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Editors' Notes

The importance of minority student retention cannot be over-
emphasized. Studies project a tremendous increase in the num-
ber of college-age ethnic minorities by the middle of the next
decade. The survival of our nation depends on having a large
reservoir of well trained, sensitive, and skilled professionals upon
which to rely for tomorrow's leadership in education, politics,
industry, medicine, science, technology, and other areas of our
literate society. Higher education holds responsibility for refining
and training these future heads of state and boardroom who, in
ever increasing numbers, will be American ethnic minorities. If
colleges and universities are to tutor these American minority
scholars, politicians, and biomedical engineers properly, they
must recognize that minority students, like their Anglo or white
counterparts, require specialized, technologically advanced, and
ethnically appropriate college instruction.

American ethnic minority collegians represent an amalgam-
ation of diverse groups: Asian Americans, American Indians
(or First Americans), Hispanics (minorities of both Spanish and
Mexican descent), and Afro-Americans (or blacks) whe have
earned their entitlement to higher education and are demanding
more from institutions than simply to enter the front door. They,
too, want a high quality education, one which ensures a strong
educational base and provides a portal through which entry into
a challenging and meaningful career and personally satisfying life
is possible.

Addressing minorities' academic and personal development
needs effectively and efficiently is the mandate for America's
campusesfrom proprietary sch(x)ls, public and private col-
leges, and major research institutions to America's military acad-
emies to highly specialized coiporate learning facilities.

Those institutions that support students' successful progres-
sion through and gyaduation from their programs offer minolity
(and other) students innovative and creative programs especially
designed to meet their diverse social, personal, and academic
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needs. At their heart, these progams share an appreciation of
and assertive commitment to campuswide cultural diversity.

Retention programs, to achieve such success, must broaden
their focus if they are to help students compete and succeed in
the high tech, modem-to-modem, bioengineered woild of the
21st century. It is vital now that minority students find America's
college and university campuses supportive of their culture-
specific learning styles while they teach all students the value
of healthy lifestyles and the need for adopting positive, caring,
and culturally appropriate work ethics.

AN OVERVIEW
This monograph has two primary purposes. First, it offers col-
lege administrators, their staff and faculty a comprehensive
reference to understand minority students. Second, it brings
clarity to many issues regarding minority student retention and,
through this clarity, offers new ideas for resolving institutions'
future dilemmas in retaining this talented group.

In Chapter I, Ponce traces the historical evolution of college
student retention while articulating minorities' educational begin-
nings on predominantly white campuses. He reviews the legal
landmarks which helped open college doors to minorities, pre-
sents an overview of recruitment and retention programs, and
describes how retention models may translate into meaningful
services for students.

Armstrong-West and de la Teja examine how social and psy-
chological factors affect minority student"' college success in
Chapter 2. From their examination, they suggest how institu-
tions can (and must) address these critical factors through di-
verse campuswide services and activities.

Without question, intellectual development and academic inte-
gration are paramount to students' classroom success. McCurdy
imd Edmonds, in Chapter 3, discuss academic integration and
its relationship to students' overall intellectual development. By
showing how these factors support retention, they offer numer-
ous ideas for enhancing students' academic talents across the
entire campus.
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Williams, Terrell, and Haynes, in Chapter 4, afford readers
a penetrating look into campus multicultural centers as they
posit the center's role in student retention. Through a chronicle
of the multicultural centers and their impact on minority students'
development, they conclude their treatise by articulating the
necessary ingredients for creating similar centers in the future.

In the final chapter, Wright, Butler, Switzer, and Masters
posit how minority students can (and should) be retained in the
years ahead and speculate the direction institutions must take
to achieve minority student retention. They conclude their fore-
cast by offering specific suggestions for ensuring that retention
program activities help students achieve success in the future.
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Foreword

From Isolation to
Mainstream: An

Institutional
Commitment

John B. SlaugMer

The recruitment, retention, and graduation of minority btut!...nts
is the single most pressing problem facing higher education
today. Every major study of this issue indicates that the doors
of opportunity, if measured by education beyond high school,
are far from opening wider and are, in fact, closing for many
students.

Education is one of the keys to economic security, and the
development of economic security and power is critical to the
future of the minority community in this country. W. E . B. DuBois
said, "Education is the development of power and ideal." The
more complex our high technology society becomes, the more
education is necessary to gain economic and political power,
while at the same time turning it to work for an ideal.

Both the minority and nonminority communities in the United
States are realizing that we need as many ethnic minority scien-
tists, engineers, and business people as the demand dictates.
So critical is this need to the future health of our society that
even President Ronald Reagan ventured to Tuskegee University
last year to discuss the importance of black scientists to Amer-
ican society.

Using blacks as an example, in every decade from 1900 to
1970, full-time black undergraduate enrollment doubled, from

xi
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0.3 percent in the early 1900s to 7 percent in 1970. The number
of blacks enrolled in college imreased steadily in the 1960s and
in the early and mid 1970s, partially in response to increased
federal support of higher education dming that period.

In 1977, however, black enrollment began to plateau, and in
1983 there were 1,102,000 blacks enrolled in college, or 1,000
fewer than in 1977 (indicating a no-growth period for blacks
during those six years). By contrast, there was a 4.9 percer4-
increase in the college enrollment of whites.

While the proportion of black 18- to 24-year-olds graduating
from high school has never been higher, the proportion of black
high school graduates enrolling in college continues to decline
from 34 percent in 1976, to 30 percent in 1979, to 27 percent
in 1983. A similar decline is noted in the degrees awarded. In
1979 and 1981, blacks constituted 13 percent of the college-age
population and yet were only awarded 6.5 and 5.8 percent of
the degees respectively.

The problem is equally distressing in professional education.
For example, in 1974-75 blacks accounted for 7 percent of those
accepted to medical schools. In 1984-85, that number was down
to 6.1 percent. Moreover in 1974-75, 43 percent of the blacks
who applied to medical school were accepted. Ten years later
only 40 percent of those who applied were accepted.

The trends are the same in graduate education. Black enroll-
ment in graduate school has declined from more than 6 percent
to 4.2 percent over the last five years. In 1983 out of a total of
31,190 doctorates awarded, only 1,000 went to blacks. By con-
trast in 1978, out of 30,850 total doctorates, blacks earned 1,1(X).
In 1986, blacks earned 820 dmtorates, 26.5 percent fewer than
10 years earlier.

Blacks are seriously underrepresented in the physical and life
sciences, in engineering, and in the professions. Three-quarters
of all doctorates earned by blacks are in education and social
sciences. In 1986 blacks earned 14 engineering and 25 physical
science doctoral degrees. Finally, 60 percent of all doctoral
degrees to blacks in 1980-81 were awarded by 10 percent of
the institutions that offer such degrees.



If this country is to remain committed to educating minority
students, it camiot allow its preoccupation with reducing the
deficit to interfere with what should be a higher priorityp%
educated populace. A recent student aid study by the National
Association of State Universities and Land Grant Colleges
revealed that between 1981-84, the number of student aid
recipients in public higher education declined 2.3 percent. The
decline, however, in availability of student aid had a dispropor-
tionate effect on minorities because the proportion of minority
recipients plummeted 12.4 percent. Furthermore, the federal
investment at historically public black colleges was cut 4.2 per-
cent in 1983 while majority institutions reported a 1.1 percent
increase in student aid.

The dilemmas that will confront minority students and Amer-
ican colleges and universities tomorrow cannot be solved by
increases in student aid alone. While I see a continuing and
expanding role for the federal government in supporting minority
students, I am not optimistic about the likelihood of reversing
current policies and trends. While we work to hold the line on
federal support, higher education must clo6e ranks and attack
some problems. The essays in this volume make a positive
contribution to that effort.

Research shows ihat the higher the quality of the undergrad-
uate institution attended, the greater are a minority student's
chances of earning a baccalaureate degree and of enrolling in
graduate or professional school. Society as a whole and certainly
higher education is served best if we strengthen programs for
minorities in predominantly white institutions.

Higher education is a microcosm of society as a wholewc
face the same dilemmas in higher education concerning the roles
and responsibilities of black., as do other segments of society.
We are committed to the premise that our institutions, especially
public institutions, should provide equal educational access to
and opportunity for higher learning to all students regardless of
race, sex, political or religious affiliation. Further, we are dedi-
cated to aggressive affirmative action plans that will redress
historical imbalances and dramatically increase the number of



minority students we recruit and retain. Our success in this
endeavor depends upon our skills as professionals, upon our
enthusiasm and eagerness to educate and train our youth, and
our creativity to articulate a learning process that is intellectually
demanding yet humanely compassionate.

Mincrities in American institutions, including women, often
find themselves in the role of "outsider" with few mentors and
little financial and emotional support. In the end, outsiders are
usually more insightful and innovative than insiders because they
have, by necessity, been forced to survive with limited
resources. Unfortunately, for many the opportunity to contribute
from these insights comes too late because they've become
bitter about or, even worse, lost in the system before they
become a part of it. I am reminded of Mark Twain's advice:
"Keep away from people who try to belittle your ambitions.
Small people always do that, but the really great make you feel
that you, too, can become fgeat."

Those of us who have made a commitment to carving out a
role for minorities in predominantly white institutions know that
we hold membership in several complex communities at once.
We can be successful if we move ahead and prepare for others
to follow.

The goals of the larger community can and should be shaped
by the goals of the communities within it. The strength of di-
versitynot divergenceis fundamental to American society
and certainly to the university community. I am reminded of
Ralph Ellison's observation that "one of the most precious of
American freedoms . . . is our freedom to broaden our personal
culture by absorbing the culture of others." That freedom is
fundamental to the educational enterprise, but we have to be
educated to take advantage of it.

As we develop recruitment and retention programs in our
institutions for minority students, we must remind our colleagues
that minority contributions to American society have been as
great in the sciences as in music and literature. The accomplish-
ments of Booker T. Washington and George Washington Carver
rival those of William Rainey Harper and Alexander Graham
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Bell. They are part of the heritage that all educated Americans
should share.

In this regard, we must be ever vigilant about the traditional
exclusiveness of our curricula in every area, including the human-
ities. As long as Afro-American studies, women's studies, and
third world studies are optional areas from which our students
choose electives, our curricula from music to mathematics will
be western white man's studies. No discipline, no matter how
apparently objective, is free of gender and racial bias. As we
rethink our core and the connections we make for our students,
we must undertake the difficult task of reeducating ourselves
as well.

The essays in this monograph address the issues surrounding
the retention of minorities in predominantly white colleges and
universities. They do so with insight, analysis, and practicality,
and produce demonstrable results. These results provide clear
evidence that equity and excellence are not mutually exclusive.
However, the authors point to the complexity and magnitude of
the barriers to minority achievement. We need much more
careful examinations like the ones included in this monograph
to keep the academic dialogue and the initiative alive.
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Chapter 1

Minority Student
Retention: A Moral and

Legal Imper ative
Francisco Q. Ponce

During the late 1960s and early 1970s, the largest number of
minority students in history was recruited and admitted into
predominantly white postsecondary educational institutions.
Asian American, black, Hispanic, and American Indian student
enrollments continued to increase until they reached a plateau
in the mid 1970s and then began to decreasea pattern that
has persisted through the 1980s.

Although minority student enrollments increased in the 1960s
and 1970s, many minority student, did not achieve their edu-
cational goals. Instead, they withdrew from college. With current
enrollments decreasing, the outlook for minority student partic-
ipation in college becomes even more dismal.

A CHALLENGE FOR RESEARCHERS
While numerous research studies have examined factors that
contribute to college student retention and attrition, the pre-
ponderance has focused on experiences of white students (Noel,
Levitz, and Salmi, 1986; Beal and Noel, 1980; Lenning, Beal,
and Sauer, 1980; Noel, 1978; Astin, 1977; Cope and Hannah,
1975). In contrast, studies and research summaries on factors
that contribute to minority student attrition are more scarce and
recent (Nora, 1987; Christoffel, 1986; Jenkins and Terrell, 1983;
Astin, 1982; Rugg, 1982; Sedlacek and Webster, 1977).

1
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2 From Survival to Success: Promoting Minority Student Retention

Although the earliest retention studies can be traced to the
first part of this century, a focus on minority students has been
present only in the past 15 years. Summerskill (1962) identified
35 attrition studies conducted from 1913 to 1953; none consi-
dered minority student retention. In a review of the literature,
Pantages and Creedon (1978) found approximately 60 studies
on college student attrition from 1959 to 1975; only four con-
tained any reference to minority students. In a summary by
Ramist (1981) of over 100 studies, less than 10 dealt with
minority student retention. An earlier literature review of 150
studies of junior and four-year colleges (Lenning et al., 1980)
included slightly more than 20 studies that focused on factors
and programs relevant to minority student persistence in college.

Research on only specific variables that influence minority
student persistence at predominantly white institutions is even
more scarce. In part this is because prior to the 1960s the few
minority students who attended college enrolled in historically
black institutions. Minority enrollments in traditionally white
institutions presented a new and different set of challenges for
the institutions, minority students, and researchers.

.Minority students were expected to adjust to the college
campus environment, as all students are, but they faced numer-
ous concerns different from those of white students. Those
additional obstacles and barriers, encountered by most minority
students at most white colleges, exacerbated minority student
attrition (Christoffel, 1986; Fleming, 1984).

Recent research on the concerns minority students encounter
at predominantly white campuses indicate that some problems
are uniquely and/or specifically encountered by them. The most
frequently reported concerns include (Valdez, Baron and Ponce,
1987; Fleming, 1984; Duran, 1983; Young, 1983; Baron, Vas-
quez, and Valdez, 1981; Nieves, 1977; Sedacek and Brooks,
1976):

adjustment to college
academic performance
financial resources
feelings of loneliness and isolation

I of'



A Moral and Legal Imperative 3

racial/ethnic identity development
racial hostility in the form of harassment
feelings of alienation or not belonging
issues of entitlement (which pertain to a feeling of not
deserving to be in college)
lack of a connection to the college environment.

interviews with American Indian students who dropped out
of postsecondary institutions revealed these reasons
(McDonald, 1978):

poor quality of previous education
inadequate personal finances
institutional racism
individual racial discrimination
lack of role models
cultural differences between students and their colleges.

It should be emphasized that regardless of race or ethnicity,
most students encounter, at some point, concerns of adjusting
to college, academic performance, and feelings of loneliness.
However, minority students face some unique concerns that
most white students do not. For instance, white students usually
do not face racial hostility in the form of harassment; nor indi-
vidual, cultural, or institutional racism. Therefore, it can be
deduced that obstacles and struggles faced by minority students
in previously all-white institutions are qualitatively and quanti-
tatively different from those faced by white students. These
deterrents to minority student persistence, satisfaction, and
eventual graduation may stem from the university environment
(e.g., a general lack of culturally relevant curricula, role models,
social events, and/or a general lack of sensitivity or appreciation
for racial/ethnic diversity) or, as the next section illustrates,
many minority students' inferior educational preparation.

THE QUEST FOR QUALITY EDUCATION
For many years, minorities and women have been systematically
denied the right to a quality education. There are historical court
decisions that serve as landmarks and reminders that quality
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4 From Survival to Success: Promoting Minority Student Retention

education has not been accessible to all members of society.
Federal legislation has provided leverage for the enforcement
of these civil rights decisions by the Supreme Court. Let's
examine a few.

The Civil Rights Movement
Civil rights activists understood that the lack of quality education
perpetuates unemployment, underemployment, and the inade-
quate housing and poor health conditions of poverty. 'They chal-
lenged white educational institutions to admit and educate the
minority student (Chicano Coordinating Council on Higher Edu-
cation, 1970).

The few Asian American, American Indian, black, and His-
panic students and faculty already in predominantly white insti-
tutions demonstrated, protested, and demanded culturally
relevant curricula and increases in enrollment among minority
students. The 1954 Brown decision set a legal precedent for
social integation and, together with the 1960s civil rights move-
ment, influenced the conscience of this nation. As a conse-
quence, large increases in enrollment of minority students in
formerly white institutions became a reality.

The 1954 Brown Decision
The Brown v. Board of Education of Topeka (1954) decision
marked the beginning of the dismantling of separate and unequal
education for blacks and other minorities. In Brom, discrepan-
cies in teacher wages, facilities, resources, and other educational
materials were cited to prove that a separate education was not
equitable. The plaintiffs asked the Supreme Court to reverse
the Plvssy v. Ferguson (18%) decision that for decades condoned
"separate but equal" educational systems.

Combining four other cases with Brown, the Supreme Court
unanimously ruled that the doctrine of "separate but equal" was
unconstitutional. Specifically, the doctrine was found to violate
the Equal Protection Clause of the 14th Amendment of the U.S.
Constitution which assured blacks equal rights as full citizens of
the United States. The Brawn decision ordered states to deseg-



A Moral and Legal Imperative 5

regate "with all deliberate speed" their dual elementary and
seconuary educational systems.

As Fleming (1981) noted:
Although the ruling in Brom was aimed at elementary and
secondary education, it had broader consequences and impli-
cations for higher education which were artkulated almost a
decade and a half later in Adams v. Richardson (1973), when
the Supreme Court ruled that states had to dismantle their
dual systems of higher education for blacks and whites (p.
15).

The Brown decision paved the way for increasingly equitable
participation in primary, secondary, and postsecondary educa-
tion for blacks and other minorities.

The 1973 Adams Decision
The Adams v. Richardson (1973) Supreme Court decision per-
tained to "separate but equal" systems of education in public
higher education. One of the goals of the Adams decision was
to increase black and minority access to higher education in
states that operated dual systems of higher education by erad-
icating those systems (Haynes, 1981). The Supreme Court
indicated inAdams that Southern and border states were illegally
discriminating against blacks and other minorities, and that their
resistance to admitting and educating minority students was in
violation of Title VI of the Civil Rights Act.

While the intent of Adams is an important step in the right
direction, its overall impact has yet to be determined because
of continuing difficulties in its implementation. For example, a
major complication has arisen within the U.S. Department of
Education in developing stronger guidelines for dismantling dual
education systems (Fairfax, 1978). Until such roadblocks are
removed or surmounted, good intentions alone will not lead to
minority student retention.

The 1978 Bakke Decision
The Supreme Court decision in Regmts of the University of
California v. Bakke (1978) also affected minority student par-
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ticipation in higher education. In 1973 and 1974, Allen Bakke
was rejected for admission by the University of California-Davis
Medical School. He learned that 16 of 100 applicant places were
reserved for minority students and that minority students were
evaluated with a separate rating process. After his second rejec-
tion, Bakke filed suit in California. He established that his objec-
five qualifications (grade point average and medical college
admissions test scores) were higher than those of the minority
students who were admitted. Bakke demanded to be admitted
to the University of California-Davis Medical School, charOng
that he was excluded as a consequence of the minority special
admissions program. Bakke further claimed that he was denied
access because of his race and that such practice was in violation
of the Equal Protection Clause of the 14th Amendment, Cali-
fornia laws, and the Civil Rights Act of 1964.

While a California trial court ruled against the UC-Davis Med-
ical School, it did not require the school to admit Bakkehe
failed to establish that it was the special admissions program
that had caused his rejection. Bakke appealed, and the California
Supreme Court ruled in his favor and ordered the Davis Medical
School to admit him.

Against the advice of civil rights lawyers, the University of
California appealed the decision. Minority educators and civil
rights leaders were concerned that a reaffirmation of the Cali-
fornia Supreme Court decision would seriously jeopardize special
admissions programs throughout the nation and that affirmative
action programs would face a major setback. The case of Regents
of the Univers4 of California v. Bakke generated much con-
troversy and heated debate (Tollett, 1978).

In 1977 the Supreme Courted decided to hear the case. The
justices were divided, with four upholding the lower court deci-
sion and four voting to reverse that decision. Justice Powell took
a middle-of-the-road position and ruled in favor of Bakke but
also permitted the use of race or ethnicity as a positive factor
in an applicant's file. A major reason for ruling that the Davis
Medical School's special admissions program was unconstitu-
tional was the use of a "separate" admissions process that
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reserved minority positions in advance. The use of quotas was
found to be unconstitutional, but race and ethnicity were found
to be two of the many factors appropriate for consideration in
admissions decisions.

Bakke, affirmative action, and special admissions programs
all managed to win. Affirmative action program; were not devas-
tated, Bakke was ordered admitted to the University of Cali-
fornia-Davis Medical School, and a vast majority of university
graduate admissions programs continued to consider race and
ethnicity as an advantage in their admissions criteria (Blackwell,
1981).

The 1964 Civil Rights Act
The 1964 Civil Rights Act prohibits racial and ethnic discrimi-
nation in programs or activities receiving federal funds. Specif-
ically, the United States Statutes at Large (1965), Title VI of the
1964 Civil Rights Act states:

No person in the United States shall, on the grounds of race,
color, or national orifon, be excluded from participating in, be
denied the benetits of, or be subjected to discrimination under
any progatu or activity receiving federal financial assistance
(p. 252).

The 1964 Civil Rights Act prohibits segregation or denial of
access to public and tax-exempt educational institutions on the
basis of race, color, or national origin. It is enforced by the U.S.
Department of Education which has the power to withhold funds
from educational systems that fail to comply with antidiscrimi-
nation laws.

