For 12 (33%) 

of the students, at least one parent graduated with at least 

a bachelor's degree. Only 4 (11%) students lived in 

households where both parents held at least a bachelor's 

degree. 

NT-Primary students did not enroll in the mathematics 

classes in high school that would prepare them for college- 

level mathematics courses (Appendix G Table G13). Only 8 

(22%) students enrolled in advanced algebra, trigonometry or 

calculus classes. Nine (25%) completed two years of algebra 

and one year of geometry. Twelve (33%) students did not 

complete any classes beyond general mathematics. 

Only 6 (17%) students completed more than 2 years of 

foreign language classes and 14 (39%) students did not enroll 

in foreign languages. 

In high school science classes, 10 (28%) completed high 

school biology or natural science while 17 (47%) students 

enrolled in classes other than biology, such as chemistry or 

physics. 
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Twelve (45%) students reported that work activities 

required most of their time outside class. Another 14 (39%) 

mentioned family, spouse and children. Fifteen (42%) 

students did not answer the question. Three (8%) students 

cited personal pleasure reasons. Twenty-eight (78%) of the 

NT-Primary students drove to class while 9 (25%) rode public 

transportation (Appendix G Table G46). 

NT-Primary students reported backgrounds that were 

different from those described by students in FG-Primary or 

FG-New. While the percentage of two-parents households was 

lower for NT-Primary students than FG-Primary and FG-New, the 

descriptions of their childhoods and family experiences were 

not filled with the difficulties found in FG-Primary and FG- 

New. Only 12 (33%) of the students mentioned growing up in 

families of four or more children. 

NT-Primary students described sacrifices made by their 

parents so that they could have a better life than their 

parents. Students from single-parent backgrounds described 

living in public housing or growing up with their 

grandmothers or caring mothers who worked two jobs or double 

shifts to provide for the children. 

Eight (22%) students joined the Navy and traveled to all 

parts of the world. They are now either out of the military 

or planning to retire soon. 

Students from two-parent’ families wrote of the closeness 

of their families, how hard their parents worked and how 
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their parents wanted their children to have better lives. 

Married students often wrote of strong family lives and 

supportive spouses. 

Category II - External Student Environment. Several 

questions were asked students regarding the support they 

received from family, friends and employers while they 

attended college. 

Of the 25 students who worked, 18 (72%) described their 

employers as "Supportive" (10) or "Very Supportive" (8) of 

their education efforts. Seven (28%) reported that their 

employers were either "Less Than Supportive" (6) or "Not 

Supportive" (1) (Appendix G Table G4). Twenty (80%) said 

that their work sometimes interfered with their education 

(Appendix G Table G5). Only 2 (8%) said that work did not 

interfere with their education efforts. Sixteen (64%) 

students said that their work was not related to their career 

goals or their education goals (Appendix G Table G6 and G7). 

Question 14 asked the level of support from the 

immediate family. Twenty-eight (78%) students indicated that 

their families were "Very Supportive." Only two (6%) 

indicated that the family was "Not Supportive" (Appendix G 

Table G14). Eight (22%) students reported that college 

attendance had improved their relationship with their family, 

while 24 (67%) indicated that-there had been no change in the 

relationship (Appendix G Table G30). In response to Question 
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39, regarding the level of understanding that students 

believe their families had of what is required for them to 

attend college (a 5-point scale from "Do Not Understand (1)" 

to "Fully Understand (5)"), 19 (53%) said their family "Fully 

Understand" while 9 (25%) answered the question with a "4"." 

Two (6%) students responded with "Do Not Understand" 

(Appendix G Table G39). Five (14%) students indicated that 

their family provided for most of their college expenses and 

another 7 (19%) said that the family provided assistance for 

some of their expenses. Twenty-four (67%) students said 

their family did not provide any financial assistance 

(Appendix G Table G67). 

An indirect indication of family support was asked in 

questions regarding the difficulty in studying at home and 

whether the student had a designated place to study at home. 

Twenty-two (61%) indicated that they did not have trouble 

studying at home and 25 (69%) had a designated place to study 

(Appendix G Table G66). 

Question 17 asked if student friends were supportive and 

if so, how were they supportive. Twenty-eight (78%) 

responded "Yes" while only 2 (6%) responded "No" (Appendix G 

Table G17). Students said their friends gave them 

encouragement, asked about their classes and did not pressure 

them to take time away from their studies for social events. 

Others offered to help them with their work or provide other 

assistance such as child care when needed. 
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In a related question, Question 63 asked what portion of 

the student's friends thought the student was wasting time 

attending college (Appendix G Table G63). Twenty-nine (81%) 

responded "None" and six (17%) responded that "Some" of their 

friends thought they were wasting their time. Thirty-one 

(86%) responded that they had not lost any friendships as a 

result of college attendance, while 5 (14%) said that they 

had (Appendix G Table G43). In response to Question 71, 

regarding the level of understanding that student's believe 

their friends had of what is required for them to attend 

college (a 5-point scale from "Do Not Understand (1)" to 

"Fully Understand (5)"), 17 (47%) said their friends "Fully 

Understand" while 9 (25%) answered the question with a "4." 

Two (6%) students said their friends "Do Not Understand" 

(Appendix G Table G71). When asked if there was someone they 

admired who had graduated from college 19 (53%) of the Type 5 

students said, "Yes" (Appendix G Table G19). 

Data regarding the importance that education played in 

the childhood of the NT-Primary students paralleled responses 

to other questions related to the student's environment. On 

Question 22 (5-point scale), 15 (42%) of the students 

indicated that education was "Very Important," during their 

childhood and an additional 4 (11%) indicated that education 

was "Important." Three (8%) of the students said that 

education was "Not Important": (Appendix G Table G22). 
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The response to the question regarding parental 

expectations of college attendance, Question 47, indicated 

the same support for college attendance as suggested in 

Question 22. Ona five-point scale, 17 (47%) students 

indicated a 5, "High Expectation" for college attendance and 

2 (6%) indicated a "4," while 6 (17%) of the students said 

there was "No Expectation" (Appendix G Table G47). 

Only five (14%) students indicated that nothing 

interfered with their class attendance. The problems 

mentioned were spread across the options offered; 

transportation (8), child care (7), health (12), work (13), 

family (10), finances (10), and other (5) (Appendix G Table 

G52). 

Students wrote in their autobiographical essays about 

their home environment and responsibilities outside the 

coursework. The essays described students who were trying to 

balance the commitments to family, children, work, and 

school. The following are summaries of comments made by some 

of the students. 

1. This student has a child and sends two-thirds of the 

money she earns in the Navy to her mother. She has a problem 

finding baby sitters for her child. 

2. This student waited until her children were in school 

before returning to college. She had a problem finding time 

to study, but was determined to complete her education for 

the sake of the children. 
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3. This student was seriously ill for several years in 

addition to having a poor home environment. He was in 

college because one of his many doctors encouraged him to 

improve his life and supported him both emotionally and 

financially. The doctor died during his treatment. Ina 

dream the doctor told him to enroll in the community college. 

4. This student is single and in the Navy. The Navy 

schedule does not support his college attendance at times. 

5. This student is married with two children and has a 

strong family life. She has a full-time job as secretary for 

the City of Norfolk. 

6. An alcoholic husband's condition worsened due to this 

student's initial enrollment in college. Her father was 

paying her tuition. She was half way towards an associate's 

degree. Her husband was now supportive and off alcohol. She 

said that going to college had changed her life. 

7. This student lived at home with his parents and hada 

sister next door. He said that his home life was supportive 

and good, but finances were a problem. 

8. Due to an injury while in the Army, this student was 

discharged and now attended college on military disability. 

He was afraid of failing in college. 

9. This student was a single parent of two children. 

10. This student was separated from his wife and child. The 

wife did not understand nor support his education efforts. 

He was in the Navy and would have to go to sea next year. 
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This would lengthen the time it would take him to complete 

his degree. 

11. This student was visually impaired. The student's 

mother delayed her own education so that the daughter could 

finish college first. 

12. This student was happily married and lived ina 

supportive environment. She had children and was working and 

going to school. She did not have enough time to spend with 

her children. 

13. The support of his mother and siblings had been helpful 

for this student. However, his finances would be a problem 

as well as sticking to a plan for the number of years 

required to complete his degree. 

14. This student was busy at home with her husband and three 

children. She was frustrated at times with all of the 

demands but believed her education was worth it. She said 

that completing her education with a family would not be 

easy. 

15. Although this student had a husband and three children, 

she worked and attended college. 

16. Although single and working full time, school is "the 

most important part of my life." This student said that 

"Going to school is hard." 

17. This student lived with and cared for his ill mother. 

At times he did not have the faith and motivation to succeed. 

He said that, "Making my mother proud is what drives me." 
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18. Since this student lived on board a Navy ship, she was 

unable to take classes because she was often at sea. 

Category III - Personal Commitment and Motivation. A 

series of questions sought to determine the level of 

commitment and motivation that students had towards 

continuing their education. Responses to related questions 

in the survey often resulted in conflicting responses. 

Thirteen of the 23 students receiving financial aid 

(Appendix G Table G12) through a Pell Grant or Stafford Loan 

indicated that they would attend college without financial 

aid. When asked if financial problems would cause them to 

quit school, 24 (67%) said "Yes" (Appendix G Table G21). 

When asked their perception for how well they were 

prepared for college work, 6 (17%) said they were "Well 

Prepared," 22 (61%) indicated they felt they were 

"Satisfactorily Prepared," and one (3%) felt he was "Poorly 

Prepared" (Appendix G Table G15). Twenty-one (58%) students 

believe that most of their grades will be a "B," while an 

additional 8 (22%) expect to earn mostly grades of "A" 

(Appendix G Table G38). These were interesting responses 

given that 16 (44%) students were enrolled in remedial 

English classes and 29 (81%) students were required to take 

at least one remedial class, whether English or mathematics. 

When asked to compare their knowledge to that of the 

other students in their classes, 14 (39%) responded that 
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their knowledge was about the same as other students in the 

class, and 7 (19%) indicated they knew either more or a lot 

more than other students in their classes (Appendix G Table 

G44). Seventeen (47%) students responded that their college 

experience to date was about what they expected, while seven 

(19%) said that is was "different from what you expected, " 

and seven (19%) said it was "easier than expected." Four 

(11%) students found the work "more difficult than expected" 

(Appendix G Table G45). 

On a 5 point-scale from "No Importance" to "Most 

Important," 11 (31%) students indicated that their role of 

student was "Most Important" and another 12 (33%) students 

rated the importance at "4." No one said their student role 

was "Not Important" (Appendix G Table G50). In response to 

Question 37, 23 (59%) students indicated that they tended to 

schedule their classes around their other responsibilities in 

life (Appendix G Table G37). 

An additional measure of commitment to education was 

found in student responses to questions regarding time spent 

reading and studying. A total of 28 (78%) students read less 

than two hours per day and 30 (83%) read less than 3 hours 

per day (Appendix G Table G56). Responses to Question 73, 

were spread across all possible responses. One (3%) student 

studied 0 to 1 days a week, 17 (47%) students studied 2 to 3 

times per week, 11 (31%) studied 4 to 5 days per week and 6 

(17%) studied 6 to 7 days per week (Appendix G Table G73). 
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Twenty-eight (78%) students studied less than three hours 

each time they studied (Appendix G Table G74). 

Using the responses from Questions 73 and 74, a measure 

of the number of study hours was determined. Using the 

number of credit hours enrolled for the Fall 1996 term, a 

ratio of study hours per credit hour was found. For NT- 

Primary students, weekly study time per credit hour ranged 

from 54 minutes per week per credit to 3.75 hours per week 

per credit. The mean was 65 minutes with a standard 

deviation of 45 minutes (Appendix I). 

In summary, a majority of the NT-Primary students 

believed they were satisfactorily prepared for college work; 

found the work to be about what they expected; expected to 

earn grades of "A" or "B"; indicated that the role of college 

student was very important in their lives; and they tended to 

schedule the rest of their lives around their class 

schedules. Yet most students were required to enroll in 

remedial classes and they tended to study only 65 minutes per 

week for each credit hour enrolled. 

Several questions asked the student to think about their 

plans for the future including education goals and career 

goals. They were then asked questions about how confident 

they were that they would achieve their goals and objectives. 

Between 22 (61%) and 26 (72%) students consistently responded 

that they were "Very Confident" of what they would be doing 

in two years, of achieving their education and career goals. 
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Twenty-two (61%) students were "Very Sure" of their academic 

major and 6 (17%) were "Not Sure" of their academic major. 

Students were asked in the survey and the essay why they 

chose to attend a community college. They responded with 

numerous reasons. Seven (19%) cited the low tuition costs 

while another 7 (19%) cited convenience. One student was 

told in a dream to attend the community college, while others 

mentioned smaller classes (1), slower pace (1), and the need 

to improve a low GPA (1). 

Students in NT-Primary used different descriptions of 

how they planned to reach their goals and demonstrated a more 

realistic understanding of what would be required of them to 

accomplish their objectives than the previous types. A few 

students mentioned that they believed that God was on their 

side or that God had something good planned for them and that 

with a little luck, hard work, and going to class, they would 

be successful. However, a larger number discussed the 

‘attainment of their education goals in more realistic terms 

of past successes and failures. 

Several students talked about the boost in confidence 

they gained as a result of the support they had received from 

their family and from the successes they had with their 

classes. 

1. Because of the classes she has taken at the community 

college, this student is considered a greater asset in her 

work and this has improved her self-esteem. She believed she 
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had the ability to meet her education and career goals and 

that she would accomplish them. 

2. Returning to school had changed this student's life. 

She now had the support of her family, was over half way 

towards her degree, and was sure she would continue until she 

finished. 

3. Returning to the community college after being 

unsuccessful 10 years earlier was "the best thing I ever did 

for myself." This time he had been successful and enjoyed 

his classes. He had new dreams based on his more recent 

successes. 

4. This student wanted to make a difference in other 

people's lives. Her successes at the college had given her 

new confidence that she would be successful. 

5. After severe hardships as a child, she attended the 

community college and was about to graduate. The more 

classes she completed at TCC the more confident she became 

that she could accomplish her objectives. She credited 

financial aid and night classes with allowing her to remain 

in school while she worked and tried to live. Her writing 

revealed an increased self-esteem and a happiness with life 

as a result of education. 

6. Another student said that he was unsuccessful in past 

attempts at higher education, but now "with my head on 

straight," he was more successful. 
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7. This student persevered through a short life of mental 

problems and drug addiction. He had been off drugs for the 

past three years and was determined to stay off drugs. He 

said that life was the best now it had ever been. He 

received his GED, started being a father to his children, and 

was enrolled in college, all this year. 

Several students indicated that they knew the challenges 

they faced with poor education backgrounds and the number of 

semesters that would be required for them to finish their 

degree, but they wanted to try. This awareness was not found 

in the earlier types discussed. 

8. This student planned to attend college part time while 

in the Navy. He understood that his poor education 

background would make it more difficult academically, and 

that it would take longer to complete his degree, but he was 

willing to take the time and succeed. 

9. Out of fear of attending college this student joined the 

Navy. He enrolled in college and felt he was ready to 

overcome his fear of school because of the family 

responsibilities he had and a personal injury he received in 

the military. 

10. This student was concerned that he would lose sight of 

his goal and discouraged about the amount of time it would 

take to accomplish his objectives. 
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11. Although determined to do the best she could to benefit 

herself and her family, this student said that she knew it 

would be difficult to accomplish her objectives. 

12. While not sure about her major or her future, this 

student said, "I wont [sic] to do something that involves 

helping people. Now that I am grown and I see how hard it 

was for my mother to raise my sister and me [Sic]. I hope 

going to college that I well [sic] be able to make a 

batter [sic] life for me and my children when ever [sic] I 

have some." 

Category IV - Student Objectives. Question 16 asked 

students which degrees they were interested in earning 

(Appendix G Table G16). A bachelor's degree was the highest 

degree marked by 12 (33%) students, while 15 (42%) marked 

master's degree, and 5 (14%) marked doctor's degree. Twenty- 

nine (86%) of the 32 students interested in a degree beyond 

the associate's degree planned to transfer to a four-year 

college or university (Appendix G Table G18). 

Responses to a question about career goals for NT- 

Primary were distinguished by their variety. Career choices 

included business owner (6), nurse (2), special education 

teacher (2), counselor for abused children (2), dental 

hygienist, accountant, industrial safety, social worker, 

systems administrator, substance abuse counselor, anda 

computer specialist. Two students said they did not know and 
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two gave general responses that included a good job and 

financial stability and personal satisfaction from work. 

Essay descriptions of career and education objectives 

were consistent with the survey. In addition,the essays 

provided insight into the level of understanding of the 

requirements and responsibilities of the various careers. 

Six students wanted to graduate and own their own 

business. One student wanted to own a graphics communication 

business after earning a degree in the field. Another 

student expected to open a brokerage house after earning an 

associate's degree. She stated that earning an associate's 

degree instead of a bachelor's degree will allow her to open 

her business in half the time. One student expected to 

graduate "with honors from a well-respected university." He 

wanted to own a business and earn a comfortable living. 

Another student said, "Certain college skills I will be 

needing when I strive for my goals."..."My ultimate goals for 

the future is to own my own business, or to hold a prstige 

[sic] position." 

Students interested in earning computer degrees did not 

express specific majors or intentions. One student said he 

was not sure what he wanted to do with his degree. He wanted 

to be successful in his job and financially independent. 

Students who desired to teach expected to earn their degrees 

in a traditional way. However, one student expected to run 

track and "run for and bring home the gold. Then after I win 
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the gold. I wanna [sic] teach track. Probly [sic] at a local 

high school." Another wanted to earn her associate's degree 

in education, "So I can work with the specially challenged 

kids. My goal is to get my Associate Degree in Education to 

start work soon as possible." 

Students who had not determined an objective were in 

school for a variety of reasons. One wanted to do something 

that helped people. Another was interested in a college 

education because of the broader horizons it would provide. 

Another was happy to be in school and getting his life in 

order. Fifteen (42%) did not respond to the question. 

When asked if they had changed their education goals 

since starting college only 6 (17%) students said yes. Of 

those who have changed their goals, four described changes 

that represented a "heating up" of aspirations while the 

other two made lateral changes. None of the type indicated 

in the essays or survey that they had lowered their education 

goals (Appendix G Table G26). 

When asked about employment goals for the next 2 years, 

only one indicated she expected to be working in her field as 

a nurse. The balance indicated various types of jobs that 

suggested that the students knew they would still be in 

school in two years. Sixteen (44%) did not respond to the 

question. 

When asked what they would be doing in 2 years (#32), 15 

(42%) students did not respond and 4 (11%) said they did not 
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know. Thirteen (36%) students responded that they would 

still be in college pursuing their degree and working. Four 

(11%) students said they planned to be working, presumably in 

their chosen field. 

When asked about employment goals for the next 5 years, 

17 (47%) students did not respond to the question, 3 (8%) 

said they did not know, and one (3%) said "just to work." 

Two (6%) expected to be in college. Thirteen (36%) expected 

to be out of school and working in their chosen field. Given 

the number of students enrolled in remedial classes and the 

descriptions of their responsibilities and challenges facing 

them, it will be very difficult for the students to complete 

their associate's degree in 2 years and a bachelor's degree 

in 5 years. This time period does not allow any time for 

completion of a master's or doctor's degree as intended by 20 

(56%) of the students. 

When asked to identify their academic major, 7 (19%) 

indicated business administration, 5 (14%) education, 4 (11%) 

computer science, 3 (8%) liberal arts, 3 (8%) nursing, 3 (6%) 

health science, 3 (6%) social work, 2 (6%) accounting 2 (6%) 

environmental health, and 2 (6%) psychology. Four students 

were not sure of a major. 

Four successive questions (57-60) were asked to 

determine the extent students could articulate their short- 

term and long-term education goals and the means to 

accomplish them. In response to the question regarding 
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education goals for the 1996/97 academic year, 5 (14%) 

students indicated a goal of maintaining a high GPA for the 

year, "B" or "A." Others, 7 (19%) answered in the same vein 

but were less specific, stating that they wanted to "pass" or 

"master" their classes. Still less specific, 6 (17%) stated 

their education goals were to finish the semester or to 

continue going to college. Three (8%) students intended to 

graduate with an associate's degree One (3%) student wanted 

to "stay motivated." Fourteen (39%) students did not 

respond to the question. 

Within 2 years, 11 (31%) of the students planned to 

graduate with their associate's degree and either enter their 

chosen field or transfer to a senior college. Seven (19%) 

indicated they wanted to pass their classes (2), maintain 

good grades (3), or be near the completion of their 

coursework (2). Sixteen (44%) students did not answer the 

question and two (6%) did not know. 

Education goals for the next 5 years included 11 (31%) 

students who intended to have their bachelor's degree and 

either be in graduate school or working in their chosen 

field. Despite 20 (56%) indicating an interest in an 

advanced degree, only 6 (17%) of the students mentioned 

graduate school as a goal in the next five years. Six (17%) 

students expressed some generalized notions of continuing in 

school. Sixteen (44%) students did not answer the question 

and 2 (6%) did not know. 
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While many students were able to express two- and five- 

year education goals, none of the students were able to 

describe how they would accomplish their education goals. 

Seventeen (47%) did not answer the question. The balance 

responded that they would work hard, make good grades, go to 

school, "do whatever it takes," "making schooling a high 

priority," “not quit," “do what I need to do," and "one day 

at a time." 

When asked how knowledgeable they were about how to 

accomplish their education goals (Appendix G Table G75), 11 

(31%) responded that they knew exactly what they needed to do 

and 17 (47%) responded that they knew most of what they 

needed to do in order to meet their education objectives. 

Given that none of the students could provide even an 

elementary description of how they planned to accomplish 

their education goals, it was unlikely that 78% of the 

students knew "most" or "exactly" what they needed to know in 

order to accomplish their goals. 

Category V - Student View of the Purpose of Education. 

Question 20 asked student what they thought was the purpose 

of education. Responses included personal development and 

incorporation of knowledge into daily life 5 (14%), increased 

knowledge 3 (8%), "get a better job" 7 (19%), "make more 

money" 2 (6%), to “better myself in life" and "provide better 
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for children and family" 4 (11%). Fifteen (42%) students did 

not answer the question. 

In response to the question of "What do you hope to 

learn from this course?," students responded with a variety 

of answers. Eight (22%) students wrote comments about 

improving their communication skills and becoming better 

writers. Seventeen (47%) students did not respond. Seven 

(19%) responses were a variety of generalized statements such 

as "everything," "improve English," "what needs to know and 

learn and my course so I can go on and live," and "enough to 

pass with an A." One student looked forward to reading 

poetry in his spare time and another wanted to learn how to 

better interpret writing. 

When asked how they measured success in class, 9 (25%) 

responded "to become more knowledgeable for personal 

satisfaction." Fifteen (42%) responded "by gaining knowledge 

that can be used on a job" and 7 (19%) students responded "by 

earning good grades in class." Three (8%) responded "earn 

credit for the class" (Appendix G Table G42). 

Category VI - Student Use of the Community College. 

Students were asked about the college services that they had 

used (Appendix G Table G57). Twenty (56%) had met with a 

counselor, while 16 (44%) had visited the library. Only 8 

(22%) student said that none of the services had been used. 

Only 7 (19%) students had used the campus tutoring services 
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and 13 (36%) had used the computer lab. While use of college 

services was high, participation in extra curricula 

activities or student activities was low (Appendix G Table 

G52). Twenty-eight (78%) students had not participated in 

any student activities. No more than four students had 

participated in any of the activities listed. 

Twenty-seven (75%) students said that they spoke with 

other students about their classes on a daily or weekly 

basis. Only 8 (9%) students said that they never talked to 

other students about their classes (Appendix G Table G40). 

In contrast, 23 (64%) of the students said that they "never" 

talked with the instructor outside the class, while 7 (19%) 

students said they talked with their instructors on a daily 

or weekly basis (Appendix G Table G72). 

Sixteen (44%) NT-Primary students were enrolled in the 

Fall 1996 term as full-time students. Twenty (56%) students 

indicated that they planned to attend the college full time 

in the future (Appendix G Table G64). 

Students were asked the reason they attended Tidewater 

Community College in both the student survey and the student 

essay. On the survey, 29 (81%) students indicated, "To 

prepare for future enrollment ina four-year college or 

university." Four (11%) indicated they attended to develop 

knowledge and skills needed for their current job. Three 

(14%) indicated that they attended for "personal 

satisfaction." 
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When allowed to express in their own words the reasons 

they were attending a community college, the students 

provided more reasons than in the forced-choice question of 

the survey. Responses tended to fall into three groups, 

personal benefits, institutional quality, and convenience 

reasons. 

Eight students responded in their essay that they 

attended the community college because of the low tuition and 

two mentioned the convenient location. Others mentioned that 

they were using the community college as a starting point for 

a career objective, such as becoming a teacher. 

