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ABSTRACT

JAMILLAH A. MCDANIEL
POST-AFFIRMATIVE ACTION: THE INSTITUTIONAL ACTION OF A SELECTIVE 
PUBLIC UNIVERSITY WITH SUCCESSFUL OUTCOMES FOR BLACK AND 
HISPANIC STUDENTS
Under the direction of EDWARD BOUIE JR., Ed.D.

The researcher explored the problem of overrepresentation of qualified students 

from historically underrepresented racial groups in open access campuses and 

underrepresentation of these groups in the nation’s most selective public universities 

(Camevale & Strohl, 2013). As restrictions in the use of race as one of many factors in 

admissions continues to face challenges, this study will identify institutional actions that 

promote successful outcomes in enrollment, retention and graduation rates for Blacks and 

Hispanics at a selective public university campus.

The epistemology and theoretical perspective guided the researcher in 

determining the research methodology for the research study. The epistemology for the 

study is premised in constructionism and the theoretical perspective is critical inquiry.

The researcher used purposeful and snowball sampling to identify the study site and 

study participants. The site selected is a selective public university that experienced 

increases in enrollment rates for Black and Hispanic students after affirmative action was



eliminated in the state. In addition to experiencing increases in enrollment for both Black 

and Hispanic students, the study site has one of the highest ranking overall retention rates 

for Black and Hispanic students. Pseudonyms were used for the study site (Flagship 

University) and study participants.

Several institutional actions were identified in the single site case study to 

promote successful outcomes in enrollment, retention and graduation for Black and 

Hispanic students at a selective public university. These themes include Specifically 

Targeted Recruitment, Institutional Commitment, Financial Support, Student 

Involvement, Academic Support, Social Support, Faculty Pedagogy, and Campus Climate 

(Kuh et ah, 2010; Tinto & Pusser, 2006). In addition, the researcher identified 

specifically targeted recruitment as an institutional action that promotes successful 

outcomes in enrollment for Black and Hispanic students at Flagship University.

Flagship University experienced some declines in enrollment rates for Blacks 

after initial restoration o f the Black and Hispanic student enrollment rates post- 

affirmative action bans. However, Hispanic student enrollment rates have kept in parity 

with the growth of the Hispanic population in the state. A discussion o f the explanation 

for those declines is documented in the findings section o f the study.



CHAPTER 1 

INTRODUCTION

Over the years, the capacity for incoming students on selective college campuses 

has increased significantly, but the proportion of students from historically 

underrepresented racial and ethnic groups at selective universities has disproportionately 

declined (Camevale & Strohl, 2013; Long, 2007). Historical and current scrutiny of 

admissions policies, in conjunction with state ballot initiatives repealing the use of race in 

college admissions, initiated shifts from race-conscious to race-neutral admissions 

policies at public universities (Garces, 2012; Harper, Patton, & Wooden, 2009; Horn & 

Flores, 2011; Santos, Cabrera, & Fosnacht, 2010; Zwick & Himelfarb, 2011). Although 

the US Supreme Court has upheld the “narrowly tailored” use o f race in admissions 

policies in higher education in its ruling in Grutter v. Bollinger (2003) and most recently 

in Fisher v. University o f  Texas at Austin (2013), many states have legislative bans on the 

use o f affirmative action policies at public colleges and universities (Bowen, Chingos, & 

McPherson, 2009; Espenshade & Radford, 2009; Garces, 2012; Long, 2007). The 

elimination of race-conscious admissions policies led to subsequent decreases in the 

probability o f students from historically underrepresented racial and ethnic groups 

applying, being admitted and subsequently enrolling in the nation’s most selective public 

colleges (Antonovics & Backes, 2013; Brown & Hirschman, 2006; Hinrichs, 2012; Long,
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2007; Santos et al., 2010). Alternative strategies implemented in states with affirmative 

action bans, such as holistic review, have been ineffective in restoring enrollment rates 

for students from historically underrepresented racial and ethnic groups in the states’ 

most selective public institutions (Camevale & Strohl, 2013; Espenshade & Radford, 

2009; Santos et al., 2010).

The equal protection clause o f the Fourteenth Amendment states, “that no state 

shall deny to any person within its jurisdiction the equal protection of the laws” (U.S. 

Const, amend. XIV, n.d.). The rights set forth in the first section of the Fourteenth 

Amendment guarantees protection for an individual against discrimination by the 

government. Therefore, large scale programs or policies providing concessions to 

individuals o f one group over others are perceived as “burdensome” to individuals o f the 

excluded group because those policies tend to incorporate separate standards for 

individuals based on their race (Gratz v. Bollinger, 2003, Grutter v. Bollinger, 2003, 

University o f California Regents v. Bakke, 1978). Race-conscious admissions programs 

cannot “insulate” individuals with certain desired qualifications from consideration with 

all other applicants because these types o f admissions policies create quota systems 

which are unconstitutional (Gratz v. Bollinger, 2003; University of California Regents v. 

Bakke, 1978). Considering today’s social context, the question remains whether the 

consideration of race is a justifiable means to create the diversity higher education leaders 

consider are critical to learning and preparing the next generation of leaders to succeed 

in a diverse global society (Bollinger, 2003; Espinosa & Gaertner, 2015; Fisher v.

2
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University o f Texas at Austin, 2013, Grutter v. Bollinger, 2003; Lipson, 2007; Milem, 

Chang, & Antonio, 2005).

The existence o f inequality in the public educational school system dates back to 

legalized segregation o f schools and the ruling upholding a “separate but equal” doctrine 

following the landmark decision in Plessey v. Ferguson (1896). Plessy v. Ferguson 

(1896) was first challenged and overturned by Sweatt v Pointer (1950) when the 

Supreme Court ruled it unconstitutional to bar Black students from attending the White- 

only University of Texas Law School because it violated the equal protection clause of 

the fourteenth amendment (Long, 2007). Segregation in public schools was made illegal 

with the Court’s ruling in Brown v. Board o f Education (1954). It would take several 

laws following suit to incorporate integration within the United States school systems 

nationwide (Dyson & Weddle, 2009). Twenty years after the Civil Rights Act o f 1964, 

some Americans still experienced discrimination in housing, the job market and in efforts 

to become socially mobile without the intervention o f the government enforcing laws that 

protected citizens from racial discrimination (Dyson & Weddle, 2009; Espenshade & 

Radford, 2009; Wise, 2005). Espenshade and Radford (2009) assert that anti- 

discrimination laws enacted by government only pushed racial discrimination 

underground and in some cases institutionalized it.

How does inequality o f opportunity play out in the nation’s school systems today? 

Despite the Supreme Court’s ruling in Brown v. Board o f  Education in 1954, some 

United States public school systems remain segregated and maintain a system of
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education in which poorer and low income children receive an education of less quality 

than children in middle and high income families (Coleman et al., 1966; Crosnoe, 2005, 

2009; Kozol, 2005; Logan, Minca, & Adar, 2012; Saporito & Sohoni, 2007; Wise, 2005). 

Those with financial means are more likely to purchase homes in affluent neighborhoods 

with better school systems. Lower income families usually live in neighborhoods with 

lower performing schools and less experienced teachers (Crosnoe, 2005, 2009; Logan et 

al., 2012). Students from lower income famines aic frss likely to graduate high school 

and go to college; and when students from lower income families do go to college they 

are more likely to attend an open-access campus where they are less likely to graduate 

(Bowen et al., 2009; Camevale & Strohl, 2013; Espenshade & Radford, 2009). Similarly, 

students from historically underrepresented racial and ethnic groups are more likely to 

attend schools with higher poverty ratios, lower overall performance and to be taught by 

less experienced teachers when compared to their White and Asian peers (Logan et al., 

2012). Scholars have argued the disproportionate low representation of historically 

underrepresented racial and ethnic groups at selective universities perpetuates an existing 

disparity in public education (Bowen et al., 2009; Camevale & Strohl, 2013; Espenshade 

& Radford, 2009). Some even purport that the current over representation of historically 

underrepresented racial and ethnic groups in the nation’s lowest performing secondary 

schools further stratifies the higher education system and a growing achievement gap in 

educational attainment (Camevale & Strohl, 2013; Espenshade & Radford, 2009).
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Statement o f the Problem 

Blacks and Hispanic college students are disproportionately represented at open- 

access campuses, with fewer resources and poorer college completion rates ((Camevale 

& Strohl, 2013; Kelly, Schneider, & Carey, 2010). It is argued, that all else being equal, 

there is no increase in graduation rates for students attending a more selective institution 

over an open campus college (Heil, Reisel, & Attewell, 2014). However, empirical 

research documents there are clear advantages for qualified students fn attend more 

selective institutions over opcu campuses (Bowen et al., 2009; Espenshade &

Radford, 2009). Some o f the advantages include higher income earning potential, and 

better employment and graduate education opportunities post-graduation (Vedder, n.d.). 

These advantages are more significant for people who are from historically 

underrepresented racial and ethnic groups and from disadvantaged backgrounds (Dale & 

Krueger, 2011). In some cases, these advantages also include higher graduation rates 

(Camevale & Strohl, 2013; Kurlaender & Grodsky, 2013; Melguizo, 2008).

Disparities in educational attainment exacerbate inequalities in other areas, such 

as income and health; higher education has been regarded as an effective equalizer in 

decreasing inequalities and increasing social mobility (Bowen, 2009; Espenshade & 

Radford, 2009). From 1995 to 2007, college enrollment rates for Blacks and Hispanics 

increased by 73% and 107% respectively (Camevale & Strohl, 2013). During this same 

time, the number o f seats for entering freshman at selective colleges grew by 78% and 

21 % at open-access campuses. Enrollment trends amongst racial and ethnic groups differ
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substantially with 9% of Blacks and 13% of Hispanics enrolling at selective schools in 

comparison to 68% o f Blacks and 72% of Hispanics enrolling in open-access colleges.

In 2014, the percent o f 25 to 29 year olds holding a bachelor’s degree was 22% for 

Blacks and 15% for Hispanics in comparison to 41% for whites and 63% for Asians 

(NCES, 2015). Blacks and Hispanics with top SAT scores who attended selective 

colleges graduated at a rate o f 73% in comparison to a rate o f 40% for equally qualified 

Blacks and Hispanics at open-access schools (Camevale & Strohl, 2013).

The disparities in overall average college completion rates for Blacks and 

Hispanics are attributable to the lack o f preparedness for college and the high probability 

of Black and Hispanic college going students pursuing postsecondary education at open- 

access colleges (Bowen, 2009; Camavele, 2009; Espenshade & Radford, 2009). Selective 

public colleges and universities have an opportunity to play a significant role in 

ameliorating or exacerbating inequalities in educational attainment and social mobility 

(Bowen et al., 2009; Espenshade & Radford, 2009). Inequalities in educational 

attainment are correlated with poorer mental and physical health, lower earning potential, 

more crime, less happiness, less racial harmony, and less civic and political participation 

(Bowen et al., 2009; Espenshade & Radford, 2009; Wilkinson & Pickett, 2009).

Purpose of the Study 

The purpose o f the study is to explore the institutional action of a selective four- 

year public university that demonstrated success in attracting, retaining and graduating 

students who identify as Black or Hispanic post-affirmative action bans. The researcher
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explored the institutional strategies adopted by a selective public university using an 

adapted model from Tinto and Pusser’s (2006) institutional action model for student 

success (fig. 1). The adapted model includes the five domains identified in extant 

research on student success for historically underrepresented racial and ethnic groups; 

they include institutional commitment, campus climate, support, student involvement and 

faculty pedagogy (fig. 2). The adapted model is further explained in the conceptual 

framework section of this chapter. The researcher explored the five domains at a selective 

public university that experienced an increase in enrollment rates for Black and Hispanic 

students after the implementation of legislation banning the use o f race in its admissions 

policies. Flagship University also has one of the nation’s highest first to second year 

retention rates for all undergraduate students and was recently ranked for its commitment 

to serving low income students.

The principal questions guiding this study include:

RQ1. What programs and policies were implemented at Flagship University to 

attract and retain Black and Hispanic students after the use o f race was 

banned from the admissions process?

RQ2. How are financial resources allocated to support Black and Hispanic 

students at Flagship University?

RQ3. How does Flagship University promote the involvement o f Black and 

Hispanic students for both social and academic opportunities?



RQ4. How are Black and Hispanic students supported academically and socially 

at Flagship University?

RQ5. What pedagogical resources are available to faculty that promote success 

for Blacks and Hispanic students?

RQ6. What are the expectations of Black and Hispanic students by faculty and 

administrative leadership inside and outside o f the classroom at Flagship 

University?

RQ7. What is the campus climate as it relates to the racial and ethnic diversity of 

faculty, students, and administrators?

Theoretical Framework

In the article titled Functional and Conflict Theories o f  Educational 

Stratification, Collins (1971) expounded on the mechanisms in which inequalities are 

created within the United States educational system. The tenets o f  conflict theory were 

originally proposed through the work o f Max Weber (Collins, 1971) and include 

evidence o f the existence of different status groups based on culture or group member 

commonalities. Collins (1971) defines status groups as “subunits” o f a society and further 

clarifies that there is no limit to the number o f status groups existing in any society; these 

status groups have a tendency to occupy different positions within an organization, and 

these “member groups struggle over power” (as cited in Collin, 1971). The group 

members o f a status group are based on cultural similarities and include educational 

communities; Collins (1971) postulates that the requirements for education are a
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reflection o f the “interests o f whichever groups have the power to set them.”

Additionally, Collins (1971) refers to schools as training for “the elite culture” and 

concludes employers use education to select for “cultural attributes” o f employees. This 

concept is confirmed through the work of Bowles and Gintis (1976), who purport the 

meritocratic system in education further stratifies the labor force which leads to 

disparities in earning potential. Weber identifies the sources for the stratification of status 

groups based on “differences derived from lifestyle...and life situations” (Collins, 1971). 

Lifestyle differences are created based on economic status and life situations are based on 

differences in power position or cultural condition (e.g. race, ethnicity, religion, and 

education).

Status group stratification is further perpetuated in modem day society through de 

facto  segregation (Dyson & Weddle, 2009; Logan et al., 2012). Studies have shown a 

substantially high number o f schools still remain segregated for African Americans 

despite the desegregation of schools since the 1970s (Coleman et al., 1966; Kozol, 2005; 

Logan et al., 2012). There is also evidence of a growing number o f Hispanic students 

attending large, segregated, underperforming schools (Crosnoe, 2005, 2009; Tienda, 

2009). Segregation of schools leaves students, especially students from racial minority 

groups, at a disadvantage because it has historically placed low-income and minority 

children in inferior schools (Dyson & Weddle, 2009; Logan et al., 2012). Inadequate 

preparation o f low-income and racial minority students for college impacts their ability to 

meet admissions criteria for four-year colleges and universities and these requirements
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are continuing to increase (Alon & Tienda, 2007; Posselt, Jaquette, Bielby, & Bastedo, 

2012; St. John, Daun-Bamett, & Moronski-Chapman, 2012).

The struggle for power as theorized in Weber’s Conflict Theory (Collins, 1971) is 

further supported throughout history in higher education as evidenced through the 

litigations surrounding the use o f race in admission policies. In the late 1990s and early 

21st century, California, Washington, Michigan, Nebraska, New Hampshire and Arizona 

introduced ballot initiatives and other public policy to terminate the use o f affirmative 

action in public universities’ admission policies (Blume & Long, 2014; Garces, 2012; 

Kahlenberg, 2012; Potter, 2014). Grutter v. Bollinger (2003) reversed the U.S. 5th Circuit 

Court o f Appeals decision in the 1996 case, Hopwood v. Texas, which eliminated the use 

of race in admissions practices in the University o f Texas (UT) System. Following the 

U.S. Supreme Court’s decision in Grutter v. Bollinger (2003), the University of Texas 

System granted permission for its schools to reinstitute race consideration in admissions 

policies (Home & Flores, 2011). Justice O’Connor expressed that institutions could 

decide if diversity is critical to their mission; furthermore, UM ’s School of Law took into 

account the academic ability o f the applicant coupled with applicants experiences, talents 

and potential to contribute to the learning o f those around them. After the ruling in 

Grutter vs. Bollinger (2003) the UT System announced the provision for institutions of 

higher education in Texas to revisit the implementation of race-conscious decisions in 

their admissions policies. In 2004, University o f Texas at Austin reinstituted race 

considerations in admission policies, while Texas A & M University declined revisiting
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race consideration in its application process (Horn & Flores, 2011). In 2012, the U.S. 