Enforcing the 1964 Civil Rights Act helped blacks and other
minorities gain access to previously all-white college campuses
(Institute for the Study of Educaticnal Policy, 1976). According
to the Institute for the Study of Educational Policy (1976),

Before passage of the Civil Rights Act of 1964, the opportunity
for blacks to attend college had been almost exclusively limited
to historically black public and private colleges. Racially non-
discriminatory colleges, located primarily in the North and
West, did not enroll blacks in large numbers (p. 217).

P It
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The 1964 Civil Rights Act provided a strong foundation for
the 1973 Adams decision, as well as for other landmark Supreme
Court rulings such as Lau v. Nichols (1974) decision. In the Lau
decision, the Supreme Court ruled that school districts must
extend an equal educational opportunity for students who speak
little or no English by means of special language programs.

The 1965 Higher Education Act
The 1965 Higher Education Act alleviated, through educational
financial assistance progyams, the financial barriers college-
bound minority and low-income students faced. Title IV of the
act provided various financial assistance programs that included
the Educational Opportunity Grants, College Work Study Pro-
gram, and the Guaranteed Student Loan Program. When the
Higher Education Act was amended in 1972, it further expanded
the number of financial aid programs for minority students. Equal
Opportunity Grants, for example, were changed to the Supple-
mental Educational Opportunity Grant Program; the Basic Edu-
cational Opportunity Grant allowed students to take their
financial assistance to the college of their choice; and the National
Directed Student Loan Program was created. The Higher Edu-
cation Act also provided funds for supportive services and early
outreach programs such as Talent Search, Upward Bound, Edu-
cational Opportunity Centers, and Special Services for Disad-
vantaged Students. Most of these financial assistance programs,
when combined, pay for no more than half the cost of attending
college.

While some financial support was available for black students
before the 1960s, significmtly more blacks and other minorities
enrolled in higher education institutions in 1967, two years after
the adoption of the Higher Education Act (Mingle, 1981). These
factors indicate that federal legislation has reduced the economic
barriers faced by minorities and low-income students and posi-
tively influenced the enrollment of these students in higher
education.
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ENROLLMENT AND RETENTION PATFERNS
AMONG MLNORITY STUDENTS

As a result of these social, political, and legal actions, significant
gains were made in increasing accessibility to higher education
for minority students. Given this increased accessibility in the
late 1960s and early 1970s, the demands for educational equity
became less urgent and less intense. As early as the second
half of the 1970s, the press for educational opportunity was
described as complacent and stagnant by minority staff members
of both the College Board and Educational Testing Service (Col-
lege Entrance Examination Board, 1978). Statistics on minority
student enrollment, persistence, and eventual graduation from
college reflect a decline in the societal commitment to educational
equity that has persisted into the 1980s.

Of those students who begin school, 83 percent of the white
students, 72 percent of the black students, and 55 percent of
the Hispanic students graduate from high school. Of those high
school graduates, 38 percent of the white, 29 percent of the
black, and 22 percent of the Hispanic students enter college. Of
those who enter college, 23 percent of the white, 12 percent
of the black, and 7 percent of the Hispanic students earn a
degree. Of those students Arho earn a degree, 14 percent of
the white, 8 percent of the black, and 4 percent of the Hispanic
graduates enter graduate and professional schools (Cardoza,
1986).

Drop-out rates among American Indian students are even
higher. Even though Young and Noonan (1984) indicated there
has been an increase in the number of American Indian students
on college campuses, this trend has not been followed by an
increase in their graduation rates. McDonald (1°78) noted that
estimates of American Indian college drop-out rates range from
a low of 79 percent to a high of 93 percent.

While two-year colleges have higher attrition rates for all
students, Oldin (1987) stated that the highest minority student
drop-out rates are reported in two-year colleges. She noted that
figures released in January 1987 by the American Assoi:_ation
of Community and Junior Colleges (AACJC) revealed that 44.1

0 C`
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percent of all black, 45 percent of all Asian American, 56.1
percent of all Hispanic, and 56.2 percent of all American Indian
students attend community colleges. Collectively, minorities are
estimated to comprise more than 21 percent of the two-year
college enrollment. Thus, more than half of the minority students
in college are enrolled in two-year colleges. Unfortunately, they
also drop out in gyeater numbers. For example, Orum (1986)
repotted that the number of black and Hispanic transfer students
to the University of California and California State University
systems had steadily declined. Hispanic and black students
"made up only 16 percent of the 35,000 community college
students who transferred to senior institutions in the fall of 1983,
even though they represented a much larger percentage of the
freshman class in community colleges" (p. 34).

Orum (1986) provided statistics which further document par-
ticipation in postsecondary education, including high minority
student attrition rates. Summarizing several national studies,
Orum (1986) indicated that according to a 1985 Current Popu-
lation Survey, only 9.7 percent of Hispanic males and 7.3 percent
of Hispanic females, aged 25 years and over, had completed
four or more years of college; this was compared to 23.1 percent
of white males and 26 percent of white females. While 61 percent
of white youth who enter college earn degrees, only 31.8 percent
of Mexican Americans and 28 percent of Puerto Ricans enrolled
in college completed their degrees. Blacks were the only group
less likely than Hispanics to complete college, only 24 percent
of black students who entered college received a degree (p. 42).

Adams (1986) analyzed minority student participation at the
graduate level and found a persistent trend of declining enroll-
ment. The number of blacks in gaduate school dropped 19.2
percent from 1977 to 1985, falling from 65,352 to 52,834. In
1976, blacks represented 6 percent of the total enrollment in
gaduate school; by 1985 the percentage had dropped to 4.8
percent. Adams (1986) also noted that the National Research
Council reported that of the total number of doctoral degrees
granted in the United States in 1984, only 5.5 percent were

27
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awarded to minority students: 3.4 percent to blacks, 1.9 percent
to Hispanics, and 0.2 percent to American Indians.

Given these statistics, it can be deduced that national efforts
for attracting, matriculating, and graduating minority students
at the undergraduate and graduate levels clearly have lost the
impetus of a decade ago. It can also be inferred that most colleges
fail to retain a large percentage of the minority students who
reach their campuses. Clearly there is no justification for the
reported complacency and reduction of effort.

These facts translate into an urgent and serious necessity for
strengthening and accelerating the efforts to recruit and retain
ethnic minority students at all educational levels. Cardoza (1986)
reported that educational researchers at the Educational Testing
Service have described the challenges for dealing with today's
black, Hispanic, and American Indian students as being twofold:
One challenge is to get more minority students into the higher
education pipeline; the other is to keep them there (p. 8).

POPULATION TRENDS AND THE VALUE OF
COLLEGE STUDENT DIVERSITY

Current population trends provide further support for increasing
minority student enrollment and reenforcing retention efforts in
postsecondary education. Simply put, the ethnic minority popu-
lation is increasing at a faster rate than the population of non-
minorities. A parallel pattern can be identified in the population
growth of 18- to 24-year-olds, with a rapid increase of college-
age minority youth and a slowing and declining growth of white
college-age youth. After analyzing studt t population trends and
the potential supply of minority students, Mingle (1987) asserted
that the current decrease can be expected to continue to 1995
when the total college-age population is projected to be 23.7
million (approximately 78 percent of the 1982 high). Mingle
(1987) also noted that, by the year 2000, the minority 18- to
24-year-old population will exceed the 1983 level of 7.3 million.
Minorities are expected to make up nearly 40 percent of all 18-
to 24-year-olds by the year 2025.
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Of the various minority groups (Asian American, black, His-
panic, 2nd American Indian), the Hispanic population is experi-
encing the greatest growth. Hispanics are the youngest as well
as the fastest growing minority group. There are consistent
predictions that Hispanics wiii become the largest minority goup
in the nation; however, demographers vary in their estimates
of when Hispanics will surpass blacks as the largest minority
group. Exter (1986) cited:

Projections of the Hispanic Population: 1983 to 2080 by the
U.S. Bureau of the Census, indicated that if the Census
Bureau's highest projections are correct, shortly after 2000
there would be twice as many Hispanics as there are now,
and the Spanish-origin population would be growing by 1
million persons per year. By 2030, the Spanish-origin popu-
lation would be four times its present size . . . (pp. 36-38).

Exter (1986) also noted that Hispanics could rise from 7
percent of the U.S. population today to fully 14 percent by 2010,
when they would become a larger minority than blacks.

The former president of the Council on Postsecondary Accre-
ditation (COPA), Richard M. Millard (1986), acknowledged
these population shifts toward greater cultuial diversity and
challenged educators to consider these ongoing demographic
changes in setting objectives for higher education. A joint pub-
lication by the Education Commission of the States and the State
Higher Education Executive Officers (Mingle, 1987), Focus on
Minorities: Trends in Higher Education PartiaPation and Suc-
cess, stated:

The minority population in the United States is growing rap-
idly. Yet participation in higher education an ng blacks, His-
panics, and other minority groups lags. The result is a growing
segment of our population *Lat is effectively removed from
contributing productively to the life of the nation. America
faces not only a moral mandate but an economit. necessity
when it seeks to include all of its citizens in a quality postse-
condary education (p. v).

At the risk of belaboring the point, current demogaphics
indicate that the United States is becoming an increasingly mul-
tiracial, multiethnic society, not an ethnically homogenous one
(Banks, 1981; Cortes, 1986). The nation faces the considerable
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challenge of providing a quality education for all members of
society. In particular, educational institutions are challenged to
improve their records of recruiting and retaining minority stu-
dents. Issues of minority participation in undergraduate, grad-
uate, and professional education need to regain the high priority
status exhibited in the 1960s and 1970s. Retention efforts,
including programs, strategies, and models, need to be imple-
mented to reduce the high attrition rates among minority stu-
dents. It is imperative that minority group members be trained
to be full contributors and participants in this nation for, if they
do not, ultimately this nation will become what the increasing
majority of its people will be: undereducated nonparticipants.
Now, how do we avoid this from happening?

SUCCESSFUL PROGRAMS, STRATEGIES, AND
MODELS FOR MINORITY STUDENTS

Recent reports, limited as they are, provide valuable suggestions
for fostering minority student retention. A review of minority
student access and retention studies by Christoffel (1986) made
reference to approximately 40 studies. The studies were orga-
nized in a matrix that included educational, financial, and personal
strategies at various levels of education: high school, prefresh-
man, freshman, sophomore/transfer, and senior/graduate level.
This matrix is a valuable sourct of information on these retention
programs and strategies.

Christoffel (1986) summarized that successful retention "is
more an issue of institutional reform, a willingness to provide
the student services in tune with the student's needs . . . and
develop the institutional environment in which all students
regardless of background can flourish" (p. 6).

Sullivan (1982) abstracted 76 studies pertaining to minority
student retention in Retention of Minorities in Higher Education:
An Abstracted Bibliographic Review (1978-1982). As Sullivar.
(1982) indicated, the majority of the studies are unpublished
reports, papers, and dissertations which would not be routinely
encountered in typical professional reading. The review is
intended to provide faculty, researchers, and administrators with

3 )
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important knowledge and experience with retaining minorities
in higher education.

Clewell and Fick len (1986) examined programs and policies
at four-year predominantly white institutions with good minority
retention rates and identified factors that contributed to suc-
cessful retention. Model programs were found at Boston Col-
lege, California State University at Fresno, and the University
of North Carolina at Greensboro. Elements of these successful
retention programs were summarized by Clewell and Fick len
(1986) and included: the presence of a stated university policy,
a high level of institutional commitment, a substantial degree of
institutionalization of the program, comprehensive services,
dedicated staff, systematic collection of data, monitoring and
follow-up, strong faculty support, and nonstigmatization of par-
ticipants. These elements were proposed as adaptable and trans-
ferable to other colleges for creating or improving minority
retention programs.

On the basis of a review of the research and close examination
of the successful programs at the three universities, Clewell and
Fick len (1986) produced a model for developing effective minor-
ity retention programs. Their model is summarized here.

The first step calls for establishing a clearly stated commit-
ment generated by top-level administrators. In the second step,
enrollment and retention rates are examined to assess minority
students' needs. The third step is to develop and administer a
policy statement with specific goals based on the data. Step four
is to develop programs that meet those goals in a practical
manner, and, in step five, implement them. Continual monitoring
and evaluating are recommended for feedback and optimum
program effectiveness. Commitment, support, and involvement
at all levels of the university community are essential.

Valverde (1986) provided a useful three-tier typology of reten-
tion intervention strategies for low-income students. Type I
intervention, or "need-specific intervention," is characteristic of
those strategies that focus on one or more student needs, such
as recruitment, admissions, and orientation. Valverde (1986)
noted that the intervention type I approach is inadequate and
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represents minor remediation: "It is not comprehensive enough
in providing the coordinated services needed by students and is
usually unable to provide services to all students requiring or
desiring help" (p. 89). Type II interventions are "comprehensive
strategies" grounded in research on high-risk students that
simultaneously consider in a well coordinated manner multiple
factors such as academic adjustment, financial aid, cultural fit,
and alienation. Type III interventions, or "systemic solutions,"
are campuswide institutional interventions. Also, in type III inter-
ventions commitment by high-ranking officials is demonstrated
by a clearly articulated mission statement of minority student
recruitment and retention goals. An ecological approach is taken
in type III interventions, as the college campus as a whole
becomes involved in promoting a "staying environment." Not
surprisingly, Valverde described type III interventions as the
"most difficult to accomplish of the three" (p. 91).

A program that may be considered a type III intervention is
the Minority Engineering Program (MEP) at California State
University at Northridge. Landis (1985) noted:

The MEP approach is designed to meet the needs of students
by aiding them in overcoming barriers to their academic suc-
cess. Its primary purpose is to set students on their feet by
taking them from where they are both academically and per-
sonally to where they need to be to become competent, self-
assured, and successful in their academic pursuits" (p. 7).

Landis (1985) emphasized that the most important aspect of
an effective retention program is a supportive and encouraging
environment created by and for the students to counteract obsta-
cles such as ethnic isolation and alienation. Twelve components
comprise the MEP model program: recruitment, admissions,
matriculation, academic support, freshman orientation, student
study center, academic advising and registration, student orga-
nizations, tutoring, personal counseling, summer jobs, and fi-
nancial aid and scholarships. The Minority Engineering Program
is considered one of the most successful minority student reten-
tion models in the nation (C. Reyes, Personal Communication,
September 15, 1987).

L..
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In the general retention literature, several theoretical reten-
tion models (Bean, 1980; Spady, 1971; Tinto, 1975) assert that
the student-institution fit influences a student's decision to drop
out, transfer, or take a temporary break from school. These
theoretical retention and attrition models consider three sets of
data: the students' characteristics, the college environment, and
the degree of compatibility between the two. Students' char-
acteristics include the variables of family socioeconomic back-
ground, cultural/ethnic background, quality of precollege
schuoling, motivation, and goals/aspirations. The college envi-
ronment is comprised of the university mission, administration,
staff/faculty, peers, facilities, student support services, and qual-
ity of student-instructor and student-student interaction. The
greater the compatibility between the student and the institution,
the higher the probability that the student will continue. Con-
versely, as the degree of compatibility decreases, the probability
that the student will drop out increases. Compatibility is
explained by the two key concepts of "academic integration"
and "social integration." Academic integration refers to academic
success, while social integrption refers to personal/social suc-
cess, including feeling connected with peers, staff/faculty, and
overall campus social life.

The postulates included in Tinto's (1975) social integration
model and Spady's (1971) interaction model have been supported
by several studies (Terenzini and Pascarella, 1977; Terenzini,
Lorang, and Pascarella, 1981). The retention models based on
student-institution fit have practical value for assessing minority
students' characteristics, the college campus environment, and
the congruency between them.

Because minority students only began to enroll in large num-
bers in previously white institutions after the 1960s, the minority
student-college campus tit can be expected to be less congruent
than a white student-college fit. The challenge for predominantly
white colleges and universities is to enhance and tailor the minor-
ity student-campus fit. A study of minority students' academic
and cultural backgrounds (values, communication styles, inter-



A Moral and Legal Imperative 17

ests, entertainment preferences) can provide institutions with
information on the specific attributes of the minority population.

An examination of the institution's mission, facilities, student
activities, support services, cultural diversity (among adminis-
trators, staff, faculty, and students) can provide valuable infor-
mation on the campus environment. If a wide gap exists between
the characteristics of a campus environment and the attributes
of its minority students, appropriate steps should be taken to
facilitate academic and social integration (LaCounte, 1987;
Pounds, 1987). One example: minority students who feel a lack
of connection with the college campus can be helped by mentors
or role models from their own ethnic background (Wright, 1987).

SUMMARY

The importance of increasing minority enrollment and retention
rates in higher education has been substantiated from several
perspectives. Legal and moral imperatives for increasing the
accessibility and participation in higher education among minority
students have been documented through an overview of court
cases and federal legislation.

While improvements in accessibility and participation of minor-
ity goup members in education are acknowledged, the higher
drop-out rates among minority group members at every edu-
cational level are of gave concern. In addition, current population
shifts require that college campuses adapt and reform their
environments to respond to the needs and characteristics of an
emerging student body that is more ethnically and racially diverse
than ever.
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Chapter 2

Social and Psychological
Factors Affecting the
Retention of Minority

Students
Suzan Armstrong-West
Magdalena H. de la Teja

From birth to death our perceptions, interactions, and relation-
ships with other humans mold and shape us. These social and
psycholoOcal factors affect all human development and quality
of life m various and significant ways, so it should be no surprise
that they are important elements in any successful retention
program. This chapter examines the special importance of such
factors in the retention of minority students at predominantly
white higher education institutions. It examines the relationships
and interactions between minority students and their families,
their peers, and the faculty, staff, and culture of the traditional
collegiate environment. It discusses the psychological factors
that relate to identity; it considers the mental and behavioral
characteristics of students, and it suggests ways and means for
better student affairs delivery to campus minorities.

Although it is impossible to fully explore here the cultural
differences regarding social and psychological factors among
minority groups, those differences are acknowledged. This ac-
knowledgement of and respect for differences is, after all, the
essential foundation for progress toward rich and harmonious
cultural diversity.
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EDUCATIONAL AND CULTURAL
DIFFERENCES

Traditional education in the United States has had negative social
and psychological repercussions for several American ethnic
groups (Garcia, 1983), particularly American Indians, blacks,
and Hispanics.

The U.S. educational system has not yet acknowledged the
cultural and language differences among whites and other
groups. There is no recognition of the legitimacy of "Black
English" or other nonstandard English dialects, and RC. -r
value placed on cultural practices that deviate from v
considered customary. As a result, cultural differences have an
adverse effect on one's success in education (Garcia, 1983). For
example, cultural biases in standardized tests affect the per-
formance of students unfamiliar with the culture, The resultant
attitudes and expectations of classroom teachers, based on those
biased test scores, further impede the ability or capacity of
minority students to learn and achieve. Also, the inadequacies
in funding and staffing of schools in economically disadvantaged
areas from which many minority students come continut, to
provide inferior academic preparation, compounding the problem
of academic achievement for minority students,

RETENTION FACTORS
Hodgkinson (1983) indicated that student retention is important
for those states with the highest minority population concentra-
tions; but in a time when communications and technology shrink
the distances between nations and compress the universe, there
is no longer a problem in one state that does not affect our entire
nation. Retention is not a regional problem; it is a national
problem.

Current demographic projections reveal that by the year 2000,
53 major cities in this country will have citizenries whose major-
ities are composed of minority populations (Mc Nett, 1983).
Unless educators prepare themselves to more effectively re-
spond to the social and psychological needs of these minority
populations as they enter the educational system, efforts to
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retain them long enough to educate them will continue to be
inadequate. And, should those 53 major cities fail to educate the
majority of their citizens, it takes little imagination to project the
results for those cities and the citizens and, ultimately, for this
nation.

Thus far, we isolate more than we educate. Research studies
of American Indian, Asian American, black, and Hispanic stu-
dents at predominantly white higher education institutions have
identified social and psychological factors that affect retention of
minority groups. Lunneborg and Lunneborg (1986) reported
that social isolation was the most common complaint of minority
students at a predominantly white university. Stewart and Vaux
(1986) stated that the predominantly white university is so
enmeshed in white culture that it engenders feelings of isolation
and alienation in black students. Isolaticr rejection, anxiety,
and cultural values conflicts are cited as major reasons that
American Indian students do not persist (Sanders, 1987). Munoz
and Garcia-Bahne (1978) found that Mexican American students
reported higher levels of stress than white students. In addition
to the prejudice encountered, Sanchez and King (1986) asserted
that social and economic factors are also significant sources of
stress. Asamen and Berry (1987) asserted that despite the fact
that counselors and educators assume that Asian American stu-
dents are functioning effectively, there is a growing awareness
of psychological and sociological difficulties being experienced
by this population.

On the other hand, affirmative steps taken by predominantly
white higher education institutiohs to create campus environ-
ments that are perceived by minority students as less alien and
more compatible foster retention (Gorman, 1983; Pervin, 1967;
Schulman, 1976; Centra and Rock, 1971). The Report on Excel-
lence in Undergraduvte Education (1984) stated:

. . . the power of the campus as an environment for fostering
students' involvement is critical. The physical campus itself
can attract or alienate students, but our uses of the physical
campus can overcome many limitations. In addition, every
college has a distinct culturenonverbal messages that stu-
dents pick up from virtually every aspect of campus life.
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Administrators' attitudes toward students, the degree of col-
legiality among faculty, the number and diversity of cultural
events, the degree to which the college interacts with its
surrounding communityall of these factors and others
determine the tone of the environment (p. 40).