Seven students discussed their use of the community college 

to prepare to attend a university. They mentioned that they 

were attending a community college because they did not have 

the grades to be accepted or remain in a university. One 

student indicated that he did not have the academic 

background to attend a four-year college. Others said they 

were using the community college to begin preparation for 

their hachelor's degree major. Another group of seven 

students were using the community college to give themselves 

a competitive edge in the workplace. They wanted to change 

careers, start a first career, improve their current job 

status, and improve their job security. 

Three students mentioned attending the community college 

because of small classes, more personalized attention, and 

flexible hours. Students who had not been a student for 
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several years said they felt the community college would give 

them a better start and more assistance with their college 

courses. 

Student e [6 NT-FG Students (Figure 9 

Of NT-FG students sampled, 11, were "First Generation" 

and "Nontraditional" students over 22 years of age with an 

average age of 38. The sample size is too small to draw 

conclusions about NT-FG students. A review of the data 

collected reveals similarities to NT-Primary students. A 

summary of the data is presented. 

The majority of the students were African-American, 

female, and attended part time. Approximately half received 

financial assistance and most worked full time. Like NT- 

Primary students, NT-FG students held jobs that tended to be 

permanent and higher level than students in other types. 

The most distinguishing difference between NT-FG and NT- 

Primary students was in parent education achievement. 

Parents of NT-FG students tended not to have completed high 

school and none had attended college. NT-FG students were 

not prepared for college-level work, either through lack of 

preparation or poor achievement. They had not completed 

college level mathematics, language or science classes to 

prepare them for college work. All but one were required to 

enroll in remedial English or-remedial mathematics courses or 
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Figure 9. Type [6] Studnts - NT-FG 
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both. Approximately half of the classes successfully 

completed were college-credit classes. 

For the most part, the students grew up in two-parent 

households. They described their families as loving and 

supportive. They did not experience the problems encountered 

by FG-Primary and FG-New students. About half of the 

students reported that education was important in their 

childhood and that their parents had high expectations for 

them to attend college. 

NT-FG students felt that their families and friends 

supported their college attendance and encouraged them to 

continue their education. About half said that their 

employers were supportive. Most of the students reported 

that their work interfered with their studies. 

As adults, these students led active lives with many 

responsibilities and demands in addition to their part-time 

college attendance. They had jobs, children, spouses, and 

household chores that demanded their attention. They 

reported their responsibilities often interfered with their 

education. They expressed difficulty balancing child care, 

work, and school schedules. Most of the students drove a car 

to school. 

All but one of the students were required to enroll in 

remedial classes. Despite this, they reported that they 

believed that they were satisfactorily prepared in high 

school and expect to earn A's and B's while in college. They 
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believed their knowledge was about the same as other students 

in their classes. While they reported that their role as a 

college student was important, they also tended to say that 

they scheduled their classes around the other 

responsibilities in their lives. 

NT-FG students tended to study on the average only 1 

hour and 47 minutes per week per credit hour. Their 

commitment to their coursework ranged from as little as 10 

Minutes per credit hour per week to 4 1/2 hours per credit 

hour per week. 

The students said they were confident they would 

accomplish their education and career goals, in spite of the 

lack of preparation for college-level work and the limited 

amount of time spent studying outside class. NT-FG students, 

like NT-Primary students, had a better understanding of what 

would be required for them to accomplish their goals. They 

tended to know the time required to finish their degrees and 

were motivated by their past accomplishments. 

One student has three children and works full time ina 

hospital as an aide. As as result of her work experiences 

she decided to become a physical therapist. She has attended 

the college for three years and plans to complete her degree 

next year. Afterward she will transfer to a university. 

Another student has been enrolled since 1989 and will 

soon graduate with honors. Her employer wants her "to finish 

getting her degree so she can go on to something bigger and 
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better." She said she did not prepare for college as a high 

school student, but now, "I appreciate the college's ability 

ot provide flexible schedules and locations so that older 

students with full-time jobs and family responsibilities are 

presented with the opportunities to improve their life 

styles." 

A third student has worked for the federal government 

for over twenty years. She enrolled in classes that allowed 

her to receive promotions at work. She will graduate with 

her associate's degree next year and earn another promotion. 

She plans to transfer to a local university to complete her 

bachelor's degree. Her ultimate goal is to retire from the 

civil service and open a small business. 

A fourth student was motivated by her children to return 

to school. She wants to be a role model for them so that 

they will "make the right choices in life." 

Finally, an African-American student is completing his 

sixth semester. He is attending the community college and 

eventually a local university in preparation for early 

retirement from a local shipyard. He wants to teach and to 

"try and give something back to the devastated black 

community." 

NT-FG students believed that they knew "most" or 

"exactly" what they needed to know to accomplish their 

education goals. They expected to earn degrees beyond an 

associate's degree and most intended to earn a graduate level 
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degree. Career interests included: nurse, teacher, physical 

therapist, computer specialist, and lawyer. 

Students did not respond to questions about career or 

education goals on the survey. They did discuss their 

objectives in their essays. All of the students in NT-FG had 

completed coursework previously and were able to discuss 

their plans for accomplishing their goals based on 

experiences. They planned to continue working full time and 

attending college part time, even when transferring toa 

senior school. While it was difficult to balance work, 

family, and school, they indicated that they had been 

successful in the past and planned to continue with the same 

approach in the future. They were confident that their 

successes would continue. 

When asked about the purpose of higher education, the 

majority of the NT-FG students did not respond. 

NT-FG students tended to use the library and student 

counseling services but they did not participate in student 

activities. While three fourths of the students indicated 

they routinely discussed their classes with other students 

outside class, the same number indicated that they never 

talked with their instructors outside class. 

NT-FG students attended the community college to prepare 

for enrollment in a four-year college or university. They 

attended the community collage to take advantage of the low 
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tuition or felt they were not ready for a university 

atmosphere. 

Category I - Student Demographics, Family Background and 

Personal Experiences. NT-FG students included both "Non 

Traditional" and "First Generation" students. They could be 

divided into three subtypes. They included adult, "First 

Generation" students who attended part time and were required 

to enroll in remedial classes [6.1] or were not required to 

enroll in remedial classes [6.2]. Traditional-age "First 

Generation," students who attended part time and were not 

required to enroll in remedial classes formed [6.3]. Of the 

total sample, only 11 students met the criteria for NT-FG. 

The sample contained 10 students in [6.1], one student in 

[6.2], and none in [6.3]. This study considered NT-FG as a 

single type and did not differentiate between subtypes. This 

sample was too small to consider as representative of NT-FG 

students. A comparison of the NT-FG responses to the survey 

revealed responses similar to NT-Primary students. 

Highlights of these few students are offered. Seven of 

the students were African-American, 3 white and 1 Asian- 

American. There were 7 female students and 4 male students. 

Five received financial aid in the form of a Pell Grant or 

Stafford Loan. Ages ranged between 26 and 48 with a mean age 

of 37.6. None of the students were first-time students in 

the Fall 1996 term. Seven students had enrolled continuously 
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Since their first term. The number of semesters previously 

enrolled, continuous or not, ranged from 1 (2 students) to 16 

(1 student) with a median of 5 previous terms. 

Prior to the Fall 1996 term, NT-FG previously enrolled 

students had attempted a combined total of 352 credits, with 

a mean of 32 credits for each previously enrolled student. 

These students completed 324 credits (92%) successfully 

(grades of other than I, W, U, or F), with a mean of 29.5 

credits per student. These credits included both remedial 

and college credits. NT-FG students successfully completed 

192 college credits, with a mean of 17.5 college credits 

each. College credits completed accounted for 54% of the 

total credits attempted. 

NT-FG students were enrolled in each of the classes 

sampled except ENG 01. Of the sample, three were enrolled in 

ENG 03; six were enrolled in the freshman English classes, 

ENG 111 and ENG 112; and two were enrolled in ENG 241. These 

students were enrolled in a mean of 6.5 credit hours, witha 

standard deviation of 2.3. 

All of the NT-FG students worked. Most (9 of 11) 

working students worked more than 30 hours per week, and none 

of them reported changing jobs since they enrolled in 

classes. Students tended to be employed in permanent jobs 

that were not low-skilled, such as postal carrier, civil 

service, legal secretary, and welder. Two held jobs as 

supervisors. 
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Eight students grew up in families with two parents 

either all or most of their childhood, while three were 

raised in households with a single-mother head of household. 

The highest level of parental education was a high school 

diploma. Six of the students came from backgrounds in which 

one or more parents did not graduate from high school. 

Parental education background was more similar to FG-Primary 

students than GNT-Primary students. 

NT-FG students did not enroll in the mathematics classes 

in high school that would prepare them for college level 

mathematics courses. Only one student enrolled in classes 

beyond the first two years of algebra. Six (33%) students 

did not complete any classes beyond general mathematics. 

Only 2 (17%) students completed more than one year of 

foreign language classes, and 7 (39%) students did not enroll 

in foreign languages. 

Nine students completed high school biology or natural 

science, and the other two students did not complete high 

school biology classes. 

Ten of the NT-FG students drove to class while one rode 

public transportation. 

Besides parent's education level, NT-FG students 

reported backgrounds that were similar to those described by 

NT-Primary students. Five students were from families with 

four or more children. Students described strong stable 

family backgrounds that were filled with love, caring and 
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support. The problems cited by students from FG-Primary and 

FG-New were not mentioned by NT-FG students. 

Category II - External Student Environment. Several 

questions were asked students regarding the support they 

received from family, friends, and employers while they 

attended college. 

Six of the eleven students indicated that their 

employers were not or less than supportive of their education 

efforts and nine said that their work sometimes interfered 

with their education. Five students said that their work was 

not related to their career goals or their education goals, 

while another five said they were. 

Question 14 asked the level of support from the 

immediate family. Ten students indicated that their families 

were "Very Supportive," and four students reported that 

college attendance had improved their relationships with 

their families. All of the students indicated that their 

families provided no support for their college expenses. 

Five students indicated that they did not have trouble 

studying at home, while six said they did. Seven students 

said they had a designated place to study. 

Question 17 asked if the student's friends were 

supportive and if so, how were they supportive. Eight 

responded "yes." Their friends provided encouragement to 
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continue with their studies as well as assistance with 

homework or baby-sitting. 

Nine students responded that none of their friends 

thought they were wasting time attending college, and that 

they had not lost friendships as a result of college 

attendance, while 2 said that they had. Eight students said 

that their friends understand what is required for them to 

attend college. When asked if there was someone they admired 

who had graduated from college 7 of the NT-FG students said, 

"Yes." 

Six students reported that their parents expected them 

to attend college and that education was important, while 

growing up. Three said education was not important or that 

they were not expected to attend college. 

Nine students cited problems that interfered with 

college attendance. These included child care (2), health 

(1), work (3), family (1), finances (6), and other (2). In 

their essays, students described the difficulty of trying to 

Manage their time between spouse, children, work, and school. 

Most of the students worked more that 30 hours per week and 

most had children. One single-parent student who worked full 

time described her day, "I have to get two children off to 

school and take my three year old to the baby-sitter before I 

can take my classes at TCC. When school is over, I have to 

go to work. When work is over, I have to get the children 

ready for bed, and then I do my homework. My 
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responsibilities are alot, but hopefully one day all this 

hard work will pay off." 

Category III - Personal Commitment and Motivation. A 

series of questions sought to determine the level of 

commitment and motivation that students had towards 

continuing their education. Responses to related questions 

in the survey often resulted in conflicting responses. 

Four of the five students receiving financial aid 

through a Pell Grant or Stafford Loan indicated that they 

would attend college without financial aid. When asked if 

financial problems would cause them to quit school, nine 

said, "No." 

Eight students said that they were at least 

"Satisfactorily Prepared" for college work while two felt 

they were "Poorly Prepared." Nine students believed that 

most of their grades would be a "B," and another expected to 

earn mostly grades of "A." In contrast, 10 students were 

required to take at least one remedial class, either English 

or mathematics. 

Seven students indicated that their role of student was 

important or higher. In response to Question 37, six 

students indicated that they tended to schedule their classes 

around their other responsibilities in life and five 

scheduled their responsibilities around their classes. 
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Using the responses from Questions 73 and 74, a measure 

of the number of study hours was determined. Using the 

number of credit hours enrolled for the Fall 1996 term, a 

ratio of study hours per credit hour was found. For NT-FG 

students, weekly study time per credit hour ranged from 10 

minutes per week per credit to 4 hours and 28 minutes per 

week per credit. The mean was one hour and 47 minutes with a 

standard deviation of 1 hour and 21 minutes. 

In summary, a majority of the NT-FG students believed 

they were satisfactorily prepared for college work; had found 

the work to be about what they expected; expected to earn 

grades of "A" or "B"; and had indicated that the role of 

college student was very important in their lives. On the 

other hand, all of the students were required to enroll in 

remedial classes, and half tended to schedule their classes 

around their other responsibilities in life. Furthermore, 

students in NT-FG tended to study only 1 hour and 47 minutes 

per week for each credit hour enrolled. 

Several questions asked the student to think about their 

plans for the future, including education goals and career 

goals. They were then asked questions about how confident 

they were that they would achieve their goals and objectives. 

Between 6 and 8 students consistently responded that they 

were "Very Confident" of what they would be doing in 2 years, 

and of achieving their education and career goals. Six 

students were "Very Sure" of their academic major. 
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All of the NT-FG students were enrolled prior to the 

Fall 1996 term and the majority had completed three terms or 

more. While students in other Student Types promised to work 

hard or put faith in God that they would be successful, NT-FG 

students expressed their confidence in achieving their 

objectives in terms of their experiences. Several students 

mentioned they had attended school part time while working 

and that they would graduate within a year. Others noted 

that they were used to working full time and attending 

classes part time. They were confident that they would 

continue this schedule until they completed their education 

objectives. 

Category IV - Student Objectives. Question 16 asked 

students which degrees they were interested in learning. A 

bachelor's degree was the highest degree marked by 4 

students, while 7 marked master's degree. Nine of the 11 

students interested in a degree beyond the associate's degree 

planned to transfer to a four-year college or university. 

For whatever reason, NT-FG students tended not to 

respond to questions about education or career goals. When 

asked about two- and five-year education and career goals, 

two thirds of the students did not respond on the survey. 

However, all but one student discussed specific education and 

career goals in their essays.-. Three students wanted to 

become teachers in the local school systems and discussed 
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completing associate's and bachelor's degrees on a part-time 

basis. Two planned to eventually earn physical therapy 

degrees. The others listed unique education and career goals 

that they believed they could attain in the coming years. 

One student wanted to attend law school but at the present 

time was unwilling to give up her position as a legal 

secretary. She liked her job and the benefits it provided. 

Interestingly, while seven students indicated in the survey 

that they were interested in earning a graduate degree, none 

of the students mentioned graduate school or a graduate 

degree in their essays. 

When asked how knowledgeable they were about how to 

accomplish their education goals, 5 responded that they knew 

exactly what they needed to do and 3 responded that they knew 

most of what they needed to do in order to meet their 

education objectives. 

Category V_ - Student View of the Purpose of Education. 

Question 20 asked student what they thought was the purpose 

of education. Seven students did not respond to the 

question. Responses included "to better one's self," “to 

learn and get a better job," "keep up with today's demand," 

and to "expand your horizon." 

In response to the question of "What do you hope to 

learn from this course?," 10 students did not respond. One 

said to become a better writer. 

260



When asked how they measured success in class, 4 

responded, "To become more knowledgeable for personal 

satisfaction." Three responded "by gaining knowledge that 

can be used on a job," and one student responded "by earning 

good grades in class." Three responded "earn credit for the 

class." 

Category VI - Student Use of the Community College. 

Students were asked about the college services that they had 

used. All of the students reported that they had used at 

least one of the services listed. Nine had met with a 

counselor, while 8 had visited the library. Only 4 students 

had used the campus tutoring services, and 5 (36%) had used 

the computer lab. While use of college services was high, 

participation in extra curricula activities or student 

activities was low. Seven students had not participated in 

any student activities. 

Nine students said that they talked with other students 

about their classes on a daily or weekly basis. In contrast, 

7 of the students said that they "never" talked with the 

instructor outside the class. 

Students were asked the reason they attended Tidewater 

Community College in both the student survey and the student 

essay. On the survey, 8 students indicated, "To prepare for 

future enrollment in a four-year college or university." 
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In their essays, 10 students indicated they attended the 

community college instead of a university for a variety of 

reasons. Four preferred the low tuition, and four mentioned 

the need to prepare for a university curriculum. One felt 

threatened by a university and was more comfortable at a 

community college, while another said family obligations 

prevented her from attending a university full time. Several 

students mentioned the quality of instruction, personalized 

attention, and small classes as reasons for attending the 

community college. 

Student e [7 NT-FG-New Students (Figure 10 

NT-FG-New students sampled were traditional-age students 

who also qualified as "First Generation Students", "New 

Students", and "Nontraditional Students," and thus reflected 

the characteristics of all three sets. NT-FG-New students 

attended college part time and were not prepared for college- 

level work in English and/or mathematics. Those who worked 

did so more than 31 hours per week. 

Of the total sample, only 6 students met the criteria 

for NT-FG-New. This sample is too small to consider as 

representative of NT-FG-New students. 

Distribution by race included 4 white students, one 

African-American and one Hispanic-American. There were 5 

female students and 1 male student in the type. Two received 

financial aid in the form of a Pell Grant or Stafford Loan. 
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Figure 10. Type [7] Students - NT-FG-New 
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Ages ranged between 17 and 21, with a mean age of 19.2. They 

grew up in families in which neither parent attended college, 

and half did not complete high school. Besides the three 

students who completed high school trigonometry, they were 

not prepared for college-level work. Every student was 

required to enroll in remedial English or remedial 

mathematics courses or both. 

The Fall 1996 term represented the first enrolled 

semester for two students. Four students have enrolled 

continuously since their first term. The number of semesters 

previously enrolled, continuous or not, ranges from 0 (2 

students) to 6 (1 student), with a median of 2 previous 

terms. 

NT-FG-New students registered for 90 credits prior to 

the Fall 1996 term and successfully completed 66 credits and 

44 (49%) college-level credits. 

For the most part, the students grew up in two-parent 

households. Most of the students reported that education was 

important in their childhood and most students reported that 

their parents had high expectations for them to attend 

college. Every student in NT-FG-New (6 of 6) indicated that 

they did not have a college-educated role model when they 

were growing up. 

NT-FG-New and FG-Primary students described their 

childhoods quite differently.- Rather than difficult 
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childhoods, NT-FG-New students described their families as 

being close, strong families who were positive influences. 

NT-FG-New students said that their families, friends, 

and employers supported their college attendance. Their 

friends encouraged them to attend and asked about their 

classes. They had not lost friends as a result of attending 

college nor did their friends believe that they were wasting 

their time attending college. NT-FG-New students continued 

to live with their parents. 

All of the students were required to enroll in remedial 

classes. Despite this fact, nearly all of the students 

responded that they believed they were satisfactorily 

prepared in high school. Unlike the students in the other 

types, NT-FG-New students expected to earn B's and C's while 

in college. These students tended to schedule their classes 

around their other responsibilities and tended to study, on 

the average, only 35 minutes per week per credit hour. 

The students said they were confident they would 

accomplish their education and career goals, in spite of 

their lack of preparation for college-level work and the 

limited amount of time spent studying outside of class: 

NT-FG-New students believed that they knew "most" or 

"some" of what they needed to know to accomplish their 

education goals. All of the students intended to earn a 

bachelor's degree and most expected to earn a graduate level 
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degree. Career interests included teacher, architect, 

principal, and police officer. 

When asked what they would be doing in the next couple 

of years, the students described activities consistent with 

continuing their education and working towards their goals. 

Unlike most students in the other types, NT-FG-New students 

expected to be closer to their objectives, but still enrolled 

in college 5 years from now. When asked specifically about 

their education objectives for the next 2 years, NT-FG-New 

students expected to be completing their associate's degree. 

For the most part, 5-year education objectives were unclear. 

In addition, none of the New-Primary students were able to 

describe how they planned to accomplish their education and 

career goals beyond "Study hard." 

When asked about the purpose of higher education, NT-FG- 

New students said "preparation for a career." One student 

said the purpose was "to increase the chances of obtaining a 

permanent job other than minimum wage." 

NT-FG-New students tended to use the library and student 

counseling services, but they did not participate in student 

activities. While most of the students indicated they 

routinely discussed their classes with other students outside 

of class, five of the six indicated that they never talked 

with their instructors outside of class. 

NT-FG-New students attended the community college to 

prepare for enrollment in a four-year college or university. 
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They enrolled in the community college because of the low 

tuition rates. 

Student Type [8 Traditional Students (Fiqure 11) 

Traditional students sampled were full time, 

traditional- age students who did not require remedial 

Mathematics or English classes, and whose parents had 

attended college. Of the total sample of 122 students, only 

2 students met the criteria for Traditional. This sample is 

too small to consider as representative of Tradtional 

students. 

A brief summary of these two students will be provided. 

The Traditional students included an African-American female 

and a white male. The female was 18 years old, froma 

single-parent household, and a first-time student. The male 

was 19 years old, from a single-parent household, and had 

completed only 9 credit hours of 24 attempted. Neither 

student received financial aid. Their fathers earned 

bachelor's degrees. 

One student completed geometry and the other calculus in 

high school. Both students completed biology in high school 

and one completed chemistry. One completed 3 years of 

foreign language and the other four. Both students were 

active in their high schools. One was in a gifted program 

and the other lettered in three varsity sports and was vice- 

president of the student government. 
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Traditional students said that their families, friends, 

and employers supported their college attendance. Their 

friends encouraged them to attend and asked about their 

classes. They had not lost friends as a result of attending 

college nor did their friends believe that they were wasting 

their time attending college. 

Both students responded that they believed they were 

well prepared in high school and expected to earn A's and B's 

while in college. Traditional students tended to schedule 

their other responsibilities around their classes. These 

students tended to study on the average of only 65 minutes 

per week per credit hour. The students said they were very 

confident they would accomplish their education and career 

goals. 

Traditional students believed that they knew "exactly" 

or "most" of what they needed to know to accomplish their 

education goals. Both students intended to earn a graduate 

degree. Career interests included social work and 

entrepreneur. 

When asked what they would be doing in the next couple 

of years, both students indicated they planned to be enrolled 

in a university. In 5 years one student planned to be 

finished with college, and the other planned to be a social 

worker and enrolled in graduate school. When asked 

specifically about their education objectives for the next 2 

years, Traditional students expected to be completing their 
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associate degree. In 5 years one student expected to be 

enrolled in graduate school and the other expected to be 

finished. Both students indicated that their plan for 

accomplishing their objectives was to dedicate the necessary 

time to their education first and to other activities 

afterward. 

When asked about the purpose of higher education, one 

student said, "To develop a well-rounded individual" and the 

other student said, "So that I may do the things that people 

from my past couldn't do and to help to raise my level of 

awareness and my ability to work with people from all walks 

of life." 

Both students used the library and student counseling 

services and one participated in student activities. Both 

students routinely discussed their classes with other 

students and their instructors outside class. 

Traditional students attended the community college to 

prepare for enrollment in a four-year college or university. 

They enrolled in the community college because of the low 

tuition rates. 

In summary, profiles were developed for each of the 

eight student types. Table 6 provides a matrix of the eight 

types across the six categories. 
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Analysis of Similarities and Differences Among Student Types 

The third research question asked, "Are there 

significant differences among the profiles developed that 

have implications for curricula, instruction, and student 

services? 

Significant differences among the eight student types 

did exist both statistically and operationally. While only 

13 questions from the 75 question survey had significant 

differences, the autobiographical essays and focus groups 

helped to sharpen the distinctions among the types. From 

question to question, while the clusters of student types 

Statistically differ, on the whole, three student types 

emerged as distinct. They were named the "Primary" types and 

included First Generation-Primary, New Student-Primary, and 

Nontraditional-Primary. These types were, in turn, linked 

with four "Secondary" student types. The secondary types 

included FG-New, NT-New, NT-FG, and NT-FG-New. Results of 

the data collection suggested the following linkages. FG-New 

students had a profile similar to FG-Primary students. NT- 

New students had a profile similar to New-Primary students 

and NT-FG students had a profile similar to NT-Primary 

students. NT-FG-New students shared characteristics with all 

three primary types. They were first-generation students and 

thus had educational backgrounds similar to the FG-Primary 

students. However, the students were traditional age 
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students who described family backgrounds more similar to the 

New-Primary type. Thus they had been linked to the New- 

Primary type student. 

Traditional students formed another distinct student 

type. As evidenced in this research sample and in the brief 

review of the campus population, the Norfolk Campus attracted 

very few traditional students during the Fall 1996 term. The 

literature had clearly detailed the differences between the 

traditional students and the nontraditional students. The 

traditional students would not be considered with regards to 

the third research question. 