Supreme Court agreed to hear oral arguments in the case o f Fisher vs. University o f  Texas 

at Austin, challenging the use o f race in the flagship school’s admissions practices 

(Garces, 2012). The affirmative action debate has a long history o f being socially and 

politically polarizing since its inception (Holzer & Neumark, 2006). Although the U.S. 

Supreme Court has upheld the “narrowly-tailored” use o f race in admissions policies, 

higher education officials have initiated preemptive shifts from race-based to more race- 

neutral policies in order to avoid litigation (Garces, 2012; Harper et al., 2009).

Conceptual Framework 

Kuh (2009) defines institutional action as the organization and allocation of 

resources by the institution to foster student engagement and ensure that students take 

advantage o f the resources and opportunities that lead to student success. Kuh, Kinzie, 

Schuh, and Whitt (2010) identified three institutional actions that are attributed to student 

success; they include the institutional mission, student engagement in academically 

purposeful activities and campus climate. Institutional mission refers to the enacted 

mission as discovered by what faculty, students and staff say about what the institution is 

doing with its resources. Based on the National Student Engagement Survey, the model 

defines student engagement in academically purposeful activities as those activities that 

provide student-faculty interactions, supportive campus environments, active and 

collaborative learning, enriching educational experiences and the level o f academic 

challenge. The institutional actions o f a college or university to foster engagement can



impact student outcomes ranging from “satisfaction and personal development to 

persistence and grades” (Arum and Roksas, 2011, pg. 92). Lastly, based on the work of 

Kuh et al. (2010), the campus culture is related to the understanding o f the influence of 

subcultures on the campus environment.

Tinto and Pusser (2006) further define institutional action in this context as the 

behaviors o f the institution that take place in order to enhance student persistence and 

success. Furthermore, higher education institutions, especially selective institutions, have 

a role in exacerbating or ameliorating intergenerational inequalities (Bowles & Gintis, 

1976; Camevale & Strohi ,2013; Espenshade & Radford, 2065). the report titled 

Moving from Theory to Practice: Building a Model for Institutional Action fo r  Student 

Success Tinto and Pusser (2006) outlined five domains o f institutional action that 

enhance student success. The institutional action model theorized by Tinto and Pusser 

(2006) will serve as the reference for the conceptual framework of the research project. 

Additionally, the work o f Kuh (2009) and Kuh et al. (2010) is examined to enhance the 

conceptual framework posed by Tinto and Pusser (2006). The conceptual framework is 

provided as a guide for the areas o f analysis for the study. Tinto and Pusser (2006) 

identified five domains as conditions to promote student success. The domains include 

institutional commitment, high expectations, support, frequent feedback, and involvement 

or student engagement. The researcher will merge and modify the concepts theorized by 

the works o f Tinto and Pusser (2006), Kuh (2009) and Kuh et al. (2010) to identify the 

institutional actions that promote success at a selective public university.
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Tinto and Pusser (2006) purport there is an abundance of research focused on 

events that are external to the institution and this research tends to overemphasize the 

student’s role without adequately addressing the responsibility o f the institution (Tinto & 

Pusser, 2006). Furthermore, Tinto and Pusser 12006) state the factors found to influence 

persistence, such as family context and high school experiences, do not icadily translate 

to practical models for institutional actions to promote student success. Additionally, the 

extant research nn student persistence and success covers isolated areas of research such 

as financial aid, campus climate and programming with little emphasis on an inclusive 

model for institutional action (Tinto & Pusser, 2006). More research is needed on how 

comprehensive models of institutional action lead to positive educational outcomes for 

ethnic and racially diverse students (Museus, 2014; Tinto & Pusser, 2006).

The conceptual model (Tinto & Pusser, 2006) is illustrated below in figure 1. The 

first domain of institutional action described by Tinto and Pusser (2006) is institutional 

commitment. Institutional commitment is deemed to reflect the behaviors and attitudes 

expressed by the leadership o f the institution. Leadership has an indirect effect on student 

outcomes in that it plays a role in influencing the attitudes and behaviors o f the faculty 

and staff whose actions directly impact student outcomes. In addition, institutional 

commitment deals with resources that are allocated to carryout different school and 

program initiatives that support student success (Tinto & Pusser, 2006).
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Figure 1. Illustration of Model for Institutional Action as proposed by Tinto and Pusser 
(2006)

Displayed in the three rings o f the Venn diagram of the Institutional Action 

Model in figure 1 and linked directly to student outcomes of learning, quality o f effort 

and success are support, frequent feedback, and student involvement. Both social and 

academic supports are necessary for the promotion of student success. Academic support 

includes advising and tutoring; while social support includes strategies that enable 

students to transition to college. These strategies usually come in the form of freshman 

seminar, learning communities, orientation programs and organizations that help connect 

students with similar interests and backgrounds.

Fischer (2007) further highlights the importance of students forming both 

academic and social ties on campus. This substantiates the model that incorporates both
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social and academic support strategies as a necessary component for institutional action 

as promoters of college student success (Fischer, 2007; Kelly et al., 2010; Museus, 2008; 

Museus & Neville, 2012; Tinto & Pusser, 2006). Based on the study conducted by 

Fischer (2007), “formal academic ties” and social connections are positively related to 

student outcomes such as GPA and persistence. The study also found the reverse to be 

true, that students who did not form academic and social connections were more likely to 

leave college (Fischer, 2007). Museus (2008) further expanded on the theory of social 

connectivity as it relates to cultural adjustment in the phenomenological study of 12 

African American and 12 Asian American students; the researchers noted the important 

role that cultural organizations serve as facilitators to promote social involvement for 

students who are not members of the dominant campus culture. Museus’ (2008) findings 

support the significance that the subcultures created by student organizations play in 

forming social connections that are positively related to student outcomes.

In the second ring, frequent feedback is believed to play a role in providing 

students with assessments about their performance. The most common forms of 

assessment are provided in class and at the beginning o f the year for placement in 

particular courses. Tinto and Pusser (2006) document that there is limited research on the 

topic o f feedback and its impact on student success. Although mentioned as part o f the 

conceptual framework, the researcher chose not to explore feedback as an a priori theme 

o f institutional action because of the limited empirical research determining its impact on 

student success. Instead, the researcher further built on extant literature that reasons
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positive interactions o f students with faculty play a role in student outcomes (Fischer, 

2007; Kuh, 2009; Kuh, et al., 2010; Museus & Neville, 2012). The ability to look at 

faculty pedagogy provided a global context for faculty-student interactions at a selective 

public university including frequent feedback. The adapted model is illustrated in figure 

2 .

Institutional Commitment

High Expectations 

(Campus Climate)
i  Learning

Success
Support

Faculty 
Pedagogy \

Student
Involvement

Quality of 

Effort

Figure 2. Illustration o f Researcher’s Adapted Model o f Institutional Actions that
Promote Student Success.

The third and final circle in the three ringed Venn diagram is student involvement. 

Involvement, as explained in the institutional action model, is also known as student 

engagement. As explained by Tinto and Pusser (2006), theorists have long held the belief
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that student engagement is an important factor in student success and engaging students 

is the job of the institution. The model considers in-class experiences important from the 

perspective o f community colleges, where most o f a student’s interactions with faculty 

and other students occur in class because of the high commuter population. Common 

strategies of engagement highly differ between a residential and non-residential campus 

(Tinto & Pusser, 2006). Tinto and Pusser (2006) focus on two strategies effective for 

engaging students in the classroom; “pedagogies of engagement” and learning 

communities (pg. 15). Pedagogies o f engagement include cooperative learning and/or 

collaborative and problem-based learning. This pedagogical practice is believed to serve 

as a method to increase student involvement and persistence. The researcher is studying 

the involvement and engagement strategies for a traditional four-year, residential 

university and explored evidence of the pedagogical engagement, learning communities 

and more traditional venues o f engagements. The traditional forms of engagement o f 

interest to the researcher for this study include identified methods o f engagement for 

Black and Hispanic students via extracurricular activities and social organizations.

Significance of the Study 

At a time when enrollment rates for racially underrepresented minorities at 

selective public colleges and universities are declining and disparities in educational 

attainment rates continue to exist among racial and ethnically diverse student groups 

(Bowen et al., 2009; Camevale & Strohl, 2013; Espenshade & Radford, 2009; Long, 

2007), policy makers and higher education leaders will find value in understanding how
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some selective public colleges and universities are overcoming challenges o f attracting, 

retaining and graduating a more diverse population of undergraduate students entering 

college after statewide affirmative-action bans. Additionally, as restrictions in the use of 

race as one o f many factors in admissions continues to face challenges, strategies that are 

already implemented by universities in this context will provide useful information to 

other universities searching for alternative means to increase student body diversity and 

promote successful educational outcomes leading to degree attainment for students in 

groups historically underrepresented in higher education.

Procedures

The researcher selected the site o f a selective public university that demonstrated 

increases in enrollment rates for Black and Hispanic students post-affirmative action bans 

within the state. A thematic analysis was conducted on all transcripts from interviews and 

focus groups. Additionally, document reviews were conducted for content analysis. In 

order to validate study findings, the research included methods o f member checking, 

triangulation and provided a rich, in-depth description o f the study site. The researcher 

explored the institutional strategies implemented at a selective public university after the 

use o f race was eliminated in admissions processes through the following actions: 

institutional commitment, campus climate, faculty pedagogy, support, and student 

involvement.



19

Sample

This study used purposeful sampling to identify Flagship University, a selective 

public university in the south, with a demonstrated increase in the enrollment and 

graduation rates o f Blacks and Hispanics on their campus post-affirmative action bans. 

Flagship University is located in a state that does not permit the use of race-conscious 

admissions practices and demonstrated successful outcomes pertaining to enrollment and 

graduation o f Black and Hispanic students post affirmative action up until the early 

2010s.

In the early 2000s, when the use of race was banned in the state, Flagship 

University experienced initial declines in the enrollment rates o f both Black and Hispanic 

students. Until the start of the new decade, Flagship University experienced an increase 

in enrollment rates for both Black and Hispanic students. In the early 2010s, the 

enrollment o f Blacks declined again, while those o f Hispanics kept pace with the 

proportion of growth o f Hispanics in the state’s population. The researcher explored the 

institutional actions that were employed prior to the experienced decline o f Black 

enrollment at Flagship University in relation to the identified themes in the adapted 

model: institutional commitment, campus climate, support, student involvement and 

faculty pedagogy (fig. 2).

The researcher is concerned with selective public universities because the use of 

race-conscious admissions policies is highly contentious in this realm of higher education 

where there is limited space for acceptance and a large pool o f qualified applicants



20

(Bowen & Bok, 1998). Choosing a site with restorative enrollment rates of Blacks and 

Hispanics is intrinsic because according to Long (2007), Bowen (2009) and Camevale 

(2013), the enrollment rates for historically underrepresented racial and ethnic groups at 

selective public universities have been difficult to restore post-affirmative action.

In order to identify participants, the researcher utilized a method of sampling, 

known as snowball sampling. The interview participants included faculty and 

administrators at the selected site. Focus group participants identified as Black or 

Hispanic and were at least in their second year or higher o f post-secondary education. 

Some of the focus group participants were recent graduates.

Limitations

Qualitative case studies provide a rich thick description of the case but exclude 

information that could be gathered by the analyses of other sites in other states and limits 

the ability of the researcher to include information that would possibly enhance the 

analytical generalizability of the study. After the site was selected, it was brought to the 

attention of the researcher by a key informant that in more recent years the site 

experienced declines in enrollment rates for Black students. Identifying and accessing 

faculty, administrators, students and alumni who were knowledgeable o f the campus 

during the time enrollment rates increased for both Black and Hispanic students was a 

limitation. Some faculty and staff were reluctant to participate because they did not feel 

they could recall, and or provide what they interpreted as helpful information for the 

study. In order to mitigate reluctance by participants, the researcher often initiated a
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preliminary call to describe the nature o f the interview and to guarantee measures were in 

place to protect the identity o f participants. Establishing rapport with a gatekeeper was 

necessary in order to mitigate the limitations o f identifying key personnel and students 

who could provide the most beneficial data for the study. Although focus group 

participants were diverse, there were more students participating as Black or African- 

American than Hispanic or Latino. The researcher was unable to access the Hispanic and 

Latino community because o f vacancies in key positions on the campus during the time 

o f the study. In order to mitigate fin's limitmiun, focus groups were diversified so there 

were no homogenous groups.

Delimitations

The delimitations o f the study include the researcher’s decision to conduct a 

single site case study in a state where affirmative action bans are implemented. 

Additionally, the researcher selected a broad range o f participants for interviews in 

administrative and faculty positions to assist with providing a holistic review of the case. 

Focus group participants that were selected were from groups o f students who identified 

as Hispanic or Latino and Black or African-American and who were at least in their 

second year o f college since the researcher was interested in the institutional actions that 

promoted successful outcomes in enrollment, retention and graduation for the specific 

student population. The delimitations o f the study were considered because of the ability 

for the selected participants and site to inform the central research question o f the study.
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Definition o f Terms

Historically underrepresented racial and ethnic groups'. Historically underrepresented 

groups in higher education includes persons who identify as Native American, African 

Americans and/or Hispanic (Santos et al., 2010).

Institutional action: The organization and allocation o f resources by the institution to 

foster student engagement and ensure that students take advantage of the resources and 

opportunities that lead to student success (Kuh, 2009).

Post-affirmative action: Although the U.S. Supreme Court has upheld the “narrowly 

tailored” use o f race (Bakke v. University o f California Regents, 1978; Grutter v. 

Bollinger, 2003; Fisher v. University o f Texas, 2013), many states removed affirmative 

action from admissions practices after court rulings, gubernatorial legislation and voter 

^allots made such practices illegal (Garces, 2012; Horn & Flores, 2011; Santos et al., 

2010. Staics with such bans are considered to as a post-affirmative action environment. 

Successful outcomes: Successful outcomes as described by the researcher in this stuHy 

pertains to the instituti onal actions that promote and increase the rates of student 

enrollment and persistence through graduation for racial and ethnic groups historically 

underrepresented in higher education after the use o f race was eliminated from 

admissions practices.

Summary

In summary, the elimination o f affirmative action in some states has led to 

declines in the enrollment o f Black and Hispanic students at some of the nation’s
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selective public universities. Although the capacity for incoming students at selective 

colleges increased significantly from 1995-2007, the proportion of underrepresented 

minorities at selective universities disproportionately declined, while disparities in 

educational attainment for Blacks and Hispanics still exist (Camevale & Strohl, 2013; 

Long, 2007). Scholars have argued the underrepresentation of racial minorities at 

selective universities perpetuates existing disparities in public education (Bowen et al., 

2009; Camevale & Strohl, 2013; Espenshade & Radford, 2009). Disparities in education 

""teenies lead to other inequalities such as greater disparities in income and health 

(Bowen et al., 2009; Camevale & Strohl, 2013; Espenshade & Radford, 2009). Higher 

education institutions, especially selective public institutions, play a role in perpetuating 

or ameliorating educational disparities (Espenshade & Radford, 2009).