A better understanding of the factors affecting the retention
and success of minority students is essential. The following
sections provide an overview of the social and psychological
factors that may have the most significant effects on retaining
minority students.

SOCIAL FACTORS
Social factors that affect the etention of minority students on
predominantly white campuses as delineated by Taylor (1986)
are:

institutional racism
monocultural curriculum
faculty expectations and attitudes
cultural conflicts
socialization

Family support has also been identified as a contributing social
factor (Keefe, Padilla, and Carlos, 1978; Light and Martin, 1985;
Raymond, Rhoads, and Raymond, 1980). We examine these
factors here.

Institutional Racism
Sedlacek and Brooks (1976) defined institutional racism as a
pattern of collective behavior that results in negative outcomes
for minorities. Taylor (1986) stated that institutional racism is
almost always involved in disparities that occur on campus.
Admissions and progression criteria that involve culturally biased
achievement tests are examples of commonly institutionalized
discriminatory practices. Data indicate repeatedly that some
minority groups do not perform as well as white students on
most standardized academic achievement tests. However, many
universities require minimum scores on a standardized achieve-
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ment exam for admission to their institutions. Other universities
require minimum scores on standardized tests as a prerequisite
for advancement in a degee progyam; i.e., to enroll in upper
division courses or courses in the major field of study.

On some campuses, fraternal organizations requiring ances-
tral linkage for membership is another example of institutional
racism. Greek fraternities and sororities play an integral role in
social activities on many campuses. Membership in some of the
predominantly white fraternal organizations requires recom-
mendations from alumni who are either members or friends of
the students' families. Such a requirement effectively leaves out
minorities who historically li-ve been excluded from those orga-
nizations. Higher education institutions need to scrutinize carefully
their policies, procedures, and traditions to detennine if any one
of those practices systematically discriminates against any
minority group.

Monocultural Curriculum
American college and university curricula tend to be monocul-
tural; most of the courses are taught from a western European
perspective. The history and contributions of Europeans and
their descendants are emphasized. This emphasis is understand-
able, for that is the heritage of the vast majority of those empow-
ered in this country. Unfortunately, it results not only in
perceived discrimination among minority students, but also in
substandard education for all American students.

Required survey courses in history or literature, for example,
seldom include the contributions and perspectives of the rest of
the world that is not western European. ln those instances where
courses such as Afro-American history, Chicano literature, East-
ern philosophy, or Native American art are offered, they are
usually elective and, hence, relatively few students have the
opportunity to or choose to enroll.

Expanding the core curriculum to include the contributions
and perspectives of all racial and ethnic origins is necessary to
benefit all students, not just minority students. It would also
broaden the prejudicial views of some white students that are
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the result of lack of information regarding the importance of
other cultures' contributions and roles in history and in society.

Faculty Expectations and Attitudes
Howard and Hammond (1985) noted that the prevailing attitude
continues to be that blacks do not measure up intellectually.
This attitude generalizes to some of the other racial and ethnic
groups and often produces a self-fulfilling prophecy. Minority
students are sensitive to the fact that they are not perceived as
capable, that they are not expected to excel. This perception,
in turn, causes some minority students to not perform to their
full potential. It is an axiom of education that the instructor's
perceptions of a student affect his or her subjective grading; in
other words, an essay test grade is often influenced by the
instructor's expectations of the student's ability.

The authors of this chapter have observed that some faculty
members immediately assume that a minority student is enrolled
only because of a special admissions program that lowers admis-
sion requirements for minorities. In many cases, no such pro-
gram exists on the campus, but the assumption is still made.
Even when special admissions programs do exist, the number
of minority students admitted through them is usually fewer than
those admitted through regular admissions channels. Neverthe-
less, majority faculty, staff, and students continue to perceive
minority students as exceptions to the admissions requirements.

Most faculty members have had limited experience in inter-
acting with or understanding the cultural differences of minority
groups. Therefore, faculty development activities on campus
should include training to help broaden their knowledge about
minority groups. Information on objective grading procedures,
particularly with subjective examinations, should be emphasized.
A concerted effort to dispel the myths regarding "lack of ability"
in minority students must be made, or those faculty behaviors
will continue to have a devastating effect on the academic success
of minority students.
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Cultural Conflicts
Light and Martin (1985) and Sanders (1987) addressed the cul-
tural conflicts encountered by American Indians in educational
settings. The American Indian culture fosters dependence where-
as the college and university setting fosters independence.
American Indians value the needs of the group over individual
needs and encourage sharing, while the university environment
is very competitive with the current college student population
frequently described as the "me" generation. In support of the
cooperative approach preferred by American Indians, Johnson
and Johnson (1983) have found that cooperative learning pro-
motes greater interaction, greater feelings of acceptance, more
positive expectations, and higher self-esteem and self-accept-
ance in students. They contend that decreasing the competi-
tiveness in the learning environment will reduce superficial
learning. Nonverbal communication is also held in high esteem
by American Indians, but verbal skills produce success in the
academic environment.

According to Atkinson, Morten, and Sue (1979), nonasser-
tiveness in American Indians, Asian Americans, Hispanics, and
in some instances blacks, is in conflict with the assertiveness
needed by students to function effectively in the collegate envi-
ronment. Other blacks, Donald Cheek (1976) stated in Assertive
Blacks1Puzzled Whites, have just the opposite problem. Their
assertiveness is perceived by whites as aggression and thus is
received negative!y.

Accompanying the lower level of assertiveness among some
minority students is a geater deference to elders and authori-
ties. Many minority students are naturally reticent in questioning
faculty members in or out of the classroom for fear of infringing.
Many are culturally adverse to criticizing authority and do not
protest rules or practices, however discriminatory.

One of the characteristics common to all the identified minority
p-oups is a strong allegiance to family. Mirailde (1985) criticized
educational institutions for their role in socializing Hispanic chil-
dren by encouraging them to disregard their Hispanic culture
and Spanish language as well as discard family values. Hispanic
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children, he argued, are given the message in the schools that
to succeed by dominant white cultural standards, they must
reject their ethnic identity. This rejection can produce a negative
self-concept among Hispanics. This dilemma is not restricted to
Hispanic students, however.

American Indians, Asian Americans, Hispanics, and blacks
have cultural and language differences from the white majority
culture that may create conflict for them as they move back and
forth between a predominantly white university environment
and their home environments where their ethnic culture is pre-
dominant. Family members and friends who have not matricu-
lated at a predominantly white university may not understand
the changes in values or behavior they observe in the college
student. The minority student feels the pressure of this lack of
understanding from both environments. If he or she does not
conform to the norms of the collegiate environment, rejection
by others in that setting results. If the student does conform,
he or she is accused of "forgetting from whence they came,"
or of thinking they are "better" than their peers and relatives
at home.

Support progcams for students facing these conflicts would
help them recognize that although they need to learn to function
effectively in the new environment, they do not have to reject
their cultural values to accomplish social and academic
integration.

Socialization
The socialization of minority group students is important because
of its considerable contribution to their retention. Higher edu-
cation institutions must become knowledgeable about the cultural
differences that impede minority students' social integration into
a predominantly white institution if they are to have any hope
of creating an environment conducive to learning for all cultural
groups.

As noted in the previous section, the cultural environment of
the white campus can be very unfamiliar to minority students,
particularly those from areas where their culture comprised the
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majority of the population--such as predominantly black urban
schools. Compared to other minority groups, an American Indian
student who has lived on a reservation all of his or her life may
have the most difficulty entering the new higher education envi-
ronment. Courtney (1986) identified five major differences in
the socialization process of an American Indian student who
resides on a reservation that affect the student's functioning in
traditional educational settings in the United States. Two of those
conceptual differences are described here.

First, according to the American Indian, life is seen as a whole
rather than in parts. The American Indian has a "whole" and
concrete world view that recognizes and honors the connect-
edness of all things (humans, animals, plants, and the environ-
ment); the physical world and the spiritual world. Abstract
concepts and processes that require complex analysis of the
individual parts, rather than this perceived whole, can be very
difficult for the American Indian student.

Second, the American Indian sees human beings as highly
active in the spiritual world. Contrary to the Christian belief that
human beings' actions may affect their current life and afterlife,
American Indians' belief that their actions affect both the physical
and spiritual communities concurrently greatly influences their
sense of self in relation to the environment.

The two examples cited were posed by Courtney (1986) as
commonalities in the belief system of American Indians. It is
important to realize that although there are same commonalities
among the different tribes, there are also major differences in
culture (language, dress, customs) from tribe to tribe. These
differences also hold true for subgoups of other minority groups.

Although most Hispanics share some cultural asr ,xts, Puerto
Ricans, Mexican America's, Cuban Americans, and other Latin
Americans also differ in some aspects. Likewise, Chinese Amer-
icans, Japanese Americans, and other Asian American goups
do not share identical cultures although some aspects are the
same. Among blacks, too, there are subgroups that vary in
cultural traits. To assume otherwise is equivalent to assuming
that all Coloradans ski and all Texans own oil wells.
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These differences within ethnicities, it is important to note,
are slight in comparison to the ways that a minority student's
customs, values, language, styles, social interaction patterns,
and dietary habits differ from those of the predominant culture
on campus. Orientation and counseling programs should be
designed to assist students in the process of socialization to a
different cultural environment.

Family Support
Tracey and Sedlacek (1985) examined the noncognitive variables
that contributed to academic success of black students. They
found that family support for college plans had a significant impact
on persistence during the first year. Raymond, Rhoads, and
Raymond (1980) compared the importance of family relationships
for blacks, Hispanics, and whites and found that blacks and
Hispanics attributed significantly more importance to family rela-
tionships than did whites. Keefe, Padilla, and Carlos (1978)
concluded that Mexican Americans rely primarily on their
extended family network and seek relatively little support from
outside sources.

Although family support is a sipificant factor for all students,
it is of special significance to minorities. Their cultures place a
greater value on the family, and there is a greater challenge and
adjustment required of them as they enter a predominantly white
college or university. It is ironic that while the need for family
support is greater, minority parents are less able to provide it.

Equal access to education for all minority groups did not
become law until the Supreme Court decision in Brown vs. Board
of Education for Topeka, Kansas, in 1954. Almost 35 years after
this landmark decision, there continues to be a disparity in the
percentage of American Indians, blacks, and Hispanics who
graduate from high school and pursue higher education. Con-
sequently, most minority students are the first generation in
their family to attend a college or university, particularly a pre-
dominantly white university. Without this collegiate experience,
parents may not be able to prepare their children for, and advise
them during, their college endeavor. The parents' lack of fa-
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miliarity with predonhantly white higher education institutions
places minority students at a distinct disadvantage. Therefore,
colleges and universities need to provide orientation programs
specifically designed for minority parents tct help them better
understand the new environment in which their children will or
are matriculating. Some suggestions for involving parents are
included in this chapter.

PSYCHOLOGICAL FACTORS
A positive self-concept and high self-esteem contribute signifi-
cantly to the success of minority students in educational settings
(Armstrong-West, 1984). Jenkins (1982) defined self-concept
as ". . . an interconnected collection of the various ideas, images,
and feelings . . ." (p. 28) that a person holds about herself or
himself. He defined self-esteem as the affective evaluations and
judgments of our worth as individuals (p. 30). In other words,
self-concept is how an individual answers the question: "Who
am I?" Self-esteem is how the individual answers the question:
"How much am I worth?"

The answer to the second question, especially for the young
and inexperienced, depends in large part on society's valuing of
the answer to the first question. Racial identity, then, is one
component of the self-concept, and the value and importance an
individual places on his or her racial identity certainly contributes
to his or her self-worth (Wyne, White, and Coop, 1974). One
need not, and often should not, merely reflect the values of
society because the young have yet to form their criteria based
on life experiences. Nevertheless, society's values, at least
temporarily, dictate students' values even, or perhaps espe-
cially, when those values work to their detriment.

Racial Identity
Two approaches have been used to examine the racial identity
of minorities (Atkinson, Morten, and Sue, 1979). The first
method places minorities into typologiwl categories such as a
continuum from militant to conservative, or from ethnic to assim-
milated. The second method approaches racial identity as a
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developmental process, with individuals placed in stages instead
of categories. The second approach recognizes that individuals
do not necessarily remain in one category, but can change atti-
tudes and behavior related to racial or ethnic identity.

Atkinson, Morten, and Sue (1979) prt sented a five-stage
minority identity development model. In stage one, conformity,
individuals prefer the cultural values of the dominant culture over
their culture. Physical and cultural characteristics that identify
them with their minority group are depreciated. Stage two,
dissonance, is a result of the individual's encounter with infor-
mation or experiences that are inconsistent with the views that
he or she had in stage one, and this dissonance causes conflict
and confusion regarding previously accepted values and beliefs.
Resistance and immersion, stage three, produce total rejection
of the domina ::i. society and its culture. Individuals in this stage
accept completely the views of the minority group and are moti-
vated to end oppression of their group. Introspection, the fourth
stage, occurs as the individual experiences discomfort with the
rigidly held views from the previous stage and begins to develop
more individual views, This, in turn, leads to conflict between
loyalty to one's group and personal autonomy. The final stage
is synergetic articulation and awareness. A sense of self-fulfill-
ment is experienced in this stage; conflicts from the previous
stages are resolved; individuals are able to objectively examine
cultural values from both the dominant and minority cultures and
accept or reject those values based on their experiences.

Goodman (1972) noted that an individual's idea of who she or
he isthe self-conceptcontributes significantly to how the
individual responds to society's institutions. The extent to which
a person's self-concept is confirmed or rejected by others is
crucial to the person's development and to social and academic
integration. If a student's interactions with an educational insti-
tution are positive and rewarding, the student's self-concept and
self-esteem are nurtured. There is a geater likelihood that the
student will achieve academic and social integration at and with
the insfitution.
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Davidson and Greenberg (1967) discovered, in examining
black children from Harlem, that the lower the level of their
self-esteem, the lower the level of their academic achievement.
Conversely, the higher the level of self-appraisal, ego strength,
and self-concept, the higher the level of academic achievement.
Jenkins (1982) reported that the ethnic identity and self-concept
of black children improves with age as they apply the feelings
of efficacy that they gain from their successes in other areas of
development to their sense of ethnic identity. Hence, the edu-
cational experiences of minority students, like those of all stu-
dents, are critical to their identity and self-concept as adults.
The difference lies in the minority students' far smaller proba-
bility that those experiences will enhance their self-concepts and
their educational success.

Researchers indicate that it is individual perceptions of social
and academic integation that are most directly associated with
persistence/attrition (Robinson, 1969; Starr, Betz, and Menne,
1972; and Noel, 1978). These researchers report that a student's
satisfaction with various aspects of the social and academic sys-
tems of a higher education institution differentiate between per-
sisters and dropouts.

RETENTION ISSUES AND ASSUMPTIONS
The social Ind psychological factors identified in the preceding
sections that influence the successful retention of minority stu-
dents at predominantly white colleges and universities can be
grouped into three major issues: the role of the family, social
isolation, and self-identity. It is vital that higher education insti-
tutions recognize the key roles these issues play in helping to
retain minority students on campus. We restate them in terms
of these issues:

The Role of the Family. Our nation's long history of discrimination
in general and discrimination in access to education in particular
has created a special dilemma in providing minority students
with higher education. Minority cultures have in common a
respect and valuing of family greater than that of the majority
culture. It follows that the minority family group can be a major
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factor in the success or failure in any major endeavor undertaken
by one of its .nembers.

Higher education is a major endeavor for anyone. Because
our institutions cf higher /earning continue to be exclusively
based in Anglo-Saxon values and experiences, higher education
represents an even greater challenge and requires even greater
adjustments for the minority student. Given this greater chal-
lenge and this greater valuing of familial support, an obvious
priority in any retention program would be to involve the stu-
dents' families.

Therein lies the dilemma. Because access to higher education
was denied them, minority parents cannot advise from experi-
ence. Because current curricula too often ignore or devalue the
contributions of minority cultures, minority parents often per-
ceive higher education as hostile to their heritage. Because of
limited earning power, often due to that lack of education, minor-
ity parents frequently lack the funds and opportunity to patti-
cipate in the usual parental orientation activities on campus,
much less attend more frequent ones. The result: where the
need for family support is greatest, it is least likely to be found.

Social isolation. Since the percentage of minority individuals who
pursue postsecondary education is significantly lower than that
of their white counterparts, minority students are an even great-
er minority on campus than in society at large. They enter an
academic environment that emphasizes a nearly exclusive study
of and performance in Anglo-Saxon values and traditions without
the family support they want and need, as pointed out above.

At the same time, by their attempt to accomplish what others
of their culture have not, they leave their alternative support
system of peers. At an age when many are seeking and finding
their first close relationships outside their families, whether
friendship or romance, these minority students are entering a
milieu that sharply reduces their contacts with peers of their
age and culture. At a time when peer support is expected to
replace the family support that will be gadually reduced, these
young people are joining peers who are unfamiliar and have
different values and background and who are, not infrequently,
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hostile. It is hardly surprising, then, that students from minority
backgrounds should describe their college experiences in terms
of isolation and alienation.

Self-identiO. From the very early stages of development, chil-
dren in our society are inculcated with values and ideas through
the mass media and the educational system, as well as those
that are taught by the family. As we mature we progress through
stages that mold and alter our self-concepts and, ideally, we
resolve the conflicting values and ideas presented us.

The traditional-age college student is particularly preoccupied
with these issues. For the minority student, whose messages
from home aad family are more frequently and more deeply in
direct conflict with those presented by society at large and by
higher education in particular, the struggle to define oneself and
develop healthy self-esteem may prove far more difficult than
those of their peers in the majority gxoup. When the difficulty
of this struggle is added to the unmet needs for support discussed
above, one begins to understand how these three factors inter-
twine to threaten academic success.

To those major considerations should be added Chernin and
Goldsmith's (1986) list of assumptions that apply to all retention
programs:

Students who feel a part of the institution are less likely to
drop out.
Families play an important role in determining a student's
persistence in college.
Freshman students are more likely to withdraw than
upperclassmen.
It is important that retention strategies be implemented in
the freshman year.
Interactions between students and faculty are important
factors for retention.

Further, Tracey and Sallacek (1985) stated that the student
affairs department should become involved in the minority stu-
dent retention effort, but that the retention function should not
be relegated to only that division. Chernin and Goldsmith (1986)
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also addressed the importance of the entire college community's
participation in retention efforts.

The listed assumptions are valid and must be kept in mind as
colleges and universities plan their minority student retention
strategies. Furthermore, particular attention should be given to
the social and psychological factors discussed in this chapter and,
with both those factors and assumptions in mind, the following
recommendations are presented.

RECOMMENDED COMPONENTS OF it
COMPREHENSIVE RETENTION PROGRAM

A retention program should be designed to work with students
from preadmission through postgraduation, with particular
emphasis during the freshman year. Lack of important pread-
mission counseling can create retention problems after the stu-
dent has matriculated. For example, minority students often are
unsophisticated regarding deadlines and procedures for applying
for on-campus housing and financial aid. Their limited resources
and inexperience often place them in inadequate housing arrange-
ments and the resulting stress places undue burdens on the
already highly stressed students. Thus, a comprehensive reten-
tion program should address these and other related concerns
of minority students.

Support services for the minority student should continue
through the senior year, although particular attention should be
given to freshman minority students. The kinds of support minor-
ity students need during each year in college may differ. For
example, freshmen are faced with major adjustments to a new
environment and need more information about the campus and
the services offered. As the minority student progesses in
college, assistance with a selected academic major, additional
career exploration through cooperative education and intern-
ships, and academic advising become paramount issues. Starting
in the junior year, the minority student will likely need assistance
in exploring graduate or professional school opportunities, finding
employment, and preparing him or herself for new challenges.
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Finally, by conducting exit interviews, institutions can reap the
benefits of learning why some students graduate from the insti-
tution while others leave prematurely.

If higher education is to continue despite the projected losses
of enrollment of the white population, then it must learn to
attract, retain, and educate the projected majority of this nation's
population in the next generationmembers of minority cul-
tures. Therefore, programs should be instituted to educate and
sensitize today's campus population to the advantages of and
necessity for cultural diversity throughout the campus. Such
change will improve the quality and scope of each graduate's
knowledge and understanding of humanity and civilization, that
is the fundamental core of their education. It will also enhance
minority students' self-esteem and their academic success, and
protect and ensure a viable educational system for all of us in
the next century.

Planning and implementing retention programs should involve
all areas and levels of the institution. A retention program that
is confined to one area or division of the institution is insufficient.
Programming should not be restricted to students and student
affairs personnel anymore than it should be restricted to minor-
ities. Faculty, administrators, and other staff must also be
encouraged to participate in retention efforts. Numerous studies
on retention programs have clearly shown that total institutional
commitment with strong support and direction from the exe-
cutive administrators is essential to a successful retention
program,

Let's explore some individual components of a comprehensive
and successful retention program.

Orientation Programs
New student orientation progams are important to retain all
students and critical in assisting minority students who may find
the college enviromnent particularly unfamiliar. Orientation fa-
miliarizes minority students with the campus and its services and
it should also introduce them to mombers of the administration,

t
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faculty, staff, and other students. Academic advising should also
be given at this time.