Category I - Demographics, Family Background and 

Personal Experiences. Ten of the 75 survey questions were 

devoted to Category I topics. These included questions 

1,2,3,8,9,10,11,13,46, and 68. (see Appendix B for the 

survey questions and Appendix G for Tables of Responses by 

Questions Across the Eight Student Types) 

There was no difference across student types based on 

gender (Appendix F Table 1). However, there was a difference 

based on race. (Appendix F Table 2) Minority students 

tended to be in types FG-Primary 21 (91%) and FG-New 15 

(88%), while white students were proportionately higher in 

types NT-New 4 (80%), and NT-FG-New 4 (67%). 

Most 87 (71.3%) of the sampled students worked. 

(Appendix G Table G1) The differences among the types were 
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not significant. However, there were differences in the 

number of hours worked. Not surprisingly, full-time students 

in types FG-Primary, FG-New, and New-Primary (89% of the 

working students in the three types) tended to work fewer 

than 31 hours per week, while part-time students tended to 

work more than 30 hours per week, specifically types NT- 

Primary, NT-FG and NT-FG-New (72% of the working students in 

the three types). 

The types of jobs held by students also tended to differ 

by student type. Among traditional-age students types, FG- 

New, New-Primary, and NT-New, students held low-skilled 

service jobs such as fast food worker, cashier, or bellman. 

Among the adults, FG-Primary students held similar low- 

skilled jobs. However, NT-Primary and NT-FG students working 

full time reported higher level jobs, such as welder, legal 

secretary, supervisor and postal carrier. Few students in 

any type had changed their job status as a result of their 

education. 

Several questions addressed issues related to financial 

assistance and the consequences of financial difficulties. A 

review of responses to Questions 11, 21, and 67 (Appendix G 

Tables G11, G12, and G67) revealed differences among the 

primary types. Nearly all FG-Primary students (91%) received 

financial aid through a Pell Grant or Stafford loan. Most 

FG-Primary students (65.3%) said that financial problems 
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would not cause them to quit school. None of the FG-Primary 

students received assistance from their families. 

On the other hand, a majority of New-Primary students 

(59%) did not receive financial assistance through a Pell 

Grant or Stafford loan. Instead, New-Primary students (76%) 

reported that they lived at home and received assistance from 

their families to attend college. Consequently, they also 

reported (77%) that they would have to quit college due to 

financial difficulties. 

A majority of NT-Primary students (64%) received 

financial assistance through either a Pell Grant or Stafford 

loan. The same number indicated that they did not receive 

financial assistance from their families and that they would 

not have to quit college due to financial difficulties. 

Enrollment in the sampled classes was significantly 

different across the student types (Appendix F Table 6). 

FG-Primary (61%) and FG-New students (88%) were 

disproportionately enrolled in remedial classes. 

Responses to Question 9 (Appendix G Table G9) revealed 

that less than half (47.5%) of the sampled students grew up 

in households with two parents throughout their childhoods. 

There were no significant differences among the student 

types, but there were differences based on parent education 

levels. This was not surprising since the student type 

definitions were based in part on parental education level. 

Of interest in the sample was the FG-Primary type, where half 
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of all mothers and fathers had not earned a high school 

diploma or GED. Also notable, was that approximately half of 

the fathers of New-Primary students had earned a bachelor's 

degree. 

Only 11 students (9%) were eligible to enroll in 

college-level classes when they first enrolled in the 

college. The need for remediation was evident in every 

student type. Likewise, there were no statistical 

differences across student types regarding high school 

preparation for college-level work. Most students had not 

completed the coursework needed to prepare them for college 

work. Only 19 students (16%) had completed advanced algebra 

or trigonometry or calculus classes and only 17 (14%) 

students had completed biology, chemistry and physics classes 

in high school. Only 46 (38%) students had completed more 

than one year of a foreign language. 

A majority (61%)of the sampled students drove to class. 

Question 46 (Appendix G Table G46) asked students how they 

got to class. The data was not statistically significant at 

the .05 level based on the seven choices available. However, 

inspection of the table revealed that less than half of the 

FG-Primary and FG-New students drove to class. Rearranging 

the table to include only two columns- drive and other, 

produced a significant difference. While most other students 

drove to class, FG-Primary and FG-New students tended to ride 

the bus or get a ride. 
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Autobiographical essays revealed differences in family 

backgrounds and personal experiences across "primary" student 

types not apparent from the survey. FG-Primary and FG-New 

students described personal histories that were unlike 

descriptions provided by students in any other type. The 

hardships that many students in these two types had endured 

explain the lack of educational achievement to date. They 

grew up in large families, poverty, crime, violence and 

broken homes. In contrast, students in the NT-Primary and 

NT-FG types described smaller, close-knit families and 

parents who had attended college and expected their children 

would also. Whether from single-parent or two-parent 

families, the students spoke of the sacrifices their parents 

made so that the children could have better lives. They 

wrote of love and caring and did not mention problems 

referenced by the FG-Primary and FG-New students. Students 

in the New-Primary type from two-parent households wrote of 

strong supportive families, such as those described by NT- 

Primary students. On the other hand, students from single- 

parent backgrounds wrote of struggles similar to the problems 

faced by FG-Primary students. 

In summary, FG-Primary students and the secondary type 

FG-New were minority students who attended college full time, 

received financial aid, and either did not work or worked 

part time in low-wage/low-skill jobs. FG-Primary students 

were required to enroll in remedial classes when they entered 
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the college and a disproportionate number in the research 

sample were enrolled in remedial classes. FG-Primary 

students came from backgrounds that provided little support 

for personal or educational development. They experienced 

hardships that were not described by students in other types. 

In contrast NT-Primary students attended college part 

time and tended to work more hours per week at higher level 

jobs than other "primary" types. NT-Primary students 

described family backgrounds that were supportive and loving. 

New-Primary students were traditional-age students who lived 

at home and relied on their parents for financial assistance. 

They worked part time at low-wage/low-skill jobs and attended 

college full time. 

Category II - External Student Environment. Eighteen of 

the 75 survey questions were devoted to Category II topics. 

These included questions 

4,5,6,7,14,17,19,22,30,36,39,41,43,47,52,63,66 and 67. (see 

Appendix B for the survey questions and Appendix G for Tables 

of Responses by Questions Across the Eight Student Types) 

Across all student types students said their employers 

were "Supportive" or "Very Supportive" (75%) of their 

education efforts (Appendix G Table G4). Likewise, students 

in all types indicated that their work was unrelated to their 

education or career goals (62%) (Appendix G Table G6 and G7). 

281



Questions from the literature that suggest that 

nontraditional students were not supported by family or 

friends were asked the sampled students. These questions 

included 14, 17,30,39,43 and 63 (Appendix G Table G14, G17, 

G30, G39, G43, and G63). For every question, students tended 

to respond with positive answers across all student types. 

There were no significant differences for any of the 

questions. 

Of the 18 questions in Category II, only two questions 

proved to have significant differences across the eight 

student types at the .05 level. One question proved 

significant at the .10 level. It will be discussed because 

visual inspection suggested a trend that should be tested 

further. 

While students were in agreement about the support they 

received from their employers regarding their education, they 

were not in agreement regarding the question of interference 

in the pursuit of their education. Student responses to 

Question 5 (Appendix G Table G5) were significantly 

different. Inspection of the table revealed that NT-Primary, 

NT-FG and FG-Primary responses to "Sometimes" were 

proportionately higher. Also, students in types FG-New, New- 

Primary, and NT-New indicated that their work did not 

interfere with their education. With the exception of the 

FG-Primary students, the other responses were as would be 

expected. Students who tended to work part time while 
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attending school were not as likely to have interference from 

work as students who tended to work full time and attend 

college part time. 

Responses to Question 52 (Appendix G Table G52) were 

also significantly different across the student types. 

Interestingly, the FG-Primary and NT-FG students did not 

indicate that work interfered with their class attendance. 

Inspection of the table revealed that work interfered with 

class attendance for the FG-Primary students in parallel with 

the response to Question 5. Likewise, students in types FG- 

New, New-Primary and NT-New indicated that nothing interfered 

with class attendance. Students in these types were 

traditional-age college students who worked part time and 

tended to not have other compelling obligations on their 

time. 

The literature suggested that nontraditional students 

did not have college-educated role models growing up. 

Question 19 (Appendix G Table G19) asked students, "Growing 

up, was there someone you admired who graduated from 

college?" Responses to the question were significant at the 

.10 level. While other tests have been applied at the .05 

level, table results in this case warranted closer 

inspection. A majority of the students in types FG-Primary 

(61%), FG-New (71%), and NT-FG-New (100%) responded "No." In 

contrast, a majority of the responses from types NT-New 

(80%), NT-Primary (53%), and NT-FG (64%) responded "Yes." In 

283



light of the autobiographical descriptions of their 

childhoods, the responses fit the emerging profiles of the 

FG-Primary and NT-Primary students. 

In an effort to measure the collective influence of the 

questions related to a student's environment, the coded 

values of the 18 questions were summed and tested across the 

eight student types (Appendix H Table H1). The results were 

not statistically significant. This was not surprising given 

the balance of the responses across the questions and student 

types. 

While the survey questions were not able to ascertain 

differences across the student types for most questions, the 

student autobiographical essays clearly established 

differences among the "primary" types. As traditional-age 

students, the New-Primary students wrote of their struggles 

with impending adulthood. Some were still living with their 

parents. Their obligations extended to household chores or a 

part-time job. Others were living on their own for the first 

time and trying to adjust to the new demands on their time 

and attention. By contrast, FG-Primary students wrote of 

responsibilities for work, family, and school. As noted 

earlier, FG-Primary students had experienced problems to a 

greater extreme than other types. Their past carried over to 

their present. Their struggles appeared to be greater than 

those faced by the other types of students and they were 

having a difficult time responding to the demands of full- 
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time education, children, and a part-time job. NT-Primary 

students were having difficulty balancing their time between 

children, spouse, work, and school. Their lives appeared to 

be busier that the FG-Primary students because of the demands 

of full-time jobs. 

Students in all of the student types were trying to cope 

with the demands in their lives. All felt pressured and 

unable to balance their lives between commitments to home, 

work, and school. Yet the demands were different for the 

three "primary" types. The mysteries of adulthood were just 

as daunting for traditional-age students as balancing a full- 

time job and commitments to family and education were for 

some adult students. Likewise, unemployed single parents 

living in public housing with several children and little 

education or experience to draw upon had a different set of 

pressures that were just as imposing as those of the other 

two types. 

Category III - Personal Commitment and Motivation. 

Twenty of the 75 survey questions were devoted to Category 

III topics. These included questions 

12,15,21,27,31,33,35,37,38,44,45,50,54,55,56,61,65,69,73 and 

74. (see Appendix B for the survey questions and Appendix G 

for Tables of Responses by Questions Across the Eight Student 

Types) 
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For most of the questions in this category there were no 

significant differences across the eight student types. 

Nearly all of the students (93%) expressed confidence that 

they would achieve their education and career goals, and that 

they were familiar (87%) with job opportunities in their 

chosen fields. 

While most students (91%) were required to enroll in 

remedial classes, students believed they were 

"satisfactorily" (65%) or "well prepared" (19%) for college- 

level work. Only 12 (10%) students said that the coursework 

was more difficult than they expected, and most students 

(81%) expected to earn A's and B's in their coursework. The 

only exception were the NT-FG-New students who expected to 

earn B's and C's. 

Students were asked six questions in an attempt to 

measure personal commitment to their education efforts. On 

the one hand, students of all types indicated that the role 

of student was high in importance (82% rated it "4" or "5" on 

a 5-point scale) of all of the roles they played in their 

lives, while a majority (55%) indicated that they scheduled 

their classes around other responsibilities in their lives. 

When asked if financial problems would cause them to 

quit college (Appendix G, Table G21), the responses were 

Significantly different across student types. The FG- 

Primary, FG-New, NT-Primary, and NT-FG students tended to 

respond that financial problems would cause them to quit 

286



school, while the New-Primary and NT-New students indicated 

that financial problems would not cause them to quit school. 

Students receiving financial aid were asked if they would 

attend college without financial assistance (Appendix G, 

Table G21). While not statistically Significant, the trend 

of the responses was similar to the responses to Question 21. 

Student types FG-Primary, FG-New, and NT-FG said they would 

not attend college without financial aid. The New-Primary 

students indicated they would continue in school. 

The length of time students indicated they studied 

varied significantly across student types (Appendix G, Table 

G74). Three of the four "New Student" subtypes, New-Primary, 

NT-New, and NT-FG-New, indicated that they studied fewer than 

2 hours per session when they studied. A larger portion of 

the FG-Primary students than other types indicated they 

studied more than 3 hours per session. However, as a whole, 

students spent little time studying. Using responses from 

Questions 73 and 74, a measure of individual study. time 

relative to the number of credit hours enrolled was 

developed. When compared across the student types, the study 

time differences were significant (Appendix I). Students in 

New-Primary (34 minutes/credit hour), FG-New (44 

minutes/credit hour), and NT-FG-New (35 minutes/credit hour) 

studied less than an hour per credit hour per week . Only 

the NT-FG students (1 hour 47.minutes/credit hour) were 

287



noticeably above the mean of 1 hour per credit hour per week 

for all sampled students. 

The collective influence of the questions related toa 

student's commitment and motivation was measured using the 

coded values of the twenty questions. The values were summed 

and tested across the eight student types (Appendix H Table 

H2). The range of possible scores was from -32 to 36. The 

results were statistically significant. Student types FG-New 

(10.3) and NT-FG-New (11.5) scores were well below the mean 

of 14.6 for the total sample. Scores for FG-Primary (17.7) 

were the highest of the seven nontraditional types. Though 

the type was not large enough to be considered significant, 

the two Traditional type students had scores above 20 witha 

mean of 25, well above the scores of the nontraditional 

students. 

As with Category II topics, the student autobiographical 

essays revealed differences among the "primary" types. 

Strengthening the level of commitment and motivation 

exhibited by FG-Primary students in response to questions on 

the survey, FG-Primary students wrote about their 

determination to "improve their lives" and to "make life 

better for their children." Though determined, they could 

not articulate how they planned to transfer their 

determination into actions that would accomplish their goals. 

Though they claimed responsibility for their future, their 

writings placed the responsibility for their future outside 
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of their control. They relied on God, faith, and a blind 

sense of trust that things would work out so long as they 

stayed motivated and worked hard. 

The NT-Primary students also exhibited their commitment 

and determination in their writings. However, unlike the FG- 

Primary students who were not sure how to channel their hopes 

and dreams into reality, NT-Primary students were aware of 

the obstacles they faced. They also exhibited a higher level 

of personal ownership, control, and confidence in their 

abilities to attain their goals. This heightened confidence 

was based on their successes to date in the classroom. 

New-Primary students, and FG-New students demonstrated 

their youthful innocence and lack of experience and expressed 

their confidence in terms of "accomplishing anything they 

wanted" so long as they "put their minds to it." They 

expressed a need for self-motivation and knowledge that their 

education may take years to complete but they were "ready to 

take on anything that comes their way." 

Category IV - Student Objectives. Fifteen of the 75 

survey questions were devoted to Category IV topics. These 

included questions 16,18,23,24,25,26,32,34,53,57,58,59,60, 62 

and 75. (see Appendix B for the survey questions and 

Appendix G for Tables of Responses by Questions Across the 

Eight Student Types) 
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None of the objective questions revealed significant 

differences across the student types. Instead, they showed 

striking solidarity in the responses. Nearly all of the 

students (89%) were interested in earning at least a 

bachelor's degree, though not all (8%) intended to attend a 

four-year school to do it. Further, students indicated that 

they had not changed their education (78%) or career (80$%) 

goals since beginning college. Those who had made changes 

indicated either lateral changes or higher aspirations. None 

of the students indicated lower aspirations. Finally, 75% of 

the students believed they knew "Most" or Exactly" what they 

needed to know in order to accomplish their objectives. 

While responses to the objective questions left little doubt 

that students wanted to earn a bachelor's degree and believed 

they knew how to do it, the written responses were not as 

convincing and revealed differences among the student types. 

FG-Primary students had career goals that were more 

limited in scope than the other two "primary" types. The 

careers tended to be in the service fields with a heavy 

concentration in the medical professions. FG-Primary 

students did not demonstrate in their essays that they 

understood the requirements for employment or the job 

responsibilities for their chosen fields. This lack of 

understanding was further reinforced in their response to 

questions about their education and career goals for the next 

two and five years. Students were unable to relate their 
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existing education level (remedial classes required for all 

but one student) with their stated educational objectives or 

with the education required to enter their chosen field or 

with the other demands and responsibilities in their lives. 

FG-Primary students were unable to articulate clear education 

goals for this year beyond “study hard" or "learn as much as 

possible." Even though they expressed goals for two or five 

years, the students were unable to describe how they planned 

to accomplish their objectives beyond "study hard" or "attend 

class and complete assignments." FG-New students responses 

were similar to the FG-Primary students. 

In contrast, NT-Primary students described a broader set 

of career interests than the FG-Primary or FG-New students. 

Notable was the absence of emphasis on medical professions 

such as nursing. NT-Primary students exhibited a similar 

lack of understanding of the responsibilities and 

requirements for their career fields as the FG-Primary 

students. For whatever reason a large number (approximately 

44% across related questions) of NT-Primary students did not 

answer questions related to education and career goals. 

Those who did were able to demonstrate a better understanding 

of the relationship between the education requirements for a 

given field and the amount of time they would have to be in 

school to accomplish their objectives. Students answered 

questions about two-year education and career objectives by 

stating that they would still be in school. A few mentioned 
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graduate school within 5 years. However, like the FG-Primary 

students, long-term education and career goals and ways to 

accomplish them were not well stated or thought out. Those 

who responded to the question about how they would accomplish 

their education goals responded with "not quit" or "do 

whatever it takes." 

The list of career goals for New-Primary students was 

the broadest of all student types. They included business 

owner, educator, counselor, journalist, police officer and 

several medical professions. New-Primary students expected 

to be in college for at least 2 years, and most expected to 

remain in college for the next 5 years. However, most (59%) 

expected to be finished with their schooling in 5 years and 

working in their chosen field. This would not be likely 

given that all of the students were enrolled in remedial 

classes and half of the students were interested in graduate 

degrees. As was the case with the NT-Primary students, 6 

(27%) New-Primary students consistently did not respond to 

questions about education and career objectives. Also like 

the other two primary types, New-Primary students were unable 

to describe how they planned to accomplish their goals beyond 

"one day at time" or "do what I need to do." 

Category V - Purpose of Higher Education 

Three of the 75 survey questions addressed the issue of 

the purpose of education. These included questions 20,28 and 
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42. (see Appendix B for the survey questions and Appendix G 

for Tables of Responses by Questions Across the Eight Student 

Types ) 

Five of the student types, FG-Primary, FG-New, NT-New, 

NT-FG and NT-FG-New were consistent in their description of 

the purpose of higher education. They viewed education as a 

vehicle or medium of exchange for a better job and a better 

life. Fifty-two of the 62 students (84%) in these five types 

equated education with an increase in job level, money or 

social status. Knowledge was expressed as a commodity that 

could be gained through education and then traded for more 

power or money. Education was supposed to prepare people for 

better jobs or careers. In the words of one student, the 

purpose of education was to "receive a piece of paper that 

allows you to make more money." Another student said, "It 

helps when applying for certain jobs." Finally, one student 

said, "be able to have a professional job that can support 

myself and my two children so that I will not have to depend 

on welfare in the future." 

While the majority (41 of 58) of the New-Primary and NT- 

Primary students either responded in a similar manner to the 

other five types or did not respond at all, some students in 

the New-Primary and NT-Primary types (17) did express the 

purpose of education from a broader perspective. They said 

the purpose of higher education was "preparation for 

citizenship and increased knowledge for daily living." 
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Category VI - Student Use of the Community College. Six 

of the 75 survey questions addressed the issue of the purpose 

of education. These included questions 29,40,51,64,70 and 

72. (see Appendix B for the survey questions and Appendix G 

for Tables of Responses by Questions Across the Eight Student 

Types) 

Students across all of the student types used the 

community college in similar ways. With one exception, the 

survey questions revealed no significant differences across 

the types. Students had used the counseling services (76), 

the library (64), and the computer lab (49). Only 17 

students indicated they had not used any of the college 

services or facilities listed on the question. On the other 

hand, most students (64%) had not participated in student 

activities. While most students (83%) talked with other 

students about their coursework at least once a week, a 

majority of the students (56%) said that they never talked 

with their instructors outside class. Finally, most students 

(78%) indicated on Question 70 that they were attending the 

community college in preparation for a senior college. 

Question 64 was the only question in this category in 

which there were significant differences across the types. 

Not surprisingly, students who attended the college full time 

indicated they planned to continue to attend full time( FG- 

Primary, FG-New, and New-Primary). Likewise, students 
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attending part time planned to attend part time in the 

future. These types included NT-Primary, NT-FG and NT-FG-New. 

Regardless of student type, the sampled students wrote 

of three ways they were using the community college. First, 

approximately 25% of the students wrote that they attended 

the college for reasons of convenience. They attended 

because of the low tuition and the convenient location. 

Second, the majority of the students said they attended 

the college for personal development reasons. Students in 

the FG-Primary and FG-New types wrote about using their 

college attendance to set an example for their children or to 

"become somebody." Others spoke of the pride of attending a 

college and how their attendance was a dream come true. 

Students also used the college to better prepare for 

jobs, whether in the interim until they earned their degree, 

or as a final objective. Seven NT-Primary students used the 

college to start a career, change careers, or improve their 

current job status. 

Students in all of the types wrote about their 

preparation for a university. They expressed a fear of the 

university and recognized that they were not prepared for the 

senior school. They viewed the community college as a way to 

ease their return to formal education and to prepare for 

future courses. They viewed the community colleges not as a 

stepping stone to the senior schools but as a staging area 

where they could take their time to prepare and build their 

295



knowledge and skills before attempting or returning to the 

senior school. 

Finally, approximately 15% of the students said they 

were attending the college because of the small classes and 

individual attention that they received. A few mentioned the 

quality of the health science, nursing, administration of 

justice, and art programs. 
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CHAPTER 5 

DISCUSSION 

Comparison of Study Findings with the Literature Review 

The literature review provided the basis for this study. 

All of the survey questions, essay questions, and focus group 

topics came directly from the literature. The data 

collection instruments were designed to test the statements, 

assertions, and conclusions of those who have written about 

students who attend community colleges. Likewise, these 

comments from past researchers provided the framework for 

discussion of the data collected and reported in Chapter 4. 

On the whole, the findings derived from the data supported 

the findings and conclusions of the research reported in this 

literature review. However, there were differences between 

the fndings of the research and those reported by previous 

studies, and they will be discussed as well. Also included 

are problems with the study, suggestions for future research, 

and conclusions. 

McGrath and Spear said that very little is known about 

what nontraditional students are really like. Zwerling added 

that very little is known about first-generation, adult 

students who are working and raising families. This study 

sought to provide additional information about nontraditional 

students by suggesting a student typology model and a means 

to develop profiles of each student type in the model. The 
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study also sought to add to the knowledge of nontraditional 

students through the collection and analysis of both 

quantitative and qualitative data. 

Zwerling, McGrath and Spear, and London wrote about the 

difficulty nontraditional students had adjusting to the 

academic culture, and understanding what is required of them 

as students. They said the students had different needs, 

operated under different assumptions, and had different 

motivations than traditional students. This section of the 

discussion compared the findings of this study with the 

descriptions, needs, assumptions, and motivations of 

nontraditional students reported in the literature. 

Nontraditional students who attend the community college 

have been described for the past 30 years as being from homes 

that have experienced family and economic difficulties. The 

students were typically the first in their families to attend 

college and were often undergoing major changes in their 

lives. They were poor with poor education backgrounds. If 

they experienced financial difficulties, these students would 

be forced to leave school. They were found to be deficient 

in basic skills, possess poor study habits, and hold 

unrealistic and ill-defined goals. Community college 

enrollments were high in minority students, part-time 

students, and females. The average age of the students was 

29. 
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Results of this study support the descriptions of the 

"typical" urban community college students. The campus 

student population data revealed a part-time population (70$%) 

that was predominately female (69%) and African-American 

(51%). The average age of the campus population was 30. 

Though students in the study sample were not asked 

directly about their social-economic status, they provided 

glimpses of their situations in their essays regarding 

childhood and current family status. With the exception of 

the few students in the NT-Primary and NT-FG types who held 

permanent full-time jobs or were in the Navy, most students 

worked in low-paying, low-skilled service jobs. With the 

exception of the New-Primary students, students sampled 

indicated that they would have to quit college if they 

encountered financial difficulties. The New-Primary students 

were traditional-age students living at home and working part 

time. Finally, adult students in NT-Primary, NT-FG and FG- 

Primary types described how they were using education to help 

make changes in their lives. 