The author expounded on a theory that provides a plausible explanation regarding 

how inequalities are created within the United States educational system by citing the 

work of Collins (1971) from an article titled Functional and Conflict Theories o f  

Educational Stratification. In the article Collins (1971) postulates that the requirements 

for education are a reflection of the “interests o f whichever groups have the power to set 

them.” Conflict theory, originally conceptualized by Max Weber, provides the researcher 

with a framework for defining the problem o f declining rates o f enrollment for racially 

underrepresented groups at selective public universities and the continued existence of 

disparate educational attainment outcomes among racially diverse groups.
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The purpose of the study was to explore the institutional action of a selective 

public university that is successful in attracting, retaining and graduating students who 

identify as Black/African-American and Hispanic/Latino post-affirmative action. The 

researcher examined the institutional action of the university using an adapted model 

proposed by Tinto and Pusser (2006). The adapted model includes five domains 

identified in extant research on student success for groups historically underrepresented 

in higher education; they include institutional commitment, campus clim ate, faculty 

pedagogy, support and engagement. The model is further explained in the conceptual 

framework section of this chapter. The researcher is interested in better understanding the 

institutional action of selective colleges and universities in order to understand how some 

institutions are able to restore and improve the enrollment rates for Blacks and Hispanics 

in states that have eliminated the use o f race in admissions practices.



CHAPTER 2

REVIEW OF LITERATURE

History o f Discrimination and Inequalities

The existence of inequality in ihe public educational school system dates back to

legalized segregation of schools and the ruling upholding the “separate but equal”

doctrine following the landmark decision in Plessy v. Ferguson (1896). Plessy v.

Ferguson (1896) was first challenged and overturned by the Sweatt v. Painter (1950)

decision, when the U.S. Supreme Court ruled it unconstitutional to bar Black students

from attending the White-only University o f Texas Law School because it violated the

equal protection clause of the fourteenth amendment (Long, 2007). Segregation in public

schools was made illegal with the Court’s ruling in Brown v. Board o f  Education (1954).

However, it would take several laws following suit to incorporate integration within the

U.S. school systems and colleges nationwide (Dyson & Weddle, 2009; Harper et al.,

2009). Twenty years after the Civil Rights Act o f 1964, some Americans would still find

discrimination in housing, the job market and difficulty in becoming socially mobile

without the assistance of the government to enact and enforce laws that protected citizens

from this discrimination (Brown & Hirschman, 2006; Dyson & Weddle, 2009;

Espenshade & Radford, 2009; Pager, Western, & Bonikowski, 2009; Wise, 2005). Some

scholars assert that these laws enacted by the government only pushed racial

25
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discrimination underground and in some cases institutionalized it (Brown & Hirschman, 

2006; Espenshade & Radford, 2009). Today, it seems that the United States has 

perpetuated segregation within the various school systems, in which children from low- 

income households receive an education o f less quality than children in middle and 

higher income families (Crosnoe, 2005, 2009; Kozol, 2005; Logan et al., 2012; Saporito 

& Sohoni, 2007). Those with the financial means are more likely to purchase homes in 

affluent neighborhoods with better school systems (Wise, 2005). Lower income families 

usually live in neighborhoods with lower performing schools and less experienced 

teachers (Logan et al., 2012). Students from lower income families are less likely to 

graduate high school and go to college and when students from lower income 

backgrounds do go to college they are more likely to attend an open-access campus 

where they are less likely to graduate (Bowen et al., 2009; Camevale & Strohl, 2013; 

Espenshade & Radford, 2009). Similarly, historically underrepresented racial and ethnic 

groups in higher education are more likely to attend high schools with higher poverty 

ratios, lower overall performance and to be taught by less experienced teachers when 

compared to their White and Asian peers (Bowen et al., 2009; Crosnoe, 2005; Logan et 

al., 2012; Zwick & Himelfarb, 2011). Scholars have argued the underrepresentation of 

some racial and ethnic groups in selective universities perpetuates the existing disparities 

in public education (Bowen et al., 2009; Brown & Hirschman, 2006; Camevale & Strohl, 

2013; Espenshade & Radford, 2009). Some even purport that the current over 

representation o f Blacks and Hispanics in the nation’s lowest performing secondary
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schools perpetuates further stratification of the higher education system and a growing 

achievement gap in educational attainment (Camevale & Strohl, 2013; Espenshade & 

Radford, 2009; Kena et al., 2014).

A substantially high number o f schools still remain segregated for African 

Americans despite the desegregation o f schools since the 1970s (Coleman et al., 1966; 

Kozol, 2005; Logan et al., 2012). There is also evidence o f a growing number of 

Hispanic students attending large, segregated underperforming schools (Crosnoe, 2005; 

Tienda, 2009). Segregation of schools leaves students, especially Blacks and Hispanics, 

at a disadvantage because it has historically placed low-income and Black and Hispanic 

children in inferior schools (Dyson & Weddle, 2009; Harper et al., 2009; Kozol, 2005; 

Logan et al., 2012). Inadequate preparation for college of low-income, Black and 

Hispanic students impacts their ability to meet admissions criteria for four-year colleges 

and universities and these requirements are continuing to increase (Alon & Tienda, 2007; 

Posselt et al., 2012; St. John et al., 2012). As the nation moves to universal access, policy 

makers are shifting toward solutions with an emphasis on merit based aid and excessive 

student borrowing which disproportionately has an adverse impact on the ability of 

students from historically underrepresented racial and ethnic groups to persist through 

graduation in higher education (Advisory Committee on Student Financial Assistance, 

2013; Bowen et al., 2009; Espenshade & Radford, 2009; Hillman, 2012; St. John et al., 

2012 ).

«
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History of Affirmative Action 

The origins o f affirmative action policies trace back to the 1935 National Labor 

Relations Act (Schuck, 2002). Its use was legislatively enforced and interpreted to imply 

an active responsibility of employers to discontinue unfair labor practices, which 

included inhibiting employers from collective bargaining and organizing employer 

groups to demand fair labor practices. Congress authorized the National Labor Relations 

Board to “cease and desist from such unfair labor practice, and to take such an 

affirmative action.. .as will effectuate the policies o f the Act” (Schuck, 2002, p.47).

The Civil Rights movement contributed significantly to shaping affirmative action 

as it is known today. In the 1960s affirmative action was established and federally- 

mandated out o f the necessity to prevent discrimination in employment and hiring 

practices (Holzer & Neumark 2006). In 1961, John F. Kennedy signed Executive Order 

10925, which established the President’s Equal Employment Opportunity Committee and 

mandated federal contractors to take “affirmative action” to ensure applicants are hired 

and employees treated fairly “without regard to race, creed, or national origin” (Schuck,

2002). President Lyndon B. Johnson signed into legislation the Civil Rights Act of 1964, 

which established the Equal Employment Opportunity Commission (EEOC) to enforce 

the employment provision of the Act, prohibiting discrimination in hiring and 

employment practices. Furthermore, it allows courts to enforce affirmative action policies 

when unlawful employment practices are found (Holzer & Neumark, 2006).
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Lehmuller and Gregory (2005) identified four types of affirmative action 

programs that were created to implement the Civil Rights Act of 1964. They include 

programs which grant preference to “equally” qualified applicants, programs which grant 

preference to “less” qualified individuals in a protected group, programs that seek to 

remedy past injustices, and programs to ensure future opportunities are afforded to 

individuals unjustly discriminated against. Lehmuller and Gregory (2005) categorized 

those programs granting preference to “less” qualified individuals in a protected group as 

reverse discrimination or quota systems. Programs in this category usually have “set 

asides” or criteria that differ from a general pool o f applicants and historically have been 

found to violate the equal protection clause o f the Fourteenth Amendment and Title VI 

of the Civil Rights Act of 1964 (Lehmuller & Gregory, 2005).

Review of Court Cases and State Ballot Initiatives 

The earliest case to establish such a practice o f quotas as unconstitutional in 

college and university admissions was The Regents o f  the University o f  California vs. 

Bakke (1978). Allan Bakke, a White applicant to the University o f California Davis’ 

(Davis) Medical School, challenged the school’s consideration of race in its admissions 

practices. After being denied admissions for two consecutive years, Bakke sought 

declaratory and injunctive relief against the Regents o f the University o f California. The 

plaintiff alleged the school’s special admissions programs for disadvantage minority 

groups violated Title VI of the Civil Rights Act of 1964, which prohibits racial 

discrimination in any program receiving federal financial assistance. Davis considered
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disadvantaged students of certain minority groups in a separate admissions program to fill 

16 out o f 100 spaces each year, and a general admissions program that considered all 

racial groups for the other 84 places in the entering class. Race considerations in college 

admissions which are based on quota systems are deemed to violate individual rights 

under the equal protection clause o f the Fourteenth Amendment when “less” qualified 

applicants are given “preferential” treatment because of race (Lehmuller & Gregory, 

2005).

The Supreme Court held in this ruling, the special admissions program 

implemented to increase the number o f doctors from disadvantaged communities that 

would serve in those communities, was unconstitutional and in violation of equal 

protection clause o f the Fourteenth Amendment (University o f California Regents v. 

Bakke, 1978). Additionally, Justice Powell held there was no compelling state interest 

identified by the state legislators or administrative agencies to support Davis’ effort to 

remedy any past discrimination. Five of the presiding U.S. Supreme Court judges ruled in 

favor of using race as one of many factors in the decision process. However, Davis’ 

admissions practice evaluated applicants with different criteria based on their race for 16 

out o f 100 seats. Therefore, the general applicant pool could only compete for 84 of the 

100 seats. Based on the review of admission practices, the Court ordered Davis to admit 

Bakke into the medical school (Lehmuller & Gregory, 2005)(Lehmuller & Gregory, 

2005).
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In 1996, a California ballot initiative to eliminate the consideration of racial 

preferences in university admissions and hiring practices in the State was introduced and 

voted on in the State election. The ballot initiative included the following language, “The 

state shall not discriminate against, or grant preferential treatment to any individual or 

group on the basis of race, sex, color, ethnicity, or national origin in the operation of 

public employment, public education or public contracting” (Martin & Yun, 2011, pg. 

129). Similar voter referenda would follow California’s Proposition 209 model in other 

states and win by a marginal popular vote in the states o f Washington, Michigan, 

Nebraska, and Arizona (Kahlenberg, 2012). The state o f Florida eliminated its use o f race 

in admissions policies by gubernatorial executive order. In 1999, Governor Jeb Bush 

enacted the One Florida Initiative. This initiative ended the use o f race, ethnicity or 

gender in the state’s hiring and contracting practices and in higher education admissions 

policies (Kahlenberg, 2014).

Litigation challenging the University of Texas’ School o f Law in Austin admissions 

policies was brought before the U.S. 5th Circuit Court o f Appeals during the same year 

California’s Proposition 209 was passed to eliminate the use o f race in admissions in 

Hopwood v. Texas (1996). Cheryl Hopwood, the plaintiff in the case, alleged the 

consideration of race in the admissions policies at UT-Austin’s School of Law were in 

violation of the equal protection clause o f the Fourteenth Amendment. Cheryl Hopwood, 

a White applicant, and three other classmates filed suit against UT-Austin. The School of 

Law in Austin categorized applicants as presumptive admit, discretionary, and
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presumptive denial based on an academic score index, a composite of undergraduate 

grade point averages and LSAT scores. Students were placed in respective categories 

based on their academic score index. The cutoff scores for African-American and 

Mexican-American applicants were different than those o f White applicants placed in the 

presumptive admit categories. The court ruled in favor o f the plaintiffs, stating 

admissions practices that considered race were a violation of the equal protection rights 

o f individuals based on the Fourteenth Amendment sr.J utilizing iuce a decision factor 

“contradicts, rather than furthers, ilu- aim of equal protection.”

In 2001, the University o f  Georgia voluntarily eliminated the use o f racial preferences 

in admissions policies after the Court o f Appeals for the Eleventh Circuit found the 

practice as applied by UGA as unconstitutional in Johnson v. Board o f  Regents o f  the 

University o f  Georgia (Kahlenberg, 2014). Following this ruling, in 2003, the U.S. 

Supreme Court heard both Gratz vs. Bollinger and Grutter vs. Bollinger cases. The cases 

involved University o f Michigan’s (UM’s) use o f race in its admissions practices for the 

undergraduate college’s Literature, Sciences and Arts programs in the former and the 

UM’s School o f Law in the latter. In UM’s undergraduate admissions policies, 20 out of 

100 points were assigned to all minority applicants based on their race or ethnicity. The 

U.S. Supreme Court contended the undergraduate admissions practice as unconstitutional 

on the basis that it awarded points based solely on race, in a 6-3 vote, and was not 

narrowly tailored based on individual review (Lehmuller & Gregory 2005).
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In contrast to Gratz vs. Bollinger (2003), Grutter v. Bollinger, et al (2003) 

reconfirmed the California University Regents vs. Bakke (1978) decision and reversed 

the Hopwood vs. Texas decision made by the U.S. 5th Circuit Court o f Appeals. In the 

landmark case, the UM’s School o f Law admissions policy was challenged by Barbara 

Grutter, a White in-state female applicant. Grutter alleged that in rejecting her, the Law 

School discriminated against her on the basis o f race and violated the Equal Protection 

Clause of the Fourteenth Amendment. The court held, narrowly-tailored use o f race in 

admissions policies to further the compelling interest “in educational benefits o f a diverse 

student body” did not violate the Fourteenth Amendment (Grutter v Bollinger et al,

2003). In the opinion written by Justice O’Connor, the ruling upheld diversity as a 

compelling state interest and provided more clarity as to the context in which race

conscious admissions decisions may possibly withstand judicial scrutiny. Justice 

O’Connor expressed institutions could decide if  diversity is critical to their mission; 

furthermore, UM’s School of Law took into account the academic ability o f the applicant 

coupled with applicants experiences, talents and potential to contribute to the learning of 

those around them. After the ruling in Grutter vs. Bollinger, the UT System announced 

the provision for institutions o f higher education in Texas to revisit the implementation of 

race-conscious decisions in their admissions policies. In 2004, University o f Texas,

Austin reinstituted race considerations in admissions policies, while Texas A&M 

declined revisiting race consideration in its application process (Horn & Flores, 2011).
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In the case of Fisher & Michaelwicz v. University o f  Texas at Austin (2012), the 

District Court reviewed the use o f race in its admissions policies based on strict scrutiny 

(narrowly tailored and furthering a compelling state interest) and its duration. The court 

held the university served a compelling interest as defined in the rationale for considering 

race in its admissions policies in the Proposal to Consider Race and Ethnicity in 

Admissions'.

A comprehensive college education requires a robust exchange of ideas, 
exposure to differing cultures, preparation for the challenges o f an 
increasingly diverse workforce, and acquisition of competencies required 
of future leaders. This type o f academic environment is a goal o f  the 
University o f Texas at Austin and admission decisions must take into 
account this goal. The University o f Texas at Austin handles a very large 
number o f undergraduate applications and must select from among a 
highly qualified pool only the number o f students it can accommodate. In 
light o f the institutional goal, admission decisions result from both an 
assessment of the academic strength of each applicant's record and an 
individualized, holistic review o f each applicant, taking into consideration 
the many ways in which the academically qualified individual might 
contribute to, and benefit from, the rich, diverse, and challenging 
education environment of the University . . . (University o f Texas at 
Austin, 2004, p. 23)

The Court referenced the opinion of Justice O ’Connor in Grutter v. Bollinger 

(2003) to qualify UT’s use of race in its admissions programs. In Justice O ’Connor’s 

opinion it was affirmed that the Law School had a compelling interest for student body 

diversity and the interest was critical to the school’s mission. Similarly, UT Austin’s 

stated rationale was justifiable in the Court’s assessment o f compelling interest.

Secondly, the Court found the admissions policies to be narrowly tailored to 

further the interest o f student body diversity. In order to be narrowly-tailored, the policy 

cannot use a quota system and it cannot insulate applicants from competition with other
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applicants based on race (Grutter v. Bollinger, 2003). In the UT Austin application 

review process, race is considered as one of seven “special circumstances” which can 

then be used in reviewing the applicant’s Personal Achievement Index (PAI) score, 

which consists o f six other factors. The PAI score is one element o f the applicant review 

and is considered with the Academic Index score as well. Therefore, the Court held the 

UT Austin’s admissions practice was narrowly tailored and facially neutral with the 

consideration of race as “one o f many” factors used to evaluate an applicant.