Orientation sessions should be used not only for preparing
minority students for a new academic and social environment,
but also for preparing white students for a more culturally diverse
campus. The various cultures present on the campus should be
acknowledged during a session regarding the campus population,
and the value of this cultural diversity should be publicly recog-
nized by the institution's representative as well as discussed in
large and small groups of new students. Small group activities
that give all participants an opportunity to interact one-on-one
with individuals from other cultural backgrounds should be
planned. Student peers working with the orientation program,
themselves culturally diverse, can be trained to lead small group
activities.

Minority students should have the opportunity to attend addi-
tional sessions that provide interaction with minority adminis-
trators, staff, faculty, and students. During these special
sessions, information pertinent to the minority population can
be disseminated and questions that the student might be hesitant
to ask in a majority session can be fielded from the participants.
Written materials, audial and visual presentations, and panel
discussions are effective in conveying this information.

Adequate training of student peer workers is vital to the
success of orientation activities. A required course through
which the student employees can earn elective credit is the
optimal setting in which to accomplish this training. The course
should include basic listening and communication skills, prepar-
ation for facilitating small group activities, and information
regarding the needs of special student populations, in addition
to all of the information pertinent to student academic advising.

Bridge Programs
Summer "bridge" programs that provide an opportunity for stu-
dents to attend a summer session between high school grad-
uation and the beginning of their freshman year at college have
been instituted at several colleges and universities across the
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country. For example, at several institutions students may enroll
for six credit hours in mathematics and English; these credit
hours count toward their degyee. Additional support through
peer counselors, tutors, and teaching assistants is provided to
assist students in making the transition to college. The number
of colleges and universities instituting this type of summer pro-
gram has increased because of the success of the Upward Bound
and Special Services programs that have used these methods.
Bridge programs allow first-year minority E iclents to adjust to
the campus environment while receiving support that may not
be available during the regular academic year.

Parent Programs
As previously mentioned, many minority students are first-
generation college otudents; hence, minority parents have not
usually had the experiences their sons and daughters will encoun-
ter at college. These parents may have numerous questions
about college and their children's collegiate experiences not
common to other parents. Written and oral communication and
program activities for all parents are important. However, it is
especially important to parents of first-generation college stu-
dents regardless of their racial and cultural backgrounds. If
admissions does not already target their first-generation college
students (rather than assume all minority students are in this
category), this information can be easily extracted from most
existing data bases of new admissions. Once identified, parents
of first-generation college students should receive communica-
tions especially designed for their special circumstances.

Campus visits may help parents of prospective and new minor-
ity students, but, as mentioned earlier, the ones who might
benefit most are often the ones least likely to attend. A special
weekend program for parents of current students is also a good
method of keeping parents informed and more aware of their
children's collegiate experiences. More parents might attend
this type of program since their children are already on campus
and this gives parents an opportunity to visit them. The difficulty

t)
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for minority parents to attend the program might be eased by
financial assistance, if it is available.

There are other impediments to consider: work schedules,
young children at home, and shyness and embarrassment in a
world that is "beyond" them. Off-campus parent programs may
be feasible in some areas for some institutions, and they can be
highly effective 41 eliciting parental support from minoritygxoups.
Although these off-campus programs do not allow the parents
to view the campus first-hand, they build an awareness of the
interest the institution has demonstrated in the students'
families.

A newsletter that provides current information regarding cam-
pus activities, important deadline dates, and other necessary
material will reach those unable to visit campus. All written
communication with parents of first-generation college students
should be appropriate to their special circumstances. Bilingual
editions for institutions with Hispanic students are strongly
recommended. Clear, simple, informal writing, in whichever
language, should be the norm.

Mentor Programs
Minority students need good minority role models with whom
they have significant personal interactions. Three different kinds
of mentoring programs, a student mentor program, a faculty
mentor program, and a career mentoring program, are recom-
mended. These programs differ in the status of the mentor
student, faculty/staff, alumni, or community professionalsand
in the type of support and information available to the new
student.

In the student mentor program, incoming students are
matched with upperclass students. Matching mentors with "pro-
teges" can be done in a variety of ways; however, linking stu-
dents who have the same college major provides a very evident
common interest and an immediate resource for the new student
regarding academic concerns. Written communication between
the mentor and the protege should be encouraged before the
protege arrives on campus. A mentor should meet the protege
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in person soon after the protege's campus arrival. Student men-
tors should be appropriately trained. As part of their training,
student mentors need to be made aware of adjustment concerns,
symptoms of potential problems, appropriate campus resources
and referral procedures, and protocol regarding the relationship
between the mentor and the student.

The faculty mentor program matches faculty and staff mem-
bers with minority students. Orientation sessions for mentors
and new students should be held to describe the objectives of
the program and provide suggestions for one-on-one activities.
Large gioup activities sponsored by the institution at least twice
a semester provide an opportunity for the participants to interact.
Mentors should also meet with their student individually at least
twice a semester. This personal interaction with faculty and staff
helps students perceive persons in authority as approachable
human beings and encourages them to discard misconceptions
that may inhibit them from interacting with faculty outside the
classroom.

When minority students reach the junior year, a career men-
toring program is an appropriate intervention. Students are
matched with minority professionals in the community to gain
experience and information in their chosen field. If the profes-
sional mentors are also alumni of the institution, they can provide
additional support and information pertinent to that particular
institution. Activities must be planned to bring the professional
mentors to campus for orientation and introductions to their
proteges. Students then spend at least one day per month at
the worksite with the mentor. In addition to the career devel-
opment gained from this program, the opportunity to establish
networks in the student's chosen profession is invaluable.

Peer Counseling Pi ()grains
Special population support groups, such as a black students'
group or a Hispanic male group, are an excellent opportunity to
address social and psychological issues that minority students
encounter. The groups may be single-sex gjoups or specific to
one ethnic population, depending on the proposed issues to be
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addressed. For example, issues regarding racial identity may
be more easily addressed in groups comprised of people from
the same ethnic background. Also, issues regarding gender
identity as well as racial identity may be more effectively dealt
with if all the group members are of the same sex. Male/female
relationships, however, are an area of concern more suited to
coed groups that provide an opportunity for dialogue between
the two groups.

As has been discussed, minority students may have some
specific concerns regarding assertiveness. These concerns may
be more effectively ameliorated in special groups that recognize
the cultural differences that affect assertive behavior for these
populations. Social isolation and alienation have also been iden-
tified as particular concerns for minorities. New relationships
and friendships that emerge from participation in these groups
are evidence of their value, though often more important is the
opportunity they provide for discussion and resolution of issues
like loneliness, homesickness, and alienation.

Leadership and Organizational Development
Participation in campus activities and organizations has been
shown to have a positive effect on retaining minority students.
Working with minority student organizations not only helps
develop leadership skills for its officers, but ensures activities
and positive experiences for all members. Working through
student organizations is also an excellent outreach mechanism.
Providing information and delivering programs at the invitation
of the organization during regular meetings is efficient for the
students and results in greater access to minority students for
student development personnel.

A minority student leadership course is also recommended
for a retention program. Such a course is currently offered
through the educational psychology department at the University
of Texas at Austin and students are able to select it as an elective
for any major. The course provides information on leadership
theories, successful minority leaders, organizational and man-
agement theory, public speaking, assertiveness training, and
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methods of evaluating organizational effectiveness. The class
format provides numerous small group activities and opportun-
iJes for hands-on experience. In addition to producing strong
minority organizations and leaders through the aforementioned
activities, the course helps students develop enough self-con-
fidence to join and assume leadership positions in majority stu-
dent organizations.

Promotion of Cultural Diversity
University environments tend to offer extracurricular activities
and cultural enrichment programs that reinforce the values and
practices of the dominant culture. A concerted effort must be
made to ensure that musical and theatrical productions, art
exhibits, lectures and other cultural and aesthetic activities
represent the cultural diversity of the university population. This
effort benefits not only the minority students on campus, but
also exposes the white community to culturally diverse offerings.
A message is sent to the entire university community that ethnic
minority contributions are a valuable part of society.

Exit Interviews
Two types of exit interviews are benefic;al in determining the
factors that contribute to the retention of minority students--
an interview of those students who choose to leave the institution
prior to graduation and an interview of graduating seniors.
Ideally, institutions should require all students who withdraw
from the university prior to graduation to meet with an exit
interviewer. At this interview, a staff member can discuss in a
private, face-to-face setting the factors that helped the student
decide to withdraw from the institution. The student can also
be required to complete a written questionnaire that may identify
some additional factors that the student may not have considered
previously as having a role in his or her persistence at the college
or university. Demographic data can also be solicited through
the written interview. Suggestions on how the institution might
have better served the needs of the minority student should
also be requested on this questionnaire.
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Similar information regarding fact6rs that seniors perceive as
having contributed to their success at the institution should be
requested of all minority graduates. Likewise, demoicaphic data
and suggestions for improvement in services can be solicited.
A written interview sheet should be sufficient for collection of
data from graduates. If time and personnel allow, oral interviews
with graduating seniors would provide additional valuable infor-
mation since follow-up questions provide clarification that is dif-
ficult to obtain on a written questionnaire.

SUMMARY

Minority students encounter special social and psycholoOcal
barriers that may affect their academic performance and success
at predominantly white institutions. These barriers exist and
influence educational achievement throughout the predominantly
white educational systemkindergarten through higher edu-
cation levels.

Unfortunately, this country has failed to recopize the value
of cultural differences and its schoois have failed to adjust the
curricula and the classroom environment to accommodate these
differences. The problem is exacerbated by the existence of
disparities in the funding of schools in economically disadvantaged
areas from which many of the minority students come. Con-
sequently, many minority students experience inadequate aca-
demic preparation on the elementary and secondary levels,
which produces an increased number of dropouts as well as
lowered standardized test scores.

The problem of retaining minority students continues on the
college and university level. Social factors include issues relating
tc how conducive the campus environment is to the satisfactory
progess of students outside the dominant group and the quality
of relationships that minority students are able to experience in
this environment. Psychological factors include issues related
to the self-perceptions of the minority student. Retention pro-
grams developed by higher education institutions, if they are to
succeed, must include a focus on meeting the needs produced
by these social and psychological variables.
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In this chapter, a comprehensive retention program that
addresses the social and psychological factors and assumptions
regarding retention has been recommended. It is underscored
that retention efforts be conducted from before the freshman
year through the senior year, from bridge programs prior to
matriculation through exit interviews at the end of the student's
enrollment. Furthermore, the goals that predominantly white
higher education institutions should strive to achieve through
their retention progains should be to:

Decrease the social isolation of minority students and make
them more an integral part of the institution by increasing
and enriching interactions between the minority students
and administrators, faculty, staff, and other students
Enhance the self-concept of minority students by recog-
nizing their cultural diversity and the contribution of cultural
diversity to the institution, and by encouraging and pro-
viding for minority students' academic and social success
Involve and support minority students' parents so that they,
in turn, will be prepared to properly advise and nurture
minority students during the college years.
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Chapter 3

Academic Integration:
Tools for Minority

Retention
Mary M. Edmonds
Debra P. McCurdy

Without question, the hallmark of student retention is an insti-
tution's ability to challenge students' academic and personal inter-
ests so they will complete a program of study successfully
that is, until graduation. Those activities that best facilitate aca-
demic growth and skill development form the "meat and pota-
toes" of an effective student retentiun prow-am.

Myriad program activities are necessary to help students
reach their academic potential. Collectively, they are intended
to fulfill several academic objectives: to challenge students as
they learn, whether it is in the classroom, the laboratory, or
while seated at the computer terminal; to assist in their appraisal
of their academic skills and abilities; to diagnose academic defi-
ciencies with the goal of their remediation and subsequent en-
hancement; to expand and direct creative enerOes into productive
thoughts or viable activities; to teach discipline-specific skills;
and to enhance critical thinking skills.

As previously discussed in this monograph, student retention
requires a blend of institutional and student characteristics, per-
sonal and academic skills (or potential ones), and hindsight and
foresight. This chapter highlights the academic factors necessary
to effect minority (and other) st;Idents' academic success in
American colleges and universities.
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FACTORS RELATED TO ACADEMIC SUCCESS
A review of the current literature on academic retention serves
a variety of purposes here: first, to identify those retention
factors; later, to illustrate their use within existing programs;
and fmally, to project their role in retaining future minority
students.

Academic Integration
Academic integration involves students° perceptions of their
intellectual values with their peers and faculty (Pascarella and
Terenzini, 1979). This variable is thought to play a significant
role in a student's academic success in college. Tinto (1975)
asserted that students who value their educational experience
and who are satisfied with the opportunities to achieve success
provided them are more likely to be academically integrated;
such "integration" will influence persistence positively and may
be related to better gades (Donovan, 1984).

Whenever academic integration is absent or is insufficient,
individuals may perceive themselves at odds with the institottion
and experience personal incongruence; also they feel isolated
and deprived of significant interactions whereby academic inte-
fixation may be achieved (Tinto, 1975). For academic integration
to occur, and for academic development to flourish, supportive
interactions with faculty are necessary (Wilscl, 1975).

Interactions with Faculty
How minority (and Anglo) students interact with and relate to
faculty and staff appears to be an important factor in students'
acAdemic success. Wilson (1975) observed that, in order for
education to be effective, it must encompass a variety of aca-
demic relationships which extend beyond mere facts and knowl-
edge presented in the classroom. According to Chickering
(1969), "After relationships with peers and peer cultures, rela-
tionships with faculty come first in importance" (p. 233). Such
student-faculty interactions can influence academic integration
even when such exchanges focus on intellectual development

0-1 :
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as well as present opportunifies for out-of-classroom learning
interactions (Cope, 1978; Pascarella and Terenzini, 1979; Spady,
1971).

In a classic study, Pascarella and Terenzini (1978) investigated
student-faculty relationships and their educational outcomes.
They found that "the frequency of students' informal contacts
with faculty (concerning academic matters) were associated with
academic performance posifively and influenced measures of
intellectual development" (p. 108). Later, other educators (Pas-
carella, Duby, and Iverson, 1983) discovered that the quality of
the interaction with faculty, rather than the frequency, played
a significant role in a student's academic growth and persistence.

Not all faculty-student interactions have positive outcomes
for minority students, however. Fleming (1985), in a study of
blacks on predominantly white and historically black campuses,
found that blacks, especially those on predominantly white cam-
puses, experienced anxiety regarding their academic and non-
classroom faculty interactions. Burrell (1980), in an earlier
examination, suggested that when faculty-student interactions
were not positive and resulted in some anxiety, minority stu-
dents were likely to feel alienated and did not request academic
assistance from white faculty.

Faculty Perception of Minority Students
Faculty expectations of minority students' performances are
critical to their ability to perform academically, as discussed
earlier in Chapter 2. Several educators have argued that faculty
members' responses, expectations, and attitudes toward minor-
ity students are often negative or dysfunctional (Holliday, 1985;
Hunt, 1976; Washington, 1982; Williams, 1978). Faculty often
inhibit minority students' academic success by presenting dis-
torted, naive, and oftentimes biased perceptions about them.

Gamson, Peterson, and Blackburn (1980) noted that white
faculty are often very anxious about teaching black students.
This anxiety may be due to misperceptions about minorities or
to a reluctance to interact with individuals with personal char-
acteristics, values, and interests different than their own. Such
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reluctance to interface with minority students is unfortunate
because they ". . . originate from sources (faculty) considered
reliable (and respected) and (challenge) a belief (to which) the
performer (the student) is already sensitive" (Howard and Ham-
mond, 1985, p. 20). This misperceptioncan lead later to lowered
self-esteem and confidence which, as has been observed time
and time again, is destructive to academic performance and
achievement.

A Student-Focused Model for Retention Programs
This review of literature on student retentior. indicates that a
myriad of factors interact to affect minority students' academic
and personal success in college. To understand these factors
and their relationships, a framework for conceptualizing them is
needed. The dynamic student-focused retention model (Figure
1) described below offers that much-needed framework. It is
intended to demonstrate the ongoing and dynamic interactions
among several campus or individual (student) variables:

individual student characteristics
four academic and social integration measures as originally
conceptualized by Pascarella and Terenzini (1980)
institutional commitment
demonstration of that commitment within academic and
student affairs departments
student outcomes or measures of their success.

Student Characteristics
Students' individual characteristics may influence, differentially,
the degree to which they will achieve success in college. Among
the factors which must be acknowledged are: demographics such
as gender, race or ethnicity, age, parents' educational levels;
intellectual measures, including academic preparedness, enter-
ing and college-earned gade point averages; sense of belonging
measures such as involvement in academic work and partici-
pation in social extracurricular events; and financial resources.

7 'kJ
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Figure 1

Academic and Social Integration Subscales

The academic and social integation subscales, developed by
Pascarella and Terenzini (1980), were modified to examine
minority students' perceived levels of social and academic inte-
gration at predominantly white institutions (McCurdy, 1985).
Collectively, they represent students' perceptions of their out-
of-class interactions with faculty, peer interactions, academic
and intellectual development, and demonstrated faculty concern
for student3' academic development. In the model, these sub-
scales interact with each other and with the individual student
characteristics to influence students' academic success.

()eV ofltmlfA

Institut ionai Commitment
This part of the model represents an institution's level of support
for and commitment to students' academic and personal growth
and development. More directly, this factor may be used to
understand the relationship between an institution's efforts
toward recruitment and retention activities and students' aca-
demic and personal development while at college. In the model,
institutional commitment surrounds the student, presumably to
support the minority student's efforts to achieve academic
success.
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Institutional Interventions
Planning, programming, and evaluating an institution's commit-
ment for academic success is reflected in this circle. Within this
circle are those programs and services which, collectively, con-
tribute to a strong commitment toward retaining students. Cen-
tralized and decentralized retention activities may be included
here from both academic departments or colleges and schools
and from student affairs units. These institutional interventions
may extend to resources both on campus and those within the
community, including those with parents and alumni.

COLLEGE ACADEMIC ACTIVITIES TO ENSURE
ACADEMIC SUCCESS

Once colleges and universities identify and understand the mul-
titude of academic and social factors that collectively influence
a student's academic integration and subsequent success, the
task then is to create innovative, timely, and cost-effective pro-
gams and services for their academic consumers. This challenge
has proven to be no easy feat for institutions to achieve, espe-
cially during times of financial shortfalls and limited resources.
Nevertheless, institutions must find ways to meet the demanding
needs of talented minority youth. What resources will help them
best reach their academic and personal educational goals? Con-
sider the following: direct classroom support, ancillary instruc-
tional support programs; academic advising; student
extracurricular activities, and curriculum development.

Direct Classroom Support
Academic support activities of this nature involve working with
teaching faculty to implement or institute some in-class academic
services. These activities are wide and varied and usually are
defined initially by the interest of the faculty member. Forexam-
ple, a faculty member may devote an entire class period to
preparing students for exams: suggestingways to organize study
time and materials; advising them about the type of exam to
expect (problem solving, essay, or objective) and how to prepare
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for it; and later extending class time to review returned exams.
While this type of student support is prompt, immediate, and
specific, it is usually left to the discretion of the professor to
deliver. Rarely is there institutional monitoring of such activities.

Ancillary Instructional Support Programs
Instructional support programs may involve a multitude of aca-
demic suggestions which complement students' within-class aca-
demic presentations. Often these activities are developed
outside of an academic discipline or apart from an academic
department. These resources may commonly be found within
learning assistance centers, academic colleges, or the institu-
tion's division of student affairs. Such activities may include, for
example, study skills training; reading, math, or language labo-
ratories; short courses in skill areas like time or test anxiety
management; computer-assisted individualized instructional pro-
grams; one-on-one individual or small group tutorials; and skill
enhancement workshops.

One innovative type of institutional support is Supplemental
Instruction (SI). Intended as an academic support program,
Supplemental Instruction is believed to affect problems of stu-
dent performance and attrition significantly. SI is a modified form
of discussion group which is designed ". . . to assist students
in mastering the concepts of an academic course and, at the
same time, to increase student competency in the study skills,
relevant to the course as it progresses." Offered as an adjunct
to courses at a growing number of universities, SI's focus on
both the content and the process of mastering the subject matter
has proven to be an effective strategy in providing students with
the skills necessary to succeed in traditionally difficult courses
(Kallison, Daniels, Kenny, and Heard, 1987, p. 1).

SI discussion group leaders may include teaching assistants
or other graduate students, or even upperclass students major-
ing in the subject and certified as competent by faculty. The SI
leader attends class regularly, completes readings and other
outside course assignments, and leads a discussion group several
times a week (p. 1). Within these discussion groups, the course
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content is clarified and reinforced while introducing effective
processes for mastering that content. Skills such as note taking,
text reading, problem solving, and test preparation are men-
tioned often. Faculty members who teach courses with SI com-
ponents do not have to modify their course content or teaching
methods; rather, the SI focus is on mastering the course as it
is presently taught.

The two premier SI progams in the United States are at the
University of Missouri at Kansas City and the University of
Texas at Austin. While not all the data is available on these
programs' long-range effect on student retention rates, both
programs offer strong evidence for using this instructional
method as a viable retention tool.

Academic Advising
Academic advising is the fulcrum point of academic success; it
can aid smooth sailing through the degree program or create a
visible barrier reef to success. Academic advisors, to maximize
their support of minority students' retention, must help students
select academic offerings that are compatible with their current
ability yet challenge them intellectually, as well as support their
educational goals. Advisors may accomplish this goal in several
ways: by preenrollment evaluation and assessment of academic
skills (and deficiencies), early warning systems to provide feed-
back to students experiencing academic difficulties, setting real-
istic (and achieving) timetables for completion of programs of
study, and encouraffing classroom faculty-student interactions.