Richardson and Bender said minority students were over 

represented in community colleges and were not ready for 

college-level work. Data from the campus population 

supported their claim. Minority students represented 59% of 

the total campus population. Further, a significantly 

greater proportion of minority students (82% African-American 
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and 85% other minorities) were required to enroll in remedial 

classes than white students (66%) (Appendix F Table PT). 

McGrath and Spear, Richardson, and Zwerling wrote that 

the needs of current community college students exceeded 

those of traditional students or community college students 

of the past. They argued that nontraditional students were 

not supported by their families and friends in their 

educational pursuits. They said family and friends did not 

understand what the students were trying to accomplish, did 

not support them, and that the students were not encouraged 

to remain in school. Zwerling found that traditional 

students risked disapproval with their attempts towards 

upward social mobility. First-generation students were told 

that they were wasting their time attending college and 

challenged about the value or need for higher education. 

Zwerling also said that reaction to adult students was often 

different and that they received support for their efforts. 

Data from this study did not support the arguments that 

traditional-age community college students lacked the support 

of their families. However, the data supported Zwerling's 

claims that adults received support and encouragement for 

their efforts. Students consistently reported in the 

surveys, essays, and focus groups that their families, 

friends, and employers supported their efforts to attend 

college. They saw their families, friends, and employers as 

advocates for their success. Only five students reported 
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lack of support from their families and only eight students 

repprted that their friends did not support their education 

pursuits. Students said their friends actively supported 

them by babysitting, helping them with homework, 

proofreading, tutoring, and offering encouragement. Students 

wrote of friends who asked about their studies, and friends 

who made sure they were attending class and doing their work. 

Students also said they believed their friends and family 

understood what they needed to do as students and respected 

their need to spend time studying instead of socializing. 

Instead of lowering their confidence or self-esteem, the 

students responded that their family and friends support gave 

them more confidence. Traditional age students mentioned 

they wanted to make their families proud of their 

accomplishments. 

The students did not report any conflicts with their 

families or the loss of friends as a result of attending 

college. McGrath and Spear argued that in order for the 

students to become fully engaged in their academic lives, 

they would have to undergo a culture change that would not be 

understood or would be challenged by their families or 

friends. London and Zwerling wrote that first generation 

students were living on the margin of two cultures and were 

torn between breaking away from a past culture they 

understood and entering a new-one they did not understand. 

301



Padron said the students were often bewildered by the 

education system. 

There was no evidence in the students' writing that 

traditional-age or adult students were experiencing problems 

with two different cultures. Students did not write in ways 

that suggested conflicts with their families as a result of 

adopting or seeking a different culture. They did not give 

the impression of trying to function in two worlds 

Simultaneously. The arguments made by Zwerling, London, Weis 

and Padron are compelling and require further study. Four 

reasons can be given as to why no culture change shock was 

observed among the students in the study. 

1. The two cultural worlds do not exist as defined by 

the writers, or else students make cultural adjustments 

without the trauma suggested. 

2. This research was unable to uncover or recognize 

the cultural dilemmas faced by students as they moved from a 

familiar culture to one they do not understand. 

3. The students may not have been enrolled in college 

long enough for them to experience the challenges to their 

culture that McGrath and Spear projected should have 

occurred. 

4. The students are so disconnected from the rigors 

and purpose of academic study and issues that they do not 

understand the cultural questions that should occur. 
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Richardson and Skinner added to the list of needs that 

nontraditional community college students have by asserting 

that. the students did not have college-educated role models 

while growing up. They argued that students from college- 

educated families or students who lived in an environment 

that included college-educated individuals knew what to 

expect when they attended college. They said that first- 

generation students did not. 

The data from this study supported their assertions. A 

majority of the students in the sample (54%) indicated they 

did not have a college-educated role model while growing up. 

However, for three of the eight student types, the responses 

were significantly different at the .10 level. A majority of 

the students (58%) in types NT-Primary, NT-FG and NT-New said 

that they did have a college-educated role model. The 

Majority (63%) of the-first generation students reported the 

absence of college-educated role models: Furthermore, essays 

and focus group responses of first-generation students 

support the statements by Richardson and Skinner. 

McGrath and Spear, Richardson, and Zwerling said that 

nontraditional students who attended the community colleges 

were not prepared to succeed in either the classroom or the 

workplace. They argued that the students had low grade point 

averages in high school, a history of academic failure and 

were not academically prepared. Richardson reported that 

half of the students entering the community colleges in the 
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1980s were deficient in basic skills and that the rates were 

as pigh as 75% to 95% in urban areas. 

Though the study did not specifically address levels of 

knowledge or test classroom or workplace skills, results of 

the study support the contentions of the literature. Most 

students (91%) in the sample were not prepared for college- 

level work based on the placement tests given by the college. 

Of the total college population, 75% were not prepared for 

college-level work in English or mathematics. Further, 

supporting previous research, students in the sample had not 

completed the high school courses needed for college work 

(84% mathematics, 86% science, 62% foreign language). 

Nontraditional students are reported in the literature 

to have lower aspirations than traditional students and to 

have lower self-esteem and self-confidence and to be weakly 

motivated. They are reported to have unrealistic and ill- 

defined goals. 

Data from this study were inconclusive. Students across 

all types responded to the survey questions regarding 

education and career objectives with high aspirations and 

high-confidence levels that they would achieve them. They 

expressed confidence and determination in their essays. 

However, students tended to set aspirations well above their 

likelihood of achieving them, and they expressed confidence 

levels that did not square with the reality of their 

situation or with what they would have to do to accomplish 
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their objectives. Most students (89%) in the sample expected 

to earn at least a bachelor's degree. Across all of the 

survey questions related to confidence in attaining their 

education or career objectives, approximately 90% of the 

students were "confident" or "very confident" they would 

achieve their goals. 

There were, however, numerous instances in which 

students revealed that they did not understand the goals they 

had set, did not know how to achieve them, and were not 

really confident they would achieve their goals. While one 

student stated an intention to become an engineer, he said 

that he expected to be a plumber within five years. Another 

student expected to become a CPA in half the time by 

attending a community college instead of a university. In 

every student type, students routinely indicated that they 

would achieve their career goals in time periods that were 

impossible. Unrealistic goal setting was most pronounced in 

the FG-Primary and FG-New student types. Students in the NT- 

Primary and NT-FG types appeared to understand better than 

the other types what was required for them to accomplish 

their objectives. In turn, they tended to express their 

objectives more realistically. 

The focus groups provided an opportunity for the 

facilitators to explore student goals and their understanding 

of how to attain them. About-the ENG 01 students, one 

facilitator said the students gave short answers to the 
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questions. "They were not focused on why they were there (in 

college). Their goals were very unrealistic." The 

facilitators were surprised at the responses in the ENG 01 

groups. Another facilitator said, "I was really amazed at 

the level or lack of focus of the ENG 01 group. It was 

really significant. In terms of self-concept, there is a lot 

of work to be done there. Part of that negativity was coming 

from the fact that the people do not think a whole lot of 

themselves." 

On the other hand, students who were enrolled in the ENG 

241 class were confident and understood their goals and how 

they planned to reach them. About the ENG 241 students, one 

facilitator said, "Most of them were getting a liberal arts 

degree. Most had a clear picture of where they were heading 

and how they were going to get there." Students who 

participated in focus groups from the ENG 01 class and the 

ENG 241 class were predominantly first-generation students in 

types FG-Primary, FG-New, or NT-FG. Further research is 

needed regarding the differences in self-concepts and goal 

setting of nontraditional students, especially adult first- 

generation students. 

The literature suggested that nontraditional students 

who attend the community colleges make different assumptions 

about education than traditional students who attended senior 

colleges. Specifically, they-had different views about the 
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purpose of higher education and their role as students. They 

also use the college differently than traditional students. 

Traditional students were reported to view the role of 

education as one of personal growth and development. They 

did not think of higher education as a means to improve their 

economic or social standing or as a means to get a better 

job. Nontraditional students, on the other hand, viewed 

education as a means to a job. The literature described 

first generation students as likely to possess a "union card 

mentality" about education. The degree was not valued for 

the sake of knowledge, but simply as a document needed to 

make a better living. 

The study data supported this "union card mentality," 

but found the sentiments extended to student types other than 

first-generation students. Students in the sample (84%) 

viewed the community college as a place where they could 

prepare for a career and move up the social ladder. "New" 

students viewed the role of education as preparation for a 

better job. Students in the ENG 01 focus groups were unable 

to express what they expected from college other than access 

to a job. They did not understand what they were doing in 

college other than "this is what you have to do." 

Only 16% mentioned the college as a place to learn about 

culture or the traditions of society. The few students who 

said that education would help them better prepare for their 

daily lives were in student types NT-Primary and New-Primary. 

307



Both of the Traditional students wrote about the role of 

education in preparing them to become "well rounded" and 

"able to work with individuals from all walks of life." They 

did not mention social mobility, better jobs, or more money. 

That nontraditional students viewed higher education in 

the manner described is understandable. With the exception 

of the few students in the NT-Primary type who have full-time 

jobs that pay above minimum wage, and the few students in the 

Navy, the balance of the students in the study sample have 

been shut out of the benefits of middle-class society. FG- 

Primary student's descriptions of their past struggles helped 

bring into perspective their reasons for attending the 

college. Traditional-age students were either not admitted 

to a senior school, or had been suspended due to poor grades. 

The adults, for a variety of reasons, did not attend college 

during the traditional years. The community college offers 

the only hope to individuals to gain entry to a better life 

style. In their essays, students wrote that they learned 

from experience they had no future without an education, and 

that is why they returned to school. They recognized the 

correlation between education and jobs, and that the 

attainment of one leads to the other and a higher income. 

They did not necessarily understand the relationship. What 

they did know was that an education held the promise of a 

better life for themselves and their children. In the focus 

groups, two of the ENG 01 students said they did not like 
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school and that they were "just putting in their time to get 

a piece of paper." The facilitators reported that the ENG 01 

students said they would "do two years if they needed to" in 

order to get their degree. 

Not surprisingly, students did not understand their role 

as students. Since most students adopted a "blue collar" 

approach to their education, they thought in terms of "punch 

in-punch out," and "pick up their credits." Education was a 

means to an end, and they did not understand when events 

acted to interfere with those ends. This was very apparent 

in the focus groups. Students in the ENG 01 class complained 

about the attendance policy of the instructor. Students 

complained that they would not receive "credit for 

attendance" if they arrived late to class too many times. 

They did not believe they should be "docked" just because 

they were late. Two students said they would stay out of 

class for the entire period rather than enter late and be 

charged with a tardy. The ENG 01 students did not understand 

why they needed to be on time or that entering class, even if 

late, was more valuable than not attending at all. One 

student said that "they (the instructor and the college) were 

just being mean to us." 

The study found conflicting behaviors and confusing 

statements from students about their commitment to education. 

On the one hand, students, especially those in the FG-Primary 

and FG-New types, professed a willingness and determination 
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to study and work hard, attend class, complete their 

assignments, and "do whatever I need to do to succeed." They 

professed the need to "stay focused," "not give up," and 

"learn all I can." Yet, the number of times they studied per 

week and the amount of time spent studying each session were 

not adequate for well-prepared students, let alone under- 

prepared students. They arrived to class late and left early 

or did not attend at all. They attended classes to "punch 

the clock" and get the credential. In their minds, attending 

class and doing their assignments would automatically qualify 

them for better jobs, higher salaries, and a higher standing 

in their community. 

Cross said that "New" students were failure-threatened 

and passively accepted what they got. This study did not 

investigate the active/passive relationship or whether 

students were achievement-oriented or failure-threatened. 

However, differences between student responses and behaviors 

of the ENG 01 students and the ENG 241 students during the 

focus groups, suggested that passive behaviors were not 

exclusive to "New" students. Students in ENG 01 represented 

six of the seven nontraditional student types as did the 

students in ENG 241. The differences in responses between 

the two classes were quite noticeable. In the focus groups, 

ENG 01 students responded to questions only when called upon. 

Students did not challenge the answers of other students and 

made no attempt to enter into dialogue with the instructor or 
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other students. At times the facilitator appeared to be 

pulling out answers from the students. Their responses 

tended to be short, simple, and to the point. There was no 

laughter in the group. 

On the other hand, students in ENG 241 were quite active 

and engaged both the facilitator and the other students in 

discussions about the focus group questions. They challenged 

the responses of other students, gave students suggestions, 

and at times took control over the discussion from the 

facilitator. They laughed. They seemed to enjoy the 

discussion. Their speech patterns were complex; their 

thoughts were complete; they had plans for completing their 

coursework even if they were undecided about a major; they 

understood their career fields; they enjoyed their studies 

and looked forward to the future. They exhibited behaviors 

that Cross and Richardson would ascribe to traditional 

students, yet they all were in nontraditional student types. 

Without having to ask them, the ENG 241 students exhibited a 

level of confidence about themselves and their endeavors that 

was unseen in discussions with the ENG 01 students. 

Differences existed between the two classes. The 

facilitators noticed it and commented on the difficulties 

they had getting responses from the ENG 01 students and how 

easy and enjoyable it was to facilitate the ENG 241 students. 

More study is needed. Students in the two classes came 

from six of the seven nontraditional student types and had 
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Similar backgrounds, though the students in the ENG 241 class 

did not describe backgrounds as severe as those of the ENG 01 

students. Further, the ENG 241 students were more inclined, 

when employed, to be employed in higher level jobs, such as 

legal secretary, than the ENG 01 students. Finally, none of 

the ENG 241 students were required to enroll in ENG 01 when 

they entered college. ENG 241 students, including the first- 

generation students, entered the college with English 

knowledge and skills at least at the next higher course 

level. 

Nontraditional students were expected to have shallow 

connections to the college and not participate in activities 

beyond attending class. The literature contended that 

nontraditional students played many roles and spent little 

time being a student and fit their classes around their 

schedule. 

That college played a limited role in the lives of the 

students studied was supported by the data. First-generation 

students, as well as the majority of the students in the 

study, tended to schedule their classes around other 

responsibilities in their lives. Students did not attend 

student activities and used only the student services that 

they needed. The FG-Primary and NT-FG students described 

family responsibilities and work requirements that sometimes 

interfered with their studies. NT-Primary students led busy 

lives. Being a student was only one role, and not the most 
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important role, that working adults played. They described 

their frustration with trying to accomplish their objectives 

and address the daily problems of family, children, and work 

in their lives. While the sampled students talked with other 

students outside class, the majority of the students (55%) 

never spoke with their instructors outside class. 

Because college student was only one of many roles that 

the sampled students played, the students used the college in 

ways different from traditional students. Adelman said that 

community college students were incidental students who 

dropped in and out of school and used the college to address 

immediate educational needs. While transcripts of the campus 

population were not studied to determine the extent to which 

students dropped in and out, transcript review did reveal 

that 70% were enrolled in the college part time. Further 

inspection also revealed that most (90%) of the Adult-Non- 

Remedial group attended part time and were enrolled in only 

one class (Appendix E Table E2). These students represented 

20% of the total campus population but only 2% of the sample. 

Whether these students are the incidental students Adelman 

described is unclear. Further study is needed. 

Community colleges tend to attract students who would 

otherwise not attend college. Sampled students in all 

student types attended the community college for practical 

reasons, such as low tuition or convenient location or 

specific job skills. They also attended because they were 
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not prepared for a senior college, or because they had 

families and jobs that did not permit them to attend 

traditional schools in a traditional manner. 

Further, most students in the study (78%) attended the 

community college as preparation for transfer to a senior 

school. The students were very clear in their essays that 

they did not feel prepared for the rigors of a university 

education and were intimidated by the thoughts of attending a 

large school with large classes and a lack of personal 

attention. They did not feel confident that they could 

succeed in a larger school and looked to the community 

college to help them stabilize their academic life so that 

they could then move on to a senior school. Given a choice, 

students in FG-Primary and FG-New types would prefer not to 

make the step to the university, but believe they must if 

they are to get a good job. Students in the sample saw the 

community college as more than a "stepping stone" to a 

university. They viewed the community college as a "Staging 

area" in preparation for a final assault on the education and 

life style that has been denied them to date. 

Students' views of the purpose of higher education and 

the ways they used the college were linked with the reasons 

they gave for attending college. FG-Primary students in 

particular were motivated to attend college to make 

"something of themselves" and to "Set an example for their 

children." Traditional-age students, FG-New, wrote of their 
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desire to make their parents and their families proud of 

them. While the other adult groups did not express the same 

sentiments as the FG-Primary students, they were very clear 

that they attended college to prepare for a career and 

improve their quality of life. 

Research Questions Revisited 

This study attempted to answer three research questions. 

First, this study sought to determine whether or not 

community college students could be placed into a typology of 

eight student types, seven nontraditional student types and 

one traditional student type. Through the use of four 

questions, traditional-age or adult, part-time or full-time 

enrollment status, requirement for remedial courses, and 

first-generation status, and the matrix of 16 possible 

responses to the questions, students were able to be placed 

into the eight hypothesized types. Information from three of 

the questions was obtained from the SIS database. Only the 

question regarding first generation status was asked 

students. For future study and placement of students into 

types for future support and intervention, only the question 

regarding first-generation status would have to be asked at 

the time students applied to the college. 

Second, the study sought to determine if a profile of 

each student type in the typology could be developed. Using 

data gathered from four sources, profiles were developed. 

315



The study sample produced three types, FG-Primary, New- 

Primary, and NT-Primary with samples large enough to consider 

for the study. The student types representing combinations 

of the three primary types, FG-New, NT-New, NT-FG, and NT-FG- 

New did not have sample sizes large enough for the profiles, 

with confidence, to be considered representative of the 

types. Further studies of all of the types of students are 

needed to validate the profiles illicited from this study. 

Finally, the study sought to determine if there were 

Significant differences among the eight types that had 

implications for operating a community college. Only 13 of 

the 75 survey questions produced results that were 

statistically different across the eight student types. In 

the essays and focus groups, there were more similarities 

than apparent differences. Several reasons can be 

hypothesized: 

1. Differences did not exist. In this instance, the 

collection of nontraditional student descriptors provided in 

the literature may be combined, and colleges may design 

academic and student support programs targeted to these 

global descriptors. Further, dissection of the student 

population would not be required. 

2. Differences beyond those found did exist, but the 

study was unable to identify them. The study of student 

histories, motivations, aspirations, abilities, and 

circumstances was complex and difficult to measure in ways 
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that took into consideration each variable individually, as 

well as the effect of their interactions. Qualitative data 

collection exercises provided both valuable information that 

surveys could not yield, yet were more difficult to interpret 

and combine with other data in a meaningful way. 

3. Differences were limited to those found and were 

reflected in the data reported. Though few questions from 

the survey resulted in significant differences among the 

types, when combined with the essays and focus groups data, 

the results deserve further consideration. The differences 

found can be described as between type differences, within 

type differences, and differences between adult and 

traditional-age students. 

Differences existed among the eight student types, in 

particular types FG-Primary, New-Primary, and NT-Primary and 

were reported in Chapter 4. Traditional-age students, such 

as those found in types New-Primary, FG-New, NT-New, and NT- 

FG-New, have been researched and discussed in numerous 

studies. They represent the majority of the discussions 

about "New Students" and "First Generation Students." 

However, student types FG-Primary, NT-Primary and FT-FG 

have not received as much attention. Zwerling said that 

little has been written about first generation students who 

are working and raising families. Types FG-Primary and NT-FG 

represent these groups. Of the types studied, the FG-Primary 

students are the most troubling. Their circumstances and 

317



backgrounds were the most extreme of any students sampled 

from the backgrounds typically associated with traditional, 

college students or their instructors. This was due to the 

life experiences they described, the challenges they face now 

as students and parents, their understanding of their roles 

as students, their understanding of the careers they seek and 

the paths they will have to take to accomplish their goals. 

Unlike NT-Primary or NT-FG students, who held higher 

level jobs and had more success in college, the FG-Primary 

students grew up in environments that did not provide 

deliberate or direct support for educational or personal 

growth and development. FG-Primary students came from poor 

homes with large families and few of the positive experiences 

that are associated with success later in life. Their daily 

struggles were for the basic needs for themselves and their 

children that are taken for granted by other students in the 

sample and campus population. They sought a culture they did 

not understand, but believed was considerably better than the 

life they led. 

Roueche defined the "At-Risk" student as being first- 

generation, under prepared, working more than 31 hours; who 

received little emotional support from family, and had 

expectations for failure. Though not included in Roueche's 

definition of "At-Risk" students, FG-Primary students appear 

to be at risk as much as, if not more than, the at-risk 

students in the NT-FG and NT-FG-New types and should be 
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included in the "At-Risk" student definition. FG-Primary 

students need further study to distinguish between those who 

persist and make the transition to a more traditional student 

and a better quality of life and those who do not. Support 

programs that use the results of the studies and begin 

working with FG-Primary students at the point they enter the 

college may be able to improve their persistence and success 

rates. 

Zwerling said that nontraditional adults were likely to 

respond to questions differently than nontraditional college- 

age students. Findings of this study were in agreement. 

While there were few significant differences across the eight 

types on the survey instrument, the differences that did 

exist and those that appeared in the essays were between the 

New-Primary and FG-New students who were traditional age and 

the NT-Primary and FG-Primary students who were adults. The 

differences were reported in Chapter 4. 

Adults attended the college for reasons that differed 

from the traditional-age students. Their family commitments, 

obligations, and responsibilities were different and more 

complex than those of traditional students. The fact that 

adult students, especially FG-Primary students, were even 

enrolled in school despite the severity of some events that 

had occurred in their lives, indicates a commitment and 

determination and understanding of life that traditional 

students could not imagine. Yet, this determination and 
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experience did not mean that the adult students understood 

any, better than the traditional-age students, their roles as 

students, the purpose of higher education, or what they 

needed to do to accomplish their objectives. 

Differences existed within student types that were 

beyond what could be attributed to chance. These differences 

became apparent in the focus groups and were most pronounced 

between first generation students in the ENG 01 and ENG 241 

students. First-Generation students in the ENG 01 focus 

groups regarded their education efforts with dread. They did 

not like school and were attending only because they believed 

college to be the only way to get a decent job. They were 

not interested in their school work and gave no indication 

that they saw any relationship between their education and 

anything else in their life except that an education gave 

them the credentials they needed to get a job. On the other 

hand, two ENG 241 students described their high school years 

as a time when they were not serious; however, as adults they 

appreciate their education more and are more serious about 

their studies. They said they were more focused now about 

their education and were enjoying their classes. Another 

student said she had been out of school for fourteen years 

and recognized that in order to get a better job she needed 

more education. She talked about how much she enjoyed her 

courses and how she missed them when she was not enrolled. 
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ENG 01 students had not identified how they planned to 

accomplish their objectives or how they planned to achieve 

their education objectives. When asked if they could 

identify the steps they needed to take to achieve their 

goals, none of the students could give an answer. One 

student indicated that he, "just does it as it happens. 

There are too many variables to have a plan." This sentiment 

was echoed by other students in the focus group. 

Further, the ENG 01 FG-New students could not describe 

what people did in the career fields they had chosen, nor did 

they have any ideas how to find out what they did. It was 

all a mystery to them. One student wanted to bea 

pharmacist. He was unable to describe any steps he needed to 

take to become a pharmacist other than "research and 

graduate." His description of a pharmacist's duties was "to 

work on a computer and have medicine ready for patients." 

Another student wants "to go straight on through and 

earn a doctorate's degree" because it "looks good on your 

application if you want to get another job." He wants to own 

his own business so he can "sit back in a rocking chair, 

relax, and watch other people work." 

Another student wants to be a nutritionist and work ina 

hospital. She is not sure what a nutritionist does. The 

only effort she has made to find out the duties of a 

nutritionist was during a visit to a hospital: she asked 

someone if the hospital had nutritionists. "The lady I 
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talked to said she thought there were some upstairs, but she 

did not know for sure." 

In contrast, first-generation students in the ENG 241 

class responded to questions about their educational 

objectives with descriptions of their status at the college, 

their education objective, and some indication of how they 

planned to attain their objectives. One student has mapped 

out all of the classes she needs to take each semester in 

order to graduate. She has been more successful than she 

thought possible and has become a serious student. She 

enjoys school and looks forward to transferring to a 

university. 

Another student is blind and says that she wants to earn 

her degree so she can become more independent and "let my 

daughter live her own life." She is nearly finished with her 

associate's degree and plans to continue on at a local 

university. 

One 42-year-old student has been attending part time for 

three years. By her calculations she will be 50 before she 

earns her bachelor's degree. She has been successful in her 

coursework and expects to continue at the same pace until she 

finishes. | 

A FG-Primary student is about to finish and transfer to 

a local university. After watching the work of hospital 

staff who cared for her seriously ill daughter, she committed 

to herself that she would return to school and make a better 
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life for herself and her daughter. Now, six years later, she 

said, "I am finally in school and on my way." 

Another student has been attending the community college 

for eight years and will graduate in the spring of 1997 with 

an associate's degree. She will then transfer to a senior 

college for the Fall 1997 term. 