Additionally, a predetermined numerical weight or value is not assigned in the 

consideration of race.

Finally, although the Court found no sunset provision existed in UT Austin’s 

race-conscious policies, the University does evaluate the policy every five years to 

specifically determine if  it is necessary to consider race in the applicant review process. 

The Court held that periodic reviews of the policy warranted and sufficed the provision of 

being temporary and meeting the narrowly tailored requirement as outlined in the 

precedence set in Grutter v. Bollinger (2003). The Court granted summary judgment to 

the Defendants in the case, the University o f Texas at Austin, and confirmed the 

University’s use o f race in admissions policies as narrowly tailored to further a 

compelling state interest. This case was appealed to the Supreme Court.

In October 2012, oral arguments were heard before the Supreme Court. In the 

case before the Supreme Court, the Plaintiff, Abigail Fisher, sought injunctive relief and 

return of her admissions fee. The damage alleged by the Plaintiff is the injury of
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discrimination and denial o f equal protection guaranteed by the Fourteenth Amendment. 

The Defendant asserted that she would've been admitted “if  but for race.” The argument 

presented before the Court was the necessity to consider race in order to further the 

compelling interest of student body diversity. However, the Petitioner disclosed in the 

opening arguments that the purpose of the appeal is not to determine if student diversity 

is a compelling interest or to overturn the Grutter ruling. The Petitioner is asking the 

court to consider the means to which diversity can be reached without the use of race.

After hearing arguments from both parties, the Supreme Court remanded the case 

back to the lower court to review UT-Austin’s admissions processes under the strict 

scrutiny o f the law to determine if  the program is narrowly tailored to meet the goal of 

diversity (Long, 2014). On November 12, 2014, the 5th Circuit Court of Appeals 

subsequently denied rehearing the case. On November 17, 2014, an organization known 

as the Students for Fair Admissions filed a complaint with the U.S. Supreme Court 

against Harvard and the University o f North Carolina at Chapel Hill claiming the schools 

use o f race in their admissions policies were unconstitutional (Mulhere, 2014).

State Responses to the Elimination of Racial Preferences in College Admissions 

Although California was the first state to adopt a ballot initiative banning the use 

o f race, many states would follow suit in eliminating the use o f affirmative action in state 

contracting, hiring and university admissions policies (Blume & Long, 2014; Long, 2007; 

Potter, 2014). In 1998, Washington followed Proposition 209’s lead and from 2006 until
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2012, Michigan, Nebraska, Arizona and Oklahoma would also amend their State 

constitutions through voter referenda.

In order to understand the impact changes in affirmative action have on admissions 

policies in states with affirmative action bans or limitations, the responses o f states after 

affirmative action was removed from admissions decisions will be discussed. The states 

where race cannot be used as one o f many factors in the decision process include: 

Arizona, California, Georgia, Michigan, Nebraska, New Hampshire, Oklahoma, Oregon, 

Texas, and Washington. The following discussion on changes to admissions policies will 

be limited to California, Florida, Texas and Washington as these states have the most 

experience with race-neutral alternative strategies in admissions policies.

After Proposition 209, the state o f California experienced predictable declines in the 

enrollment o f students from groups historically underrepresented at its flagship 

universities, the University o f California in Los Angeles (UCLA) and the University of 

California in Berkeley (UC Berkeley or Cal). The year after Proposition 209 was passed, 

admissions rate for Blacks applying at UC Berkeley decreased from 47.8 percent to 19.7 

percent and for Latinos it fell from 44.4 percent to 20.6 percent (Murphy, 2013). 

Policymakers and higher education leaders worked diligently to counter the anticipated 

negative effects o f Proposition 209’s passing and the associated image of campuses being 

unreceptive to historically underrepresented groups on UC campuses (Martin & Yin,

2011; Santos et al., 2010).
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California is known for its robust higher education system which was established by 

the Master Plan in 1960 to reinforce the intent of the state’s higher education school 

system to remain “accessible, affordable, high-quality and accountable” (Martin & Yin, 

2011, pg. 129). The Master Plan outlines the eligibility requirements for all University o f 

California institutions, the California State Universities and California Community 

College campuses. California implemented race-neutral alternatives to counteract the 

disparate decline o f historically underrepresented groups on the UC system campuses. 

These strategies included comprehensive review, Eligibility in Local Context (ELC) and 

the Dual Admissions Program (DAP), and targeted outreach to K-12 school partnerships. 

The ELC component o f California’s alternative strategies to affirmative action guarantees 

admission into one of the UC campuses to students in the top 9 percent of the state or the 

top 9 percent o f their high school graduating class (Martin & Yin, 2011; Murphy, 2013).

In Texas, affirmative action was banned after the Hopwood v. University o f  Texas 

(1996) decision. A year after the use o f racial preferences was outlawed in the state o f 

Texas, the State legislature enacted the Texas Top Ten Percent Plan also known as the 

“uniform admission law” (Kahlenberg, 2012, pg. 26). This policy guaranteed high school 

graduates in the top 10 percent o f their graduating class admissions into the University 

system school o f choice (Horn & Flores, 2011; Kahlenberg, 2012). It differs from 

California’s plan because the California percent plan does not guarantee school o f choice. 

After the Grutter v. Bollinger (2003) ruling by the Supreme Court, University o f Texas 

schools experienced somewhat o f a reset in the consideration of race in its admissions
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policies and were allowed to consider race as one of many factors in admissions. 

Contextually, both California and Texas offer the higher education system at large a 

vantage point as to how the demographics o f the country are predicted to change in 

composition of racial minority groups. These states both have populations of non-white 

groups comprising over 50 percent o f the state’s population and it is predicted by the US 

Census that the nation will move to a plural state by 2050, with no one group considered 

the majority (US Census Bureau, 2012).

While Texas and California may have the longest history o f dealing with 

affirmative action bans than other states, Florida and Washington has shared over a 

decade of experience in implementing race-neutral strategies to promote diversity and 

increase enrollment of historically underrepresented groups in higher education. In 1999, 

Governor Jeb Bush enacted the “Florida One” plan through executive order; this law 

would make the use of race as one of many factors illegal in the state’s hiring and 

contracting practice as well as in higher education admissions decisions (Potter, 2014, pg. 

81). The plan also included a percent plan that offered guaranteed admission to one o f the 

public universities in the state for high school students graduating in the top 20 percent of 

their class (Long, 2007). In 1999, Washington implemented a holistic review of 

applicants by considering non-academic attributes in its admissions process through 

written essays. It includes factors that are in alignment with a student’s knowledge o f 

cultural diversity, overcoming adversity or personal challenges and socioeconomic status 

(Blume & Long, 2014; Brown & Hirschman, 2006; Kahlenberg, 2012).
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Similar to the practices implemented in Washington, Michigan changed its 

admissions policies after the elimination of affirmative action and its use in higher 

education admissions decisions in 2006. Michigan requires students to discuss their 

personal characteristics and non-academic factors that are attributable to a student’s 

ability to overcome adverse circumstances and contribute to the overall diversity o f the 

campus climate (Kahlenberg, 2012).

Impact of Affirmative Action Bans 

Santos et al. (2010) studied the impact o f the elimination of racial consideration in 

the University o f California system on the application, admissions and enrollment o f 

students from racial and ethnic groups historically underrepresented in higher education. 

Santos et al. (2010) concluded from the study that students from racial and ethnic groups 

historically underrepresented in higher education perceived the termination of affirmative 

action programs as a sign of being unwelcomed on UC campuses and may have sought 

other more perceivably welcoming campuses, especially private institutions. The study 

focused on prospective students at three points in the admission process: application, 

admissions and selection. Even with race-based admissions policies historically 

underrepresented groups were less likely than Whites and Asians to be accepted and 

enroll in UC schools prior to Proposition 209. However, Santos et al. (2010) found 

students from groups historically underrepresented were disproportionally adversely 

impacted by the approval of the California ballot initiative. Additionally, students from 

racial and ethnic underrepresented groups were more likely to apply to lower tier schools
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even when controlling for academic fit. Post Proposition 209, historically 

underrepresented racial and ethnic groups were increasingly less likely to apply for top 

tier UCs and even when accepted, were less likely to enroll in more selective universities 

in comparison with white counterparts (Santos et al., 2010). Long considered what 

schools students from racial and ethnic underrepresented groups were more likely to send 

their SAT score reports and noted lower score reporting to top tier UCs amongst 

historically underrepresented racial and ethnic groups in comparison to Whites and 

Asians (as cited in Santos, 2010). Likewise, a study conducted on the transition of high 

school students to college in the state o f Washington found that decreases in applications 

to the state’s flagship, University o f Washington in Seattle, significantly contributed to 

enrollment declines (Brown & Hirschman, 2006).

Antonovics and Backes (2013) used student-level data in the UC system to 

determine how the behavior of students from groups underrepresented in higher 

education changed in response to the end of affirmative action in admissions within the 

UC system. SAT score-sending rates were used as the proxy for application rates. The 

researchers used both admissions and score sending data to determine the changes o f 

each following affirmative action bans (Antonovics & Backes, 2013). Students from 

groups underrepresented in higher education across all academic levels were affected by 

the removal o f affirmative action in the UC system. Even the most highly qualified 

students from these groups, in comparison to their White counterparts, experienced a 

decrease in the probability o f being accepted to the most selective UC schools and less
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qualified applicants became less likely to gain acceptance to the least selective UC 

campuses (Antonovics & Backes, 2013). Additionally, the researchers found that the 

decline in score-sending rates of students from groups underrepresented in higher 

education were small and concentrated at the state’s flagship institutions, UC Berkeley 

and UCLA, while less selective UCs experienced an increase in score-sending rates from 

the same groups (Antonovics & Backes, 2013). These findings quantifiably support the 

claims by some scholars that students from underrepresented groups in higher education 

were discouraged from applying to the state’s most selective public universities, further 

diminishing the diversity on these college campuses (Antonovics & Backes, 2013; Brown 

& Hirschman, 2006; Hinrichs, 2012; Santos et al., 2010).

Scholars agree that the rate o f enrollment for historically underrepresented racial 

and ethnic groups at the nation’s selective public universities in California and Texas 

were immediate and steep. Card Krueger (20041 • * ported that the decline o f 

admicT’^ns off. n, for Black and Hispanic applicants at UC Berkeley dropped from 

approximately one half to one quarter. In the same study, they found that admission rates 

of Black and Hispanic applicants at Texas A&M dropped from 90 percent to 70 percent 

(Card & Krueger, 2004). However, what is less agreed upon is the impact the bans had on 

the rate at which Blacks and Hispanics applied to the nation’s most selective public 

universities within states that removed racial preferences from their admissions practices 

(Antonovics & Backes, 2013; Brown & Hirschman, 2006; Card & Krueger, 2004;

Kidder, 2012; Santos et al., 2010).
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Card and Krueger (2004) studied the effect o f affirmative action policies in 

California and Texas from 1994-2001 with an emphasis on the score reporting behavior 

o f “highly qualified” minority applicants. Score reporting behavior is used as a proxy for 

applying to top tier selective public universities. Specifically, the authors studied the 

score reporting behaviors to three UCs (San Diego, Berkley and UCLA), Texas A&M 

and University o f Texas at Austin. The study found there were no negative effects on 

score reporting to high tier more selective universities amongst highly qualified students 

from historically underrepresented racial and ethnic groups, those with reported scores 

above 1150. The researchers used a model to predict the behavior o f highly qualified 

students from historically underrepresented groups in comparison to other students. The 

study attributed the decrease in minority applications to top tier universities after the 

elimination of affirmative action to a decrease in the number o f less qualified applicants 

sending score reports to the schools.

Long (2007) conducted a meta-analysis o f alternative strategies implemented by 

states banning affirmative action. As discussed in previous sections, affirmative action 

bans were initiated through judicial, legislative, and executive powers or as the result of 

voter referenda. In this study, enrollments and offers made to graduates at the state 

flagship universities were considered juxtaposed to the high school graduates in the state. 

Specifically, the author examined these measures to empirically determine if the 

alternative strategies to racial consideration at selective public universities in California, 

Texas, Washington and Florida increased or decreased the underrepresentation of Black,
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Hispanic, and Native American students amongst the states flagship public universities. 

Underrepresentation was measured by the number of freshmen enrolling in college in 

comparison to the number of high school seniors in the spring of the same year. These 

alternative strategies to racial considerations include top percent plans, targeted recruiting 

and an increased emphasis on socioeconomic factors (Kahlenberg, 2012, 2014; Long, 

2007, 2015).

Between 1997 and 1998, the years immediately fallowing Proposition 209 in 

California, Long (2007) found that the percentage of students from groups 

underrepresented in higher education offered admissions to UC Berkeley dropped from 

26.3 percent to 14.4 percent and at UCLA the offers dropped from 22.2 percent to 15.7 

percent respectively. In addition to offers at California’s two flagship universities, 

enrollment also declined at the schools by 10 percentage points at UC Berkeley and 6.3 

percentage points at UCLA. The researcher found that during this same time period, 

enrollment rates from groups underrepresented in higher education shifted to less 

selective institutions. While UC Berkeley and UCLA experienced decreases in 

enrollment, enrollment rates rose by 2.3 percent at other UC campuses.

At the University of Texas in Austin, underrepresentation in comparison to high 

school seniors enrolled in the spring of the same year, remained somewhat unchanged in 

that it fell from 24.4 percent to 23.7 percent between 1997 and 2004. At Texas A&M, 

underrepresentation grew during the same time period, from 27 percent to 30.3 percent 

(Long, 2007). At the University o f Washington, the years prior to the 1-200 initiative
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banning affirmative action experienced enrollment rates o f groups underrepresented in 

higher education in parity to the share o f students enrolled in the 12th grade. After the 

implementation of the bans, underrepresentation grew by five percentage points and has 

remained almost flat since the introduction of the policy to remove the consideration of 

race in its admissions policy (Long, 2007).

Long (2007) further tested the significance of the findings by conducting an 

interrupted time series analysis where the effects o f policy changes on 

underrepresentation o f students from groups historically underrepresented in higher 

education utilizing an equation accounting for policy changes after affirmative action was 

removed from admissions decisions and after a top percent plan was enacted within the 

state. Based on the aggregated enrollment data from the seven universities, Long (2007) 

found that the difference in underrepresentation after the elimination of affirmative action 

was exacerbated by five percentage points and the introduction o f top percent plans 

mitigated some of this disparity but not fully. The underrepresentation was found to be 

statistically significant at the 1, 5, and 10 percent levels (Long, 2007).

Educational Disparities from Primary to Post-Secondary Education 

Logan, Minca, and Adar (2012) conducted a national-level research study to 

determine the characteristics and inherent differences o f the public educational 

institutions that Blacks, Latinos and Native Americans attend in comparison to their 

White and Asian counterparts. The study covered national data for approximately 45,000 

elementary schools, 21,000 middle schools and 14,000 high schools and confirmed that
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Blacks, Latinos and Native Americans attend public schools that are both separate and 

unequal. Blacks, Latinos, and Native Americans are disproportionately in schools that are 

low performing and high in poverty while their Asian and White counterparts make up 

the majority at schools performing at the 60th percentile or above and low in poverty.

Logan, Minca & Adar (2013) support other research studies that have confirmed 

the disproportionality o f Black, Latino, and Native American student enrollment in low 

performing, high poverty schools. A research study conducted by Crosnoe (2005) found 

that Mexican kindergarteners were more likely to attend schools with a higher 

composition of racial minority groups, higher poverty levels, more inexperienced 

teachers and worse locations than White and Asian peers. Saporito and Sohoni (2007) 

provided similar findings in their study on the concentration of poverty by economic 

segregation based on school attendance boundaries. Their study also confirmed that 

Blacks and Hispanics are more likely to attend schools where most o f the families o f the 

children enrolled are living below poverty (Saporito & Sohoni, 2007).