Far too often, students (as well as faculty and administrators)
perceive advising as the Achilles' heel of academia. No one likes
academic advising, and few can identify ways to improve its
efficiency. (There may be some causal relationship between
those two statements.) Nonetheless, it is one of those activities
that we "must provide." Colleges and their academic depart-
ments may minimize or reduce their complaints about. advising
if they consider the following suggestions,.

1. Faculty and other professional staff who conduct advising
must be given the message tfrat they are valued for the service
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they provide. In other words, advising activities must be
rewarded better within most department units. Failure to do so
lowers the quality of the advising experience for students and
may later become a contributory factor in students' academic
demise or prolonging their degree completion.

2. Advisors should be trained to help students select courses
which are most compatible with their abilities and educational
goals.

3. Advisors with strong interpersonal skills and cross-cultural
expertise interact best with minority students and experience
the most success with students.

4. Advisors will benefit from training which helps them be
aware of minorities' concerns about classroom interactions with
professors and their ethical practices, set realistic educational
goals, and direct students to involvement with other academic
support and enhancement programs.

5. Early warning alert systems, which provide students with
feedback concerning their standing in classes and overall, will
help reinforce advisors' or teachers' recommendations to stu-
dents. Early warnings are best if they occur within the first week
of an academic term or are sent immediately after the first round
of exams.

Academic advisors who are responsible for these academic
tasks cannot be successful without possessing interpersonal
savvy, especially in relating to minorities, and technical skills
and knowledge concerning their college's requirements. As a
prerequisite, institutions can strengthen their potential for
retaining students when they place academic advising as an
institutional priority and reaffirm that commitment by providing
ongoing training and staff development activities for advisors to
stay abreast of new developments in advising service delivery
or within the discipline.

l'hese are but a few suggestions or ideas for enhancing advis-
ing on college campuses. Institutions and their departmental
units are encouraged to exchange advising ideas and sugges-
tions, both inter-and intracampus, if they are to develop quality
advising services.
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Student Extracurricular Activities
Students can enhance and expand their academic talents by
participating in academic out-of-class learning experiences.
These learning opportunities vary in type and method of delivery
offering students the opportunities to refine their talents while
motivating them to excel. In addition, such academic learning
opportunities provide students with hands-on exposure to the
worlds of work in which they may enter. Such extracurricular
activities begin not with students entering college. Colleges and
universities introduce these activities to middle and high school
students to stimulate minorities' interest in and appreciation for
college.

Edmonds and McCurdy (1986) suggested that a series of one-
day academic activities designed to encourage college aspirations
might spark junior high school students to consider college as a
career option. Adopt-a-school programs, such as the Austin
(Texas) Independent. School District program described in Chap-
ter 5 can help students develop perseverance and motivational
factors necessary for academic success both in high school and,
later, in college settings.

Furthermore, national programs such as Inroads, Inc., high-
lighted in the concluding chapter, also stimulate minority stu-
dents' academic interests in pursuing college and subsequent
careers in industry. Students are given out-of-class tutoring and
personal development instruction while being introduced to the
corporate work of work by some of America's top industrial
companies. The outcome of such personal tracking for four or
five years is a well-informed and personally skilled young adult,
ready to make significant contributions in ihdustry and
government.

Curriculum Development
A university committed to developing the academic talents of
all its students must not cease its academic commitments once
they have provided sufficient advising resources. Without strong
curricula, competent faculty, and technical resources to exl-Tute
such curricula, an institution and its academic departments can
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fade into mediocrity and complacency. If this event were to
occur, many would lose: the students, the institutions, the tax-
paying public, and the entire nation.

Consider the following ways departments can enhance their
academic programs to best support minority students and their
intellectual growth:

1. Students are entitled to sound, high quality instruction,
even if attending a 300-person lecture. Often such large lecture
courses are assigned to junior and/or entry faculty who may be
less experienced educators. Departments might consider how
their curricula would be enhanced by reassigning full professors
to tackle those large coursesconsider the impact for minority
and other students who would begin their college experience
by learning from a department's most respected senior faculty.
Senior teaching faculty, quite naturally, would need "encour-
agement" to shift their priorities toward teaching entering stu-

3. However, faculty may respond to such incentives as time
off for research activities, increased teacher assistance support
or monetary reward, just to illustrate a few.

2. Departments should seek to communicate their curricula
clearly and precisely to students. Departmental requirements
should be outlined early in the academic year and highlighted
during orientation for new students. For minorities and others
who lack the family modeling or history of college, giving students
a realistic estimate of how long it will take to complete a program
of study will help students and their financial benefactors plan
well for college education.

3. Academic departments may choose to collaborate with
campus student affairs offices to provide tailored academic sup-
port services such as tutoring, study skills, and exam prepar-
ation. The benefit for students seems obvious: their skill
mastery, information comprehension, and subsequent retrieval
may be enhanced while they challenge their abilities to manage
their study and test-taking abilities. These attributes become
life skills which they will use later regardless of whether they
choose to attend graduate school or enter the work world. For
their time investments in such support services, institutions will
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discover they have students with stronger academic preparation
which (theoretically) results in better classroom performance
and higher grade point averages. Departments' national repu-
tations rest, in part, upon the academic excellence of their
students. For this leason, it may be wise for departments to
consider this healthy collaboration.

Academic and student affairs educators must remember that
collaborative efforts from various campus units is required and
essential if minority students are to excel in ways similar to their
Anglo peers, and if departments are to remain competitive in
attracting these young scholars. Academic departments in the
future would be well served if they exercised leadership in
minority student development. The entire campus community
will benefit.

SUMMARY
Within this chapter, academic integration and academic success
have been examined from several viewpoints; certainly the list
is not exhaustive. A model was presented outlining how an
institution can structure itself best to support its students' aca-
demic development. If those variables within our model are
understood clearly, developed thoroughly, implemented sys-
tematically, and strengthened by institutional commitment, then
colleges and their academic depanments have a framework for
guaranteed success with minority and other students.

It is hoped that as academicians review this chapter, the
discussion topics will serve as a proper catalyst for facilitating
and realizing even geater academic improvements for their
departments and their constituent faculty which re-mks in high
quality instruction to challenging and eager yourc, minority stu-
dent minds.
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The Emergent Role of
Multicultural Education

Centers on
Predominantly White

Campuses
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Today a sense of deja vu exists on many campuses. Once more,
minority students are demanding that predominantly white insti-
tutions create minority ethnic cultural centers for students (Hale,
1987). Not since the turbulent 1960s has there been such a
groundswell of minority support for "a place of their owr" on
predominantly white campusesand some major universities
have listened (University of Wisconsin-Madison, 1988).

This resurgence of interest in a place of cultural refuge is a
product of renewed racial attacks and harassment on campuses
across the nation (Perlez, 1987). Hence, this chapter addresses
issues and concerns of minority students attending predomi-
nantly white colleges and universities, and discusses the mul-
ticultural center's role and its worth in the creation of a more
socially acceptable atmosphere for the higher education of this
nation's minority students.

During the '60s pzedominantly white campuses across the
country recruited black and other minority students, many for
the first time. Often these students entered an academic revolv-



74 From Survival to S' ':ess: Promoting Minority Student Retention

ing door, ., they entered and they left without graduating.
Many of them were never officiPily admitted to a major or
program of study.

These students soon realized they were in these universities
but not of these universifies. There were no prcgrams, no
organizations, no services to assist their survival in this seem-
ingly all-white world (Allen, Bobo, and Fleuranges, 1984; Jones,
Harris, and Hanck, 1975). It appears that most minority student
centers were created by school administrators in response to
the sometimes nonnegotiable demands of minority students who
were exercising their newly acquired recognition of the influence
of public demonstration against perceived injustices.

Multicultural education and the establishment of multicultural
centers received some attention in academe in the late 1970s
and 1980s (Seelye and Wasilewski, 1981). Frequently, the cen-
ters evolved from black student organizations that became black
houses and, later, multiethnic student centers for blacks, His-
panics, and Native Americans. This, of course, was not always
the reason for a school establishing a multicultural center. The
writers note that in 1980 they could find multicultural centers
in only three states. Not uncommonly, while multicultural cen-
ters helped minority students feel less isolated from the main-
stream, the centers themselves became isolated from the rest
of campus life and thus less relevant to minority students' needs.
Some centers folded because of this while others adapted to
those needs and became more relevant to the university's minor-
ity student retention policies (Gribble, 1974; University ofWis-
consin System, Board of Regents, 1972). Through sundry
programs, these policies attempted to address minority stu-
dents' attrition as well as other issues concerning minority
students.

THE LITERATURE AND MINORITY STUDENTS
A review of the literature about minority students on predom-
inantly white campuses reveals that these students felt isolated
(Barol et al., 1983). This feeling was based in their small num-
bers; the presence of few, if any, role models; and limited
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minority-specific services. Also, there was little social contact
between black and white students in public places such as dining
halls, recreation centers, clubs, and progiams (Dinka, Mazzella,
and Pilant, 1980). Once enrolled, many students felt almost
completely isolated as well as alienated, and learned firsthar
that the social environment of the campus affected their acade
performance (Jackson, 1984; Edwards, 1983).

In addition, minority students suffered from the stereotyped
views held by some professors who saw them as below-average
students, underprepared for college, and/or lacking adequate
tra: ng in career planning (Reed, 1979) and worse, lacking in
burning potential. Such views sometimes became self-fulfilling
prophecies as their implied worthlessness plus feelings of alien-
ation and isolation convinced some minority students they were
unlikely to succeed in college. With no support and counterev-
idence, they dropped out (Fleming, 1984).

Some psychosocial theories are applicable to minority student
attrition. For example, W.I. Thomas postulated that every indi-
vidual has four basic wishes: the desire for new experiences,
security, mastery, and recognition. Furthermore, he believed
that these wishes could only be satisfied by the individual's
incorporation into society (Timasheff, 1957). If we substitute
"campus life" or "college" for "society," we can further under-
stand the feelings, and effects caused by them, to those minority
students who became convinced that they did not belong in their
institutions.

Allen, Bobo, and Fleuranges (1984) and Astin (1982) docu-
mented the importance of "belongingness" to the retention of
minority students on predominantly white campuses. This sense
of belonging can be achieved through multiethnic studies, minor-
ity student organizations, multicu!*ural centers, or through main-
streaming minorities into existing student organizations and
activities (Terrell and Jenkins, 1983; Williams, Johnson, and
Terrell, 1981).

A recent study of Asian American, black, Hispanic, and Native
American students at the University of Wisconsin, Madison,
showed that while 70 percent were aware of minority student
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organizations and 62 percent indicated a positive attitude toward
such groups, only 17 percent reported being actively involved
(Rooney, 1985).

The two most important reasons for la:Ai:lent involvement
were interaction with others from the same background and
culture, and the opportunity to socialize, to make friends. The
third most important reason given by Asian Americans, blacks,
and Hispanics was their need for moral suppoi-t and help in solving
problems. For Native Americans, the third reason was the need
for group cohesiveness and a sense of community. Noteworthy
in this study is that 63 percent of those minority students not
involved in minority student organizations attended integrated
high schools. This gyoup felt that minority siudent organizations
tended to set themselves apart from others.

ADMISSIONS AND THE DISADVANTAGED
Minority students who attend racially integrated high schools
and then enroll in predominantly white institutions raise another
issue. Ayewoh (1984) described the troubling practice of more
selective private colleges that limited their minority admissions
to those students who had attended private or integrated schools
in the belief that such students would more easily "fit" the
existing milieu. If this is an indicator of a trend in admissions
policies at prestigious predominantly white institutions, it pre-
sents some problems for minorities who did not attend integrated
public schools or who lacked the money to attend private schools.
While all minority students might not be excluded, those who
are enrolled are without adequate programs designed to enhance
their adjustments to this "different" majority milieu. Thus, the
poorest minorities could be further isolated from the mainstream
of American colleges and universities. Among this latter group,
we might also include those students who have been identified
as economically and academically disadvantaged or
undevprepared.

Underprepared minority students cannot begin to overcome
their academic disadvantages until they have a clear sense of
"place" in their new home. The degree to which they attain this
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sense of belonging during the crucial first year may wek deter-
mine their persistence (Cope and Hannah, 1975). Administrators
and tsculty at some universities discovered that on e. way to
increase the sense of belonging for most ethnic goups was to
hire multiethnic staff (Bingham, Fukuyama, and Suchman, 1984).
Other colleges and universities provided "survival hints" and
staff training to improve the institution's record of retaining
minorities (Jackson, 1984). Such efforts, however, do not
address the importance of a trained and compecent administra-
tion of structured programs that enhance the acadentic progress
and social adjustment of disadvantaged students (Haynes, 1981).
Furthermore, the hiring of minority staff and issuing survival
kits falls short of meeting the needs ot Liose students who
require culture-specific activities such as multiethnic studies or
a multicultural center.

ETHNIC-SPECIFIC ACTIVITIES
Centra (1970), in a survey of 83 colleges and universities aimed
at determining their level of ethnic-specik activities, noted that
an increasing number of black students had directly influenced
the founding of black student organizations in 61 insbtutions.
Black Student Organization (BSO), Black Student Union (BY)),
and Black Student Alliance (BSA) were the preferred names of
the organizations. Although all black students vgere usually con-
sidered to be members, the functions of these organizations
varied widely from campus to campus. 1' s most frequently
reported activity of these organizations was planning Black or
Afro-American History Month (February). The major advrx7acy
concerns of the organizations were for black or Afro-American
studies progarns. more black faculty snd staff. more black stu-
dents, new admissions procedures, more support programs,
and geater sensitivity on the part of the institution's adminis-
tration to their special needs.

Students from other minority groups expressed some con-
cerns similar to those identified with black studmts. American
Indians thought that white curiosity and overt prejudice were
deterrents to their success in college. One study of American
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Indian college graduate alumni reported that the graduates felt
they had gone through four years of college "with clenched teeth"
(Cope and Hannah, 1975). Wright (1985) indicated that an Indian
advisor and/or American Indian center was crucial to the campus
survival of American Indian students. Hispanic students at the
University of New Mexico, whose student population is at least
30 percent Hispanic, wanted ethnic-specificprogramming. They
recognized that large numbers of their constituents came from
backgrounds where their Hispanic culture was ignored and
treated contemptuously (Davis, 1977). Black, Hispanic, and
American Indian students in the 1960s and 1970s were not
reticent in expressing their views about what they needed to
survive on the predominantly white campus. Today's minority
students continue to be clear about their concerns and expec-
tations in this decade, though perhaps not so persistent.

CURRENT CONCERNS
In response to student demands for a third world center, one
university convened a student/faculty committee to study issues.
After exploring several other campuses, the committee rejected
the idea of such a center because it might deepen the schism
between the races. However, minority students felt that the
university's decision explicitly or implicitly coerced them to aban-
don their cultural identity, while allowing other students to attract
their cultures. They demanded that the university acknowledge
third world studies as a part of every student's general education
(Lytle, 1981).

Black students who occupied the library at Brown University
sought an increase in the number nority faculty and greater
emphasis on black culture in the L. u1um (Wald, 1986). At a
large midwestern university, minority students protested that
a fraternity's ethnic prank was merely the latest in a climate of
increasingly racial insensitivity, and demanded that the university
establish a multicultural center for Asian American, black, His-
panic, and American Indian students (Singer, 1986).

While colleges and universities have attempted to meet the
demands of minority students for a "place" on campus, a physical
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site alone is no panacea for student retention. The multicultural
center, as any efficiently run student service, should be well
organized with culturally trained, competent staff and dynamic,
innovative leadership. Without these characteristics, retention
programs are no better than their predecessors of the 1960s.
Those 1960s programs, developed in response to sociopolitical
pressures, were seen as inadequately planned; they lacked
faculty support, had questionable standards in their academic
and supportive services components, and had student attrition
problems (Haynes, 1981).

A MODEL MULTICULTURAL CENTER
There is a multicultural center on one campus of the University
of Wisconsin system that has survived the '60s. We examine it
here closely.

Why and how did the Multiethnic Education Center (MEC)
at the University of Wisconsin-Oshkosh survive and even thrive
while others folded into oblivion or became anachronisms?
Largely responsible for its survival were policies that allowed it
to respond to broader goals and constituencies. At Oshkosh
meaning4ul constituencies, external to the campus, were devel-
oped. These constituencies understood the center's programs
and were very supportive of them.

While the MEC developed from the Afro-American Center,
the MEC's policy focus and philosophy stressed cultural plu-
ralism and an appreciation of all cultures. During the 1980s,
although 80 percent of the MEC programming was devoted to
Asian, black, 'Hispanic, and American Indian cultures, the center
steadfastly maintained the remaining 20 percent for program-
ming devoted to women and European ethnics. The emergent
MEC maintained its programming policy (80 percent/20 per-
cent), focusing on social and cultural activities until the decision
was made to become equally academic and student oriented.

In 1978 when the MEC voluntarily linked itself administra-
tively to the College of Education, it gained the privileges and
responsibilities of an academic department; requiring it to di-
versify its programs. The center's services encompassed three
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divergent populations; academic departments, student service
programs, and community agencies.

The MEC's linkage to the College of Education was enhanced
because of prior center activities. The MEC had established
credibility through offering academic courses related to ethnicity;
serving as a required field placement site for teacher corps
projects; developing a children's outreach program; cosponsor-
ing a series about ethnic heritage for teachers; securing for the
directors, adjunct professor status in two education depart-
ments; accepting invitations for staff to act as guest lecturers
in the colleges of Letters and Science and Education; offering
faculty/staff development workshops; and participating in
research publications and grant-writing activities. With the link-
age to the College of Education established firmly, MEC
played an increasingly major role in the academic sphere.

wing a decade of growth in the size of the state's ethnic
minority community, a study indicated the need for a program
to train teachers and human services professionals in the culture
and values of ethnic minority groups (Williams, Johnson, and
Terrell, 1981). Under a one-year federal Ethnic Heritage Grant,
the College of Education and the MEC combined the activities
of the center, community agencies, and area cultural groups into
a center program that prepared and promoted cultural diversity
and helped teachers to become culturally sensitive (see Figure
1).

New federal and state policies were important to the accept-
ance of a program of this nature. The National Council for the
Accreditation of Teacher Education (NCATE) included training
in cultural diversity and cultural sensitivity to their members;
accreditation standards that teacher education programs housed
in NCATE-member colleges and universities must meet. The
Federal Bilingual Education Act required school districts to
recopize the languages and cultures of linguistic minorities.
Wisconsin's Human Relations Code for Teachers required, as
a prerequisite to student teaching and teacher certification, that
student teachers study the values, lifestyles, and contributions
of various ethnic minorities and cultural groups. Additionally,
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student teachers and candidates for teacher certification were
to receive supervised field experience (internships) with an eth -
nic or cultural goup of which they were not members. The
latter requirement presented a few problems for MEC.

The teacher training area included an American Indian reser-
vation, Asian American refugees resettled throughout Wiscon-
sin, and a small, steadily growing and largely middle class black
community which has existed for over 20 years. In addition, the
area encompassed a medium-security correctional facility with
an ethnically diverse staff and inmate population, wid agricultural
migrants, primarily of Mexican-American descent who had come
to work seasonally in several large food-canning firms. It was

9
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with these American Indian, Asian American, black, and Mexican
American communities that teacher training internships were
developed by MEC.

The essential components of the cultural training center pro-
gram were:

two-week seminars for undergraduate or graduate students
on minority cultures, traditions, and values, with presen-
tations by representatives of each culture.
A one- to ten-week internship with school agencies and
minority community schools.
A two-day cultural retreat at an isolated camp site where
students were immersed within ethnic cultures.
Final on-campus appraisal sessions in which students
worked with MEC staff and professors to assess what they
learned about themselves and others and to make plans to
incorporate this learning into their professional lives.

The staff of the multicultural center were equal partners in
this program of preparation of teachers and human services
professionals. Two staff members were granted adjunct status.
Several tenured professors had offices at the center and became
part of the staff in order to implement this program. Majority
students who had never before entered the center came daily
to attend the training center classes. Center staff helped com-
munity agencies present their program philosophies in a manner
more clearly understood and acceptable by the region's
minorities.

Academic Majors

The following majors and activiti were merged to help students
more fully understand the ethnic experience:
Journalism Field work for majors, editing the monthly supple-
ment to the student newspaper
Radio, Television, Film. Jazz, "Meet Your Minority Neighbor"
show
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Elementary and Early Childhood Certification. Saturday chil-
dren's program, human relations certification activities (including
teacher retreats)
Foundation of Education. Multicultural teacher certification
activities

Guidance and Counseling. Counseling minorities workshops
Social work. Assisting with field work with minorities
Anthropology. Tours of area Indian reservations
Socioloe. Lectures on minorities and poverty
Criminal justice. Lectures on minorities and fix: criminal justice
system
Foreign language. English as a second language (ESL)
Political science. Arranging student arta staff lectures
Women's studies. Joint programming
Special education. Guest lectures
Curriculum and Supervision. Assisting with development of core
courses related to multiculturalism
College of Education. Grants and human relations training
English writing lab. Identifying and assisting with training of
minority peer tutors
Elementaty education. Site for human relations field experience
requirement

MEC and Student Services
To provide services and meet its operating expenses, the Mul-
ticultural Education Center (MEC) engaged in imajiative think-
ing, planning, and collaborative programs with several different
campus and university-related programs. As a result, the MEC
was involved in cooperative programs with organizations such
as admissions, housing, alumni, financial aid, publications, the
dean of students, and the writing center. Activities with these
latter groups and others enhanced the MEC's progams and its
stature on campus as well as in the community at-large. In
addition, the process of obtaining needed funds was facilitated
because of the MEC's improved recognition and valuable
services.
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Budgeting
The Multicultural Education Center received over half of its
nonpersonnel budget from the Student Allocations Board which
was supervised by the Dean of Students Office. The process
through which the center was funded required developing and
defending an annual budget before its student group. The center
staff soon learned that funding requests would be better served
if there were MEC members on the board. This led to a policy
of slating ethnic minority students for positions on major student-
directed activities and decision-making bodies. The policy en-
abled minority student groups to elect student senators and a
student body president, and to have one ethnic minority student
gain membership on the university's student allocation board.