The differences in views of students in the two classes 

regarding the purposes of education were best seen in the 

comments from two students. In the ENG 01 class, a FG-New 

student said the purpose of education is to "get a piece of 

paper that says you have an education so you can get a better 

job and make more money." In the ENG 241 class, a FG-New 

student said that when he started classes in college he 

focused on getting good grades. Then he "stopped focusing on 

my grades and started focusing on the material. I figured 

that if I learned the material, then the grades will come." 

Somehow first generation students in the same student 

types have either entered the college with different 

expectations or have made the transition over a period of 

courses and years to a point where pursuing education has 

become more meaningful and enjoyable than the mere collection 

of credits. Better understanding of the differences between 

the attitudes and behaviors of students in these two classes 

should make it possible to develop better intervention and 

assistance strategies to improve student persistence and 

achievement. 
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Consideration of the similarities found among student 

types in the sample data is just as important as the 

differences. As a whole, the students in this sample and in 

the campus population were not prepared for college-level 

work. They did not study, did not know how to study or how 

much to study, and they did not know the importance of 

interacting with instructors. Nor did they understand the 

purpose of education, or how it worked, or their roles as 

students. Much interfered with their studies and took away 

from their efforts to earn an education. Education 

attainment was not the most important activity in their 

lives. They were not serious traditional students. The 

impact on academic and student-service programs must be 

considered, since for most of the questions and the variables 

considered in this study, the results were strongly 

consistent across the total sample or the population. 

That 90% of the study sample and 75% of the population 

require remedial classes is of greater importance than 

differences among the types. The percentage of students 

requiring remediation is so high that all types, as well as 

all classroom instruction, are bound to be affected by the 

lack of preparation. The remediation problem permeates the 

total campus curriculum and instructional efforts. 

When 86% of the sampled students believe that the 

purpose of higher education is to make more money or get a 

better job, then the students will continue to challenge the 
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need to engage in coursework that does not have a direct 

observable relationship to their career choice. For example, 

one student, FG-Primary, challenged the facilitator ina 

focus group about the need for a history class. She said she 

did not believe that anyone who was studying to be a 

psychologist needed to take a history class. She objected to 

the facilitator's response and said that the college had no 

business telling her what to think about the events of the 

past, and that the past had no relationship to helping people 

with psychological problems. She viewed the requirements for 

general education classes as "just another way for the 

college to make money." 

The majority of the students in the sample and in the 

campus population were nontraditional-age students. While 

the majority of the students in the sample attended full 

time, the campus population was composed of mostly part-time 

students (70%). In addition, 71% of the students in the 

sample were employed. Part-time students with work and 

family obligations require longer to complete their 

curriculums than traditional students. Students nearing 

completion of their associate degrees said that they had 

taken five, six, and eight years to earn their degrees. The 

few students in the sample who had mapped out their plans to 

earn their degrees spoke, as well, of taking four to eight 

years to earn their degrees. -Students enrolled in remedial 
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classes often require one to two years of coursework before 

they reach college-level classes. 

Attendance patterns that stretch over many years to earn 

an associate's degree raise numerous questions for community 

college academic and student services programs. How does the 

college design support programs that help students sustain 

their motivation and promote persistence over such a long 

period of time? How does the college keep the coursework 

connected and integrated so that a core of knowledge is built 

over time? How does the college assist students in the 

transition from viewing education as a commodity that ensures 

upward economic mobility to an understanding that education 

has a broader purpose and role in their personal growth and 

development? 

Problems With the Study 

1. There were 170 students initially enrolled in the eight 

English classes selected. Only 122 students responded to the 

surveys and essays. This means 48 (28%) of the students 

initially enrolled in the classes either dropped out by the 

survey date or were not in attendance in class on the day the 

survey was administered. This is a significant number of 

students who were not in class and parallels the literature 

review regarding student behaviors. The large number of 

absent students also raised questions about how well the data 

collected reflected the enrolled population. 
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2. The study planned to conduct nine focus groups, three in 

each class. The first day that focus groups were scheduled, 

remnants of a hurricane hit the city of Norfolk. Class 

attendance was low. Only 25 of a potential 39 students 

attended class. On the second focus group day, only 15 of 22 

students were in attendance. Focus groups could not be 

rescheduled because of time constraints for both the 

counselors and the class instructors. Large absenteeism may 

have influenced the outcomes of the groups. 

3. The original study design included personal interviews 

with 12 to 15 students. For pragmatic reasons, the personal 

interviews could not be conducted. The question is whether 

personal interviews would have changed the results of the 

study or the interpretations of the results. This researcher 

believes that they would not. The overlap of questions 

between the surveys and the essays and the overlap between 

the essays and focus groups indicated that the responses were 

consistent across instruments. All of the topics to be 

addressed in the personal interviews were covered in at least 

one other instrument. 

4. Each of the focus groups was audio recorded. 

Unfortunately, on the second day that focus groups were 

conducted, one of the cassette recorders malfunctioned and 

did not record the focus group. This was not discovered 

until the end of the session.. The facilitator for the group 

recorded his observations and his recollections of the 
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student responses to the questions. The researcher heard 

student discussion in the focus group consistent with the 

recording made by the counselor. The data was not used as 

part of the study; however, it was consistent with comments 

from the students involved and the other focus group for the 

class. 

5. Despite the number of students enrolled in the eight 

classes and the number who completed the surveys, four of the 

eight student types contained small numbers. The size of 

student type [8], Traditional students, was expected to be 

small. However, the researcher did not expect the number to 

be as small as two. The numbers were too small to generalize 

to a larger population or to test types against each other. 

A larger sample size would be required to generate numbers in 

the smaller types of a size large enough to perform 

meaningful tests. Nevertheless, the larger types FG-Primary, 

New-Primary and NT-Primary did provide an indication of 

differences that have an influence on the operation of a 

community college. 

6. There appeared to be greater differences among students 

when grouped by course of enrollment than by the typology 

developed in this study. Students enrolled in ENG 01 classes 

may not persist to the level of ENG 241. None of the 

students enrolled in ENG 241 were required to enroll in ENG 

01. Mother's education appeared to be the distinguishing 

difference between the two classes of students. Mother's 

328



level of education for ENG 01 students was significantly less 

than that for ENG 241 students. 

Suggestions for Further Study 

Very little is known about why some nontraditional 

students succeed in an academic environment and others do 

not. Nontraditional students, especially adults, lead more 

complex lives and have greater obligations and 

responsibilities than traditional college students. Further 

research is needed on each student type in the proposed 

typology. The research needs to be both qualitative as well 

as quantitative. 

The FG-Primary, New-Primary, and NT-Primary types appear 

to differ in their understanding of higher education and 

their role as students. Broader studies are needed to 

develop better profiles of these student types. 

Comparisons of student types enrolled in beginning 

remedial classes with the same type students enrolled in 

sophomore classes, especially FG-Primary, would provide a 

better understanding of the differences within a student 

type. 

Additional research is needed to investigate the 

cultural conflict issues that students face as a result of 

full engagement in higher education. McGrath and Spear, 

zZwerling, and London write convincingly about the cultural 

shock that students experience when they confront ideas and 
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behaviors that challenge the beliefs and behaviors of their 

families and friends. Studies of adults are important 

because they have fewer options than traditional-age students 

who are already in the process of separating themselves from 

their immediate family as they enter adulthood. How do 

adults confront the cultural challenges they experience as 

students of higher education? Which ones adopt the new 

culture and which ones do not? What are the consequences in 

either case? What is the role of the community college in 

assisting/supporting the transition? Are students such as 

the FG-Primary or FG-New types so disarticulated from 

academic life that they do not understand the cultural issues 

that should occur? 

Further research is needed to better understand the 

aspirations, self-confidence, and motivation of adults who 

attend the community college. While students in the study 

often held unrealistic and ill-defined goals, other students 

wrote about their higher self-esteem, confidence, and 

motivation as a result of success in the community college 

classroom. 

Further study of the non-remedial adult student 

population is needed. Are they attending for specific job 

skills? What is their previous college experience? How do 

their profiles compare with other students in the proposed 

typology? 
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Additional study of the typology is needed. Are eight 

types too many? Do colleges attract significant numbers of 

students in the types FG-New, NT-New, NT-FG, and NT-FG-New to 

study or should the types be included as part of the primary 

types FG-Primary, NT-Primary, and New-Primary? This study 

found more similarities among the types than differences. Is 

this representative of the community college population as a 

whole and how do the similarities and differences impact 

community college operations and decisions? 

Conclusions 

After studying hundreds of pages of data and essays and 

hours of audio tapes and comparing the data with past 

research and arguments in the literature, five observations 

stand out. 

First, there were only two traditional college students 

in the sample and at most nine traditional students in the 

campus population during the Fall 1996 term. Prior to the 

development of the open-door community colleges, 99% of the 

students attending the Norfolk Campus in the Fall of 1996 

would have been denied access to higher education. Certainly 

not all of the students in attendance during the Fall term 

will be successful. In fact, most will not. However, the 

final number who succeed will likely be well above the two 

students in the sample or the-nine in the population. 
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Second, students in types FG-Primary and FG-New were the 

most troubling and most likely to fail. Their backgrounds 

were the most debilitating and unsupportive of education and 

individual success. They had the furthest to go to be 

successful. 

While the literature has focused on FG-New students, the 

FG-Primary students have not received similar attention. The 

life experiences of FG-Primary and FG-New students have not 

supported stable home and family environments, long-term work 

experiences, or the successes that middle-class individuals 

take for granted. Middle-class families do not talk about 

how good it is that their children have not gone to jail, or 

that they have good clothes to wear, or that the neighborhood 

is safe. These things are assumed to be true, and the 

occurrence of crime or violence, or the absence of basic 

needs is the exception and not the rule. 

FG-Primary and FG-New students, to the exclusion of the 

other student types, emphasized the importance of "becoming 

somebody," or "wanting a better life." They wrote and talked 

about setting an example for their children so that their 

children will value education and will have better lives. 

Students wrote as though their children would be with them 

throughout their lives. The students did not seem to realize 

that by the time they accomplished their education and career 

objectives, and were hired for a better job, their children 

would no longer be living in the house. The inability to 
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connect the various life streams moving in their lives was 

common with FG-Primary and FG-New students. They did not 

realize how long they would be in school, what education and 

work experience was required to enter a given field, or how 

their poor education background would lengthen the time 

needed to accomplish their objectives. 

The relationships between education, work experiences, 

and careers were mysteries to them, mysteries that they were 

not to figure out soon. Instead, they trusted that they 

would accomplish everything through hard work, and through 

outside intervention from God or fate, and through faith. 

Third, students were not doing the things they needed to 

do to succeed as college students. They did not study for 

the most part; they did not talk to the instructor; they did 

not understand that education was not achieved by punching 

the clock and attending class. This was evident in the focus 

groups where the emphasis was on receiving credit in class 

for attending and getting upset if the instructor marked them 

tardy. For a large number of students, there was no 

understanding of the relationship between the acquisition of 

knowledge and personal development. 

Fourth, the differences found in the study were among 

types FG-Primary, New-Primary, and NT-Primary. Traditional- 

age FG-New students and the New-Primary students have been 

studied over the years by researchers such as Cross, 

Richardson, London, Zwerling and McGrath and Spear and 
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others. The same attention has not been applied to the FG- 

Primary students or the NT-Primary students. In the sense 

that the FG-New students and the FG-Primary students were 

Similar, FG-Primary students were understood. However, FG- 

Primary students were adults and had more complex problems 

than FG-New students. They had children, jobs, and numerous 

family problems not yet experienced by FG-New students. NT- 

Primary students were more likely to be stronger students 

than FG-Primary students and had more positive life 

experiences to date than either FG-Primary or FG-New 

students. Their jobs were more permanent, their childhoods 

more stable, and their college education experiences more 

successful. However, NT-Primary students also had their 

problems. These students led fast-paced lives and were 

struggling with the demands of family, full-time jobs, and 

attending college. 

Fifth, across all eight student types, students felt 

that their education efforts were supported by their families 

and friends. There was no indication that they were being 

challenged about their college attendance as suggested in the 

literature. Students did not report the negative experiences 

that other students in the literature reported. They were 

not pressured by their families or employers to quit school. 

Their friends did not think they were wasting their time. 

Instead, students received encouragement to continue their 

education and seemed to appreciate the attention and concern 
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for their progress expressed by family and friends. Students 

who received financial assistance and other support from 

their employers appreciated the support and mentioned how the 

support had helped them remain in school. 

The study sample included selected English students from 

an urban campus. Because students enrolled in English classes 

tend to be curriculum-based students, they are more inclined 

to attend full time, remain in school, want to earn a degree, 

and are less likely to be occasional students. As the study 

found, they want to transfer to a senior school. 

The campus population reflected students who used the 

college on an occasional basis, enrolled in one class, and 

tended to be better prepared than the typical curriculum 

student. The broad mission of the community college should 

result in a variety of student types who attend for different 

reasons. Whether this mission is appropriate or not is a 

question that writers in the literature have debated. The 

population data reflected this broader mission and will 

continue to do so until the mission is modified. 

The typical student found by the sample and by the 

population data would not be a college student anywhere but 

in a community college. This raises the question, should 

these students be college students at all? Should the 

community colleges spend valuable resources on these 

students? As discussed in the literature review, some 

scholars argue that these students should not be enrolled 
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anywhere and others argue that they should be enrolled in 

institutions other than a community college. 

Eaton would jettison the preparatory role of the 

community college and turn the community colleges into junior 

colleges. The findings of this study support those who argue 

that the community colleges have abandoned their traditional 

college role in graded education in favor of remediation or 

the occasional part-time student who is interested in 

specific courses. Without question, most of these students 

will not be successful students and will not accomplish their 

education or career objectives. 

On the other hand, education is a necessary but not 

sufficient condition for entry into mainstream America, and 

attending the community college is the only opportunity that 

many students will have to break out of a life of poverty, 

crime, or abuse. The key to a better life for many students 

is a better job, and the only route to a better job is more 

education. The real question is whether or not the limited 

resources of higher education should be devoted to ferreting 

out the few students who can become successful from the large 

numbers of poorly prepared students. 

The social index discussed in the literature review 

showed a long, steady decline over the past 22 years. 

Education as the development of knowledge and the 

transmission of culture from ene generation to the next is 
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the key to an improved society, better living conditions, 

improved health, and lower crime. 

The community college is the only American institution 

that provides a means for the students studied in this sample 

to become educated. Without the community college, the 

student who was abused by her alcoholic husband would not be 

finishing her associate's degree and preparing to transfer to 

a senior school with higher levels of confidence and self- 

esteem. Without the community college, the student who spent 

most of her life living on the streets and in drug houses, 

too ashamed to go home, would not now be succeeding in 

college, working at the first job in her 40 year life and 

moving towards goals that she has a real chance of attaining. 

Few institutions are willing to assist students who are able 

to attend only part time over many years to complete their 

associate's degree. Most institutions would not assist a 

convicted felon in returning to society and supporting his 

efforts to give something to the community through working 

one-on-one with students having problems in their personal 

lives and in the classroom. 

Much of this dissertation was devoted to a better 

understanding of the nontraditional students who attend an 

urban community college. This was done so that better 

academic and student support programs could be devised to 

assist students in achieving their personal goals. Critics 

of the community college have argued against the diverse 
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missions of the community colleges and against the types of 

students they attract. They do not believe nontraditional 

students can become successful academic students. Typical of 

this response have been the writings of McGrath and Spear. 

McGrath and Spear (1991) argue that the only way "to 

achieve full incorporation into the social and intellectual 

life of a college" is for students to "distance themselves 

from prior associations" (p. 29) Successful students are the 

ones who "complete the social and cultural transition" and 

those who do not "typically fail or dropout." 

McGrath and Spear write with a single type of student in 

mind, the traditional-age college student. If they are 

correct in their claims of who the successful students are, 

then they provide no place for adult students, students who, 

for whatever reasons, have delayed college attendance. They 

narrowly define the way that people can be educated and 

benefit from the college experience. In light of the 

responses of ENG 241 students who participated in the focus 

groups, there may be ways of participating in the college 

experience other than total immersion. The ENG 241 students 

were from diverse backgrounds and experiences, yet had found 

a way to communicate with each other and exhibit an inner 

confidence about their abilities as students without benefit 

of separation from their families and friends. They found a 

way to benefit from their college experience. Could they 

have benefited more by leaving home and enrolling full time 
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in a university? Probably. But they did not have the 

choice. Yet, they are not, as McGrath and Spear describe, 

disarticulated from academic life. 

On the other hand, students in the ENG 01 classes 

displayed the attributes McGrath and Spear described. 

Statements in the focus groups and in the essays demonstrated 

that academic study is "foreign, mysterious, strange and 

unintelligible." They did not understand what they did in 

the classroom or why they did it. Would separating the ENG 

01 students from their environment and immersing them into a 

new social and intellectual setting make a difference? 

Maybe. Students in ENG 01 have such a poor foundation of 

knowledge, skills, and experiences that they probably will 

not be able to incorporate themselves into the academic 

community. 

This study found that not all nontraditional students 

can be treated as a single group. Statements made by writers 

such as Richardson, McGrath and Spear, and London about the 

inability of nontraditional students to succeed in college 

are overstated. The majority of the students in this study 

Matched the profiles of nontraditional students described by 

these writers. The students had little in their backgrounds 

that modeled intellectual life. They were unprepared for 

college level work when they entered, and they were not able 

to evaluate where they stood relative to where they needed to 

go, or what life would be like if they achieved their goals. 
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However, there were also students in the study who were 

successful despite having all of the characteristics 

described for nontraditional students. Somehow these 

students found ways to persist, to grow, and to develop 

better understandings of who they are, where they are going, 

and some notion of how to get there. 

Community colleges offer opportunities and hope to 

students who did not or could not participate in higher 

education in traditional ways. By design, community colleges 

will never attract a set of students who will have separated 

themselves from their environment and transition themselves 

over a period of a few years to become "fully incorporated 

into the academic life of a college." Instead the community 

colleges attract nontraditional students who are under- 

prepared and uninterested in academic culture and inquiry and 

are in class to get their "ticket punched." The challenges 

for the community colleges are to find ways to help these 

students become "learners of something worth learning" and 

contributing participants in the development of our society. 
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Appendix A 

Instruction Letter to English Faculty Regarding Participation 

of Their English Class in the Study 

August 19, 1996 

To: Selected English Faculty 

From: John Massey 

Subject: Student Profile Research 

Your class, ENG | , is one of eight classes 

randomly selected from a pool of twenty Norfolk Campus 

English classes to participate in research on urban community 

college students. This research is a part of my doctoral 

work at Virginia Tech and the data collected will be used in 

my dissertation. 

Since the 1960s the number and types of nontraditional 

students has increased. Today a broader portion of the 

American population seeks higher education than twenty-five 

years ago. As a result, the profile of the "typical" 

community college student has changed. The research seeks to 

develop profiles of students based on the literature review. 

A typology of eight student types, seven nontraditional and 

one traditional, is hypothesized and tested for existence. 

An enhanced profile of each of the eight types will be’ 

developed using data from a variety of instruments. These 

include objective surveys, autobiographical essay questions, 

and focus groups. Six sets of defining criteria provide the 

framework for the questions used in the research and as the 

basis for the hypothesized differences among the eight types. 
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Results of the research will provide data for the development 

of student support activities at the Norfolk Campus. 

The first instrument is an essay. Students in each of 

the eight classes will be asked to write an autobiographical 

essay of at least 350 to 400 words during the fourth week of 

class. This will be a take home assignment and will not 

require any class time beyond distributing the assignment, 

explaining the requirements, and collecting the work. 

Students should receive credit for the assignment in a manner 

consistent with the evaluation process used in your course. 

Instructors in writing classes may want to make the 

assignment count towards the total word count assigned for 

the class. In this case you may want to have copies of the 

originals for grading and conference purposes. I will 

provide the copies for you. 

Students may submit either hand-written, typed, or 

computer documents. 

Completed essays should be due one week after they are 

assigned. 

The cover sheet should have their name and social 

security number. 

The first page of the response should have the social 

security number and not the name. Subsequent data 

instruments will ask for social security numbers so that data 

can be matched. 

The less you say about the form, structure, content, 

grammar, spelling, etc. of the assignment the better. This 

is an attempt to allow the student to tell his/her own story 

directly, honestly and with as little interference or bias as 

possible. The style and structure are important along with 

the content. 

The second instrument is a 75 item survey. This survey 

contains 60 forced choice questions and 15 short answer 

questions. Based on the pilot test, the survey instrument 

342



will take approximately forty-five minutes of class time. 

Please conduct the survey at the beginning of one of your 

classes during the fourth week of the term. You will receive 

copies of the survey before the end of the third week of 

classes. Please say as little about the survey as possible 

so that student responses will not be biased either 

positively or negatively by your comments. The directions on 

the survey indicate the purpose of the survey and that the 

data will be kept confidential and not be used in a way that 

identifies any student. A student may refuse to take the 

survey or refuse to give the social security number. Do not 

force the student to complete the survey. 

The third data gathering source will be focus groups. 

Three English classes have been selected for the focus 

groups. These one hour sessions will occur during the sixth 

week of class. Each will be recorded. The focus groups will 

be conducted by counselors and will not require your 

participation. Each class will be divided into three groups. 

A facilitator will conduct a discussion during the class 

period. Questions asked will seek to enhance data gathered 

from the essays and surveys. 

Thank you in advance for your willingness to participate in 

this research. Please let me know if you have any questions 

about this research. 
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Appendix B 

Student Profile Questionaire 

The following Student Profile Questionaire has been modified 

from the original instrument to show which of six categories 

the question belonged. In this version the number that 

follows the question number indicates the specific category. 

The categories are: 

1. Demographics, family background and personal 

experiences (12 questions) 

2. External student environment (19 questions) 

3. Personal commitment and motivation (20 questions) 

4. Student objectives (15 questions) 

5. Purpose of education (3 questions) 

6. Student use of the community college 

(6questions) 
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Student Profile Questionnaire 

Directions - This questionnaire is part of a study of Tidewater Community College 
students and is being conducted for two reasons. First, the data will be used as part 
of the planning for the Norfolk Campus. Second, the data will be used as a part of 
the doctoral dissertation of Mr. John Massey. All responses will be kept confidential. 
Your name or social security number will not be revealed in the report or orally to 

  

anyone. 

Enter the information requested. Mark responses to multiple choice questions with an 
" x . " 

Social Security Number Date 

1.,1 Are you employed? 

m____ Yes 

@___No (Skip to Question 9) 

2.,1 How many hours per week are you employed? 

(C) 1-10 hours per week 

) 11-20 hours per week 

©) 21-30 hours per week 

(G) 31-40 hours per week 

€, more than 40 hours per week. 
  

3.,1 What type of work do you do? 
  

4.,2 Which of the following best describes your employer's support of your education 
efforts? 

(a_____ Very Supportive 

(B)_____ Supportive 

@)__Less than Supportive 

«)_____ Not Supportive 
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5.,2 Does your work interfere with your education efforts? 

«),____ Often interferes 

(D)___ Sometime interferes 

(c____ Does not interfere 

6.,2 Is your work related to your career goals? 

(A) Yes, it is related 

(B) It is partially related 

() No, it is not related 

7.,2 Is your work related to your education goals? 

(A) Yes, it is related 

(B) It is partially related 

(©) No, it is not related 

8.,1 Has your job status changed as a result of attending college? 

«k_____ Not changed, have same job. 

®____Not changed, not employed. 

(a,____Changed job as result of education completed 

(c_____Changed job, unrelated to education completed 

9.,1 Which one of the following best describes the head of your family during your 
childhood(age 1-18)? 

Mother and Father - Throughout your childhood J 

  

  

  

  

  

  

a@______Mother and Father - During most of your childhood 

a_____ Mother - single parent 

w)_____ Father - single parent 

(s)_ Other 

10.,1 Mark the highest level of education achieved by each parent: 
Mother Father 

(B) (B) Less than high school diploma 

(Ys (AN High school diploma or GED 

My (™M)______ Some college 

NH = MN___ Associate degree 

P) (P) Bachelor's degree or higher 

(Ly (L) Do not know 

346



11.,1 Do you receive federal financial aid (Pell Grant or Stafford Loan) to attend college? 

(B) Yes 

(C) No (Skip to question 13) 

12.,3 Would you attend college without financial aid? 

(Ay___ Yes 

«___No 

13.,1_ Which of the following high school courses did you successfully complete? (Mark 
all that apply) 

Mathematics Foreign Language Science 

w____ Algebra I m___ | year «____ Natural Science 

o____Algebra I @___2 years o____Biology 

m™)___ Geometry m)___ 3 years m___ Chemistry 

w)___ Trigonometry )__4 years P)___ Physics 

(s.___ Advanced (S___5 years 
Algebra 

a___ Calculus 

14.,2 Onascale from | to 5, how supportive do you feel your immediate family is about 
your attending college? Let 1 represent "Not Supportive" and 5 represent "Very 
Supportive." 