Niu & Tienda (2013) studied a cohort of 2,752 high school students in Texas to 

determine if there was a relationship between high school economic composition and 

students’ persistence in college. The Texas high schools were categorized as affluent, 

average or poor based on their composition of students receiving free or reduced lunch.

In this study, the researchers found that students from affluent high schools were five 

times as likely to enroll and 2.78 times more likely to persist in college in comparison to 

students who attended schools o f average economic composition (an average number of
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students received free or reduced lunch). In contrast, students attending poorer high 

schools were .64 times as likely to persist in college and half as likely to graduate from 

college (Niu & Tienda, 2013).

The segregation of Blacks, Latinos and Native Americans from kindergarten 

through secondary schooling exacerbates disparities in educational attainment rates and 

skews the preparedness and the likelihood that students from racial/ethnic 

underrepresented groups enroll and persist in college (Espenshade & Radford, 2009; Niu 

& Tienda, 2013; Posselt et al., 2012). Some researchers contend that the tendency of 

Blacks, Hispanics and Native Americans to attend primary and secondary education at 

lower performing schools with high poverty is perpetuated at the postsecondary level 

(Camevale & Strohl, 2013; Gregory C. Wolniak, 2012). In comparison to their peers, 

Black and Hispanic students are disproportionately more likely to attend less selective 

open-access colleges (Camevale & Strohl, 2013). From 1995 to 2007, college enrollment 

rates for Blacks and Hispanics increased by 73% and 107% respectively (Camevale & 

Strohl, 2013). During this same time, the number o f seats for entering freshman at 

selective colleges grew by 78% and 21% at open-access campuses. Enrollment trends 

amongst racial groups differ substantially with 9% o f Blacks and 13% of Hispanics 

enrolling at selective schools in comparison to 68% o f Blacks and 72% o f Hispanics 

enrolling in open-access colleges. Blacks and Hispanics are disproportionately 

represented at open-access campuses, with fewer resources and poorer college 

completion rates in comparison to more selective colleges (Camevale & Strohl, 2013). In
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2014, the percent o f 25 to 29 year olds holding a bachelor’s degree was 22% for Blacks 

and 15% for Hispanics in comparison to 41% for whites and 63% for Asians (NCES, 

2015). Furthermore, Blacks and Hispanics with top SAT scores who attend selective 

colleges graduate at a rate of 73% in comparison to a rate o f 40% for equally qualified 

Blacks and Hispanics at open-access schools (Camevale & Strohl, 2013). Disparities in 

educational attainment exacerbate other inequalities such as income and health; higher 

education has been regarded as an effective equalizer in decreasing inequalities and 

increasing social mobility (Bowen, 2009; Espenshade & Radford, 2009).

College Choice and Access to Higher Education 

Scholars have attributed the disproportionately low numbers o f Black and Latino 

high school graduate enrollment rates, in the nation’s most selective public universities, 

to several factors including ill preparation (Niu & Tienda, 2013), increasing meritocracy 

(Alon & Tienda, 2007; Posselt et al., 2012), a shift in need-based aid to merit-based aid, 

and the lack of information on opportunities at selective public universities (Alon & 

Tienda, 2007; Bowen et al., 2009; Kahlenberg, 2014; Kim, 2012; Laura W. Pema, 2007; 

Laura Walter Pema, 2000). Researchers have provided empirical data that demonstrate an 

increase and the requirements and competitiveness at selective public institutions (Niu & 

Tienda, 2013; Posselt et al., 2012). Posselt et al. (2012) found a trend in an increased 

reliance on SAT scores in predicting enrollment chances o f students for the longitudinal 

cohorts studied from 1982 through 2004. The research study found that in 1982 enrolling 

in one o f the most selective universities was associated with a 2.7 increase in odds for a
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one standard deviation increase; by 2004, the odds doubled to a 5.4 times higher chance 

of enrolling in a most selective post-secondary institution for a one standard deviation 

increase.

Klugman (2012) further supports the findings of Niu and Tienda (2013) in a study 

conducted on the analysis of college entering freshman in the mid-2000s. Klugman used 

data from the 2002 National Longitudinal Study (NLS) for students entering college in 

2004. The NLS is commissioned by the National Center for Education Statistics (NCES). 

The study findings suggest that programmatic and non-programmatic resources affect 

postsecondary destinations and mitigate the effects o f family SES on student college 

going choices for high school students (Klugman, 2012).

Perhaps one of the most salient theories proposed to explain the 

disproportionately low numbers o f historically underrepresented racial and ethnic groups 

at selective public institutions is the theory o f “undermatching” (Bowen et al., 2009; 

Kahlenberg, 2014). Academic “undermatching” occurs when students’ academic 

performance qualifies them to attend a more selective college or university than they 

choose (Radford & Howell, 2014). Bowen et al. (2009) studied approximately 125,000 

students in the 1999 entering cohort at 21 selective public flagship universities. In 

addition, the study examined 47 state systems colleges and universities in four states 

(Maryland, Virginia, Ohio and North Carolina). In this comprehensive study, the 

researchers examined how frequently “undermatches” occurred based on a combination 

of SAT scores and GP A that would presumably qualify a student for admission into a
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selective college. The researchers concluded that 40% of students that would 

presumptively qualify did not attend a selective university and 9% did not enroll at any 

college at all (Bowen et al., 2009). There are researchers that also find that there is no 

statistical significance in the chances o f Blacks enrolling at a selective public university 

in comparisons to Whites when demographics, GPA, test scores, and preparedness are 

controlled for in the study (Arcidiacono, Aucejo, Coate, & Hotz, 2012; Posselt et al., 

2012 ).

Selective Colleges and Degree Completion 

There is no debate on whether or not there is a benefit to graduating from college 

for the individual and society as a whole (Wilkinson & Pickett, 2009). College graduates 

report better health, higher income earning potential over a lifetime, and lower 

unemployment levels (Brown & Hirschman, 2006; Camevale & Strohl, 2013;

Espenshade & Radford, 2009; Hoxby, 2001; Museus, 2008; Radford & Howell, 2014; 

Wilkinson & Pickett, 2009). Bowen et al. (2009) make several points regarding the 

realities of educational disparities and the devastating impact it has on a society; 

highlighting that educational attainment, when coupled with projected demographic 

trends, has major implications for the country’s overall education attainment rate. 

Additionally, educational opportunities should help to close the income and wealth gap, 

not further exacerbate it (Bowen et al., 2009). Selective schools are important to the 

college completion discourse because there is empirical evidence demonstrating that 

educational outcomes differ across school selectivity and “undermatch” is prevalent for
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low-income, historically underrepresented and first-generation students (Bowen et al., 

2009; Melguizo, 2008; Radford & Howell, 2014). Additionally, Kalhenberg (2014) 

asserts that selective universities have a long tradition of serving as gateways to society’s 

most prominent positions; therefore disparities in enrollment o f historically 

underrepresented groups could further perpetuate the inequalities that exist in American 

society.

There are contradictory findings when it comes to empirical research on the 

difference in educational outcomes based on the type of institution a student attends. 

Some argue that selective institutions have better outcomes by virtue o f them enrolling 

better qualified students (Arcidiacono et al., 2012; Card & Krueger, 2004) and other 

studies find there is no difference in educational outcomes by institution type when 

controlling for factors such as demographics, quality o f high school attended, and student 

academic records (Heil et al., 2014). However, some researchers contend that students 

attending more selective institutions have a higher probability o f graduating then students 

with similar qualifications who attend less selective colleges and universities (Camevale 

& Strohl, 2013; Cohodes & Goodman, 2012; Kurlaender & Grodsky, 2013; Melguizo,

2008).

In a natural experiment, Kurlaender & Grodsky (2013) studied the likelihood that 

students complete college in a cohort o f students who were first rejected by an elite UC 

school, and then later accepted; not all students accepted the offer to enroll at an elite UC 

and therefore researchers were able to compare the outcomes for the two groups. The



52

mechanism by which students were later admitted into the school is a program 

implemented by the State o f California called the Guaranteed Transfer Option (GTO). 

Under the auspices o f the program, students were conditionally accepted at a specific 

campus upon completing minimal requirements at a California community college. 

However, in 2004 thousands of students were not granted immediate admission although 

they were UC eligible, due to state budget cuts; these students were placed in the GTO 

program. When the budget was restored, the students were offered immediate admission 

or entry within the next term. In this study, 484 students used their GTO offers and 

immediately enrolled in the elite UC campuses; the other 2,974 chose to attend a less 

selective university. Kurlaender & Grodsky (2013) found that students who accepted the 

offer after being rejected admissions to an elite UC school were more likely to earn a 

college degree than students who did not accept the offer from the UC and attended a less 

selective college or university.

Melguizo (2008) studied the impact of graduation rates on students from 

historically underrepresented groups in higher education based on the characteristics of 

college attended. The selectivity o f the college was measured by proxy o f the average 

SAT score o f the entering freshman class. Melguizo (2008) used data from the National 

Education Longitudinal Study (NELS): 88/2000. The cohort o f students began the survey 

in their eighth grade year. The data from the year 2000 follow-up was used for 

approximately 3,000 respondents. The study’s findings demonstrated that even after 

controlling for sorting, or the tendency o f students to apply for schools they feel they will
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be accepted into based on their relative achievement, both Whites and students of 

historically underrepresented groups benefited from attending the most highly selective 

colleges and universities. After accounting for unobservable characteristics (i.e. 

motivation, involvement in student leadership, and participation honors programs) the 

coefficients, or weight of college type decreased across all student types except for 

students from groups historically underrepresented. The results indicate that attendance at 

highly selective institutions is most beneficial for students from historically 

underrepresented groups.

At a time when enrollment rates for racially underrepresented minorities at 

selective public colleges and universities are declining and disparities in educational 

attainment rates continue to exist amongst racially different student groups (Bowen et al., 

2009; Camevale & Strohl, 2013; Espenshade & Radford, 2009; Long, 2007), policy 

makers and higher education leaders will find value in understanding how some selective 

public colleges and universities are overcoming challenges o f attracting, retaining and 

graduating a more diverse population o f undergraduate students entering college 

statewide post affirmative-action bans. Additionally, as restrictions in the use of race as 

one of many factors in admissions continues to face challenges, the institutional actions 

implemented by universities provide useful information to other universities searching for 

alternatives to increase student body diversity and promote successful educational 

outcomes leading to degree attainment for students in groups historically 

underrepresented in higher education.
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Student Success Theories (Institutional Action & Educational Outcomes)

(Kuh, 2009) defines institutional action as the organization and allocation of 

resources by the institution to foster student engagement and ensure that students take 

advantage o f the resources and opportunities that lead to student success. Kuh et al.

(2010) identified three institutional actions that are attributed to student success; they 

include the institutional mission, student engagement in academically purposeful 

activities and campus climate. Institutional mission refers to the enacted mission as 

discovered by what faculty, students and staff say about what the institution is doing with 

its resources. Based on the National Student Engagement Survey, the model defines 

student engagement in academically purposeful activities as those activities that provide 

student-faculty interactions, supportive campus environments, active and collaborative 

learning, enriching educational experiences and a level of academic challenge. Lastly, the 

campus culture is related to the understanding of the influence on subcultures on the 

campus environment.

Although individual characteristics matter for student success in college, less 

research has been done on institutional practices that enhance student success (Bowen et 

al., 2009; Harris & Bensimon, 2007; Tinto & Pusser, 2006). Additionally, while 

voluminous bodies of research have studied student persistence, it has not lead to a model 

that can be easily adapted for institutional practice and changes in college completion 

have remained unchanged (Tinto & Pusser, 2006). Current research focuses on events 

that are external to the institution and tend to overemphasize the students’ role without
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adequately addressing the responsibility of the institution (Tinto & Pusser, 2006). 

Furthermore, Tinto and Pusser (2006) state that what is known about student departure 

does not translate into why students persist. More research is needed to understand how 

specific types o f environments and educators’ approaches to deli vering programs and 

services lead to positive educational outcomes for racially diverse students (Museus, 

2014; Tinto & Pusser, 2006)).

Tinto and Pusser (2006) further define institutional action in this context as the 

behaviors o f the institution that takes place in order to enhance student persistence and 

success. Higher education institutions, especially selective institutions, have a role in 

exacerbating or ameliorating intergenerational inequalities (Espenshade & Radford,

2009). In the report titled Moving from Theory to Practice: Building a Model for 

Institutional Action for Student Success Tinto and Pusser (2006) outlined five domains of 

institutional action that enhance student success. These domains include institutional 

commitment, support which includes academic, financial and social components, 

frequent feedback, student involvement, and high expectations. The domains identified 

by Tinto and Pusser (2006) further expand the work outlined by Kuh (2009).

Summary

In this chapter, the history of affirmative action, and its enactment through the 

Civil Rights Act o f 1964, to counter racial discrimination in housing, jobs and education 

in the United States were discussed. A review of Bakke v. University o f California, Davis 

(1978), the first case that found the use o f race in admissions policies as unconstitutional
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was provided for historical context o f affirmative action in higher education. The author 

further reviewed cases that supported the use o f race as “one o f many factors” but not the 

deciding factor for college admission. The review of cases in this chapter demonstrates 

that the use o f race will continue to be challenged and it is still highly debatable on 

whether the use of race in admissions can be used in such a manner that does not violate 

the Fourteenth Amendment right o f others.

The review of literature in this chapter provided evidence that the American 

education system is highly polarized in its education of low-income and Black, Hispanic 

and Native American students from elementary to secondary school. De facto 

segregation exists in many school systems within the nation and this segregation 

perpetuates the widening of the achievement gap; leaving students, especially Blacks and 

Hispanics, at a disadvantage because it has historically placed low-income and Black and 

Hispanic children in inferior schools.

Additionally, the author provided a review of studies that show declining 

enrollment o f qualified Black and Hispanic students at selective public universities. 

Studies show these students have an increased rate o f graduating at selective public 

universities when compared to their peers at less selective schools. The “undermatching” 

of historically underrepresented racial and ethnic groups is further expounded on in this 

chapter to offer an explanation for the disproportionately lower numbers o f Blacks and 

Hispanics enrolling at selective public colleges and universities. The author explored the 

institutional action model proposed by Tinto and Pusser (2006) to describe the strategies
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colleges and universities should explore in order to successfully retain students through 

graduation at colleges and universities.



CHAPTER 3 

METHODOLOGY 

The idea of race as a socially constructed term is supported by Cameron and 

W ycoff s (1998) definition of race as an “arbitrary classification system based on 

physical characteristics” that historically served to explain human diversity but later 

justified exploitation, discrimination and unequal treatment for groups of people outside 

o f the privileged group. The inequalities that exist between races, regardless of income 

and academic achievement, are present within education and is systemic dating back to 

Plessy v. Ferguson and beyond (Camevale & Strohl, 2013; Dyson & Weddle, 2009; 

Espenshade & Radford, 2009; Wise, 2005). These inequalities continue to perpetuate 

themselves within the nation’s stratified higher education system and are demonstrated 

by a disproportionately low enrollment o f Blacks and Hispanics at selective college 

campuses and a disproportionately high enrollment of Blacks and Hispanics at open- 

access campuses. Open-access campuses tend to have less resources and lower degree 

completion rates. Additionally, Blacks and Hispanics have lower overall degree 

attainment rates than their White and Asian counterparts (Bowen et al., 2009; Camevale 

& Strohl, 2013; Espenshade & Radford, 2009). This study used an adaptation of the 

Institutional Action Model proposed by Tinto and Pusser (2006) to explain the

58
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institutional actions necessary for an organization to promote sucessful outcomes for 

Black and Hispanic students at a selective public„university. This model identifies five 

criteria that institutions must have in place in order to promote student success and 

include institutional commitment, campus climate, support, faculty pedagogy and student 

involvement.