Publications
For several years the MEC published its own newsletter and
maintained its own mailing list. This activity proved to be very
labor intensive and the end product was less than satisfactory.
In 1983, the MEC was granted permission to include a special
issue of the newsletter as an insert to the student weekly. This
newsletter later was changed to a monthly insert. The monthly
insert enabled minority journalism majors to get exposure in an
award-winning publication. The venture was so successful that
the women's center requested permission to become a second
and alternate supplement.

Financial Aid
Another MEC activity included its involvement in financial aid
programs for ethnic minorities. There was an awareness that
the most frequently cited reason minority students gave for
leaving the university was their lack of funds. Thus, Ine of the
MEG's earliest undertakings was the creation of the King-
Garvey Scholarship Fund to respond .a) the critical and ongoing
problem of financial support for minorities in higher education.
The fund was created in 1969 with the first soul food dinner at
the university. Later, appeals were made for funds through
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faculty/staff payroll deductions. After the creation of major fed-
eral student financial aid programs, including Pell grants and
SEOG, the King-Garvey Fund became a source of small emer-
gency loans for minorities. This change was designed to meet
some of those financial needs usually provided by parents but
many minority students' parents lacked. The MEC also provided
peer financial aid counseling.

The MEC's involvement in financial aid gave impetus to the
broadening of its activities into other areas of student service.
The center was so much involved in student services that several
cgoperative activities were developed. Examples of MEC and
student service cooperative efforts are listed below.

Alumni

Assisted in establishing the Minority Caucus in the school's
alumni association and organized aP annual caucus homecoming
dinner. The MEC also contributed literary materials to the
alumni newsletter.

Admissions

Encouraged minority student volunteers to participate in the
peer recruiting program

Housing
Helped solve problems and issues of special concern to minority
students living in campus housing. The MEC was very effective
in developing and conducting training sessic:As for housing staff
that helped them become more sensitive to multicultural
settings.

University Publicat ions
In addition to the newspaper insert, minority journalism majors
submitted special feature articles, photographs, and interviews
for other university publications.
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Dean of Students

It was important to establish a strong and meaningful working
relationship with the Dean of Students office for advice and
guidance on issues concerning minority students and have repre-
sentation on several committees. MEC's input on resolving
problems such as fee schedules, which sorely affected minority
group students, was both valuable and important.

Athletics

Assistance in recruiting minority athletes to the university pro-
vided one-on-one contact with prospective students who wanted
to hear about the school and its programs from peers. The peer
assistance program was helpful to the different athletic squads
and involved MEC students so that they soon became interested
in, and in fact did, participate in the athletic department's program
of intramural team sports.

Registration and Advising

With its success in other peer counseling activities, the MEC
worked to establish an Early Programming Service, and provided
peer advising.

Interfaith Council

Aware of the significance of gospel music to many black students,
the MEC organized a gospel choir. The choir was requested to
sing at many events both on campus and in the community at-
large.

Reading/Writing Skills Centers

Both the Writing Skills Center and the Reading Skills Center
conducted ongoing workshops and skills sessions for all uni-
versity students. To increase the participation of minority stu-
dents, the MEC conducted multicultural sensitivity training
sessions for staff of both centers and hosted some writing skills
workshops that encouraged minority stuuents to attend.
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By fixing monetary amounts to their service goals, the MEC
was aware that the nonpersonnel budget would not adequately
meet the center's program needs. They were also cognizant of
the fact that any initial and/or supplementary allotment had to
be soundly defended, especially to the Student Allocations Board
which carefully examined all requests for funds to ensure strong
support for student services. Hence, the MEC's collaborative
activities with campus and campus-related programs resulted in
enhancements for the center's budget as well as its overall
progam.

An important aspect of MEC's collaboration with other pro-
grams is that minority students became increasingly involved in
the mainstream of campus life. Minority students served on
committees, made contributions to a variety of universitywide
programs, and took on leadership roles in student government
as well as in other organizations. Involving students and devel-
oping leaders from among student groups has long been the goal
of student personnel administrators especially interested in stu-
dent development.

The MEC and Community Service Agencies
In 1983 an important policy decision was made to broaden the
MEC's programming to include European cultures that were
indigenous to the university's service area. Previous efforts in
this area had usually been limited to allowing those majority
groups to use the center. l'he European Heritage Series was
organized to include these uninvolved groups, and was cospon-
sored by the MEC and the public library. The European Heritage
Series featured lectures by faculty from local and othc uni-
versities. The series was well publicized in area newspapers and
the audience was primarily local townspeople who were eager
to learn more about their roots.

The MEC's success with the European Heritage Series and
its close work with the public library sparked interest Ln the
development of cooperative progams with other community
agencies and their ethnic-specific activities. l'he MEC became
involved with the City Museum's Indian and Hispanic exhibits;
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the Equal Housing Opportunity Board was assisted in complaint
resolutions; staff training was conducted for the local correctional
institution; sports teams were organized with the City Parks
and Recreation Board; referrals were made to Job Service; and
with the YMCA, an annual Hmong ethnic dinner was started.

MEC Joint Efforts
After the MEC was able to find common goals among and with
several groups in the community, the staff tried to foster more
common interests and goals among minority and nonminority
students. Joint efforts were especially valuable in encouraging
minority and nonminority students to share this common goal.
Some of the most successful of these endeavors included minor-
ity and nonminority students on the Reeve Student Union
Board's programming of entertainers to appear on campus. In
the Foreign Language Department, students planned social and
cultural activities with the Spanish Club; peer counseling was
provided to the Office of Academic Advising and peer recruiters
worked with the admissions office.

Other MEC Activities
The MEC gained much prestige and visibility by presenting
professional programs, including the National Multicultural Con-
ference and the Minority Student Leadership Conference. Both
events were funded by the University of Wisconsin System
Administration. The National Multicultural Conference allowed
professionals in minority student services to share advances in
minority student retention as well as other issues related to
minority students in higher education. 'Me Student Leadership
Conference provided participants the opportunity to explore
common experiences and concerns of minority students on pre-
dominantly white campuses, and to search for survival tech-
niques so they could remain in school. Emphasized throughout
the conference was the importance of developing effective lead-
ers among minority students.

Other MEC progams and activities that involved local minor-
ities included: Ethnic Heritage Week, Cinco de Mayo, Hmong
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newsletter, pasados, pow wows, soul food dinners, ethnic lec-
ture series, self-improvement workshop series, developing a
library collection of ethnic periodicals, and the multicultural
retreat. The programs with the geatest visibility in the local
community were the Integrated Gospel Choir, Saturday Chil-
dren's Program; Meet Your Neighbor, a weekly telecast; and
the Inner Vision News Supplement.

A MODEL MULTICULTURAL CENTER
PROGRAM

The writers believe that a successful multicultural center must
expand its mission to include more academic, social, and cultural
activities that are attractive to a broad spectTum of its campus
and community members (see Figure 2). Expansion should not
be interpreted as abandonment of its traditional progams, but
as an opportunity to carve out a leadership role in student affairs
programming.

The critical elements of the center's deliberate move into the
mainstream are information and collaboration. The center staff
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must keep a wide audience informed (A its programming; and
be willing to apply their experiences and expertise to diverse
settings and roles. In addition, the center staff must be willing
to provide leadership in establishing these new ventures.

On many campuses, the most difficult area for collaborative
programming will be in academic affairs. Cooperation between
student services and faculty varies greatly from institution to
institution. On some campuses such cooperation is rare, and on
others it is common practice. Where there is collaboration
between faculty and the multicultural center, the center staff
can play a valuable role in presenting scholarly programs such
as lectures that provide an ethnic or minority focus for an aca-
demic discipline. Center staff can contribute to classes in edu-
cation by offering students a cross-cultural perspective to better
prepare them for their teaching internship. This same cross-
cultural perspective might prove valuable to classes in guidance
and counseling, or psychology. A political science instructor
might find center staff helpful in providing grassroots information
about a local issue.

There are many other opportunities for collaboration between
center staff and faculty that can be developed by recognizing
that center staff must be able to make a meaningful contribution
to the academic discipline, and that there needs to be established
sound interpersonal relationships between faculty and center
staff if c(x)peration is to be achieved. On some campuses, center
staff with appropriate credentials may be granted faculty or
adjunct faculty status and teach those classes that require a
multicultural focus. The multicultural center can offer credit or
noncredit courses related to ethnicity or to academic support
efforts. These courses may be jointly sponsored with other
support unit.; such as the reading or writing center, or the federal
TRIO program, or they may be independent offerings.

The center's contribut ions to i he academic arena are a valid
part of retaining minority students. These programs provide the
ethnic or minority perspective to courses that some students
complain is often ignored. The center's involvement in courses
would increase the visibility of minority role models for students
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as well as help all students to appreciate different cultures. Also,
the academic support courses provide needed survival skills in
the least 9,.7eatening mode.

The most appropriate administra6ve organizational structure
of the multicultural center will depend upon the role sought for
the center and shape of the campus' administrative structure.
On some campuses, the multicultural center might be within a
student affairs unit; on others, it might be an adjunct to the chief
academic affairs officer, or the president's office. On other cam-
puses, the center might be an independent academic unit. The
administrative structure of the center may also influence the
organization of collaborative programs because this too will vary.
On some campuses, especially where no basis for the center to
cooperate with an academic department has existed, ad hoc
programming might be best to begin to share, through demon-
stration, the value of such efforts. On those campuses where
there are established collaborative efforts cooperation through
shared goals and long-range planniqg would be the most pro-
ductive mode.

For many multicultural centers, the most difficult problems
are internal. A true multicultural center must be a model for
interethnic cooperation and respect within the center and among
its staff. Far too often minority groups know very little about
each other and do not work together to find common interests.
A multiethnic staff of professionals and student workers, who
have an understanding and respect for cultural diversity, repre-
sent excellent models of interethnic cooperation. Hence, they
also serve as models for students, the campus, and the com-
munity at-large. A multiethnic student, faculty, and administrator
panel, with representation from the outside community, could
serve as the center's advisory board. The advisory lx)ard, with
input from such a diverse constituency, could provide strong
support for center programs as well as participate in establishing
policies and procedures, program evaluation, and perhaps assist
in developing programs and budgets.

The individual ethnic groups will often prefer to have at least
one room within the center that can be theirs alone, but some-

1 w,
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times there are space limitations and alternatives must be
sought. Since the center's goal is to foster cross-cultural inter-
actions, it is essential to have multiethnic common areas within
the center. Spaces where small and medium sized groups can
meet are highly desirable. Although many centers began as
recreational centers for playing cards and listening to popular
music, the modern multicultural center should have a diversified
program; one that attempts to meet the needs of ethnic minor-
ities and has appeal to nonminority groups on the majority white
campus. Social events such as dances and parties should be kept
to a minimum, and probably should not occur during regular
office hours. Students should be encouraged, perhaps as a group,
to use the regular campus recreational facilities for purely social
events; but, the multicultural center should maintain a schedule
of such events that it sponsors or cosponsors.

Essential Considerations
When an institution's administration plans for a multicultural
center on its campus, the following steps are viewed as essential
institutional initiatives for establishing a sound, well organized,
and functioning multicultural center:

1. A campus commitment to the multicultural center must be
highly developed and the campus as well as the community at-
large are informed. Therefore, written and verbal statements
from the institution's chief administrator, other administrative
officers, and the governing board expressing their commitment
to cultural pluralism and the establishmei. of the center are
important.

2. The multicultural center must meet the needs of ethnic
minority students as well as offer progams that have appeal to
the larger groups on campus and in the community. Therefore,
a demographic study of enrolled students is necessary to identify
age/sex/race/ethnicity composition so that appropriate center
attention nny be given to groups. It may be helpful to have
demographic studies of prospective and/or potential students in
the institution's recruitment areas so that, prior to the arrival
of some woups, plans to address their needs are in place.

1
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3. Multicultural center programs will succeed if they offer
activities that are attractive to students. Therefore, a survey of
current student organizations and interests should be conducted
to identify student interests and concerns.

4. The multicultural center will need broad input from the
campus community to become an integral part of the campus.
Therefore, it would be wise to have a committee of administra-
tors, faculty, staff, and students charged with developing recom..
mendations for the center. Some institutions might include
members from the surrounding community on this committee.
The committee would make recommendations about the mul-
ticultural center's philosophy and goals, administrative organi-
zation (this should include a Table of Organization so that who
reports to whom and levels of responsibilities are clear), budget
and fiscal management, and space allocation.

5. In order for the multicultural center to be soundly organized
and to function well, it must have expert leadership. Therefore,
in searching for a center director the institution must find an
individual who understands cultural pluralism, respects cultural
diversity, and is sensitive to variations in cultures. The individual
must understand and accept the institution's mission and goals
and be committed to the pluralistic concept of the multicultural
center. The educational requirements of the director will depend
upon the mission and goals of the center, and may vary from
institution to institution. The most important consideration is
that the director should have experience in working successfully
with minority college students.

In the final analysis, those who wish to establish a multicultural
center must support the students' right to have this "place of
their own." Therefore, multicultural center organizers must be
able to place the center in the context of other ..,niversity student
groups and activities, i.e., as an affinity group that is not unlike
other groups that foster music, religion, gender, recreation or
gum membership for like-minded groups of university consti-
tuents (Hale, 1987).

107
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Funding Policies
For the few multicultural centers with which the miters are
familiar, funding has always been accomplished by a combination
of creativity and expedieacy. Primary funding sources are usually
from the institutions' Audent services allocation and general
purpose resources. Other sources are grants and gifts. Where
budget approval must be obtained from the student government
organization, funding usually requires a budget that shows heavy
emphasis on student programming.

General purpose revenue allocations must follow the insti-
tution's budget procedures and the center must demonstrate
retention-related activities such as peer counseling and intrusive
advising. Other monies may be derived from special fund-raising
activities, special allocations, and through cosponsored ven-
tures. In short, there are many ways to fund multicultural center
progams by using existing and developing new resources.

SUMMARY
The multicultural center on the predominantly white campus is
an idea that can address some current concerns in higher edu-
cation. Recent demonstrations by representatives offive minor-
ity student groups at a northeastern campus indicate that some
of the very same issues cited in this chapter can be a&ressed
by the multicultural center (The Associated Press, 1988). Minor-
ity students have spoken out on campuses across this country
about their wish fof a place where their cultures are respected
in the curriculum and in student services. These students want
to be assisted to survive both academically and socially in a
seemingly all-white world. It is important that while addressing
the needs of minority students, the modern multicultural center
cannot be solely a refuge from an all-white world. The writers
maintain that the multicultural center must embrace both minor-
ity and nonm;nority cultures, emphasize their commonalities,
and assist them in finding common iiiterests, issues, and con-
cerns. The recent National Student Conference in New Jersey
demonstrated that while there are differences among students,
there certainly are common dissatisfactions (I-lirschorn, 1988).

1 i
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The center must also assist minority students in the broader
campus audience to understand, respect, accept, and even like
each other. This can be effected by broadening the center's
programmatic efforts to include both collaborative activities and
liaison events with nonminority cultures and groups.

Most important, the multicultural center must emphasize the
respect for cultural diversity in the curriculum and in student
affairs progyamming. By working closely with academic affairs
and student services, the center can help implement programs
and activities such as ethnic studies or cultural festivals. This
type of collaboration will also ensure the center's influence on
predominantly white campuses. The institution must support
the center's commitment to mounting programs that will assist
the school to improve the persistence of underprepared stu-
dents. However, the center must avoid taking full responsibility
for these efforts; both successes and failures must be shared
with the entire campus community, including academic depart-
ments that are ultimately responsible for student learning.

The multicultural center can be an effective force for retention
if, while it attends student supportive needs, it also assists
academic departments through faculty development programs.
These programs can help faculty to present effectively multieth-
nic and/or cross-cultural materials in their aireac'y established
courses (Wasilewski and See lye, 1981).

Retention is also enhanced if minority students perceive that
the center's multiethnic staff and programs are valued parts of
the university's experience for all students. The institution's
value of the center can also influence recruitment and admission
programs, counseling, freshman orientation, financial aid, and
other of the institution's contacts with groups in the community
(Farrell, 1988). The institution's value of the center will be aided
by the center participating in general studies and social science
disciplines. The center's value will also be enhanced when the
multicultural center can be a vital part of a program of preparation
for teachers, social or human services majors, medical or reli-
i4ous personnel; or of work with community agencies and
groups. The multicultaal center that makes every effort to be

1 1)
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a part of the larger campus scene will ultimately have greater
success in improving retention for minority students on the
predominantly white campus.
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Chapter 5

The Future of Minority
Retention

Doris J. Wright
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Jaculene Gabriel Masters

"It was the best of times and it was the worst of times," wrote
Charles Dickens more than a century ago. Those words aptly
describe the recent history of two sectors of American society
higher education and the ethnic minorities it seeks to educate.
Beginning in the mid 1950s and continuing through the early
1970s, higher education institutions were in enviable positions.
Students were enrolling in large numbers and legislators and
governing bodies were generous with revenues. Toward the
latter part of this time period, the education prospects of ethnic
minorities seemed their brightest ever; unfortunately, this
unparalleled progress has faltered in the 1980s.

As this decade draws to a close, those same institutions face
an increasingly bleak future, plagued by unstable enrollments
and increasingly limited financial resources. Among the first
casualties have been the "nonessentials"special services, eth-
nic studies, women's centers, and other special population pro-
grams. Minority college enrollments, except for Asian
Americans, have fluctuated, showing slight decreases recently
(Astin, 1982; Bureau of the Census, 1987; Hodgkinson, 1985),
and, of those who enroll, even fewer have remained through
gyaduation. Furthermore, demographers project a continuing
decline in the college-age population of the white majority stu-
dents (Hodgkinson, 1985). By 1992, 50 percent of all college
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students will be over 25 years of age while 20 percent will be
over 35 (Hodgkinson, 1985). Those who once claimed the best
of times have now begun to prophesy the worst of times.

While conditions appear bleak, they are not hopeless. Colleges
and universities in virtually every region of the country are
developing new strategies to stabilize their enrollments and,
through that management, have improved academic and student
affairs support, albeit without the generous financial resources
of the 1960s. Several states have recently launched initiatives
to enhance minority student retention and improve overall
recruitment efforts.

In 1986, Colorado state legislators mandated the Colorado
Commission on Higher Education to develop a statewide affir-
mative action plan. This plan has helped improve c(x)rdinafion
of student and faculty affirmative action efforts within the state
university system. Likewise in Connecticut, the State Board of
Governors for Higher Education adopted a plan that requires
each campus to develop minority retention programs.

Another example of an initiative at the state level involves
Illinois. The State Board of Higher Education there requires
each public college and university to provide the board with
information on the enrollment and graduation rates of minority
3tudents. Additionally, the board allocated $11.5 million during
the 1935-86 year ftir support programs, including scholarships.
That amount was increased by 33 percent to $15.3 million for
the 1986-87 school year. Temple University's Board of Trustees
in Pennsylvania has approved a 10-year academic plan that calls
for tripling the number of black faculty members, intensifying
the recruitment of minority undergraduate and graduate stu-
dents, and establishing a center for black culture.

When increased institutional commitments make minoriiy
retention a high priority, results are often sipificant. It can be
done and is being done, but not easily. What do these changes
and improvements in our colleges and universities mean for the
future? In this final chapter, we review and elaborate upon
sug,gestions and ideas presented in this monograph and forecast
retention progams' future through the 1990s and into the next
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century. We suggest how best to manage minorities' develop-
mental, financial, and academic needs and we conclude by offer-
ing parents, institutions, their administrators, faculty, staff, and,
of course, the students themselves hope for achieving retention
successes in the future. Our forecast begins by stating what we
already know about retention progams.

RETENTION POSTULATES FOR SUCCESS
Throughout this monograph, the authors have offered postulates
concerning minority student retentionsome old, some new.
All are intended to guide academic and student affairs depart-
ments of universities and colleges and other governmental en-
tities in their establishment, execution, and evaluation of
retention programs and services. They are summarized here.

Minority students are retained best if certain systemwide
social, environmental, and economic conditions are present on
the campus:

Racism, sexism, and other forms of bias must be controlled
or managed
The social climate must encourage open, flexible interac
tions among all members of the campus community, from
maintenance personnel to administration
Student enrollment must reflect and respect ethnic
diversity
Institutions must employ culturally skilled and technically
competent professional staff/faculty
Institutions must establish ethnic diversity as an operating
mandate and practice it in all aspects of campus life
Developmental/instructional support programs should exist
to supplement students' classroom instruction with culture-
specific learning tools
Institutions' historical relationships with minority commun-
ities should be understood and, v+, here those interactions
are poor, actively enhanced
Retention programs and services should be fundedaggres-
sively with emphasis placed on securing permanent insti-
tutional financial support.
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These postulates provide a basic framework for examining the
myriad and complex issues related to successfully retaining
minority students. With these postulates as an entry point of
debate and discussion, institutions must advance beyond global
beginnings and articulate behaviorally specific and culturally
appropriate programs which teach essential life skills and critical
thinking abilities while promoting personal development.