1 2 3 4 5 
® ) © 8) A) 

15.,3_ How do you feel about your preparation for college-level work? 

(A) Well Prepared 

(B) Satisfactorily Prepared 
  

©) Under Prepared 

) Poorly Prepared 

16.,4 What degrees are you interested in earning? (Mark all that apply) 

(©o_____Not interested in earning a degree 

@)____ Associate Degree 

(a)_____ Bachelor Degree 

ay____Master Degree 

Doctoral Degree OQ. 
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17.,2 Do your friends support your education efforts? 

  

  

  

(A) Yes, please describe how 

() No 

(c)___Neither 

18.,4 Do you plan to transfer to a four-year college or university? 

(A) Yes 

(G) No 

(D) Not Sure 

  

19.,2 Growing up, was there someone you admired who graduated from college? 

(A)____ Yes 

(E) No 
  

20.,5 What do you think 1s the purpose of higher education? 
  

  

21.,3 Would financial problems cause you to quit college? 

(E) Yes 

(C) No 

22.,2 Onascale from | to 5, how important was education during your childhood? 
Let 1 represent "Not Important" and 5 represent "Very Important." 

1 2 3 4 5 
© ) ©) ®B) (A) 

23.,4 What are your career goals? 

  

24.,4 What are your employment goals for the next two years? 
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25.,4 What are your employment goals for the next five years? 

  

26.,4 Have your career goals changed since you started college? 

  

(A. ___- Yes, How 

(©) No 

(D) Not Sure 

27.,3 How confident are you that you will achieve your career goals? 

(A) Very Confident 

  

(B) Confident 

(E) Not Confident 

() Not Sure 

28.,5 What do you hope to learn from this course? 

  

29.,6 Which of the following college services or facilities have you used? 

m______ Counseling 

w___ Tutoring 

jw____ Learning Disabilities Office 

cw)____ Computer Lab 

(X) Library 

() None of the above 

30.,2 How has being a college student changed your relationship with your family? 

(4)____ Strengthened the relationship 

(©o_____No change in the relationship 

«2)____ Weakened the relationship 

31.,3 Why did you choose TCC to attend instead of another college or school? 
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32.,4 What do you see yourself doing in two years? 

  

33.,3 How confident are you that you will be doing this in two years? 

ca_____ Very Confident 

w~____Confident 

)____ Not Confident 

w)____ Not Sure 

34.,4 What do you see yourself doing in five years? 

  

35,3 How confident are you that you will be doing this in five years? 

(a_____Very Confident 

~y___Confident 

«@__Not Confident 

w____Not Sure 

36.,2 Do you have trouble studying at home? 

() Yes 

(A) No 

37.,3 Which of the following best describes you: 

) You schedule classes around the other responsibilities in your life. 

(A) You schedule your other responsibilities around your class schedule. 

  

38.,3 How successful do you think you will be in your college coursework? 

Mostly grades of A (A) 
  

B) Mostly grades of B 

(C), 
  

Mostly grades of C 

(D) Mostly grades of D 

(E) Mostly grades of F 
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39.,2 On ascale from | to 5 rate your family's understanding of what it requires for you to 
be a college student. Let 1 represent "Do Not Understand" and 5 represent “Fully 

, Understand." 

| 2 3 4 5 
® ©) © ®) @) 

40.,6 How often do you speak about your classes with other students outside of class? 

(a)____Daily 

(B)__ Weekly 

w)_____Monthly 

«)___ Never 

41.,2 Have you ever traveled more than 200 miles from home? 

  

(A) Yes 

) No 

(C) Do not know 

42.,5 How do you measure success in a class? (Choose only one) 

nm Earn credit for the class. 

Ww Gain knowledge that can be used on a job. 

(V) Become more knowledgeable for personal satisfaction. 

(W) Earn good grades while in the class. 

43.,2 Has your college attendance caused the loss of any friends? 

) Yes 

  

(C) No 

  

44.,3 How would you compare your knowledge to that of the other students in the classes 
you are taking? 

) They know a lot more than me. 

©) They know more than me. 

  

(C) They know about the same as me. 
  

  

(B) I know more. 

(A) I know a lot more. 

(F) Do not know. 
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45.,3 Thus far, which one of the following would you use to describe your college 
experience? 

(E) Confusing. 

©) Different from what you expected. 

  

(D) Difficult coursework. 

@) About what you expected 

(A) Coursework easier than expected. 

46.,1 How do you get to class? 

  

cm____Drrive to class xy)_____ Walk 

u)_____Ride with someone else ~____ Bicycle 

(_____TRT bus (2) Other 

w)____ Taxi 

47.,2 On ascale from | to 5, to what extent did your parents expect you to get a college 
education? 
Let 1 represent "No Expectation" and 5 represent "High Expectation." 

1 2 3 4 5 
(>) D) © ®) @) 

48.,1 Do you have children in elementary or secondary school? 

m__ Yes 

@__No (Skip to Question 50) 

49.,3 Do you talk to your children about them attending college? 

(Ay__ Yes 

«___No 

50.,3 Of all the roles you play in your life, such as parent or employee, etc., where does 
the role of student rank? On a scale from | to 5, let 1 represent "No Importance," 
and 5 represent "Most Important." 

1 2 3 4 5 
® ) ©) ®) (A) 

51.,6 In which of the following student activities have you participated? 

(T) Plays/Opera 

cu_____ Concerts 

~)____ Sports Events 

qw)___ Outings 

(x~_____Field Trips 

m)____ None of the above 
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52.,2 Which of the following interfere with class attendance? (Mark all that apply) 

(8)_____ Transportation 

| w____Child Care 
j@_____Health 

w)___ Work 

oo___ Family 

____ Finances 

(2___ Other 

«c_____ Nothing interferes with class attendance. 

53.,4 What is your academic major? 
  

54.,3 How sure are you of this major? 

(A) Very Sure 

(B) Sure 

(©) Not Sure 

55.,3 How familiar are you with job opportunities in the field of this major? 

(a)____ Very Familiar 

wB)____ Familiar 

«)___Not Familiar 

56.,3 How much time do you spend reading each day (outside of class)? 

) do not read each day 

  

()_____ less than | hour 

@®_____ | hour to less than 2 hours 

B) 2 hours to less than 3 hours 

«@_____ 3 hours to less than 4 hours 

(A._____ 4 hours to less than 5 hours 

a@)_____ more than 5 hours 

57.,4 What are your education goals for this academic year (1996/1997)? 
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58.,4 What are your education goals for the next two years? 

  

’ 

59.,4 What are your education goals for the next five years? 

  

60.,4 Describe how you plan to accomplish your education goals. 

  

  

61.,3 How confident are you that you will achieve your education goals? 

(a____ Very Confident 

w)_____Confident 

«,___ Not Confident 

w)_ Not Sure 

62.,4 Have your education goals changed since you started college? 

  
(B) Yes, How 

(C) No 

(D) Not Sure 
  

63.,2 Do your friends think you are wasting your time attending college? 

«____ Yes, most of them do. 

w)____ Yes, some of them do. 

(«©_____None of them do. 

64.,6 Which of the following best describes how you plan to attend Tidewater Community 
College? 

(a)____ Full-time every semester until graduation. 

(B)____ Part-time every semester until graduation. 

«_____ Part-time every semester until you learn a specific skill or accomplish a 

goal. 

(c____Part-time but not every semester. 
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65.,3 Do your children consider college attendance a natural part of becoming an adult? 

(A) Yes 

(E) No 

© Do not have children 

66.,2 Do you have a designated place to study at home? 

(A) Yes 

) No 

67.,2 Does your family provide financial assistance for you to attend college? 

  

(A) Yes, most of my expenses. 

B) Yes, some of my expenses. 

) None of my expenses 

68.,1 Outside of your college course work, what two activities require the most of your 
time? 

  

  

69.,3 Whom do you ask for help with your class-work? 

B) Instructor 
  

_____ Faculty Tutor 

@™_____ Student Tutor 

«w)____ Another student 

)____ Friend 

_____Family Member 

@) No one 

70.,6 Which of the following statements best represents the reason why you are attending 
Tidewater Community College? 

To develop additional knowledge and skills needed for my current job. 
  

B) 

ay_____To prepare for future enrollment in a four year college or university. 

(m)____ To help me determine if I am interested in a college education 

____ To help me determine if I can handle college-level work. 

(s._____ To learn about things for my personal satisfaction. 
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71.,2 On ascale from 1 to 5 rate your friends understanding of what it requires for you to 
_ be acollege student. Let 1 represent "Do Not Understand" and 5 represent "Fully 
Understand." 

&) (D) (C) (B) (A) 

72.,6 How often do you speak about your classes with your instructor outside of class? 

(a)___ Daily 

(B)___ Weekly 

(D>___ Monthly 

«)____ Never 

73.,3 How often do you study each week? 

(___ 0 - 1 day 

w___ 2-3 days 

)__ 4-5 days 

(a,___ 6-7 days 

74.,3 How long do you study when you study? 

  

«©____ less than | hour 

®_____ 1 hour to less than 2 hours 

@) 2 hours to less than 3 hours 

gy_____ 3 hours to less than 4 hours 

(4_____ 4 hours to less than 5 hours 

a)____ more than 5 hours 

75.,4 How knowledgeable are you about the steps you need to take to accomplish your 
education goals? 

(A) I know exactly what to do. 

B) I know most of what I need to do. 

(C) I know some of what I need to do. 

) I do not know what I need to do next. 
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Appendix C 

Student Instructions for Autobiographical Essay 

Autobiographical Essay 

Written responses to this essay assignment will be used 
by Mr. John Massey as part of the data collected for his 
doctoral dissertation about community college students. This 
essay will be counted by your instructor as part of the 
requirements for this class. 

Please write your name on the cover of this document. 
On any other pages, please write your social security number. 
Information contained in your response to this assignment 
will be kept confidential. Your name will not be used in any 
discussion, either in writing or orally. The cover page will 
be removed after your instructor has reviewed the writing. 
The social security number will be used to match this 
assignment with a survey instrument that will be administered 
later in the semester. Social security numbers will not be 
used, either in writing or orally, to report or discuss 
information that you provide. 

Please write an autobiographical essay of at least 400 words. 
The essay is due one week from the assignment date and may be 
handwritten, typed, or submitted on computer disk. The essay 
should include a discussion of these three topics. 

1. Describe yourself and your family. Include family 
background information, home environment, personal work 
experience, family responsibilities and obligations. 

2. Discuss your reasons for attending a community 
college and your aspirations. 

3. Describe your ultimate education and career goals, 
the problems you face achieving them, the means by which you 
intend to attain them, and your likelihood for success. 

NAME 
  

This cover page was followed by three pages that were blank 
except for a line for the student's social security number. 

Social Security Number 
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Appendix D 

Questions Asked by Facilitators During Focus Groups 

Focus Group Questions 

1. What are your reasons for attending Tidewater Community 

College? 

2. How long do you think it will take you to complete your 

college education? What is your educational goal? Do 

you want a certificate in an occupational field, an 

associate's degree, a bachelor's degree and/or a 

graduate degree? 

3. What are two words that would describe you as a student 

prior to college? 

presently as a student at TCC? 

4. Please rate your sense of urgency about completing your 

TCC studies quickly with 0 being not urgent and 5 being 

very urgent. 

Please also rate the importance of performing well 

academically (in grades) at TCC with 0 representing good 

enough to pass and 5 representing perfect grades. 

5. When you close your eyes and visualize your future what 

kinds of things do you see yourself doing? 

When you realize this vision or dream, how will your 

life be different? 
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10. 

What are some specific steps that need to happen if this 

goal is to be achieved? 

What are some of the duties/challenges found by someone 

who 1s in the career you see for yourself? Do you know 

anyone personally who works in this career? 

Can you see an end to your education? 

What is the biggest challenge facing you today? 

From viewing your college experience and surroundings 

can you identify some things you need to better help you 

achieve success? 
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Appendix E 

Comparison of Campus Population and Research Sample by 

Student Characteristics from the Tidewater Community College 

Student Information System (SIS) Database 

Table El 

Student Age/Remediation Group by Campus Population and 

Research Sample 

  

  

Age/Remediation Campus Research 

Group Population Sample 

Adult Age 

1 Remedial 442 (51.6%) 61 (50.0%) 

1 Non-Remedial 184 (21.5%) 7 (5.7%%) 

Traditional Age 

  

3. Remedial 200 (23.4%). 50 (41.0%) 

4  Non-Remedial 30. —=—_— (3. 5%) 4 (3.3%) 

Total 856 (100.0%) 122 (100.0%) 
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Appendix E 

Comparison of Campus Population and Research Sample by 

Student Characteristics from the Tidewater Community College 

Student Information System (SIS) Database 

Table E2 

Student Aqe/Remediation Group by Credit Hours Enrolled by 

Campus Population and Research Sample 

  

Campus Population 

Credit Hours Enrolled 

  

  

Age/Remediation 

_ Group Q-5 6-11 12-17 Total 

Adult Age 

1 Remedial 123 192 127 442 

(27.8%) (43.4%) (28.7%) (100.0%) 

2 Non-Remedial 106 61 17 184 

(57.6%) (33.1%) (9.2%) (100.0%) 

Traditional Age 

3. Remedial 19 75 106 200 

(9.5%) (37.5%) (53.0%) (100.0%) 

4 Non-Remedial 9 12 9 30 

(30.0%) _(40.0%) (30.0%) (100.0%) 

Total 257 - 340 259 856 

(30.0%) (39.7%) (30.3%) (100.0%) 
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Research Sample 

Credit Hours Enrolled 

  

  

Age/Remediation 

Group Q-5 6-11 12-17 Total 

Adult Age 

1 Remedial 6 20 35 61 

(9.8%) (32.8%) (57.4%) (100.0%) 

2 Non-Remedial 2 1 4 7 

(28.6%) (14.3%) (57.1%) (100.0%) 

Traditional Age 

3 Remedial 1 10 39 50 

(2.0%) (20.0%) (78.0%) (100.0%) 

4 Non-Remedial 1 1 2 4 

(25.0%) (25.0%) (50.0%) (100.0%) 

Total 10 32 80 122 

(8.2%) (26.2%) (65.6%) (100.0%) 
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Appendix E 

Comparison of Campus Population and Research Sample by 

Student Characteristics from the Tidewater Community College 

Student Information System (SIS) Database 

Table E3 

Student Age/Remediation Group by Sex by Campus Population and 

Research Sample 

  

  

  

  

Age/Remediation _Campus Population 

__ Group Male Female Total 

Adult Age 

1 Remedial 109 333 442 

(24.7%) (75.3%) (100.0%) 

2 Non-Remedial 74 110 184 

(40.2%) (59.8%) (100.0%) 

Traditional Age 

3 Remedial 73 127 200 

(36.5%) (63.5%) (100.0%) 

4 Non-Remedial 13 17 30 

_ (43.3%) (56.7%) __(100.0%) 

Total 269 587 856 

(31.4%) (68.6%) (100.0%) 
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Age/Remediation Research Sample 

  

  

Group Male Female Total 

Adult Age 

1 Remedial 20 41 61 

(32.8%) (67.2%) (100.0%) 

2 Non-Remedial 2 5 7 

(28.6%) (71.4%) (100.0%) 

Traditional Age 

3. Remedial 17 33 50 

(34.0%) (66.0%) (100.0%) 

4 Non-Remedial 2 2 4 

(50.0%) (50.0%) (100.0%) 

Total 41 81 122 

(33.6%) (66.4%) (100.0%) 

364



Appendix E 

Comparison of Campus Population and Research Sample by 

Student Characteristics from the Tidewater Community College 

Student Information System (SIS) Database 

Table E4 

Student Age/Remediation Group by Race by Campus Population 

and Research Sample 

  

Campus Population 

  

  

Age/Remediation African- 

Group White American Other Total 

Adult Age 

1 Remedial 149 255 38 442 

(33.7%) (57.7%) (8.6%) (100.0%) 

2 Non-Remedial 102 72 10 184 

(55.4%) (39.1%) (5.4%) (100.0%) 

Traditional Age 

3. Remedial 83 100 17 200 

(41.5%) (50.0%) (8.5%) (100.0%) 

4 Non-Remedial 16 9 5 30 

(53.3%) (30.0%) (16.7%) (100.0%) 

Total 350 436 70 856 

(40.9%) (50.9%) (8.2%) (100.0%) 
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Research Sample 

  

  

African- 

Student Type White American Other Total 

Adult Age 

1 Remedial 14 44 3 61 

(23.0%) (72.1%) (4.9%) (100.0%) 

2 Non-Remedial 4 3 0 7 

(57.1%) (42.9%) (0.0%) (100.0%) 

Traditional Age 

3. Remedial 18 28 4 50 

(36.0%) (56.0%) (8.0%) (100.0%) 

4 Non-Remedial 2 2 0 4 

(50.0%) __ (50.0%) (0%) (100.0%) 

Total 38 77 7 122 

(31.1%) (63.2%) (5.7%) (100.0%) 
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Appendix E 

Comparison of Campus Population and Research Sample by 

Student Characteristics from the Tidewater Community College 

Student Information System (SIS) Database 

Table E5 

Student Age/Remediation Group by Receipt of Financial 

Assistance by Campus Population and Research Sample 

  

Campus Population 

  

Age/Remediation Received Financial Aid 

Group Yes No Total 

Adult Age 

1 Remedial 253 189 442 

(57.2%) (42 .8%) (100.0%) 

2 Non-Remedial 44 140 184 

(23 .9%) (76.1%) (100.0%) 

Traditional Age 

  

3 Remedial 97 103 200 

(48.5%) (51.5%) (100.0%) 

4 Non-Remedial 7 23 30 

_(23 3%) _(76 .7%) _(100.0%) 

Total 401 455 856 

(46.8%) (53.2%) (100.0%) 
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i 
Research Sample 

  

  

Age/Remediation Received Financial Aid 

Group Yes No Total 

Adult Age 

1 Remedial 26 35 61 

(42.6%) (57.4%) (100.0%) 

2 Non-Remedial 2 5 7 

(28.6%) (71.4%) (100.0%) 

Traditional Age 

3 Remedial 23 27 50 

(46%) (54%) (100.0%) 

4 Non-Remedial 3 1 4 

__(75%) (25%) (100.0%) 

Total 54 68 122 

(44.3%) (55.7%) (100.0%) 
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Appendix E 

Comparison of Campus Population and Research Sample by 

Student Characteristics from the Tidewater Community College 

Student Information System (SIS) Database 

Table E6 

Term of First Enrollment by Campus Population and Research 

  

  

  

Sample 

Campus Research 

First Enrollment Population Sample 

Within One Year 

Fall 96 Term 163 (19.1%) 44 (36.1%) 

Summer 96 Term 92 (10.7%) 12 =(9.8%) 

Spring 96 Term 82 (9.6%) 15 (12.3%) 

Between One and Two Years 

Fall 95 Term 115 (13.4%) 16 (13.1%) 

Summer 95 Term 35 (4.1%) 3 (2.5%) 

Spring 95 Term A7 (5.5%) 2 (1.6%) 

More Than Two Years 

Fall 94 Term or Earlier 322 (37.6%) 30 (24.6%) 

Total 856 (100.0%) 122 (100.0%) 
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Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table Fl 

Student e by Sex 

Research Sample 

  

  

  

Student Type Male Female Total 

1 FG-Primary 3 20 23 

2 FG-New 8 9 17 

3. New-Primary 6 16 22 

4 NT-New 2 3 5 

5 NT-Primary 15 21 36 

6 NT-FG 4 | 7 11 

7 NT-FG-New 1 5 6 

8 Traditional 1 1 2 

Total 40 82 122 

y2 = 8.39 

p = .30 

02 = .07 

o'2 = .03 

af = 7 

370



Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table F2 

Student e by Race 

Research Sample 

  

  

  

Student Type Minority White Total 

1 FG-Primary 21 2 23 

2 FG-New 15 2 17 

3 New-Primary 14 8 22 

4 NT-New 1 4 5 

5 NT-Primary 22 14 36 

6 NT-FG 8 3 11 

7 NT-FG-New 2 4 6 

8 Traditional 1 1 2 

Total 84 38 122 

y2 = 19.17 

*p = .01 Significant 

o2 = .16 

o'2 = .08 

af = 7 

371



Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table F3 

Student Type by Financial Aid 

Research Sample 

Received Financial Aid 

  

  

  

Student Type Yes No Total 

1 FG-Primary 15 8 23 

2 FG-New 11 6 17 

3. New-Primary 5 17 22 

4 NT-New 0 5 5 

5 NT-Primary 17 19 36 

6 NT-FG 3 8 11 

7 NT-FG-New 2 4 6 

8 Traditional 0 2 2 

Total 53 69 122 

y2 = 18.42 

*p = .01 Significant at the .05 level. 

o2 = .15 

o'2 = .08 

af = 7 
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Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table F4 

Student Type by Average Age 

Research Sample 

  

Student Type Average Age 

1 FG-Primary 33.7 

2 FG-New 19.0 

3. New-Primary 18.9 

4 NT-New 18.9 

5 NT-Primary 28.4 

6 NT-FG 37.7 

7 NT-FG-New 19.2 

8. Traditional 18.5 

Average for Sample 26.5 
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Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table F5 

Student Type by Mean Total Credits Attempted and Mean College 

Level Credits Completed 

  

Research Sample 

Mean Mean 

Credits College Credits 

  

Student Type Attempted Completed 

1 FG-Primary 24.1 9.8 

2 FG-New 27.8 9.25 

3 New-Primary 24.9 5.6 

4 NT-New 16.8 8.3 

5 NT-Primary 29.7 19.7 

6 NT-FG 32.0 17.5 

7 NT-FG-New 22.5 11.0 

8 Traditional 

Note: Type [8] Traditional students are not included in 

table because only one student of the two had completed 

coursework. 
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Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table F6 

Student Type by English Course of Enrollment 

  

No. Responses 

English Course 

  

  

  

Student Type O01 03 111 112 241 Total 

1 FG-Primary 6 8 6 2 1 23 

2  ¥FG-New 8 7 1 1 0 17 

3 New-Primary 5 5 5 5 2 22 

4 NT-New 2 0 0 2 1 5 

5 NT-Primary 9 7 9 6 5 36 

6 NT-FG ) 3 5 1 2 11 

7  NT-FG-New 1 1 2 41 1 6 

8 Traditional Q 0 2 Q 0 2 

Total 31 31 30 18 12 122 

H= 13.38 

Cc = .95 

H* = 14.11 Significant 
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Appendix F 

Research Sample by Student Type by Characteristics from the 

Tidewater Community College Student Information System (SIS) 

Database 

Table F7 

Remediation by Race 

Campus Population 

Remediation Required 

  

  

  

Race Yes No Total 

White 232 118 350 

African-American 358 81 439 

Other 57 10 67 

Total 647 209 856 

H = 15.56 

C= .56 

H* = 28.10 Significant at the .05 level. 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table Gl 

Question 1 - Are you employed? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 FG-Primary 13 10 23 

2 FG-New 13 4 17 

3 New-Primary 18 4 22 

4 NT-New 3 2 5 

5 NT-Primary 25 11 36 

6 NT-FG 11 0 11 

7 NT-FG-New 3 3 6 

8 Traditional 1 1 2 

Total 87 35 122 

x4 = 10.44 

p= .16 

o2 = .09 

o'2 = .04 

@a@f = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G2 

Question 2 - How many hours per week are you employed? 

  

No. Responses 

  

  

  

Student Type <11 11-20 21-30 31-40 >40 Total 

1 FG-Primary 2 6 3 2 0 13 

2 FG-New 2 4 6 0 1 13 

3 New-Primary 1 3 12 2 ) 18 

4 NT-New 1 0 1 1 0 3 

5 NT-Primary ) 2 7 6 10 25 

6 NT-FG ) 2 0 3 6 11 

7NT-FG-New 0 0 0 2 1 3 

8 Traditional 0 0 0 1 0 1 

Total 6 17 29 17 18 87 

y2 = 59.59 

*p = .0005 Significant at the .05 level. 

o2 = .68 

o'2 = .14 

af = 28 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G4 

Question 4 - Which of the following best describes your 

employer's support of your education efforts? 

  

  

  

  

  

  

No. Responses 

Supportive 

Student Type Very Is Less Than Not Total 

1 FG-Primary 7 4 1 0 12 

2 FG-New 6 3 1 3 13 

3 New-Primary 6 8 1 2 17 

4 NT-New 3 0 0 0 3 

5 NT-Primary 8 10 6 1 25 

6 NT-FG 2 3 3 3 11 

7 NT-FG-New 2 1 0 0 3 

8 Traditional 1 0 0 0 1 

Total 35 29 12 9 85 

H = 11.635 

Cc = .89 

H* = 13.12 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student e 

Table G5 

Question 5 - Does your work interfere with your education 

efforts? 