Rationale for Research Study 

Qualitative research is conducted when the variables o f a problem or issue are not 

easily measured (Creswell, 2013; Patton, 2002). The qualitative inquiry approach begins 

with assumptions o f theoretical frameworks to address the understandings groups or 

individuals give to a social problem (Creswell, 2013). A case study is utilized to provide 

an in-depth understanding of a small number of cases in their real-life context (Creswell, 

2013; Yin, 2009). The researcher explored a single selective public university that 

experienced successful outcomes in the recruitment, retention and graduation rates for 

Blacks and Hispanics. A case study is appropriate because the researcher is interested in 

understanding how the selective public university was able to increase the rate o f 

enrollment and graduation rates o f Black and Hispanic students post-affirmative action 

bans, when other selective universities have experienced historical declines.

Research Questions

The central research question for the study is the following: How did a selective 

public university increase enrollment and graduation rates for Blacks and Hispanics post- 

affirmative action? The principal guiding questions that guided the research study were:
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RQ1. What programs and policies were implemented at Flagship University to 

attract and retain Black and Hispanic students after the use of race was banned in 

the admissions process?

RQ2. How are financial resources allocated to support Black and Hispanic 

students at Flagship University?

RQ3. How does Flagship University promote the involvement of Black and 

Hispanic students in both social and academic opportunities?

RQ4. How are Black and Hispanic students supported academically and socially 

at Flagship University?

RQ5. What pedagogical resources are available to faculty that promote success 

for Black and Hispanic students?

RQ6. What are the expectations of Black and Hispanic students by faculty and 

administrative leadership inside and outside o f the classroom at Flagship 

University?

RQ 7. What is the campus climate as it relates to the racial and ethnic diversity of 

faculty, students, and administrators?

Research Design

According to (Crotty, 1998) there are four elements o f qualitative research design. 

These four elements include epistemology, theoretical framework, methodology and 

research methods. Through the epistemology o f social constructionism and the theoretical 

perspective o f critical inquiry, the researcher will explore the institutional action of a
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selective public university that successfully recruited, retained and graduated Black and 

Hispanic students post-affirmative action bans.

Constructionism proposes that all knowledge in the world is based on human 

practices. This reality is constructed based on human interactions with their world and are 

developed based on social context (Crotty, 1998). Critical inquiry is identified by Crotty 

(1998) as having three goals: social justice, freedom and equity. Critical inquiry doesn’t 

just seek to understand, it seeks to change (Crotty, 1998; Freire, 2012). It is through this 

interpretation that the researcher examined the selective public university.

Creswell (2013) states that the “hallmark” o f a good case study is an in-depth 

understanding o f the case, which is the product o f varying forms of data gathered during 

the research study. A single case study is justifiable when a researcher is identifying a 

critical case Yin (2014). A critical case provides a significant contribution to knowledge 

and theory building by confirming, challenging or expanding the theory (Yin, 2014). 

According to Creswell (2013), studying more than one case limits the ability o f the 

researcher to provide an in-depth analysis o f any single case.

The first step in conducting a case study is the selection o f the site or sites to be 

studied. The site selected for the case study is a selective public university, located in a 

state that does not permit the use of race-conscious admissions practices; in other words, 

the practice o f considering race as a factor in admissions is illegal in the state. The 

selected case demonstrated successful rates o f enrollment and graduation for Black and 

Hispanic students by comparison of its enrollment rates before and after the elimination
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of race conscious admissions practices. However, more recently, the university has 

experienced declines in enrollment rates for Black students. Therefore the researcher 

relied on historical accounts and observations o f participants to describe changes in 

institutional commitment, campus climate, student involvement and support for Black 

and Hispanic students on the campus.

A holistic analysis o f the case provided an in-depth understanding o f the case. In 

addition the researcher will inductively and deductively analyze themes to uncover and 

confirm institutional actions taken by the university post-affirmative action. The analysis 

of documents, interviews, focus groups and field note observations were used for 

uncovering and confirming themes.

Sample

This study used purposeful sampling to identify a selective public university with 

a demonstrated ability to increase the enrollment rates of Blacks and Hispanics on its 

college campuses post-affirmative action bans. The selected site is ranked highly for 

having one of the nation’s highest retention rates (>95%). The researcher is concerned 

with selective public colleges and universities because the use o f race-conscious 

admissions policies is highly contentious in the realm of higher education where there is 

limited space for acceptance and a large pool o f qualified applicants (Bowen, 1998). 

Choosing a site with increased enrollment rates of Blacks and Hispanics is intrinsic 

because according to Long (2007), Bowen (2009) and Camevale and Strohl (2013), the 

enrollment rates for historically underrepresented racial and ethnic groups at selective
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public universities is disproportionately lower than enrollment rates at open access 

campuses and enrollment rates have been difficult to restore post-affirmative action. As 

mentioned previously, the site selected for the case study is a selective public institution, 

located in a southern state that does not permit the use o f race-conscious admissions 

practices and has demonstrated successful rates of enrollment for Blacks and Hispanics 

post-affirmative action bans. The site was identified using data reported from the 

National Center of Education Statistics (NCES) to identify selective public universities 

with successful educational attainment rates for historically underrepresented racial and 

ethnic groups. The researcher used currently reported student demographics for selective 

public universities from the College Navigator, a website published by NCES and 

compared those rates against historical rates o f enrollment prior to affirmative action 

(Potter, 2014). Once the study site was identified, permission to study the site was 

obtained from both the researcher’s and institutions’ IRB approval process (see Appendix 

A).

Participants

The researcher made contact with various key personnel who could serve as the 

key informant for the research study before establishing rapport with an administrator in 

the Office o f Student Affairs. The administrator was referred by an initial contact who 

was new to the campus community. The researcher initially contacted the key informant 

via an email announcement that was approved by the IRB (see Appendix B). The email 

was followed up with a phone call to further explain the purpose o f the study and solicit
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assistance in setting up the campus site visit and study. At the time of initial contact the 

researcher explained purpose of the study to the gatekeeper and the decision for choosing 

the site.

The researcher identified study participants through snowball sampling. The 

participants included faculty, student affairs and academic affairs administrators, students 

who identified as Black/African-American or Hispanic/Latino and who were at least in 

their second year o f college. Participants from the academic and college personnel teams 

were informative in providing an understanding o f the programs both academically and 

socially that are offered on the campus to foster student success. Student enrollment and 

admissions officers were integral in developing an understanding o f the recruitment 

strategies and practices in place to promote enrollment of Black and Hispanic students at 

the university. Faculty provided insight into the type of training or instructional learning 

programs available to faculty on campus. Focus groups with students who identify as 

Black or Hispanic added a rich description of the campus climate and activities that 

contributed to their success on campus.

Instrumentation

Creswell (2013) indicates there are several common characteristics to qualitative 

research inquiry, which includes a holistic account of the issue or problem, the collection 

of data in a natural setting and the use o f the researcher as the key instrument. The 

researcher is a key instrument in qualitative research because the data is collected and 

analyzed by the researcher (Creswell, 2013; Patton, 2002). As the key instrument in the
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research study, the researcher self-identifies as a member o f a historically 

underrepresented racial or ethnic group. Additionally, the researcher was once admitted 

into a selective public university in the state o f California. Upon arrival to the campus, 

the researcher declined acceptance because there was a lack o f structural diversity on 

campus. Therefore the researcher can identify with explanations provided in extant 

literature for the reasons historically undcirepresented racial and ethnic groups are not 

enrolling in selective public universities. It is the researcher’s belief that there are ways in 

which the higher education community, and especially selective public universities, can 

provide a campus that is more welcoming for Black and Hispanic students. In this 

context, the researcher is interested in the equitable consideration of students from 

underrepresented racial and ethnic groups in higher education while considering the 

social and historical context o f  how such inequalities have come into existence and are 

further exacerbated by the stratified and segregated public school systems.

The purpose o f a qualitative interview is to become familiar with the 

interpretations and experiences of the participants (Stake, 1985; Patton, 2002). Patton 

(2002) states “the quality of the information obtained during an interview is largely 

dependent on the interviewer.” The researcher developed an interview guide using open- 

ended questions (see Appendix C). Interviews with campus officials were semi-structured 

allowing the interviewer to “remain free to build a conversation within a particular” 

context (Patton, 2002, pg. 343) while seeking an in-depth understanding o f the practices, 

policies, and campus climate o f the selective public university based on the knowledge of
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the campus officials. In addition, interviews that are semi-structured provide the 

researcher with the flexibility to clarify the meaning o f participant answers (Stake, 1985; 

Patton, 2002). An interview guide allowed the researcher to ask open ended questions in 

a conversational style while remaining focused on the issue and ensured the researcher 

covered the basic lines of inquiry from one interview to the next (Patton, 2002).

The focus group is another interviewing technique that, unlike one-on-one 

interviews, allows group members to hear other group member’s responses and add to 

original response (Patton, 2002). In a focus group, the interactions amongst interviewees 

provide enhanced data quality, and they tend to be enjoyable for the participants; the 

focus group also enables the interviewer to readily identify divergent and convergent 

viewpoints of its participants (Patton, 2002).

Documentation is relevant to most case studies and its objective is “explicit data 

collection” (Yin, 2014). Documents provide a rich source of information in qualitative 

research (Patton, 2002). Learning to skillfully use the method o f document review is a 

necessity for qualitative inquiry because it provides information about what cannot be 

observed or heard by the researcher (Patton, 2002). It is also useful in comparative 

analysis because it allows the researcher to compare official statements that are found on 

brochures and websites to what is heard through interviews and observations (Patton, 

2002; Yin, 2014).
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Validation

Guba (1985) identified four criteria for trustworthiness: credibility, transferability, 

dependability, and confirmability. The researcher enhanced trustworthiness by 

incorporating strategies of qualitative research validity. Glesne (1999) and Creswell

(2013) identify several procedures for data trustworthiness for qualitative research 

inquiry. They include triangulation, rich, thick description, and member checking. 

Triangulation procedures which incorporate the use o f multiple data sources and data 

collection methods are a “hallmark” o f case study design. The researcher collected data 

from multiple sources including documents, interviews and focus groups for analysis.

The rich thick description outlined in Chapter 4 provides readers with a full context o f the 

case and allows them to make decisions about its transferability to other cases. Yin

(2014) also describes this as external validity of a case study and its analytic 

generalizability to other cases. Member checking is necessary for the credibility of the 

qualitative research study (Creswell, 2013). Member checking provides participants the 

opportunity to review transcripts, data, analyses and interpretations for accuracy 

(Creswell, 2013; Glesne, 1999). The researcher provided all members with a copy of the 

interpreted data once analysis was completed. The members were allowed to provide 

feedback and clarification of points interpreted from the data they provided.

Data Collection

As stated throughout this Chapter, an integral component o f a case study is in- 

depth understanding o f a case, which can be provided through the collection of multiple



data sources (Creswell, 2013). Patton (2002) cites that in-depth interviews, direct 

observations, and written documents are three types of data collection methods that yield 

qualitative research findings. The researcher used multiple methods of data collection for 

this study, which include interviews, focus groups and document collection. Campus site 

visits provided contextual understanding o f the case. In addition, interviews with 

administrators, and faculty, as well as focus groups with students who identify with as 

Black and Hispanic provided a holistic understanding of the study site campus climate, 

institutional commitment, faculty pedagogy, student involvement and support.

All participants in interviews and focus groups were provided with a written 

formal consent, which was signed by all participants before they participated in the 

research study (see Appendix D). Semi-structured open-ended interviews were conducted 

with key administrative officials to better understand the historical context of affirmative 

action programs and how the bans have changed the way the institution conducts 

recruitment activities. Student focus groups were chosen over one-on-one interviews 

because of the similarity amongst interviewees and participants were less hesitant share 

information one-on-one setting (Creswell, 2013; Patton, 2002). Focus groups and 

interviews were recorded on a digital recorder that was kept by the researcher in a 

personally locked drawer. Digital recordings were also kept on the researcher’s phone 

application that is password protected and can only be accessed with a pin assigned by 

the researcher. All recordings were discarded after transcription and analysis was
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completed. Information received from fieldwork notes o f student focus groups were used 

to yield an analysis of campus climate.

Document reviews of the strategic plan, programs for first year students, faculty 

and student handbook, catalog, institutional scholarship and honors programs were 

collected via the university’s website. Additionally, the website was reviewed to 

determine the visibility o f the programs and policies for students and faculty at the 

• selected site relating to the five criteria specified in the adapted Tinto and Pusser (2006) 

model for Institutional Action.

Institutional Review Board Approval

The institutional review board o f both the researcher’s home institution and the 

selected site was critical in gaining certain permissions to conduct the research. Certain 

processes were followed, including the submission of the research proposal, in order to 

gain such approval. Additionally, the selected site required a support letter from the key 

informant prior to gaining access to the campus community. The researcher’s developed 

proposal was submitted to the home institution IRB. The approved IRB was sent to the 

key informant o f the selected site.

Data Analysis

The researcher documented the historical context o f  the legislative policies and 

institutional policies enacted within the state post-affirmative action and reviewed the 

literature for possible explanations leading to the disproportionate decline o f historically 

underrepresented racial and ethnic groups at the selective public university. This analysis
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will included explanations and theories for subsequent declines in the enrollment of 

Black students at the selected site.

Explanation building will provide the researcher with inductive and deductive 

thematic analysis with an emphasis on inductive and deductive themes adapted from the 

institutional action model proposed by Tinto and Pusser (2006) and the work of Kuh et al. 

(2010). The emphasis o f the thematic analysis will reveal patterns in the areas of 

institutional commitment, support, campus climate, faculty pedagogy and student 

involvement at the selected site. The researcher used NVivo to organize and code data for 

themes that emerged both inductively and deductively. Thematic analysis is a three stage 

process that involves reducing the text, exploring the text and integrating the text 

(Attride-Stirling, 2001). Integration of the text involves identifying patterns. The 

interviews and focus groups were coded using line-by-line, open-ended, thematic analysis 

to discern patterns in the data (Boyatzis, 1998; Jennifer, 2001). The researcher initially 

coded data quickly and through the iterative process refined codes. In order to bracket the 

researcher’s subjectivity, codes were constructed based on the words participants used 

during the interview process. Content analysis o f documents were used to validate 

findings from interviews and focus groups. Content analysis provided information to 

uncover a descriptive pattern for changes in institutional policies, practices and strategic 

priorities.
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Reporting Result

A detailed description of the case in narrative form is presented in Chapter 4. A 

fundamental of case study research is providing an extensive narrative description of the 

case and its context (Creswell, 2013; Stake, 1995; Yin, 2014). In addition, the researcher 

will present tabular explanations o f codes identified from the thematic and content 

analysis conducted NVivo. In Chapter 4, the researcher presents the principal guiding 

questions and answers to those questions based on the thematic analysis. A table o f the 

codes identified through thematic analysis and a chart o f the codes identified in content 

analysis are presented to provide an explanation o f the actions the study site took in order 

to promote successful outcomes in enrollment and retention for Blacks and Hispanics on 

campus. In addition, changes that were made during this time are documented for a 

thematic analysis o f the actions that were taken leading up to the subsequent decline in 

enrollment o f Blacks on campus. In addition, the researcher documented the patterns and 

actions the selective public university must take to overcome these challenges.

The researcher interpreted the analysis to provide lessons learned from the case 

and to present themes in patterns in a tabular format. Quotations and narratives were used 

to further support analysis and the researcher’s interpretations. Additionally, the site and 

participants were assigned pseudonyms in accordance with the researcher’s approved 

IRB protocol.
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Summary

This chapter provides a description of the specific research design and 

methodology to be utilized to study the case of a selective public university that 

successfully recruits, retains and graduates Black and Hispanic students post-affirmative 

action bans. In this chapter, the researcher identified the four elements o f qualitative 

research design as described by Crotty (1998) and identified the researcher’s 

epistemology, theoretical perspective, and methodology.