Institutions, their faculty and staff, and their funding constit-
uencies must commit themselves forcefully and effectively to
the structural and attitudinal shifts so essential for developing
talented students. To effect these shifts, a plan to ready the
campus for change is essential. Unveiling ways to promote these
changes may provide institutions with guideposts for their
growth into the 1990s.

PREPARING FOR RETENTION CHANGES
With any "new" idea or activity, institutions must be ready and
willing to accept and implement innovations; they must be pre-
pared for change. Retention readiness, therefore, is an abso-
lutely essential ingredient and should be given much attention.
Too frequently, both minority programs and their parent insti-
tutions have failed to prepare for change adequately. While fiscal,
structural, and administrative preparations are integral compo-
nents of readiness, perhaps the most challenging readiness activ-
ity is that of changing attitudes. Readiness for change requires
consideration and adjustment in all these essemial areas, and
change attempted before the necessary levels of readiness have
been reached will frequently fail. (This literature speaks of ready-
ing an institution for a retention program but the concepts
presented here are also applicable to an existing retention pro-
gram that is readying itself for innovations in its structure.)

Smith, Lippitt, and Sprandel (1985) speculate about the level
of readiness which an institution may reach while preparing for
retention changes. In their model, designed to assess which
conditions must prevail for nurturing retention readiness and
translating it into action, they posit four degrees of systemwide
or institutional readiness.

1
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At Level 1, the latency level, a small group of persons who
are significant formal or informal influences within an institution
provide the primary leadership. Perhaps the most common level
of readiness, this level is characterized by innovators who usually
operate outside the formal decision-making apparatus. Few top-
level systemwide administrators sanction the retention plan,
although there may be verbal support and encouragement for
retention activities. They tend to view the retention idea as
"having merit" but at this level award neither time nor human
resources nor money to the retention effort. Only surface, seg-
mented, and time-limited changes at this level are likely to
emerge from this readiness level.

At Level 2, the awareness level, retention efforts are now
seen as needing systemwide or systemic effort. Rarely is this
awareness readiness level achieved without outside consultation
assistance. Central to success at Level 2 is the need for a linkage
relationship between the institution's most "ready" persons in
a collaborative design for power and information sharing as they
move toward initiating and sanctioning a tentative new plan for
the future. Those "most ready" persons may include deans
strongly endorsing retention efforts, department heads in key
retention programs, or the chief student affairs officer. At this
stage, institutions and departments therein often ask preliminary
questions: Do I want to improve retention efforts for minorities?
What are the potential benefits of retaining minorities which then
motivate me to seek this change? What resistance exists to this
change and what must I do about that resistance? And most
critical of all: Do the benefits of retention outweigh the
resistance?

During Level 3, intention to act, one finds a strong degree cf
publicly expressed leadership support. With constituencies such
as minority parents and minority advocacy groups there is
increased willingness to enjoin campuswide systemic efforts and
to become voluntarily involved in preparing for it. Top-level
administrators who sanction the efforts are visible at this level
such as the chief academic affairs officer and the president or
chancellor.
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Level 4, the action or energy level, creates optimism and
enthusiasm about "curing old ills." Ever increasing personal
energy is created. Of course, so much enthusiasm and energy
can backfire and lead to administrative overzealousness or back-
lash resentment. Comments such as "Why should they (minor-
ities) get special attention?" or "Other groups have problems
adjusting here too and they don't get special money and other
benefits" may be heard at this level. One of the most telling
replies to that type of objection was given recently by an Anglo
speaker supporting special Hispanic educational benefits in a
southwestern state. "When I retire," he told the audience, "the
work force that will provide my social security benefits will be
mostly made up of the so-called minority cultures. Damn right
I want us to coddle them now! I want every one of them earning
as much money as possible so I can sit on the beach in my old
age!"

This readiness model helps institutions respond to content
issues and attitudinal resistance to retention changes of a cam-
pus. With the preparation for change outlined, we move on to
listing suggestions and innovations that might be incorporated
into future retention programs. First, since logically it must
proceed any institution-wide change, we look at change in our
retention programs and some guidelines for their operation.

GUIDES FOR DIRECTING CHANGES IN
RETENTION

The provision of minority student programs and services
should presuppose a strong campus sense ofa common com-
munity, serving all its citizens fairly, and milted in the main
by access to, rather than exclusion from, academic, social,
and recreational groups and activities; shared goals; inter-
national social intercourse, rather than passive social 'Notation
or active social exclusion; and integration rather than segre-
gation (Council for the Advancement of Standards for Student
Services/Development Programs, 1986, p. 69).

This mission statement from the 1986 CAS Standards and
Guidelines for Student ServieesIDevelopnwnt Programs, govern-
ing how institutions operate nunority student services, captures
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the essential flavor of the innovations that follow: cooperative
interaction that emphasizes and illustrates the central role minor-
ity retention plays in the welfare of the entire institution and the
nation.

Institutions that have reached full readiness for retention
changes are wise to use the entire CAS standards document to
guide the revision, consolidation, or expansion of student ser-
vices for all students. If institutions adhere to these standards
and make use of them whenever they expand services for minor-
ity or any other special population, they will become innovators
and leaders in retaining students. The CAS standards, formed
by a consortium of over 20 student affairs professional associa-
tions and debated and discussed within those gyoups for over
five years, offers institutions standards for delivering student
services; if practiced regularly the structural foundation and
organizational climate for ensuring students' retention will be
firmly established. Therefore, an essential component to imple-
menting change, once readiness is achieved, is consistent use
of the CAS standards.

Tools for Effective Retention
Once an institution or a program is ready to effect retention
changes they then need to acquire and use certain necessary
"tools of the trade"progamtnatic, structural, environmental,
and attitudinal resources that may promote retention. These
tools represent certain basic resources and responsibilities com-
mon to retention success; we will summarize them briefly and
then explore their utility for educating our students tomorrow.
To ease understanding and sharpen our focus, they are pre-
sented in two camps: the tangible and the intangible resources.

Tangible Resources
Funding. Harsh reality is that the relatively generous funding
of a nation newly awakened to the guilt of its racist practices
has dissipated. "Hard times" for higher education in general and
the political lullabies of the '80s that promised (and succeeded,
some say) to put our social consciences soundly to sleep once
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more have combined to dry up the financial resources of many
institutions to or near drought conditions. There is, then, this
hard truth to face: A financially ailing institution will never support
minority student retention for too long, nor will it be able to
recognize the value of a diverse campus because its financial
deficits narrow its view to the "economy" of sameness and
mediocrity.

It simply costs less to provide an assembly line education.
That tnith is irrefutable in the short run. Of course, this per-
ceived cost-saving, assembly line education does have a long-
term price: a restricted and narrowed education that produces
graduates who are inefficient and ineffective critical thinkers with
little regard for the moral or ethical implications of their decisions.
This educational reality, which surely will occur if funding for
retention services is not improved, threatens not justour minor-
ity retention programs but the entire future of this nation. If that
sounds like emotionally charged hyperbole, consider these
factsagain.

For the first time in the history of our country, America's
youthful ethnic minorities are projected to comprise the
majority of our young adult population and work force
(Hodgkinson, 1985).
Bureau of Census projections strongly suggest that our
country will face serious shortages in adequately trained
workers by the late 1990s unless immediate strategies are
employed to address the low enrollment and high drop-out
patterns of ethnic minorities (Hodgkinson, 1985).

Unless the country and its institutions vigorously assert their
ability to correct the historical deficiency in meeting the edu-
cational needs of this majority of the college-age population (the
ethnic minorities), the country will have an increasingly illiterate
lxx)l from which to fill its complex technological and human
resource needs. flodgkinson (1985) warned that such a step is
a matter of self-interest and economic preservation, not just for
institutions of higher education, but the nation as a whole. Issues
of adequate funding for higher education, especially for retention

1
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services, have become a priority for national survival. So what
must institutions, their funding constituencies, communities, and
parents and their children do to ensure adequate funding into
the next century and beyond?

New Sources. Times change. Retention programs' continued
dependence on federally mandated funding has narrowed our
financial vision toward traditional sources. Federal financing of
such college support programs as the Pell grants; the college
work-study, TRIO, and Upward Bound progyams; NIMH train-
eeships; and Bureau of Indian Affairs educational appropriations
have helped finance college education for thousands of students
both white or Anglo and ethnic minority. No longer do these
time-tested programs enjoy the plentiful funding of 10 to 20
years ago. Today's federal resources have become less reliable
as a means of financing college, we must look farther afield.

Many college educational and support programs have already
benefitted from the realization that America's industries too have
a vested interest in training their future workforce. This industry/
education arrangement has assisted students enrolled in enid-
neering, computer sciences, and business, especially during
times of high demand for technological expertise such as the
heyday of the '60s space race and the computer chip race of the
'80s.

Business and industry must now be convinced that it is equally
as profitable for them to support a college of fine arts as it is
for them to endow a business school chair, for example. While
the education/industry collaboration is not a new idea, the time
is ripe for redefining this time-tested partnership in ever more
ingenious ways.

Consider the University of Texas' role in attracting two major
high-tech consortia, Microelectronic and Computer Technical
Coinpany and Sernatech, in the early and mid 1980s. When state
and municipal politicos bid for these firms to relocate to Austin,
Texas, a key selling point to the firms (and to the federal agencies
funding the industry start up) was the availability and accessibility
of a major research institution th at. could afford opportunities for
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collaborative researchthe unlimited use of their research facil-
ities and the bartering for brainpower in the form of faculty and
staff (Cope, 1988; Cullick, 1988; Landerdorf, 1983a, Landerdorf,
1983b). These firms, in their negotiations, promised to partic-
ipate actively in the educational process through creating new
faculty positions, building new computer and laboratory facilities,
and providing other "tangible" resources; television monitors
for the campus' teaching center increased support for graduate
student education (Waldman, 1988).

Now, do not be naive enough to believe that at the heart of
these negotiations was a burning desire to employ minority
faculty, staff, and graduate students and to guarantee minority
students' access to computers. Yet, the infusion of their mone-
tary support provided, for all students including minorities, new
faculty and technical resources that, in most cases, dramatica:
enhanced all students' accessible academic resources.

The (retention and subsequent) education of minority students
is not a discipline-specific issue, rather, it will impact the entire
skilled workforce with ever-increasing intensity. This truism
makes possible broad-based appeals for outside financing. Alert-
ing business and industry to the current and future advantages
of supporting colleges can produce new sources of financing,
but obtaining that support necessitates higher education accept-
ing responsibility for informing and educating those sectors of
society. Whether through a local campaign or a national one,
whether by a rifle (single target) campaign or a widely targeted
shotgun campaign, programs willing to inform and elicit coop-
erative support outside education and legislative circles can find
new funding sources.

Another possibility for "new, creative" financing for colleges
and universities may be found already implement J within public
schools in Austin, Texas, The Austin (Texas) Independent
School District (AISD), in partnership with the Austin Chamber
of Commerce, has encouraged area businesses, along with gov-
ernmental agencies, to adopt a school. A business or agency
selects a school to support for the entire school year. They can
provide direct funding for special projects, volunteer industry
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employees' time to participate in the school's activities, or donate
equipment or in-kind services usually performed for profit (Aus-
tin Independent School District, 1988).

Business' impact is widespread; they motivate students to
excel and achieve, and recognize and support school faculty and
administrators. AISD is thought to be the only school district
involved with IBM's nationally renowned Executive Loan Pro-
gram, As of May 1988, AISD had 578 partnerships in 117 schools
and programs; that involvement brought over $1,417,694 to the
district in a combination of volunteer hours, cash donations, and
in-kind contributions.

Their newest (and perhaps their most exciting) project
involves industry executives or their employees developing men-
toring relationships with "high-risk children," including those
with academic or emotional difficulties, those in single parent
homes, or those with potential to drop out of school. Over 2,500
industry personnel have engaged in one-on-one involvements
with students. This individual contact is believed to be the one
factor that consistently results in preventing attrition and drop
out in these students, from preliminary data during its first year
(E.L. Mayton, Personal Communication, June 7, 1988). Stu-
dents regain self-determination and self-respect while industry
staff display "parentlike" smiles of satisfaction at seeing their
"children" develop. Bank executives are learning to appreciate
rap music while AISD students acquire a diploma. Truly, this
model is one worth emulating in our colleges and universities.
Of course, with larger institutions replicating these financial
arrangements takes some creativity.

One strategy might be to interest businesses in adopting
higher education support activities such as student affairs pro-
grams, student union campus programming or the counseling
center, because (good selling point) they are needed and there-
fore appreciated by all the studentswhich warms the heart of
every public relations person. Wouldn't any campus library be
thrilled to have those subscriptions that were cut due to state
money shortfalls restored by an area business? The campus
health center would certainly appreciate the creation of an
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endowment fund to cover partial costs for noninsured students
in their alcohol/drug treatment programs. How exciting it would
be to have industry executives mentoring entering minority
students to ease their campus adjustment or see the area Cham-
ber of Commerce Board chair at a Welcome to Campus residence
hall floor meeting to greet new students. And what motivation
it would be to have high-tech staff assisting with academic advis-
ing for probationary students! The possibilities are simply
endless.

Quite naturally, these arrangements are not without some
difficulties and problems, especially pondering their appropriate-
ness for state institutions and how to avoid the "buying of influ-
ence" by business and industry. These dilemmas are not
insurmountable hurdles, however; they need not prohibit insti-
tutions' creative and innovative use of industries' support of
retention activities. Enhancing any student service or academic
program benefits all students if they choose to avail themselves
of the resources thus provided. Therein lies the challenge for
culture-specific servicesto convince and assure minority stu-
dents that the health center with its new student endowment is
available to them or that the computer lab set up in the residence
hall and funded by a local computer firm is for their use too.
These creative avenues for financing retention programs and
services require the institution to "sell" these newly funded
educational tools to those students who most need them.

Consider another example of less traditional funding sources.
For several years, the NAACP has sponsored an "academic
olympics" for young black youth in American cities. The annual
competition, Afro-Academic Cultural, TechnoloOcal and Scien-
tific Olympics (ACT-SO), held just prior to the annual NAACP
convention involves hundreds of youngsters in challenging yet
fun, intellectual activities. The brainchild of civil rights activist
and newspaper columnist Vernon Jarrett, ACT-SO participants
compete in several academic categories from science to oratory
to musical composition. Industries such as IBM, Digital, and
Honeywell donate computers, calculators, or other resources,
in addition to cash awards for the participants and winners (M.A.
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Wright, Personal Communication, January 15, 1987). The mus-
ically talented younger brother of the first author participated
for three years in the instrumental performance competition
taking second and third place, but in his senior year he took
first, not for performance, but in musical competition for an
original composition. His reward: a fully equipped computer plus
a cash award which he used to support his musical studies at a
major midwestern university. Certainly, this was money well
spent on his "retention" in college. Oh, yes, the cash awards
from his second and third place finishes earlier purchased a
professional level flute and piccolo, his chosen instruments and
necessary tools to ensure his college level academic success
(M.A. Wright, Personal Communication, June 19, 1986). That
student will graduate in 1989, probably with honors. Retention
support can begin early in high school as the ACT-S0 program
illustrates.

Funding Priorities. Nowhere is the attitude of resistance to
and denial of change more self-defeating than in the area of
funding priorities for retention programs. By our own admission,
our institutions have not funded retention programs adequately
and have not ensured funding stability over the years. Just ask
any program director who is perennially faced with defending
their programs' existence to vice presidents, deans, presidents
or chancellors, federal agencies, or to state or local
governments.

One frequently heard criticism of major funding is that insti-
tutions endorse start-up program costs but fail to lupport those
programs' continuance through permanent and mt .e stable insti-
tutional funding, instead allowing them to exist for years on soft
(nonpermanent) institutional supi .rt. The difficulty with this
type of funding priority is that such programs are low in the
(permanent) funding priority because they are perceived as tan-
gential to the institution's primary mission and as benefitting a
select (or chosen) few. Such a perception of retention programs
marks them as expendable during times of financial exigency.
It also identifies the institutions that have this perception as
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dangerously uninformed of and unprepared for the population/
education directions of the future.

We can become innovators and leaders rather than anach-
ronisms; our retention programs and services can earn high-
funding priorities from our institutions throughout this century
and into the future if we are willing to reassess how we envision
minority student retention programs and services. Through their
special services to a special group of students, retention pro-
grams affect in ever-increasing degree the future of the entire
university community. It's as simple as that.

Financing tomorrow's retention activities requires sensitive
collaboration among higher education institutions, private indus-
try, and local or state governments in creative and ingenious
ways. The outcome of such collaborative efforts can and should
be timely student programs and services of high quality, specially
designed for minority students' developmental needs but having
academic outcomes that benefit all students.

Physical Plant and Space. A quintessential ingredient to the
retention of all students is an adequate physical plantadequate
classroom and laboratory space and multipurpose lecture rooms
for both academic and ancillary support programs. That appears
to be an obvious statement yet is frequently overlooked in
program planning of all kinds.

Retention services are multifaceted and labor intensive and,
as such, require large amounts of space for everything from
informal advising to supplemental instruction to personal devel-
opment workshopseach with its own unique space demands.
A shortcoming of retention activities, aside from their never-
ending struggle for permanent financial support, is inadequate
space in which to conduct retention activities.

Little of the literature addresses this concern for the physical
plant needs of retention programs, yet it is an important issue
and will become more so as economy measures force minority
retention programs to consolidate with other special population
retention activities. At the University of Texas at Austin, for
example, the Office of Retention and Emphasis Prograni in the
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Dean of Students' office, which at one time served only minority
students, now has responsibility for minority, returning, and
disabled student retention (S.A. West, Personal Communica-
tion, February 17, 1988). Kansas State University's minority
student services component, whose entry class numbered less
than 100 in 1971, conducted both minority recruitment and
retention activities from one small office. That same adminis-
trator now has responsibility for retaining a minority student
population of over 700, plus supporting returning, disabled, inter-
national, and religious student services as well as Upward Bound
programs (Office of Minority Affairs, 1988).

As we have seen over and over, what were historically minor-
ity retention activities have become more complex and multi-
faceted programs increasing their already high space needs, even
while consolidating the administrative structure. Given many
institutions' budgetary considerations and anticipated minority
student growth, especially in southern and western states and
in major metropolitan areas (Hodgkinson, 1985), space needs
will surface as an issue of increasing importance for student
retention.

A clearly articulated plan for minority retention services, tied
to permanent institutional support, must emphasize space util-
ization or else these programs will remain relegated to the oldest
campus buildings at the campus' academic fringes with inade-
quate space for their services, Possible allies for this aspect of
retention progyams are those administrators responsible for
physical plant and academic space allocation, and they should be
included in retention planning.

Of course, direct service activities are not the only campus
areas in which the space availability issue is crucial for retention.
Consider this case in point. A college administrator's daughter,
who resides in campus housing at a southwestern university,
told her father that she and her friends had difficulty finding
available seating in either of the major campus libraries during
one night of the spring finals period. So what? In this instance,
the physical environment (libraries) restricted learning (study)
and also created personal frustration that could very well have
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resulted in lowered examination performance and most certainly
prolonged their exam preparation process. Perhaps this is an
isolated circumstance, nonetheless, it is a problematic one when
it occurs during such critical learning points as finals week.
College administrators and others responsible for retention
would be wise to reexamine the ways in which the physical
environment can (and should) facilitate the leaning process and,
through it, promote students' retention.

The New Technology. "New" hardly seems an appropriate
adjective anymore. Colleges and universities have been irre-
vocably affected by the infusion of computers and other infor-
mation age technological necessities onto the campus. Not a
single area of campus, from parking to political science, is without
at least one computer terminal with which to manage the massive
amounts of information communicated across campus in a day's
work.

Entering students arrive anew in the fall with fresh faces and
open minds; they bring stereos, popcorn, Nikes, and, in increas-
ing numbers, personal home computers. Unfortunately, minority
students often enter college with limited access to, less money
to invest in, and little personal skill with this computer technol-
ogy. To their (and their parents') dismay, the personal computer
is fast becoming a necessary tool for academic success, just as
the calculator, the slide rule, and the typewriter were a decade
ago.

Institutions that want their students to be on the cutting edge
must make computers available and accessible. Likewise, com-
puters and related technology are factors in all our programs,
both in service delivery and in administration, and retention
programs are no exceptionas we have seen from our earlier
examples at the University of Texas. While their high costs for
purchase, maintenance, updating and progamming represent
an awesome drain on many budgets, failure to incorporate their
capabilities can restrict both students and their support pro-
warns. These realities have made technology considerations a
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broader category than what once might have been called equip-
ment resources.