  

No. Responses 

  

  

  

  

Interferes 

Does 

Student Type Often Sometimes Not Total 

1 FG-Primary 0 11 2 13 

2 FG-New 1 7 5 13 

3 New-Primary 0 10 8 18 

4 NT-New 0 0 3 3 

5 NT-Primary 3 20 2 25 

6 NT-FG 0 9 2 11 

7 NT-FG-New 0 2 1 3 

8 Traditional 0 0 4 21 

Total 4 59 24 87 

H= 13.22 

C = .67 

H*™ = 19.81 Significant at the .05 level 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G6 

Question 6 - Is your work related to your career goals? 

  

No. Responses 

  

  

  

Student Type Yes Partially No Total 

1 FG-Primary 2 2 0 13 

2 FG-New 1 1 11 13 

3 New-Primary 4 3 11 18 

4 NT-New 0 1 2 3 

5: NT-Primary 7 2 16 25 

6 NT-FG 5 1 5 11 

7 NT-FG-New 1 1 1 3 

8 Traditional 0 0 1 1 

Total 20 11 56 - 87 

H = 4.73 

C= .72 

H* = 6.58 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G7 

Question 7 - Is your work related to your education qoals? 

  

No. Responses 

  

  

  

Student Type Yes Partially No Total 

1 FG-Primary 2 2 9 13 

2 FG-New 1 4 8 13 

3 New-Primary 3 4 11 18 

4 NT-New 0 2 1 3 

5 NT-Primary 6 1 18 25 

6 NT-FG 6 0 5 11 

7 NT-FG-New 1 1 1 3 

8 Traditional 0 0 1 1 

Total 19 14 54 87 

H = 4.06 

C = .75 

H* = 5.44 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student e 

Table G8 

Question 8 - Has your job status changed as a result of 

attending college? 

  

No. Responses 

  

  

Not Changed Changed Job 

Same Not Result of Unrelated to 

Student e J Employed ucation Education Total 

1 FG-Primary 13 0 0 0 13 

2 FG-New 13 0 0 0 13 

3 New-Primary 14 0 1 3 18 

4 NT-New 2 0 1 0 3 

5 NT-Primary 19 0 4 2 25 

6 NT-FG 11 0 0 0 11 

7 NT-FG-New 3 0 0 0 3 

8 Traditional 1 ¢) 0 0 1 

Total 76 0 6 5 87 

  

Note: Second column not included in statistical calculations. 

y2 = 16.86 

p= .26 

o2 = .19 

b'2 = .06 

df = 14 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G9 

Question 9 ~ Which one of the following best describes the 

head of your family during your childhood (age 1 - 18)? 

  

No. Responses 

  

Mother & Father Single Parent 

Student Type Throughout Most Mother __ Father Qther Total 

1 FG-Primary 11 5 6 1 0 23 

2 FG-New 4 3 8 0 2 17 

3 New-Primary 12 3 6 0 1 22 

4 NT-New 4 0 1 0 0 5 

5 NT-Primary 17 4 12 1 1 35 

6 NT-FG 6 2 3 0 0 11 

7 NT-FG-New 4 0 1 0 1 6 

8 Traditional 0 0 1 0 1 2 

Total 58 17 38 2 6 121 

  

y2 = 25.88 

p= .58 

o4 = .21 

o'2 = .04 

df = 28 

384



Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G10 

Question 10 - Mark the highest level of education achieved by 

each parent? 

  

Father 

No. Responses 

  

  

  

Less HS AS BA Do 

Student Than or Some or or Not 

Type HS _GED College AAS Above Know Total 

1 FG-Primary 14 8 0 0 0 1 23 

2 FG-New 1 12 0 0 0 4 17 

3 New-Primary 1 2 5 1 10 0 19 

4 NT-New 0 0 2 3 0 0 5 

5 NT-Primary 6 5 12 2 6 2 33 

6 NT-FG 4 6 0 0 0 0 10 

7 NT-FG-New 2 4 0 0 0 0 6 

8 Traditional 0 Q Q __0 2 0 2 

Total 28 37 19 6 18 7 115 

H = 45.52 

C = .94 

H* = 45.05 Significant at the .05 level. 
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Mother 

No. Responses 

  

  

  

Less HS AS BA Do 

Student Than or Some or or Not 

Type _HS GED College AAS Above Know Total 

1 FG-Primary 12 10 0 0 0 1 23 

2 FG-New 3 14 0 0 0 0 17 

3 New-Primary 0 3 8 5 6 0 22 

4 NT-New 0 1 1 0 3 0 5 

5 NT-Primary 3 4 16 3 10 0 36 

6 NT-FG 4 7 0 0 0 0 . 121 

7 NT-FG-New 3 3 0 0 0 0 6 

8 Traditional 0 0 0 1 0 1 2 

Total 25 42 25 9 19 2 122 

H = 4.06 

C= .94 

H” = 67.26 Significant at the .05 level. 

Yeo = 14.07 

af =7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table Gll 

Question 11 - Do you receive financial aid (Pell Grant or 

Stafford Loan) to attend college? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 FG-Primary 21 2 23 

2 FG-New 16 1 17 

3 New-Primary 9 13 22 

4 NT-New 0 5 5 

5 NT-Primary 23 13 36 

6 NT-FG 5 6 11 

7 NT-FG-New 2 4 6 

8 Traditional 1 1 2 

Total 77 45 122 

y2 = 31.98 

*p < .05 Significant 

o2 = .26 

o'4 = .13 

gf =7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G12 

Question 12 - Would you attend college without financial aid? 

  

No. Responses 

  

  

Student Type Yes No Total 

1 6 13 19 

2 5 10 15 

3 6 2 8 

4 - - _ 

5 13 10 23 

6 1 4 5 

7 0 2 2 

8 1 0 1 

Total 32 41 73 

  

Note: Row 4 not included in statistical calculations 

y2 = 11.85 

p= .i1l 

o2 = .16 

o'2 = .08 

df = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G14 

Question 14 - On a scale from 1 to 5, how supportive do you 

feel your immediate family is about your attending college? 

Let 1 represent "Not Supportive" and 5 represent "Very 

  

No. Responses 

  

  

  

Student Type 1 2 3 4 5 Total 

1 FG-Primary 0 0 5 3 15 23 

2 FG-New 0 0 3 4 10 17 

3 New-Primary 1 0 0 1 19 21 

4 NT-New 0 0 0 0 5 5 

5 NT-Primary 2 2 0 3 28 35 

6 NT-FG 0 0 1 0 10 11 

7 NT-FG-New 0 0 1 1 4 6 

8. Traditional 0 Q Q Q 2 2 

Total 3 2 10 12 93 120 

H=5.18 

C = .53 

H™ = 9.72 

Yeoy = 14.07 

af = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G15 

Question 15 - How do you feel about your preparation for 

college-level work? 

  

No. Responses 

  

  

  

  

Prepared 

Student Type Well Satisfactorily Under Poorly Total 

1 FG-Primary 3 17 3 0 23 

2 FG-New 5 9 3 0 17 

3 New-Primary 4 15 3 0 22 

4 NT-New 1 4 0 0 5 

5 NT-Primary 6 22 7 1 36 

6 NT-FG 1 7 1 2 11 

7 NT-FG-New 1 5 0 Q 6 

8 Traditional 2 0 0 0 2 

Total 23 79 17 3 122 

H = 6.52 

C= .72 

H* = 9.06 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G16 

Question 16 - What deqrees are you interested in earning? 

  

No. Responses 

  

  

  

Student Type None ___ AS/AAS BA MA Ph.D. Total 

1 FG-Primary 0 4 9 8 2 23 

2 FG-New 0 1 4 8 4 17 

3 New-Primary 0 3 8 9 2 22 

4 NT-New 0 0 0 a 1 5 

5 NT-Primary 0 4 12 15 5 36 

6 NT-FG 0 0 4 7 0 11 

7 NT-FG-New 0 0 2 3 1 6 

8 Traditional 1 0 0 1 0 2 

Total 1 12 39 55 15 122 

H = 6.14 

C = .87 

H™ = 7.04 

¥2oy = 14.07 

af = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G17 

Question 17 - Do your friends support your education effort? 

  

No. Responses 

  

  

  

Student Type Yes No Neither Total 

1 FG-Primary 18 1 4 23 

2 FG-New 13 2 2 17 

3 New-Primary 19 2 1 22 

4 NT-New 5 0 0 5 

5 NT-Primary 28 2 5 35 

6 NT-FG 8 1 2 11 

7 NT-FG-New 4 0 2 6 

8 Traditional 2 Q 0 2 

Total 97 8 16 122 

H = 1.86 

C= .48 

H* = 3.85 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G18 

Question 18 - Do you plan to transfer to a four-year college 

or university? 

  

No. Responses 

  

  

  

Student Type Yes No Not Sure Total 

1 FG-Primary 14 3 6 23 

2 FG-New 13 1 3 17 

3 New-Primary 19 0 3 22 

4 NT-New 5 0 0 5 

5 NT-Primary 29 0 7 36 

6 NT-FG 9 0 2 11 

7 NT-FG-New 6 0 0 6 

8 Traditional 2 Q Q __ 2 

Total 97 4 21 122 

y2 = 15.15 

p= ,37 

o4 = .12 | 

o'2 = .04 

af = 14 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G19 

Question 19 ~ Growing up, was there someone you admired who 

qraduated from college? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 FG-Primary 9 14 23 

2 FG-New 5 12 17 

3  New-Primary 11 11 22 

4 NT-New 4 1 5 

5 NT-Primary 19 17 36 

6 NT-FG 7 4 11 

7 NT-FG-New 0 6 6 

8 Traditional 1 1 2 

Total 56 66 122 

y2 = 11.96 

p= .10 

o2 = .10 

o'2 = .05 

@agfi = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G21 

Question 21 - Would financial problems cause you to quit 

college? 

  

No. Responses 

  

  

  

Student Type No Yes Total 

1 FG-Primary 8 15 23 

2 FG-New 8 8 16 

3 New-Primary 17 5 22 

4 NT-New 4 1 5 

5 NT-Primary 10 24 34 

6 NT-FG 2 9 11 

7 NT-FG-New 2 3 5 

8. Traditional 1 1 2 

Total 52 66 118 

y2 = 19.51 

*p = .01 Significant at the .05 level. 

o2 = .17 

o'2 = .08 

gf =7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 
3 

by Student Type 

Table G22 

Question 22 - On a scale from 1 to 5, how important was 

education during your childhood? Let 1 represent "Not 

Important" and 5 represent "Very Important." 

  

  

  

  

  

No. Responses 

Student Type 2 3 4 5 Total 

1 1 6 4 11 23 

2 2 3 4 6 17 

3. 2 3 5 12 22 

4 1 0 2 2 5 

5 5 9 4 15 36 

6 2 1 2 4 11 

7 0 2 1 3 6 

8 0 0 1 1 2 

Total 13 24 23 54 122 

H = 4.39 

Cc = .90 

H* = 4.89 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 
t 

by Student Type 

Table G26 

Question 26 - Do you plan to transfer to a four-year college 

or university? 

  

No. Responses 

  

  

  

Student Type Yes No Not Sure Total 

1 FG-Primary 5 17 1 23 

2 FG-New 3 13 1 17 

3 New-Primary 3 17 2 22 

4 NT-New 0 5 0 5 

5 NT-Primary 6 28 1 35 

6 NT-FG 3 8 0 11 

7 NT-FG-New 2 4 0 6 

8. Traditional 0 2 0 2 

Total 22 94 5 122 

x2 = 6.18 

p= .96 

o2 = .05 

o'2 = .02 

af = 14 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G27 

Question 27 - How confident are you that you will achieve 

your career goals? 

  

No. Responses 

  

  

  

Confident 

Student Type Very Is Not Not Sure Total 

1 FG-Primary 18 5 0 0 23 

2 FG-New 9 6 0 2 17 

3 New-Primary 13 9 0 0 22 

4 NT-New 2 3 0 0 5 

5 NT-Primary 24 8 2 2 36 

6 NT-FG 6 3 0 2 11 

7 NT-FG-New 3 3 0 0 6 

8 Traditional 2 0 0 0 2 

Total 77 37 2 6 122 

  

H = 4.67 

C= .72 

H* = 6.46 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G29 

Question 29 - Which of the following college services or 

facilities have your used? 

  

No. Responses 

  

  

Learning 

Counseling Disabilities Library 

Student Type _ Tutoring Computer Lab None Total 

1 FG-Primary 18 8 1 10 16 1 54 

2 FG-New 10 4 Q 7 6 2 29 

3 New-Primary 12 2 0 9 13 2 38 

4 NT-New 4 0 0 2 3 1 10 

5 NT-Primary 20 7 2 13 16 8 66 

6 NT-FG 9 4 0 5 8 0 26 

7 NT-FG-New 2 1 0 1 2 3 9 

8 Traditional 1 1 Q 2 0 0 4 

Total 76 27 3 49 64 17 236 

  

y2 = 28.8 

p= .76 

o2 = .12 

o'2 = .02 

df = 35 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G30 

Question 30 - How has being a college student changed your 

relationship with your family? 

  

No. Responses 

  

  

Relationship _ 

Student Type Strengthened No Change Weakened Total 

1 FG-Primary 11 11 0 22 

2 FG-New 4 12 0 16 

3 New-Primary 6 16 0 22 

4 NT-New 1 4 0 5 

5 NT-Primary 8 24 3 35 

6 NT-FG 4 6 1 11 

7 NT-FG-New 0 6 0 . 6 

8 Traditional 1 1 0 2 

Total 35 80 4 119 

  

H = 5.90 

C = .67 

H* = 8.80 

¥2oy = 14.07 . 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G33 

Question 33 - How confident are you that you will be doing 

this in two years? 

  

No. Responses 

  

  

  

Confident 

Student Type Very Is Not Not Sure Total 

1 FG-Primary 19 4 0 0 23 

2 FG-New 9 7 0 1 17 

3 New-Primary 10 11 0 1 22 

4 NT-New 3 1 0 1 5 

5 NT-Primary 23 7 1 4 35 

6 NT-FG 8 1 1 1 11 

7 NT-FG-New 5 1 0 0 6 

8 Traditional 2 0 0 0 2 

Total 79 32 2 8 122 

  

H=7.11 

Cc = .70 

H* = 10.11 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G35 

Question 35 - How confident are you that you will be doing 

this in five years? 

  

No. Responses 

  

  

  

Confident 

Student Type Very _ Is Not Not Sure Total 

1 FG-Primary 13 9 0 0 22 

2 FG-New 5 5 3 3 16 

3 New-Primary 10 9 0 3 22 

4 NT-New 2 1 0 2 5 

5 NT-Primary 19 7 1 5 32 

6 NT-FG 4 5 0 1 10 

7 NT-FG-New 2 4 0 0 6 

8 Traditional 2 0 0 Q 2 

Total 57 40 4 14 115 

  

H = 7.43 

C = .83 

H™ = 8.90 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G36 

Question 36 ~ Do you have trouble studying at home? 

  

No. Responses 

  

  

  

Student Type. Yes No Total 

1 FG-Primary 9 13 22 

2 FG-New 4 13 17 

3 New-Primary 10 12 22 

4 NT-New 2 3 5 

5 NT-Primary 14 22 36 

6 NTI-FG 5 6 11 

7 NT-FG-New 4 2 6 

8 Traditional Q 2 2 

Total 48 73 122 

y2 = 5.48 

p= .60 

o2 = .05 

o'2 = .02 

af = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G37 

Question 37 - Which of the following best describes you? 

  

No. Responses 

  

  

  

Schedules 

Classes Responsibilities 

Around Around 

Student Type Responsibilities Classes Total 

1 FG-Primary 12 9 21 

2 FG-New 10 7 17 

3 New-Primary 7 14 21 

4 NT-New 2 3 5 

5 NT-Primary 23 11 34 

6 NT-FG 6 35 11 

7 NT-FG-New 4 2 6 

8 Traditional Q 2 2 

Total 64 53 117 

  

y¥2 = 9.53 

p= .22 

o2 = .08 

o'2 = .04 

df = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 
2 

by Student Type 

Table G38 

Question 38 - How successful do you think you will be in your 

college coursework? 

  

No. Responses 

Mostly Grades of 

  

  

  

Student Type. A B C Total 

1 6 13 4 23 

2 4 10 3 17 

3 5 13 4 22 

4 1 3 1 5 

5 8 21 7 36 

6 1 9 1 11 

7 0 3 3 6 

8 Z 0 @) 2 

Total 27 72 23 122 

H=6.99 

C = .78 

H™ = 8.99 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student e 

Table G39 

Question 39 - On a scale from 1 to 5, rate your family's 

understanding of what it requires for you to be a college 

student. Let 1 represent "Do Not Understand" and 5 represent 

"Fully Understand." 

  

No. Responses 

  

  

  

Student Type 1 2 3 4 5 Total 

1 FG-Primary 0 0 5 6 11 23 

2 FG-New 0 0 4 5 8 17 

3 New-Primary 2 0 2 4 14 22 

4 NT-New 0 0 0 4 1 5 

5 NT-Primary 2 1 5 9 19 36 

6 NT-FG 1 1 1 2 6 11 

7 NT-FG-New 0 0 1 5 1 6 

8 Traditional 0 Q Q 1 1 2 

Total 5 2 18 36 61 122 

H = 2.43 

Cc = .85 

H™ = 2.88 
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Appendix G 

student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G40 

Question 40 - How often do you speak about your classes with 

other students outside of class? 

  

No. Responses 

Student Type Daily Weekly Monthly Never Total 

  

  

1 FG-Primary 12 7 0 2 23 

2 FG-New 9 5 1 2 17 

3 New-Primary 11 9 0 2 22 

4 NT-New 2 2 0 1 5 

5S NT-Primary 15 12 1 8 36 

6 NT-FG 5 4 2 0 11 

7 NT-FG-New 1 3 0 1 6 

8 Traditional 1 1 0 0 2 

Total 57 43 4 16 122 

H = 3.60 

C= .84 

H™ = 4.27 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

b tudent e 

Table G41 

Question 41 ~ Have you ever traveled more than 200 miles from 

  

  

  

  

  

home? 

No. Responses 

Student Type Yes No Don't Know Total 

1 19 2 1 23 

2 16 1 0 17 

3 21 1 0 22 

4 5 1 0 5 

5 33 2 1 36 

6 11 0 0 11 

7 5 0 0 5 

8 2 0 0 2 

Total 112 7 2 121 

y2 = 5.46 

p= .98 

o2 = .05 

o'2 = .02 

af = 14 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student e 

Table G42 

Question 42 - How do your measure success in class? 

  

No. Responses 

  

Earn Gain Knowledge Earn 

Credit Knowledge Personal Good 

Student Type for Class for Job Satisfaction Grades Total 

1 1 6 6 9 22 

2 1 4 8 4 17 

3 0 7 9 6 22 

4 0 2 3 0 5 

5 3 15 9 7 34 

6 3 3 4’ 1 11 

7 0 1 2 3 6 

8 0 0 2 0 2 

Total 8 38 43 30 122 

  

y2 = 24.99 

p= .25 

o4 = .21 

o'2 = .05 

df = 21 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G43 

Question 43 - Has your college attendance caused the loss of 

any friends? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 FG~Primary 1 22 23 

2 FG-New 4 13 17 

3 New-Primary 4 18 22 

4 NT-New 0 5 5 

5 NT-Primary 5 31 36 

6 NT-FG 2 9 i1 

7 NT-FG-New 2 3 5 

8 Traditional 0 2 2 

Total 18 103 122 

y2 = 7.05 

b= .42 

o2 = .06 

o'2 = .03 

af = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G44 

Question 44 - How would you compare your knowledge to that of 

the other students in the classes you are taking? 

  

No. Responses 

  

  

  

They Know I_ Know 

Lot About Lot Do Not 

Student Type More More same More More Know Total 

1 1 0 12 3 1 6 23 

2 0 1 8 4 1 3 17 

3 0 2 10 2 2 6 22 

4 0 1 0 2 0 2 5 

5 2 5 14 4 1 9 36 

6 0 0 6 1 0 4 11 

7 0 1 2 1 0 1 6 

8 0 0 0 1 0 0 2 

Total 3 10 52 18 5 31 122 

  

H =2.31 

c= .91 

H* = 2.53 

Veoy = 14.07 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G45 

Question 45 - Thus far, which one of the following would you 

use to describe your college experience? 

  

No. Responses 

  

Different About Easier 

Than Difficult What Than 

Student e onfusin Expected Coursework Expecte Expecte Total 

1 0 3 2 17 1 23 

2 2 6 0 7 2 17 

3 0 8 2 9 2 21 

4 1 0 0 4 0 5 

5 1 7 4 17 7 36 

6 0 3 3 4 1 11 

7 0 2 1 2 0 5 

8 0 0 0 2 0 2 

Total 4 29 12 62 13 122 

  

y2 = 32.55 

p= .25 

o2 = .27 

o'2 = .05 

df = 28 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G4’7/ 

Question 47 - On a scale from 1 to 5, To what extent did your 

parents expect you to get a college education? Let 1 

represent "No Expectation" and 5 represent "High 

  

No. Responses 

  

  

  

Student Type 1 2 3 4 5 Total 

1 3 1 6 7 6 23 

2 1 2 2 3 9 17 

3 1 1 0 7 13 22 

4 0 0 0 1 4 5 

5 6 1 10 2 17 36 

6 3 0 2 2 4 11 

7 0 Q 1 2 2 5 

8 Q Q Q Q 2 2 

Total 14 5 21 24 57 121 

H = 10.44 

C = .88 

H* = 11.85 
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Appendix G 

Student Responses _and Statistical Tests of Survey Questions 

by Student Type 

Table G48 

Question 48 - Do you have children in elementary or secondary 

school? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 12 11 23 

2 0 17 17 

3 0 22 22 

4 1 4 5 

5 15 20 35 

6 5 6 11 

7 0 6 6 

8 0 2 2 

Total 33 88 122 

y2 = 31.08 

*p = .0000 Significant at the .05 level. 

o? = .26 

o'4 = .13 

af =7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G49 

Question 49 - Do you talk to your children about them 

attending college? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 FG-Primary 8 4 12 

4 NT-New 1 0 1 

5 NT-Primary 14 1 15 

6 NT-FG 5 0 5 

Total 28 5 33 

X2 = 5 
p= .17 

o4 = .15 

o'2 = .08 

af = 3 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G50 

Question 50 - Of all the roles you play in your life, such as 

parent or employee, etc., where does the role of student 

rank? On a_ scale from 1 to 5, let 1 represent "No 

Importance" and 5 represent "Most Important." 

  

No. Responses 

  

  

Student Type 1 2 3 4 5 Total 

1 FG-Primary 0 0 3 10 10 23 

2 FG-New 0 0 1 5 11 17 

3 New-Primary 0 0 2 6 10 18 

4 NT-New 0 0 0 2 3 5 

5 NT-Primary 0 2 8 12 11 33 

6 NT-FG 0 0 3 3 4 10 

7 NT-FG-New 0 0 1 4 1 6 

8 Traditional Q 0 Q 1 1 2 

Total 0 2 18 43 51 114 

  

Note: First column not included in statistical calculations. 

H = 8.45 

C = .85 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G51 

Question 51 - In which of the following student activities 

have you participated? 

  

No. Responses 

Plays/ Sports Field 

Student Type Opera Concerts Events Outings Trips None Total 

  

  

1 FG-Primary 3 2 3 2 2 9 21 

2 FG-New 1 0 5 1 1 11 19 

3 New-Primary 2 3 5 5 6 15 36 

4 NT-New 1 0 1 1 1 4 8 

5 NT-Primary 3 3 2 4 4 28 44 

6 NT-FG 1 1 2 1 2 7 14 

7 NT-FG-New 0 0 0 0 1 4 5 

8 Traditional Q 1 1 1 1 1 5 

Total 11 10 19 15 18 79 152 

y2 = 21.5 

p= .96 

o2 = .14 

o'2 = .02 

af = 35 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G54 

Question 54 - How sure are you of this major? 

  

  

  

  

  

No. Responses 

Student Type Very Sure Sure Not Sure Total 

1 FG-Primary 18 5 0 23 

2 FG-New 8 7 2 17 

3 New-Primary 8 9 5 22 

4 NT-New 2 2 1 5 

5 NT-Primary 22 7 6 35 

6 NT-FG 6 2 2 10 

7 NT-FG-New 1 5 0 6 

8 Traditional 1 0 1 2 

Total 66 37 17 120 

H = 9.67 

¢C = .80 

H™ = 12.06 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G55 

Question 55 - How familiar are you with job opportunities in 

the field of this major? 