The research methodology for the study is a single critical case study. One of the 

rationales identified by Yin (2014) for a single case study is the ability o f a case to 

provide a significant contribution to knowledge and theory building by confirming, 

challenging or expanding the theory utilized for the study. The researcher intends to 

explore a single selective public university with successful outcomes in the recruitment, 

retention and graduation of racially underrepresented minorities at a time when 

enrollment rates for URMs at selective universities are declining in states with 

affirmative action bans (Long, 2007).

The researcher’s epistemology, or world view, is constructionism. The 

epistemology identified by the researcher supports both the rationale and analysis utilized 

for the study. Constructionism proposes that all knowledge in the world is based on 

human practices (Crotty, 1998). The theoretical perspective o f the researcher is critical 

inquiry and is identified by Crotty (1998) as having three goals: social justice, freedom 

and equity. Critical inquiry doesn’t just seek to understand, it seeks to change (Crotty,
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1998; Freire, 2012). It is through the lens o f constructionism and critical inquiry that the 

researcher will analyze the data o f the case study.

Document review will provide information to uncover a descriptive pattern for 

changes in institutional policies, practices and strategic priorities. Lastly, explanation 

building will provide the researcher with inductive and deductive thematic analysis that 

will emphasize the five criteria for Institutional Action to promote student success (Tinto 

& Pusser, 2006). The interviews and focus groups will be coded using a systematic line- 

by-line, open-ended, thematic analysis to discern patterns in the data (Boyatzis, 1998; 

Jennifer, 2001).

The researcher will report a detailed description o f the case in narrative form. An 

integral part o f case study research is providing an extensive narrative description o f the 

case and its context (Creswell, 2013; Stake, 1995; Yin, 2014). An interpretive analysis 

will provide lessons learned from the case and present themes in patterns that may be 

analytically transferable to similar cases.



CHAPTER 4 

RESULTS 

Introduction

The researcher conducted a qualitative case study of a university in a state were 

statewide bans on affirmative action were implemented through state legislation over 

fifteen years ago. The study site was selected based on increases in enrollment rates for 

both Black and Hispanic students after the consideration o f race was eliminated in the 

admissions process. Based on Integrated Postsecondary Education Data System (IPEDS) 

data retrieved from NCES (2015), seven years after the implementation of affirmative 

action bans, Black student enrollment rates for first-time degree seeking students 

increased from a low o f 7% to a high 14% and for Hispanic students from 11% to a high 

o f 15% during the same time period (see figure 3).

Additionally, the selected site has one of the highest overall retention rates 

(>95%) in comparison to other public selective universities with similar state bans. The 

pseudonym for the study site is Flagship University. A description of the site and 

participants are provided in the following sections. The findings from interviews, focus 

groups and document reviews are also reported in this chapter.

74
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Enrollm ent ra te  high 7 years after bans

Statewide affirmative action 
bans implemented
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Figure 3. Black and Hispanic Enrollment Rates after Affirmative Action Bans at Flagship 
University (15 year trend). Data retrieved from IPEDS Data Center retrieved from 
National Center for Education Statistics, http://nces.ed.gov/ipeds/datacenter/Default.aspx

The researcher assigned a pseudonym to all participants, programs, documents 

and the study site to protect the confidentiality o f the research participants. The central 

question o f the research study was: How did a selective public university increase 

enrollment and graduation rates for Blacks and Hispanics post-affirmative action? The 

principal guiding questions that guided the research study were:

RQ1. What programs and policies were implemented at Flagship University to 

attract and retain Black and Hispanic students after the use o f race was banned in 

the admissions process?

RQ2. How are financial resources allocated to support Black and Hispanic 

students at Flagship University?

http://nces.ed.gov/ipeds/datacenter/Default.aspx
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RQ3. How does Flagship University promote the involvement o f Black and 

Hispanic students in both social and academic opportunities?

RQ4. How are Black and Hispanic students supported academically and socially 

at Flagship University?

RQ5. What pedagogical resources are available to faculty that promote success 

for Black and Hispanic students?

RQ6. What are the expectations of Black and Hispanic students by faculty and 

administrative leadership inside and outside o f the classroom at Flagship 

University?

RQ 7. What is the campus climate as it relates to the racial and ethnic diversity of 

faculty, students, and administrators?

Qualitative research methods were used to identify themes that are associated 

with successful outcomes in enrollment, retention and graduation for Black and Hispanic 

students at a selective public university. These methods included both deductive and 

inductive thematic analysis and content analysis (Attride-Stirling, 2001; Hsieh &

Shannon, 2005). NVivo, a qualitative computer software program, facilitated data 

organization, coding, and retrieval (Richards, 2006).

Study Site Description 

Flagship University is a public land-grant research university located in what is 

considered as a “rural” area in the south with high national rankings. These rankings 

include national recognition for high retention rates (>95%), best value for public
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education and more recently, for its “efforts in economic diversity” (Leonhardt, n.d.). The 

university offers a program of study in almost every academic and professional 

discipline. It is the largest and oldest o f all the universities in the state and is a member of 

the Association of American Universities. The university is one of the most 

comprehensive in the country with approximately 50,000 students, over 5,000 faculty, 

top ranked academic and research programs in 16 colleges and over 300 undergraduate 

majors. Flagship University’s operating budget for research is over $700 million dollars.

At Flagship University, all cultural affair programs are a division of Student 

Affairs and are under the purview o f the Office o f Multicultural Affairs. The Office of 

Multicultural Affairs is responsible for the following cultural programs: Black Student 

Affairs (BSA), Lesbian, Gay, Bisexual Transgender, and Queer Student Affairs (LGBTQ 

Affairs), Hispanic/Latino Student Affairs (HLSA), and Asian Pacific Islander American 

Affairs (APIA).

The structural buildings for cultural centers that serve the needs o f Black and 

Hispanic students reside on the campus next to each other. These centers are a hub for 

student interactions and involvement. Interviews took place in the cultural center spaces 

including the Center for Black Students (CBS) and Prestigious Union Hall which houses 

other cultural student led organizations such as the LGBTQ Union and APIA Union. All 

referenced organizations and buildings were assigned pseudonyms by the researcher in 

accordance with the confidentiality agreement disclosed in the IRB application.
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Participant Description 

Seven individual interviews were conducted over the phone with administrators 

and faculty at Flagship University. The years of experience for administrative and faculty 

participants ranged from one to twelve (12) years. Individuals from Student Affairs and 

Academic Affairs participated in a semi-structured interview. As mentioned in Chapter 3, 

interviews that are semi-structured provide the researcher with the flexibility to clarify 

the meaning of participant answers (Stake, 1985; Patton, 2002). Interviews ranged from 

25 to 75 minutes, with the shortest interview conducted with the Faculty Administrator 

and the longest interview with the Wellness Counselor. Two of the participants, Thomas 

and Silva, were also identified as alumni who attended the university between 2006 

through 2010. Thomas is a Black/African-American male and Silva is a Hispanic/Latina 

female. They were able to provide insight as both an alumnus and staff member. Table 1 

provides the pseudonyms and descriptions o f interview participants.

Table 1

Administrator and Faculty Participants

Name and Title Gender Years a t 
Institution

Kimbrough, Faculty Administrator Female ~12 years
Carlisle, Student Affairs Administrator Female ~7 years
Thomas, Student Affairs Administrator & Alumnus Male ~9 years
Richards, Academic Affairs Official Male ~1 year
Anderson, Admissions Official Female ~2 years
Everett, Wellness Counselor, Center Coordinator Female ~5 years
Silva, Faculty & Alumnus Female ~6 years
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In addition to the seven interviews, three student focus groups were held on the 

campus of Flagship University in the Center for Black Students and Prestigious Union 

Hall. There were a total o f 11 student participants. The student descriptions are below. In 

total, there were five juniors, three seniors, one transfer student, one sophomore, and one 

alumnus. The alumnus graduated from Flagship four months prior to the interview.

Table 2 lists the focus group participant pseudonyms and describes them by race/ethnicity 

and classification.

Table 2

Student Focus Group Participants

Name Race/Ethnicity Gender Classification
Tia African-American/Black Female Junior
Kisha African-American/Black Female Senior
Ngozi African-American/Black Female Sophomore
Traci Affi can-Ameri can/Bl ack Female Senior
Elana African-American/Black Female Transfer
Chris African-American/Black Male Senior
Ariana Hispanic/Latino Female Junior
Rashida African-Ameri can/B lack Female Alumnus
Eduardo Hispanic/Latino Male Junior
Rosa Hispanic/Latino (Afro-Latina) Female Junior
Jennifer African-American/Black Female Junior

Findings

The researcher used NVivo software to manage and organize research results 

derived from line-by-line coding of focus group and interview transcripts. Line-by-line
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coding was conducted in an iterative process, meaning the researcher inductively and 

deductively identified initial codes and the initial results were further reviewed to 

determine the codes that would be retained or collapsed in order to derive patterns or 

themes. In total, 68 initial codes were identified and sorted into two categories. The 

categories identified by the researcher were: 1.) Themes that explained successful 

outcomes in enrollment, retention and graduation for Black and Hispanic students and 2.) 

Themes that explained recent declines in Black student enrollment rates. Inductive and 

deductive themes were derived for the two categories based on initial codes identified by 

the researcher in the transcripts o f the focus groups and interviews.

The researcher used four guidelines suggested by Guba and Lincoln (1981) to 

develop these codes. First, the researcher considered if  the theme was supported by more 

than one participant in the study. Codes that were frequently mentioned by more than one 

participant were retained. Second, the researcher considered the level of expertise the 

participant had either through experience or profession to make the assertion. Third, the 

researcher determined if  the assertion provided a plausible explanation of the theme. 

Fourth, the researcher retained codes that provided a perspective not considered in 

previous research to explain the problem. After analysis, the researcher used member 

checking to validate findings and interpretations gathered from the data. Each participant 

received the researcher’s initial codes, themes and interpretations as presented in the 

findings section. Members were given their own quotes and the researcher’s 

interpretations to provide feedback on the plausibility o f the findings.
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Themes that Explain Successful Outcomes for Black and Hispanic Students

The model of institutional action proposed by Tinto and Pusser (2006) and 

adapted by the researcher included a priori themes that promote successful outcomes in 

degree attainment for students. The themes derived from the model include: Academic 

Support, Campus Climate, Financial Support, Student Involvement, Faculty Pedagogy 

and Social Support. The findings suggest the a posteriori theme o f Specifically Targeted 

Recruitment provides an explanation for successful outcomes in the enrollment of Black 

and Hispanic students at Flagship University. This theme was inductively derived from 

the codes.

Table 3 provides a definition o f both inductive and deductive themes that explain 

institutional actions that promote successful outcomes for Black and Hispanic students at 

Flagship University. Each theme was assigned a research question based on its ability to 

inform the question through thematic analysis. For example, in Table 3 the theme of 

Academic and Social Support are proposed by the researcher to inform RQ 4 which asks, 

how are Black and Hispanic students supported academically and socially at Flagship 

University?
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Table 3

Definition o f  Themes that Explain Successful Outcomes in Enrollment, Retention & 
Graduation fo r  Black and Hispanic Students

Research Question Inductive Researcher Definition
Theme

R Q 1. Specifically Specifically targeted recruitment is associated with
Targeted the actions the university took to outreach to
Recruitment communities that were predominantly Black or

Hispanic. These activities include high school visits 
and programs held on campus specifically for Black 
and Hispanic students.___________________________

Deductive Themes Tinto & Pusser (2006)
RQ 1. Institutional

Commitment
Institutional commitment is deemed to reflect the 
behaviors and attitudes expressed by the leadership o f  
the institution towards increasing diversity within the 
student population. Institutional commitment deals 
with resources that are allocated to carryout different 
institutional and program initiatives that support 
student success as well as efforts in recruitment and 
enrollment o f  racially diverse student groups on 
campus.

R Q 2. Financial Support Financial support considers the monetary resources 
that are allocated to carryout different school and 
program initiatives that support the successful 
outcomes for students from historically 
underrepresented racial groups. This includes 
scholarship programs and other financial aid packages 
awarded to students based on their backgrounds (other 
than race) and incentivize Black/African-American 
and Hispanic/Latino student enrollment into a 
selective public university.

RQ 3. Student Involvement Involvement includes references to how students 
become engaged on campus within and outside o f the 
classroom, from very formal to less formal learning 
environments. It includes the expectations o f  faculty 
and administrators for Black and Hispanic students at 
the selective public university.

R Q 4. Academic Support Academic support takes into consideration the support 
provided to students, especially students from 
historically underrepresented racial groups, to help 
them foster success in the classroom. This support can 
be inside or outside o f  the classroom setting and helps 
students to understand coursework and enhances 
student learning which promotes the successful 
completion o f  degree requirements.
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Table 3-continued

R Q 4. Social Support Social support is both the formal and informal 
environment created by subcultures on the campus 
and provides a sense o f  belonging for students from 
historically underrepresented racial groups.

R Q 5. Faculty Pedagogy Faculty pedagogy references strategies effective for 
engaging students in the classroom or “pedagogies o f  
engagement”. Pedagogies o f  engagement include 
cooperative learning and/or collaborative and 
problem-based learning.

RQ 6-7. Campus Climate Campus climate is related to the environment created 
on the campus through expectations and support o f  
programs on campus for students from historically 
underrepresented racial groups. Campus climate is the 
tone set by leadership, faculty, staff and students on 
campus. Although leadership plays a significant role 
in setting the expectations o f  the climate those who 
have direct contact with students, especially faculty, 
staff and peers from other racial and ethnic groups, 
shape the climate o f  the campus as a whole.

Initial codes were further analyzed deductively and grouped together to support 

themes that were derived a priori from the adapted model o f institutional action that 

promotes succ^rcftil outcome': fnr inductively for codes not fitting th*

criteria o f a priori themes. Each code was grouped based on the ability to explain the 

theme providing it met the researcher’s definition of the theme described in tabic 3. For 

example, in table 4 the a priori theme o f Institutional Commitment which is defined by 

the researcher as the resources that are allocated to carryout different institutional and 

program initiatives that support the success o f Black and Hispanic students (Tinto and 

Pusser, 2006) is supported by four initial codes. The initial codes derived from line-by- 

line coding of interview and focus group transcripts include investment in specifically 

targeted programs for Black and Hispanic students, investment in first generation and
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low-income students, a commitment to diversity, and an investment in key people that 

support programs for Black and Hispanic students. There were 49 initial codes assigned 

to the first category o f themes identified by the researcher as explanations for successful 

outcomes in enrollment, retention and graduation of Black and Hispanic students. Table 4 

shows the initial codes derived from line-by-line coding and the inductive and deductive 

themes supported by the codes.

Table 4

Initial Codes and Themes mat Explain Successful Outcomes (Recruitment, Retention &
Graduation) fo r  BlnCn and Hispanic Students

Initial 15odes Inductive Themes
Engaging with alumni from underrepresented backgrounds Specifically Targeted
Influence o f  high school guidance counselor Recmitment
Parental influence
Partnering with under resourced and low performing schools
Targeted recruitment

Deductive Themes
(Tinto & Pusser, 2006)

Investment in specifically targeted programs Institutional Commitment
Investment in first generation, low-income students
Commitment to diversity
Investment in key people
Financial aid paid for everything Financial Support
Other schools offered less scholarship
Full scholarship for first generation Students
Full need based scholarship program
Holistic review o f  merit scholarships
Non-federal student employment opportunities
Funding for summer orientation
Early involvement in research Student Involvement
Student led organizations
Cultural centers and programs for Black and Hispanic students
Peer mentoring
Leadership opportunities for students
Career and professional development
Religious organizations
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Table 4-continued

General academic support 
Faculty mentoring
Career and professional development 
Faculty availability
Early intervention for struggling students 
First year seminar

Academic Support

Leadership opportunities for students Social Support
Student led organizations
Student wellness center
Feel cared about in class by faculty
Religious organizations
Faculty who teach students through engaging classroom discussion Faculty Pedagogy
Use o f  teaching assistants in classroom
Institutional support o f faculty
Incentives for developing courses that attract a diverse student learners
Professors that are relatable and understanding
Give back climate Campus Climate
Feeling a sense o f  community
Sharing down information
Make big institution smaller
University reputation in communities
Collaboration between student and academic affairs
Expectation o f  students to get involved
Expectation o f  students as scholars first
Responsive leadership
Hopeful uncertainty in new leadership
Students happy to be associated with program

Specifically Targeted Recruitment

RQ 1. What programs and policies were implemented at Flagship University to 

attract and retain Black and Hispanic students after the use of race was banned in the 

admissions process?