Mere possession of computers, like any equipment, is sense-
less if they are not utilized; yet their optimum use requires far
more sophisticated training than necessary for the typewriter/
Dictaphone/calculator era in which most retention program staff
were educated and trained. Technology in the computer age
has become an inescapable complication of our retention pro-
gams that we seldom acknowledge or address. Future retention
programs must have state-of-the-art computer resources for
use in all areas of service delivery; for desktop publishing of
program materials, for evaluation of services, for easy access
to student demographic information, and for monitoring student
progress as well as for student usage in classroom and laboratory
work and with student organizations. Along with computers'
acquisition comes the necessity that staff become computer
literate and, in some instances, provide sophisticated program-
ming skills that allow retention services to be more creative and
effective in their endeavors. In greater numbers, retention ser-
vices are budgeting for computer hardware and hiring program-
mers or other computer-skilled professionals. To manage the
amount of information necessary for effective service delivery,
future retention activities will utilize computer resources
increasingly.

Staff and Role Models. We can retain minority students with
minority staff and role models. This hallowed axiom contains so
much truth (as well as personal investment for many of us), that
it is difficult to think objectively about staff resources. Yet we
must.

As with every one of these basic resources, in times of
scarcity, we must prioritize, weigh, choose, and make do. Per-
haps every retention program in the nation would be immea-
surably better if its staff were proportionately comprised of
professionals from every culture represented on campus, all of
them highly skilled and interpersonally savvy with all students.
Sadly, very few campuses work in this "ideal" state. The rest
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of us tend to accept the axiom and, consequently, to judge our
programs as sadly remissall the while continuing to seek and
favor staff members from our own cultures, our own races,
regardless of what culture or race that may be, and continuing
to fail to seek other sources of role models. In a subtle, con-
voluted way, this very human bias has greatly influenced the
staffing of minority retention programs and therefore it is and
will always be an important factor in the success of our programs.

We must reexamine staffing priorities and practices, exploring
alternatives that ensure an adequate supply of the indisputably
important role models that (minority) students often lack all the
while redefining our staffmg needs. Above all, we must make
every possible effort to upgrade the skills and effectiveness of
our staffs, a far more complicated, and es,ential matter than
merely obtaining a racial balance. How will (or should) retention
programs be staffed in the future? Several staffing considerations
are suggested.

Retention staffing must be diverse, reflecting all variations
of age, gender, and race, and presenting a wide selection
of philosophical or academic viewpoints.
Retention professional staff should have strong interper-
sonal communication skills and, where necessary, be bi-
lingual and bicultural. Staff persons should be familiar with
and show appreciation for regonal linguistic differences
among ethnic minorities.
Professional staff should be academically diverse from a
variety of disciplines and should include doctoral-level mem-
bers. Professionals with bachelor degrees should be pro-
vided training opportunities and encouraged to seek
advanced degrees.
Professional and support staff should be included on per-
manent line funding whenever possibie. Retention admin-
istrators should assess the long-range implications of
maintaining staff on soft monies and the overall implications
for staff morale.
Staff development activities should be available for profes-
sional, clerical, and support staff to further educate them
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about new retention techniques or other stall enhance-
ments, such as using computers, cross-cultural commun-
ication, developmental needs of students, and so forth.
Concomitant with hiring professionals with specialized
technical expertise is the need to provide sufficient entry
pay to attract talented and creative staff and an equitable
merit award system to reward them for excellence. Inclu-
sive in such suggestions is the need for a skill-based per-
formance evaluation process and the creation of a
professional career ladder within retention services for
those professionals who choose, by professional interest,
to specialize in higher education retention or multicultural
service delivery.
Professional retention staff should have a strong theoretical
base for understanding college student developmental pro-
cesses in general and minority student developmental var-
iations in particular. Staff development and related
workshops coupled with readings may assist retention staff
to achieve these skills.

These staffing suggestions, by no means a complete listing,
can help institutions and their retention programs identify,
develop, and nurture their committed professionals in ways
which ensure their cooperative efforts as a team toward the goal
of retaining minority (and Anglo) students and, at the same time,
developing competent and strongly committed higher education
professionals.

Program Development Directions. Future retention programs
will simply have to do a better job of identifying integral factors
for retaining students; they must develop more behavioral- and
content-specific progams and services to meet tomorrow's
minority student academic and personal development demands.
What structural changes in retention services would help
improve their support of students? What information must pro-
grams know about their constituencies to be responsive to them
in improved ways? Programs today and for the future can begin
with the following basic practices.
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ment. For some educators, that will require they acquire new
computer skills themselves in order to assume leadership of the
future.

To reiterate, successful retention programs will require
sophisticated financial, space, equipment, staff, and program-
ming resources to effect timely interventions for tomorrow's
talented college minorities. Institutions are now challenged to
use their "tangibles" to create retention innovations that chal-
/enge minorities to excel while modeling their use in educating
ad students. To be sure, a delicate balance of human and technical
resource management is necessary. Together, these tanObles
help create an institutional environment responsive to minorities'
needs yet supportive for all studentsa happy equilibrium to
even the most skeptical college administrator.

These then are the tangibles, though each has its less tangible
aspects. They are the funds, space, equipment, programs, and
people without which retention progams cannot exist. Essential
as they are, they are not enough. We need more.

Intangible Resources
Tangible resources alone do not determine a program's success
or failure. Perhaps even more essential than the extent of our
resources (beyond the minimal requirements) is the efficiency
and effectiveness of our use of them. A small program with
minimal tangible resources can and sometimes does succeed
where other larger and better-funded programs have failed.
What makes the difference?

Certainly we all would wish for the ideal space and equipment,
for limitless budgets and full support from alumnae and alumni,
for unwavering and enthusiastic response from administration,
industry, and the legislature. While we are at it, we might also
wish for a world free of racism and sexism and poverty. In lieu
of a wishing well, we must accept responsibility for our world
and our reality and work toward our goals within that framework
of reality. That is not easy, yet sonic of us do it better than
others. How and why?

(c .4.
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Empowerment. Students who succeed in American universi-
ties and colleges are those who feel entitled to their educations
and who empower themselves to achieve by their assertive
demands for learning excellence. Minority students are no
exception. Those students who are empowered possess (and
utilize) several personal skills to achieve theirgoals; among those
empowc- 'Tient tools necessary for student success (minority or
Anglo) are the following: intellectual risk taking, culture-specific
and cross-cultural interpersonal communication, bilingual and
bicultural (able to work effectively in own culture and the main-
stream culture), self-confidence, self-reliance and celf-esteem,
healthy physical and emotional self; problem-solving ability; and
leadership abilities to work effectively within a political organi-
zational system.

The combination of these and other life skills provides students
with a personal sense of "I can do it" and "Let's go for it" so
desperately needed for tomorrow's strongly competitive world.
Other educators have identified other tools. For example, James
Anderson (1988) in an article in Black Issues in HigherEducation
suggested that staff (retention) should understand four noncog-
nitive variables: "student attitudes toward achievement and col-
lege; social anchors students use to cope with stress; cultural
and cognitive assets students see as valuable; and a student's
realistic (self) perceptions of one's skill level."

He argued further that these factors receive less attention in
the literature and in practice than developmental skills but these
noncognitive factors are the ones which potentially can "diminish
a program's impact for they reflect the degree to which a student
will be realistic, confident, motivated, assertive, adaptable, and
so forth . ." (p. 21). By inference, Anderson (1988) suggested
that retention progams have an obligation to research these
and other noncognitive factors and then to help students acquire
or enhance those skills.

Through the development of these anu other empowerment
skills, we can train minorities to feel comfortable interacting
across the campus. These skills later become transferable life
skills so that they can interact comfortably in the boardroom and
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in the barrio, on the reservation and in Congess, while buying
commodities on the New York stock exchange or negotiating in
the Japanese market. Retention programs, both those on cam-
puses and in communities, can greatly facilitate the growth and
enhancement of these transferable skills.

One community organization, Inroads, Inc., is a leader in
providing such skills. It affords precollege and college supple-
mental instruction and internship work experience in corporate
settings for talented minority students. Founded in 1970 and
headquartered in St. Louis, Missouri, Inroads has 26 affiliates
in cities across the country (Quevado-Garcia, 1987). It is
designed to identify potentially successful black, Hispanic, and
American Indian students and prepare them for eventual posi-
tions of leadership in corporate America and in local communities.
Its model, a partnership between industry, secondaty and higher
education, and a nonprofit entity, is dedicated to the education
and development of college-age minorities who, upon graduation,
may be hired by those same companies that supported them
through college.

To reiterate, empowerment is an attitudinal concept essential
for success; that is often assumed but rarely taught in retention
programs. Each of the aforementioned transferable life skills
could be taught in a workshop format which includes structured
role play or could be integrated into ongoing leadership devel-
opment activities. Student organizations often afford students
practice in self- or organizational empowerment as they advocate
for social causes such as divestiture or AIDS education work-
sf:ops. College counseling centers frequently offer assertive-
ne's, stress management, or self-confidence structured groups
in which students can participate. Several centers are now devel-
oping culture-specific groups such as black women's support or
Hispanic men's awareness groups to assist minorities in devel-
,iping personal empowerment. Institutions are encouraged to
consider developing new resources to assist students in devel-
oping these important life skills.

Commitment and Motivation. Those retention programs that
succeed can often trace their significant diffaences to the depth
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and breadth of their commitment and to their recognition of the
importance of motivationtheir own motives and the motives
of the various agencies with whom they must interact. Repeat-
edly, this monograph has stated the same message: institutions
share responsibility along with parents, governing bodies, and
the students themselves for creating a positive learning climate
in which students can learn and mature emotionally. When that
responsibility is accepted, commitment follows; and when com-
mitment is shared among all those concerned, common goals
are won through cooperative efforts.

Yet we deal always with less than perfect reality. Students
committed to succeeding sometimes fail because of lack of pa-
rental support or financial aid. Supportive parents are ignored by
a rebellious or uninterested child. An administration that is phi-
losophically committed to quality education cannot get adequate
funding from a philosophically opposed, or insolvent, legislature.
A committed director is foiled by a burnt-out and cynical staff,
and vice versa. The actralities are varied and seldom ideal.

How then do we gather if not optimum at least adequate
commitment to our goal of retaining minority students long
enough to educate them? We must find it or we must create it,
and generally we must do both. To do thatwe need to understand
the difference between common goals and common motivations.

Goals do not of themselves dictate the motivation necessary
to achieve them. People commit to goals for their own reasons.
Two people may seek the same goal, work together on the
same task, cooperate in many ways, and yet have entirely
different or even antithetical motivations for doing so. Failure
to recognize these differences in motivation has been one of the
major failings of retention progams, yet a poignant human failing
it is.

In the heyday of the civil rights movement, the golden era of
the late 1950s and '60s, institutions turned (or were turned)
toward recruiting, retaining, and educating minority students for
a single reason shared by an entire nation: atonement. As a
nation we were righting a wrong; sometimes joyfully and vol-
untarily, sometimes bitterly and recalcitrantly, we demon-
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stated, legislated and shamed our society into doing the right
thing for the right reasonbecause it was right, in the deepest
sense of the word.

Even then, in a time of relative national prosperity and might,
there were those who were unwilling or unable to provide equal
opportunity to people merely because it was morally right. Real-
istically, the nation applied political and financial pressures and,
above all, the emotional pressure of guilt. Thus, the vast majority
of our retention programs were structured around the motivation
of moral guiltand still are today.

Guilt is no longer enough, if it ever was. Moral guilt alone is
not enough to persuade higher education and this nation to accept
responsibility for retaining minority students. The influence strat-
egies employed two and a half decades ago are simply ineffective
against a campus climate influenced by the stock market, entre-
preneurship, political conservatism and modem-to-modem com-
munication, rather than the societal motivations so predominant
in the '60s. Minority student retention in the '90s and into the
next century requires new change strategies that do not depend
on any single motivation, whether that be righteousness or guilt
or greed for federal funds. We must recognize different values
and motivations, if we are to enlist commitment to and coop-
eration with our goal. The coercive pressures always necessary
to ensure compliance with the legislation even in the days of the
civil rights revolution must also be reassessed and if necessary
restructured to the changing values of a changing world.

This is not to say that we should neglect our nation's social
conscience or allow any generationyesterday's, today's, or
tomorrow'sto forget that all our citizens are entitled to equal
rights and opportunities. But it is time, past time perhaps, that
we realize we may not be successful in bringing those rights
and opportunities to fruition until we let go of our wish/demand
that others work toward that goal for our reasons, which we
naturally assume to be the right reasons. Those who are going
to be convinced of the righteousness of human rights have for
the most part (with the exception of each new generation)
already been convinced and that has not yet been enough to
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create the reality of equal rights and opportunities. Yet we
continue to direct much of our energies and resources toward
moral persuasions.

With some trepidation, we suggest that the laudable course
may not be the most effectual use of those energies and
resources. It may be time to openly admit to what we all know:
self-interest is a better motivation at this time, in this society,
than is moral persuasion and righteous. If we can plan and
organize our efforts around that most pragmatic of statements,
we may come closer to our goal much faster. If we stop rec
that others do what is right because it is right, we can conce,
on getting the right thing done. If we can accept the fau.
few if any points of ethics and morality have been achieved by
unanimous assentand then only after they were imposed on
vigorously protesting dissentersthen we can rethink our argu-
ments and negotiations and strategies for support so that they
become more widely acceptable, even if not for the right reasons.

Many of the suggestions offered here for innovating and mak-
ing do will be seen as and in reality are mainstreaming. That is
a very unpopular term with many of us, for it is equated with
"oreos," assimilation, loss of ethnic culture and pride, sub-
mergence, and subordination. All are possible results of main-
streaming; many are desired results in a melting pot nation;
none are automatic results, unless we as a nation make them
so. Rivers that run to the sea are confluences of many streams
that join, each adding their own currents. Without that joint
effort many, sometimes all, would never reach the sea.

How long will it take us to realize ourselves and then to
convince others that the programs for educating those of diverse
cultures are no longer, if they ever were, programs for the
benefit of a fewthose neglected and wronged by society? How
can we make others understand that educating minorities is not
a duty or obligation, but rather an act of national self-preser-
vation; unless first we understand that ourselves?

3



The Future of Minority Retention 125

SUMMARY
The old adage from Charles Dickens which prefaced our chapter
may not apply to the future of minority retention as we previously
surmised for, indeed, "the best of times" lie ahead for the
minority students' success in American colleges and universities.

Tomorrow's minority students will enter college with the
strongest academic preparation ever afbrded students. They
will enter armed with stronger analytical, verbal reasoning,
mathematics, and computer skills than ever before, surpassing
even the educational tools of some of their college mentors. Our
challenge as higher education professionals is to transform these
talented youth into adults with solid critical thinking skills who
are technologically tooled, and interpersonally and intrapsychi-
cally confident. This challenge, put to educators and practitioners
by these demanding youth, will require wc _Elect some struc-
tural, programmatic, environmental and, most important, atti-
tudinal shifts in the tangible and intangible resources used to
conduct retention services and activities. We reiterate these
necessary shifts briefly.

First, institutions and their leadership must find new, inno-
vative methods to finance retention services. We can no longer
rely upon federal dollan, io infuse financial blood into our fi-
nancially ailing programs. Creative collaboration with private
industry and with communities and their constituencies will
become necessary in ever increasing ways to adequately fund
future retention progams. This collaboration will likely be most
useful for initial start up of programs and, once institutionalized,
permanent campus support is essential for program maintenance
through the years.

Related to finances are the other necessary resources such
as having adequate building space to conduct quality programs.
Future programs must reexamine their physical building space
needs to ensure that their increasingly specialized services have
ample space to accommodate these increased services. Colla-
boration with key administrators responsible for space allocation
is necessary along with working with other service providers to
share room space.
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Professional staff responsibilities and roles will shift to accom-
modate changing students' needs in the future, resulting in the
need for professionals to "specialize " Tomorrow's retention
staff will need to have computer, evaluation, and statistical savvy
and possess a solid understanding in college students' devel-
opment and in minority students' developmental needs. Profes-
sional retention staff no longer will be generalists, but will evolve
into technically trained service providers. Absolutely essential
to tomorrow's successful retention programs is a diverse staff
crossing a variety of academic disciplines and reflecting diversity
in gender, race, age, and philosophical orientation. Increasingly,
professional staff should hold doctorates and seek additional
tooling through staff development activities, a sharp departure
from staff composition today.

Tomorrow's minority students must see themselves empow-
ered to demand quality services and to take full advantage of
colleges' vast academic and support resources. Retention pro-
gyams will have to provide innovative ways to train or teach
students such empowerment skills as perseverance, self-con-
fidence, assertiveness, stress management, bilingual and cross-
cultural communication skills, to name a few. Empowering
minorities with these necessary life skills is a new responsibility
of tomorrow's retention services to which we must respond
with enthusiasm and renewed energy.

Those intangibles so essential for retention, institutional com-
mitment and motivation, pose perhaps the difficult challenge for
tomorrow's retention programs for they cannot be legislated or
mandated. Rather, they require shifts in staff and faculty atti-
tudes about retention; institutions must ask themselves some
difficult (and oftentimes painful) questions concerning their own
attitudes about minority student retention. The answers may
offer departments and units some suggestions as to how they
may begin the process of attitude change. To successfully retain
students, institutions and their academic units must want minor-
ity (and other) students to be on the campus, and then find
innovative methods of ensuring their success within academic
departments.
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Before we don our Pollyanna frocks, we must acknowledge
in closing some limitations inherent in our suggestions and
recommendations for the future. First is the reality of politics
and its never-ending influence on minorities (and their retention).
We have not done a credible job in anticipating the political
influence on retention. Independent of political party, retention
programs will not exist without some political endorsement from
the state, municipal, and federal powers that b.

We have not articulated this reality well, yet it has been an
implicit assumption throughout this monograph. Retention spe-
cialists would do well to accept and nurture this belief than to
deny it. Higher education is a political system. As retention
specialists, we would do ell to acknowledge this axiom and
prepare for its inevitabilities.

Second, an unknown variable in the retention equation which
we have left unaddressed is the influence of the 1990 U.S.
Census and its impact on federal, state, and local
apportionments.

Higher educatinn institutions across the country are inescap-
ably influenced by (money) apportionment shifts and changes in
congressional districting. Exactly how and where the potential
apportionment changes will impact colleges and universities
remains unclear at this time. Nonetheless, those vested in edu-
cating and retaining minorities at all educational levels should
understand that the next U.S. Census will likely alter their
service delivery and redefine their institutions' recruitment and
financial catchment areas and change students' funding avail-
ability. Retention programs should realize these prospective
changes and develop long-range plans which prepare for these
shifts.

These student demogaphic shifts will be realized in another
area, that is the family constellation. Hodgkinson (1985), Wright
(1984), and others have observed that our college populations,
including minorities, increasingly will come from single parent
families or "blended" familie-, the result of remarriage who have
little disposable income for college. Hodgkinson (1985) noted
also that more of these "latch-key" college students will come
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from teenage mothers. These future students will continue to
need lots of financial aid and academic assistance having come
from settings where both were in short supply. Collectively
these family shifts suggest that we must rethink our time-
honored notions about parents' contribution (both financially and
emotionally) to college students, including minorities. Higher
education cannot simply ignore these changes in American fam-
ilies and their support for college. It suggestseven more creative
planning to ensure these students have adequate academic and
financial resources for college. We must, realisfically, begin
these new creative innovations early in a child's educational
process, meaning, a closer involvement with secondary and even
elementary schools. This chapter and this monograph have not
afforded us time to examine these new family shifts, yet it is
essential for our retention efforts in the future.

Despite these and, no doubt, other retention limitations, we
can look ahead to exciting and productive years of minority
student participation in and benefit from our colleges and uni-
versities. If we accept these challenges put forth within this
monograph and highlighted within our chapter. The future of
minority retention is bright and, given that premise, so is tomor-
row for all of America.
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NASPA Publications Order Form
Quantity Prke

From Survival to Success: Promoting Minority Student
Retention
$7.95 members; $9.95 nonmembers

Student Affairs and Campus Dissent: Reflection of the Past
and Challenge for the Future
$5.95 members; $7.50 nonmembers

Alcohol Policies and Practices on College and University
Campuses
$5.95 members; $7.50 nonmembers

Opportunities for Student Development in Two-Year Colleges
$5.95 members; $7.50 nonmembers

Private Dreams, Shared Visions: Student Affairs Work in Small
Colleges
$5.95 members; $7.50 nonmembers

Promoting Values Development in College Students
$5.95 members; $7.50 nonmembers

Translating Theory into Practice: Implications of Japanese
Management Theory for Student Personnel Administrators
$5.95 members; $7.50 nonmembers

Risk Management and the Student Affairs Professicnal
$5.95 members; $7.50 nonmembers

Career Perspectives in Student Affairs
$5.95 members; $7.50 nonmembers

Points of View
$5 members; $7 nonmembers

Issues and Perspectives on Academic Integrity
$2 members; $2.50 nonmembers

Your Rights and Responsibilities as a Student Athlete in Higher
Education
(call the office for prices)

NASPA Menwership Directory
$5 members; $10 nonmembers

NASI'A Salary Survey
$5

NASPA Journal
$35 annual subscription; $9.50 single copy
If single copy, indicate volume and issue:

Total

Nanw

Institution

Address

City/State/Zip

NASI'A Membership No..

Payment Enclosed [j P.O. Enclosed u
(Orders without payment will be assessed $2 per copy for shipping and handkng for
1- 5 orders, $1(i for 6 or more ordors.)

Make check payable to NASPA and mail to NASPA, 1700 18th Street, NW, Suite
301, Washington, D.C. 20009-2508.
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