  

No. Responses 

  

  

  

Familiar 

Student Type Very Is Not Total 

1 FG-Primary 8 15 0 23 

2 FG-New 2 11 4 17 

3 New-Primary 10 8 4 22 

4 NT-New 0 5 0 5 

5 NT-Primary 13 16 5 34 

6 NT-FG 4 4 2 10 

7 NT-FG-New 2 3 1 6 

8 Traditional 1 1 0 2 

Total 40 63 16 122 

  

H = 5.36 

c= .81 

H* = 6.61 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G61 

Question 61 - How confident are you that you will be achieve 

your education goals? 

  

No. Responses 

  

  

  

  

Confident 

Student Type Very Is Not Not Sure Total 

1 FG-Primary 18 4 0 0 22 

2 FG-New 9 5 0 3 17 

3 New-Primary 12 10 0 0 22 

4 NT-New 2 3 0 0 5 

5 NtT-Primary 26 7 2 1 36 

6 NT-FG 5 4 0 2 11 

7 NT-FG-New 3 3 0 0 6 

8 Traditional 2 0 0 0 2 

Total 77 36 2 6 121 

H = 7.42 

C= .72 

H™ = 10.37 

426



Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G62 

Question 62 - Have your education goals changed since you 

started college? 

  

No. Responses 

  

  

  

Student Type Yes No Not Sure Total 

1 FG-Primary 3 18 1 22 

2 FG-New 4 10 3 17 

3 New-Primary 0 21 1 22 

4 NT-New 1 4 ) 5 

5 NT-Primary 6 28 2 36 

6 NT-FG 2 9 0 11 

7 NT-FG-New 1 5 0 6 

8 Traditional 0 2 0 2 

Total 17 97 7 122 

x2 = 12.32 

p= .58 

o2 = .10 

o'2 = .03 

af = 14 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G63 

Question 63 - Do your friends think your are wasting your 

time attending college? 

  

No. Responses 

  

  

Most Some None 

Student Type Do Do Do Total 

1 FG-Primary 0 4 18 22 

2 FG-New 0 2 15 17 

3 New-Primary 0 6 16 22 

4 NT-New 0 1 4 5 

5 NT-Primary 1 6 29 36 

6 NT-FG 0 1 9 10 

7 NT-FG-New 0 1 5 ; 6 

8 Traditional 0 0 2 2 

Total 1 21 98 120 

  

H = 1.16 

C= .45 

H* = 2.59 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G64 

Question 64 - Which of the following best describes how you 

plan to attend Tidewater Community College? 

  

No. Responses 

  

  

Full-Time Part-Time Until Part-Time 

Until Learn Not Every 

Student Type Graduation Graduation Skill Semester Total 

1 FG-Primary 21 1 0 1 23 

2 FG-New 15 1 0 1 17 

3  New-Primary 19 1 2 0 22 

4 NT-New 3 1 0 1 5 

5 NT-Primary 20 11 1 4 36 

6 NT-FG 3 5 1 2 11 

7 NT-FG-New 0 3 2 1 6 

8 Traditional 2 0 0 0 2 

Total 83 23 6 10 122 

H = 23.52 

C = .68 

H* = 34.71 Significant at the .05 level. 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table A65 

Question 65 - Do your children consider college attendance a 

natural part of becoming an adult? 

  

No. Responses 

  

  

  

Student Type Yes No Total 

1 FG-Primary 14 3 20 

2 FG-New 0 2 16 

3 New-Primary 1 0 19 

4 NT-New 0 0 5 

5 NT-Primary 17 1 32 

6 NT-FG 5 2 11 

7 NT-FG-New 1 0 5 

8 Traditional 0 0 2 

Total 38 8 110 

y2 = 48.55 

*p = .0000 Significant at the .05 level. 

o2 = .44 

o'2 = .15 

gf = 14 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G66 

Question 66 ~- Do you have a designated place to study at 

  

  

  

  

  

home? 

No. Responses 

Student Type Yes No Total 

1 20 2 22 

2 12 5 17 

3 13 9 22 

4 4 1 5 

5 25 11 36 

6 7 4 11 

7 5 1 6 

8 2 0 2 

Total 88 33 121 

y2 = 7.65 

p= .36 

o2 = .06 

o'2 = .03 

af = 7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G67 

Question 67 - Do your family provide financial assistance for 

you to attend college? 

  

No. Responses 

  

  

  

  

Expenses 

Student Type Most Some None Total 

1 0 2 21 23 

2 3 3 11 17 

3 10 6 5 21 

4 3 2 0 5 

5 5 7 24 36 

6 0 0 11 11 

7 2 1 3 6 

8 1 1 0 2 

Total 24 22 75 121 

H = 31.24 

Cc = .75 

H* = 41.76 Significant at the .05 level. 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G70 

Question 70 - Which of the following statements best 

represents the reason why you are attending Tidewater 

Community College? 

  

No. Responses 

  

  

  

Knowledge Preparation Determine 

For Senior If Handle Personal 

Student Type Job College College Work Satisfac. Total 

1 3 15 2 1 21 

2 4 12 0 1 17 

3 1 18 3 0 22 

4 0 4 0 0 4 

5 4 29 0 3 36 

6 2 8 1 0 11 

7 0 4 0 1 5 

8 0 2 0 0 2 

Total 14 92 6 6 118 

y2 = 17.98 

p= .65 

o2 = .15 

o'2 = .03 

agé=7 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G71 

Question 71 - On a scale from 1 to 5 rate your friends 

understanding of what it requires for you to be a college 

student. let 1 represent "Do Not Understand" and 5 represent 

"Fully Understand." 

  

No. Responses 

  

  

  

Student Type 1 2 3 4 5 Total 

1 FG-Primary 0 1 5 5 10 21 

2 FG-New 2 1 1 4 9 17 

3 New-Primary 0 1 4 3 14 22 

4 NT-New 0 0 2 1 1 4 

5 NT-Primary 2 3 4 9 17 35 

6 NT-FG 0 2 1 2 6 11 

7 NT-FG-New 0 1 0 3 2 6 

8 Traditional 0 0 1 1 0 2 

Total 4 9 18 28 59 118 

H = 3.21 

Cc = .86 

H* = 3.74 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G72 

Question 72 - How often do you speak about your classes with 

your instructor outside of class? 

  

No. Responses 

  

  

  

Student Type Daily Weekly Monthly Never Total 

1 3 5 3 11 22 

2 0 6 2 9 17 

3 2 7 3 9 21 

4 1 1 0 2 4 

5 4 3 5 23 35 

6 1 2 1 7 11 

7 0 1 0 5 6 

8 0 1 1 0 2 

Total 11 26 15 66 118 

H=5.21 

C= .81 

H™ = 6.42. 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G73 

Question 73 - How often do you study each week? 

  

  

  

  

  

  

No. Responses 

Days 

Student Type 2-3 4-5 6-7 Total 

1 10 5 8 23 

2 5 4 4 17 

3 9 7 3 22 

4 1 2 1 4 

5 17 11 6 35 

6 4 5 2 11 

7 4 1 0 5 

8 ) 1 1 2 

Total 50 36 25 119 

H = 6.77 

Cc = .89 

H™ = 7.62 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table A74 

Question 74 - How long do you study when you study? 

  

No. Responses 

  

  

  

  

Hours 

1 to 2 to 3 to 4 to 

Student Type <1 <_ 2 <_ 3 <_ 4 <5 > 5 Total 

1 FG-Primary 0 5 8 7 2 23 

2 FG-New 3 8 4 2 0 17 

3 New-Primary 4 6 8 2 0 22 

4 NT-New 0 0 3 0 1 4 

5 NT-Primary 1 9 18 6 0 35 

6 NT-FG 1 1 6 0 1 11 

7 NT-FG-New 0 5 1 0 0 6 

8 Traditional Q 1 1 Q 0 2 

Total 9 35 49 17 4 120 

H = 16.75 

C = .90 

H™ = 18.53 Significant at the .05 level. 
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Appendix G 

Student Responses and Statistical Tests of Survey Questions 

by Student Type 

Table G75 

Question 75 - How knowledgeable are you about the steps you 

need to take to accomplish your education qoals? 

  

No. Responses 

Know What to Do 

  

  

  

Student Type Exactly Most Some None Total 

1 FG-Primary 9 9 4 1 23 

2 FG-New 3 10 3 1 17 

3 New-Primary 6 9 7 0 22 

4 NT-New 0 4 0 0 5 

5 NT-Primary 11 17 7 0 36 

6 NT-FG 5 3 3 0 11 

7 NT-FG-New 0 3 3 0 6 

8 Traditional 1 1 0 0 2 

Total 35 56 27 2 120 

H=5.31 

C = .86 

H* = 6.15 
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Appendix H 

Collective Measures of Support for College Attendance by 
t 

Student Type by a Student's External Environment ora 

Student's Commitment and Motivation 

Table 1 

Collective Influence of the Questions Related to a Student's 

External Environment 

  

  

  

Student Type M SD n 

1 FG-Primary 9.57 5.53 23 

2 FG-New 9.18 10.4 17 

3 New-Primary 12.5 7.01 22 

4 NT-New 16.8 4.92 5 

5 NT- Primary 8.69 8.85 36 

6 NT-FG 8.55 9.59 11 

7 NT-FG-New 7.5 4.59 6 

8 Traditional 18 4.24 2 

SS dt ms E Ecv 

Between 630 7 90 1.4 2.09 

Within 7330 114 64.3 

Total 7960 121 

Not Significant 
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Appendix H 

Collective Measures of Support for College Attendance by 

Student Type by a Student's External Environment or a 

Student's Commitment and Motivation 

Table 2 

Collective Influence of the Questions Related to a Student's 

Commitment and Motivation 

  

  

  

Student Type M SD n 

1 FG-Primary 17.7 5.72 .23 

2 FG-New 10.3 8.29 17 

3 New- Primary 15.7 5.4 22 

4 NT-New 15.6 6.54 5 

5 NT-Primary 14.3 6.49 36 

6 NT-FG 13.3 7.8 11 

7 NT-FG-New 11.5 2.88 6 

8 Traditional 25 4.24 2 

ss df ms EF Fev 

Between 859 7 123 2.94 2.09 

Within 4756 114 41.7 

Total 5614 121 

Significant at the .05 level.” 
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Appendix I 

Average Number of Minutes Spent Studying Per Credit Hour Per 

Week by Student e 

  

  

  

Student Type M SD n 

1 FG-Primary 60.2 .68 23 

2 FG-New 33.7 .49 17 

3 New- Primary 44.3 . 83 22 

4 NT-New 78.3 .58 5 

5 NT-Primary 64.8 73 36 

6 NT-FG 107.0 1.35 11 

7 NT-FG-New 35.1 21 6 

8 Traditional 60.3 .11 2 

SS df ms F Fev 

Between 12.3 7 1.76 3.15 2.09 

Within 63.7 114 .56 

Total 76.1 121 

Significant at the .05 level. 
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Appendix J 

Community College Functions and Their Congqruence with the 

Student Typology: A Proposal 

The literature reviewed in this study, and the results 

of this study support the argument that the community college 

serves a variety of functions and a nontraditional 

population. Nearly all of the students in the campus 

population and the study sample were nontraditional students. 

They attended part time, worked, required remediation, and 

spent little time with their college coursework. Few 

Students at the Norfolk Campus would be accepted by 

universities, and many students indicated they were not ready 

for the university. These same students indicated an 

interest in curricula that prepared them to transfer to the 

senior schools. The campus population also revealed that 

most of the Adult-Non-Remedial students enrolled in only one 

class during the Fall 1996 term. Most likely they attended 

for personal satisfaction or to satisfy a specific job 

requirement. 

Consequently, colleges must consider the impact that 

nontraditional students have on college operations: facility 

design, the types and levels of student services, course 

schedule, and curricula. Part-time students may increase 

work loads on certain college’ functions, such as 
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registration, and make others more difficult to plan, such as 

academic semester schedules. 

Regardless of the types of students who attend the 

college, they bring pressures on college budgets, personnel, 

and services, and force the colleges to make choices about 

the programs and services they offer. Decisions that 

colleges make regarding allocation of resources, academic 

programs offered, and student services provided, are an 

indication of how the institution views its mission and the 

population it serves. 

In allocating resources, colleges may consider the "fit" 

or congruence between the types of students who attend a 

community college and the functions supported by the 

community college. The "fit" or “lack of fit" indicates 

areas where the college should consider modifying its 

functions or developing "bridge" programs that span the 

differences between the existing student profiles and the 

profiles supported by the college's functions. 

This study proposed a student typology to better 

understand the students who attend the community colleges. 

In this appendix, a second model is introduced. The 

community college function model provides a way to 

conceptualize the various functions of a community college, 

the consequences of the choices that institutions make 

regarding these functions, and the "fit" between the 

institution and the students who attend. Because resources 
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are limited, colleges must make decisions about how they 

spend their resources. These decisions may or may not "fit" 

the student population they serve. 

Community College Functions 

Over the course of its 95 year history, the original 

role of the junior/community colleges broadened to include 

several new functions. In the first two decades, the 

function was preparation for transfer to senior institutions. 

During the third and fourth decades, the function was 

expanded to include vocational education. The fifth and 

sixth decades brought the remedial function to the colleges, 

and in the seventh and eighth decades, expanded attention to 

continuing education and community service. 

Today, there is considerable debate about the future 

functions of higher education in general and in community 

colleges specifically. Community colleges have undergone 

significant changes -- from a predominantly transfer function 

to a vocational function to the incorporation of a remedial 

function. Political, social, cultural, economic, and 

technological events and conditions exert pressures on higher 

education to address issues of function, access, student 

support services, and curricula. Just as the significant 

events of the past were not recognized as such by those 

living at the time, the significance of the changes in 

student characteristics and higher education's response will 

not be understood for many years. 
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The development of these functions, their meaning and 

impact as well as the future roles of the community colleges 

has been the debate of scholars for many years. 

Faton (1994) reviewed the changes in the community 

college student populations and the resulting changes in 

functions and concluded: 

Many four-year educators and the general public do 

not believe that the community college is -- or can 

be -- a collegiate institution. They see it as 

being devoted solely to terminal vocational 

education, training, or developmental education and 

believe its only value to be that of providing 

skills for lower-wage, lower-status jobs” (p. 7). 

Adelman (1994) said that one way to think about the mission 

of the community colleges was 

to look at the populations served by the colleges. 

Because of the low cost of the schools and their 

convenience to the population masses, the schools 

will tend to reflect the communities in which they 

reside and serve low- to middle-income individuals 

and a higher percentage of minorities than the 

senior schools (p. 155). 

Richardson and others (1982) said that the community colleges 

have adopted the mission of accepting all who can benefit 
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from instruction. These include students who previously 

would not have attended college because they were not 

prepared for college work. These students ended up in 

remedial or developmental classes or vocational programs. 

The addition of new missions raises questions regarding 

an institution's ability to take on additional roles and be 

able to maintain existing roles at the same levels as in the 

past. Richardson and Bender (1987) argued that the addition 

of the remedial role and the subsequent enrollment of large 

numbers of students in the remedial program (60%-95%) took 

dollars away from the more traditional role of preparation 

for transfer. They found that advanced classes with small 

enrollments were not offered frequently and were canceled if 

the enrollments were small. 

The traditional place of the community college within 

the field of education was as a part of a vertically 

integrated system of education. Students moved from 

secondary school to higher education (community college to 

senior to graduate) and then to work. Teitel (1991) said 

that there also exists a horizontal integration that has now 

superseded the vertical integration in the community 

colleges. This horizontal integration is through customized 

education and training for business, industry, and 

government, and through continuing education and community 

service activities for the general student. These may include 

both credit and non-credit courses, specialized training, 
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consulting services, and traditional vocational/occupational 

programs. 

Others say that this horizontal function challenges the 

mainstream curriculum arm of the college as the dominant 

function of the institution. Richardson and others (1982) 

said the "continuing education for part-time adult students 

had become the dominant function. The adult enrolled ina 

Single course has become the model community college student" 

(p. 3). The dispersement of students directly into the 

community represents the horizontal function of the college. 

A third major function of the community college exists, 

remediation. This function includes the development of 

basic reading, English, and mathematics skills of adults who 

enroll in the college and are unprepared for college-level 

education. 

Because this function does not fit within the hierarchy 

of traditional channels of education, it does not belong on 

the vertical line. Likewise, this role is not a part of the 

vocational, economic development, continuing education, or 

community service functions of the college. Thus, it is not 

a part of the horizontal integration. The remedial function 

can be thought of as orthogonal to the other two main 

functions of the college. 
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Community College Function Model 

There is no best role or set of functions that every 

community college can adopt. The manner in which a community 

college organizes itself is dependent on a number of factors, 

including characteristics of its population. To date, no 

function model exists to compare, contrast, and weigh the 

merits of the various models proposed in the literature. 

Likewise, no model exists that considers the congruence 

between the stated or projected functions of an institution 

and the profiles of the student population. 

The Community College Function Model is a three- 

dimensional vector model which provides a way to describe the 

weight that individual community colleges give to each of the 

major community college functions: transfer education, 

vocational/community service/continuing education, and 

remediation. 

These three functions can be conceptualized as being at 

right angles to each other. Symbolically they can be 

represented by a three-dimensional vector model of community 

college functions (Figure 12). The resultant vector 

represents the college's direction and indicates the 

commitment of college resources. In this model, the sum of 

the lengths of the three vectors is fixed at three, due to 

the limited total resources available to any institution. 

Thus increases in one vector will decrease the lengths of at 
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Collegiate 

    
; Resultant 

-—P> Career 

Remedial 

Figure 12. Three-dimensional vector model of community 

college functions. 

450



least one other vector. Likewise, the change in the strength 

of any Single vector changes the direction and length of the 

resulting vector. Writers in the community college 

literature have indicated the impact that increased dollars 

for the remedial function have had on the transfer function. 

The resultant vector also indicates the types of 

students the institution is prepared to serve. Facilities, 

curricula, and student services are all indicators of the 

commitments the colleges make to each function and thus the 

direction of the resultant vector. 

Various writers have argued that community colleges 

should adopt a particular function model. 

Baton (1994) offers a collegiate model that focuses on 

transfer education and excludes remedial education from the 

role of community colleges. She proposes new institutions 

whose purpose would be remediation and recommends diverting 

underprepared students from the community colleges to these 

new schools. Her arguments are for a new form of meritocracy 

and for strengthening the hierarchical form of college 

education in the United States. 

Clowes and Levin (1989) offer a model in which community 

colleges focus on vocational and continuing education along 

with remediation and give up the transfer role. They assert 

that the community colleges have abandoned graded higher 

education and the transfer mission. 
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Others such as Cohen and Brawer (1989) argue fora 

collegiate model, Parnell (1985) for a vocational model, and 

McGrath and Spear(1991) say that the community colleges have 

adopted the remedial model. 

The emphasis that individual community colleges may give 

to each of these functions results in a variety of function 

types. The majority of these types can be depicted by a 

model based on three vectors at right angles to each other. 

A vertical vector represents the placement of the transfer 

role of the community college within the total field of 

education from elementary school to graduate school. Thus, 

the vertical vector is the collegiate/transfer function of 

the college. A horizontal vector represents the integration 

of the community college within the community to provide for 

the training needs of local business and industry for 

economic development purposes and for the community services 

needs of the area served. This horizontal vector is labeled 

the vocational vector. 

These may be thought of as unit vectors at right angles 

with each other (Figure 13). 

Collegiate 

Career 

Figure 13. Unit Vectors 
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The third primary function of the community college is 

the remedial function. This may be thought of as a unit 

vector orthogonal to the more traditional roles of higher 

education (Figure 14). 

Collegiate 

    
Resultant 

Remedial 

Figure 14. Three-dimensional vector model of community 

college functions. 

Because resources are limited, the sums of the lengths 

of the three vectors can not exceed three. Decisions that 

colleges make about their commitment to each of the 

functional vectors are reflected in the lengths of each 

vector and determine the position of the resultant vector. 

These commitments are evident in the types of facilities, 

number and types of faculty, curricula, student services, 

special programs, and the ways that institutions allocate 

resources. The vectors and resultant vector illustrate the 

type of institution the college is and can provide a picture 

of where a college would like to be. Each resultant vector 

in the model also indicates the types of students the 
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institution is prepared to serve based on the academic and 

student service programs in place. 

Eight versions of the function vector model are provided 

below. Their development is the result of a review of the 

literature and an analysis of the type of institution 

depicted by the variation of the model. 

Each vector function in the Equilibrium Model (Figure 

15) receives equal resources and equal emphasis. This is 

likely to be the model depicted in a community college's 

publications and promotional literature. 

Collegiate 

  

Remedial 

Fiqure 15. Equilibrium Model 
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In the Collegiate Model (Figure 16) the emphasis is on 

the transfer function with limited resources devoted to the 

remedial function or vocational education. Cohen and Brawer 

(1989) support this model. 

Collegiate 

  

Remedial 

Figure 16. Collegiate Model 
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The emphasis in the Vocational Model (Figure 17) is 

placed on the vocational function with minimal consideration 

for the remedial or transfer vectors. Parnell (1985) 

supports this model and argues for a greater horizontal 

function. 

Collegiate 
Resultant 

  

Remedial 

Figure 17. Vocational Model 
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Some schools report that up to 85% of their students 

require remedial English, reading, and/or mathematics 

classes. The Remedial Model (Figure 18) reflects an emphasis 

on the remedial function and a reduction in emphasis on the 

other two missions. 

McGrath and Spear (1991) view the changes in the 

community college as a strengthening of the remedial vector 

at the expense of the other two. They say that the community 

colleges are tied to the remediation model. 

Collegiate 

  

    Resultant . 

Remedial 

Figure 18. Remedial Model 
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The Cooling-Out Model (Figure 19) reflects the reduction 

of student aspirations from a transfer degree to vocational 

functions. The remedial and vocational functions receive 

increased resources at the expense of the transfer function. 

Brint and Karabel (1989), Zwerling(1992), and others claim 

that this model represents one of the hidden functions of the 

community colleges. 

Collegiate 

     Resultant 

Figure 19. Cooling-Out Model 
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The Liberal Arts Model (Figure 20) emphasizes general 

education and preparation of students for transfer to senior 

institutions. Vocational education would be offered by other 

institutions. 

Collegiate 

Resultant | 

  

Remedial 

Figure 20. Liberal Arts Model 

459



Clowes and Levin (1989) argue that the community 

colleges have left higher education. The emphasis is on the 

vocational and remedial functions to the exclusion of the 

transfer function (Figure 21). They suggest that the 

community colleges are on the verge of leaving higher 

education because of the emphasis on the horizontal and 

remedial functions. They see the community college moving to 

a model that can be thought of as a two-dimensional model 

that has no vertical integration component. 

  

Figure 21. Abandonment Model 
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Faton (1991) suggests a model that is two dimensional 

with the major emphasis on the vertical integration of the 

community college with all of higher education (figure 22). 

She argues that the remediation function now performed by the 

community colleges should be provided by new institutions, 

created just for that purpose. The resulting resources would 

be devoted primarily towards transfer. The limited 

vocational function would also have a transfer component. 

Collegiate 
Resultant 

Career 

  

Figure 22. Eaton Model 
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External Forces and Congruence 

Numerous forces contribute to the decisions that 

community colleges make regarding the functions they will 

support (Figure 23). 

  

Community Students 
Senior 

Business & 
Colleges NN < 

Professional 
iati college )<—___ 

Associations g Govemiment 

College a 
Officials 

  

Resultant 
Function 
Model       

Figure 23. Forces Acting on the community college and the 

resultant function model vector 

Business and industry place demands and set standards 

for what they expect graduates to be able to do. Ifa 

community college's graduates do not meet expectations, then 

the company looks elsewhere. Likewise, senior schools set 

standards and expectations of community college transfer 

students. Community colleges may lose transfer status if 

they do not maintain standards. Local community and state 

governments place demands, constraints, and expectations on 
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community colleges and may award or withhold funding. Thus, 

numerous forces act on community colleges. 

An argument can be made that student achievement and 

institutional success are dependent on the congruence of the 

college's function vector model and the characteristics 

profile of its students. The lack of fit or congruence 

between the two indicates one of two situations. First, the 

college desires a function model that matches the students 

served. A lack of fit indicates an unintentional mismatch of 

programs and services for the student population or a lack of 

understanding of the nontraditional students' profiles. 

Second, the college makes a decision to adopt a particular 

function model, regardless of the student profiles. To the 

extent that the college is unable to attract students who can 

benefit from the chosen model or develop programs that bridge 

the differences between the function model and student 

profiles, then a lack of fit or congruence will continue. 

The question of the existence of the models proposed 

needs further study as does the question of "fit" between an 

institution's functions and its students. Can a community 

college function model be developed that is sensitive to the 

function choices that individual colleges make and reflects 

the interactions and consequences of the choices made? Do 

students persist in institutions where there is a close "fit" 

between the students and college functions? Are institutions 

able to select a function model or do external pressures 
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dictate the model? Can institutions change models? Do 

institutions that operate in a model that is incongruent with 

their students offer programs that bridge the differences? 

To what extent do academic programs and student services 

"fit" the selected model? 
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