Seven years after the implementation of affirmative action bans, Black student 

enrollment rates for first-time degree seeking students increased from a low of 7% to a 

high 14% and for Hispanic students from 11% to a high of 15% during the same time
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period (see figure 3). Flagship University has one o f the highest overall student retention

rates (>95%) in comparison to other public selective universities with similar state bans.

Focus group participants, faculty and administrators attributed successful outcomes in

enrollment and retention o f Black and Hispanic students to: specifically targeted

recruitment and outreach programs and partnering with schools that are “low

performing.” The Admissions Official, Anderson, specified that schools are considered

“low performing” based on the educational grading system o f the state. Schools that

receive a “lower grade” from the state are considered “low performing.”

Several study participants mentioned specifically targeted recruitment as an

action that promoted successful outcomes in attracting Black and Hispanic students at

Flagship University. Four student participants attested to how recruitment visits at their

high schools influenced their decision to apply to Flagship. Two explicitly cited not

“hearing much about it” until recruiters visited their high schools. Kisha explained how

she originally desired to attend a school in a major city similar to her hometown prior to

visits from recruiters while in high school.

I actually did not want to come to [Flagship University]. I kind o f never heard of 
it. I’m from [a major city]...I never heard o f this place.. .it’s like no. So I was 
really trying to go to [three other state and private schools], city-like universities. 
But then recruiters came to my high school. They had a certain amount o f us in 
there...people with a GPA o f like a 3.5 or higher. They came with applications for 
us to fill out and everything. And like one of my friends was like.. .fill this out, 
get your resume, recommendation letters, like all that stuff. And again 1 just 
really wasn’t going to do it and one of my friends was like, “just do it [Kisha] 
what do you have to lose” . . .And so 1 did it and I got accepted.. .1 feel like 
[Flagship University] fit more o f what I wanted to do. So that’s why I ended up 
choosing Flagship.
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Ngozi shared a similar experience with recruiters at her high school and chose

Flagship University after being convinced of its reputation as the best school in the state.

I didn’t really want to go to Flagship. 1 didn’t hear much about it just like Kisha 
said. I wanted to go to [another state school] because it was close to home and I 
didn’t really want to go far away. But recruiters came to my high school too. And 
they put us all in .. .rooms, like certain groups o f people. And pretty much just had 
us like log on to the website and pretty much fill out the application so we could 
all do it together. So that’s what happened to me. I didn’t really intend to apply 
but I did and I got in. And everybody was like, well it’s a good school, you have 
to go, it’s the best school in the state. I was like ‘ok ...

Flagship University partners with low performing schools in the state to offer 

scholarships to students who excel at their high schools. According to Anderson, the 

Admission’s Official, some of these scholarships will be terminated at the end of the 

academic year.

This year, this enrolling freshman class, will he ihe last year that we have 
partnerships with six...low-performing schools across the state. So students who 
attended those low-performing schools may have received a partial scholarship, 
it’s called the [Cooperative Scholars Program], to attend [Flagship University]. 
Most o f those students are, unfortunately because of where low-performing 
schools are, most o f those students are African American or Hispanic students. 
They are very bright, o f course, so we are grateful that those students have been 
able to have an opportunity to attend. That program is losing funding and support. 
So this will be the last cohort o f students who will enroll this fall through the 
[Cooperative Scholars Program].

Additionally, students and administrators stated guidance counselors, alumni and 

parents played a role in influencing a student’s decision to enroll at Flagship University. 

Three student participants supported the finding that “parents are strong influencers on 

where students apply and potentially enroll” and also that “guidance counselors 

persuaded them” to attend Flagship University. Additionally, five participants from focus
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groups and interviews supported the Admissions Official, Anderson’s, sentiment that

“engaging with alumni.. .who are from underrepresented backgrounds and having them

come back or share their stories with prospective students’’ are important strategies in the

recruitment and subsequent enrollment of Black and Hispanic students.

Institutional Commitment

The theme of Institutional Commitment is supported by statements from

participants related to the institution’s investment in iow-income and first generation

students, investment in specifically targeted programs and people who organize those

programs, and has an institutional commitment to diversity. Flagship University boasts

about having one of the most unique scholarship programs for first-generation and low-

income students. Several administrators shared their enthusiasm for the First Generation

Scholars Program (FGSP). The Student Affairs Administrator, Carlisle stated,

We have about 1,250 undergraduate students in the scholarship program and they 
are all first in their families, so neither parent has a bachelor’s degree, they’re all 
[state] residents, all admitted to [Flagship] based on their academic merit so this 
isn’t like a remediation program. And they are from historically low-income 
backgrounds. So their total family income has to be less than [a certain amount]. 
So with that, if  they meet those qualifications and if  their selected as a scholar, the 
FGSP funding is a last-dollar scholarship which fills in the financial aid shortfall 
up to their full cost o f attendance. So their entire cost o f attendance is covered: 
tuition, books, housing, meals, cost o f living, all that stuff. So if  they meet our 
renewal requirements every year then they have guaranteed funding up to eight 
semesters or a bachelor’s degree, whichever comes first.

Flagship University’s investment in low-income and first generation students

through scholarship was stated by a few students as a critical impetus for them enrolling.

Rashida explained, after being admitted into the only two colleges she applied to,
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becoming an FGSP student encouraged her to choose Flagship University. Rashida, a

recent graduate, explained how receiving a scholarship influenced her decision to enroll.

I actually wanted to go to community college at home first. That’s because I 
actually wanted to stay closer to where I’m from. ..1 was just going to apply to 
[another state school closer to home]. But my guidance counselors actually 
persuaded me to, or encouraged me to apply to [Flagship] just because I have the 
GPA and stuff. So I only applied to [another state school] and [Flagship 
University]. And I did not go to [the other state school] because my brother went 
there for one and two [Flagship University] gave me a full scholarship.

In addition to investing in low-income, first generation students, Flagship

University invests in programs that are specifically targeted for underrepresented racial

and ethnic groups. These programs include a “mentoring program for minority students”

sponsored by a division of Student Affairs. Student Affairs Administrator, Carlisle,

stated that the Office of Academic Support provide services that “specifically target

underrepresented racial minority students as well as first generation” students.

Additionally, programs for students from historically underrepresented racial and ethnic

groups are offered through the Wellness Center. Wellness counselor Everett describes the

programs with which she works that are specifically tailored for first generation and

historically underrepresented racial and ethnic groups in the statement below.

So basically what we do, is all grounded in therapeutic principles, so we’re 
therapists. But we do specialized therapy groups like [for black women], or first 
generation empowerment groups. They’re therapy groups, that are very specific to 
these subpopulations to help them feel connected, valued, affirmed, and develop 
skill sets to navigate college. We also are doing outreach. So we might go to the 
[Center for Black Students] and do an enrichment session with them. We 
collaborate with them. First generation students...[there] is this huge incentivized 
program for low-income students. Many of, all o f them are the first in their 
families to go to college. So we do outreach programs for them.
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Three participants supported the finding that suggested the “driving force in

investment comes packaged in people not necessarily institutions.” The institution

invested in “key people” who were over some o f the programs that are specifically for

Black and Hispanic students on campus. Participants discussed the hiring of personnel in

important areas that coordinate programming for Black and Hispanic students. Student

Affairs received funding to hire an assistant director to help with the FGSP program and

the Vice-President o f Student Affairs Office hired a director in the past year for the

Office o f Multicultural Affairs.

Five participants agreed that there was a commitment to diversity and the campus

was “supportive of Black and Hispanic students.” Carlisle in Student Affairs

demonstrated the institutional commitment to diversity in her statement below:

I think this is part of the reason why students are being retained and why the 
university is trying to be as supportive o f Black and Hispanic students.. .because 
there are.. .individuals and I’ll say I’m one of them .. .who really do deeply care 
about the persistence issues. You’re here, we’ve invested in you.. .you can be 
successful. So now it’s our job to provide opportunities and to try to eliminate as 
many systematic barriers that are out there to help students have a solid 
experience...

The Admissions Official, Anderson, referenced the importance of an institutional

commitment to diversity to achieving successful outcomes in enrolling students from

historically underrepresented racial and ethnic groups in the statement below.

I think having diversity at the forefront always in whatever anyone is doing is 
certainly going to be important in helping to attract students to the institution. I 
think in terms o f recruitment, because there has not been anything.. .that I’m 
aware o f .. .that says you can’t recruit differentially.. .Taking the time to visit 
those schools that may be under resourced or low performing, because again they 
are concentrated in high African American and Hispanic areas, rural [and] low-
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income areas and finding the diamonds in the rough to try to encourage those 
students to apply to the institution...

RQ 2. How are financial resources allocated to support Black and Hispanic students at

Flagship University?

Financial Support

Students at Flagship University are provided a financial aid package through 

federal aid programs as permitted by the Higher Education Act under Title IV. In 

addition to federal financial aid programs, Flagship University provides both merit 

scholarships and need-based scholarships. Flagship offers need-based scholarships 

through FGSP. Although these financial awards are not specifically for Black and 

Hispanic students, a majority o f the students who receive the award are Black and 

Hispanic. Both administrators and students provided financial support as a strategy for 

successful outcomes in enrollment and retention. The theme was confirmed by 

participants who cited the availability o f merit scholarships, financial award packages 

that “paid for everything,” other schools “offering less scholarships,” and opportunities 

for campus employment outside o f federal work-study programs.

Flagship University offers a holistic review o f  merit scholarships to ensure there 

is “a diverse mix” of recipients for the scholarship. Anderson, the Admissions Official, 

described the process o f selecting incoming classes for merit-based aid in the quote 

below.

We do offer a few merit scholarships through the admissions office. None of 
those are specifically targeted towards a specific population other than in
state. . .versus [out-of-state residents] and are high achieving students.. .those
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[applicant] reviews are conducted holistically. We still don’t know what the race 
or ethnicity o f those students may be, but we do take into consideration the factors 
that are included within their application; so if they’ve overcame any challenges 
or come from a single parent [home], or that sort o f thing.

Students supported the theme o f Financial Support by admitting that their

decision to enroll at Flagship University was based on the fact that their “financial aid

package paid for everything.” The strategy to offer attractive financial aid and

scholarship packages to low-income students, a majority who are Black and Hispanic,

provided access to students who may not attend the university if  the scholarship was not

provided. Tia explained how being offered a full scholarship during the decision process

was influential in helping her choose Flagship University over other schools:

I actually graduated early. So, basically I applied to all the [state] schools that I 
wanted to go to .. .but I really didn’t want to go to [one o f the schools] because 
they didn’t have my major at the tim e.. ..I applied to all those schools, I got 
accepted into [the state school that didn’t have my major]. I got accepted to 
[another state school] and then...I got accepted to Flagship University. And I was 
like why go to Flagship or [this other state school]? Why do that? So I chose 
Flagship and my mom was like, “well how are you going to pay for it?” I said, “I 
don’t know but I’m not signing a loan.” So one day Flagship just sent me like [a 
financial aid package that].. .paid for everything. And I picked Flagship for that 
reason.

Ariana shared her experience as a first generation student and how receiving the

scholarship influenced her decision to choose Flagship University because other schools

offered less money to cover her education costs.

None o f my parents went to college.. .I’m here on a full ride, [FGSP].. .1 applied 
to like 50 colleges because I thought I wasn’t going to get into any. And so I 
applied to like Columbia, Harvard, Colorado School o f Mines, [State School A], 
[State School B], Stetson, [Flagship University] and Georgia Tech and Penn State. 
So eight colleges [laugh]. I got accepted into all of them except Columbia. And 
Columbia was actually my first choice. And I was looking at all the other colleges
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and they, every single one offered me a scholarship but [Flagship] was the only 
one that actually stepped up and was like “hey I’ll give you a full ride if you come 
here...” So I had to come to [Flagship] in a sense. But I don’t mind it.

This supports the Admissions Official’s assertion that students who are at the

decision making stage are more likely to choose the college that provides them the most

aid. Anderson stated:

So certainly, even though for [state] residents the tuition is very low, if someone 
is receiving full scholarship or full need-based aid at another institution but their 
only receiving partial aid from [Flagship University] more than likely students, 
students o f color in particular, are going to take the full scholarship to the other 
institution regardless o f prestige here, there, or anywhere else.

Thomas from Student Affairs had some reservations regarding the effectiveness

of FGSP’s ability to attract students from historically underrepresented racial groups,

especially Black students. He mentioned that “when the program first started, the largest

percentage of the students receiving the scholarship were black.” Since that time, the

demographics for the program have changed. Although the university has made great

strides in supporting its first generation and low-income student population, these

programs have seen a shift in the demographics o f students who identify as Black or

African-American.

So, I think with this program, again it doesn’t focus on race or ethnicity, but more 
so on family education and family income. And so we did have a lot o f Black 
students and Hispanic/Latino students benefit from the program. But we have 
White students, Asian/Pacific Islander students, multi-racial students who are part 
o f the program [too]. But even those numbers have shifted and I think that is as a 
result of black enrollment decreasing. And so right now with our program 
Hispanic/Latino students are the highest percentage of recipients with I think 
28%, then white students at 26%, then Black students I think at around 24%, 
Asian/Pacific Islander at around 8%, and then the rest are either multi-racial or 
chose not to identify with a race.
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In addition to FGSP, Flagship University has a program that allows students to

work on campus that is separate from the Federal Work Study program sponsored by

Title IV of the Higher Education Act. This provides students with another opportunity to

earn income by working on campus. Even if  they are ineligible for the federal work-study

program they are still “eligible to work on campus” through the non-federal program.

Carlisle supported this finding by stating:

There’s federal work study that they can be eligible for high need students and 
there are also student employment positions on campus.. .that any student can 
apply for as long as they are enrolled 6 credits a semester, they can be eligible to 
work on campus. Our financial aid office actually coordinates all campus student 
employment. They have a link on their website for more information about 
student employment.

RQ 3. How does Flagship University promote the involvement of Black and Hispanic 

students in both social and academic opportunities?

Student Involvement

Academically, Black and Hispanic students are encouraged to become involved in 

opportunities by: participating in research early in their academic careers, participating in 

career and professional development programs, participating in student led organizations, 

and attending first year seminar. Although these activities are expected of all students, 

Flagship University offers research opportunities through various programs that are 

specifically tailored to Black and Hispanic students.

Early involvement in research and student scholarship is an expectation for 

undergraduates and early involvement in research is encouraged for all students, even
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those with majors outside o f science, technology, engineering and mathematics (STEM).

Everett shares her insight and experience with student research at Flagship University.

Academically, the only thing I can say is [Flagship] is known for being a research 
institution. And so the expectation is that students will participate, depending on 
their field, in research or internships or something of that nature. So you got 
undergraduate students doing some serious research. Research I haven’t even 
done yet and I’m just like wow! So it is encouraged to get involved in that way.

Kimbrough, a faculty administrator, echoes the sentiment in early student

involvement in research and describes her experiences with the McNair program, which

is a nationally recognized program and not unique to Flagship.

W e.. .have the McNair Scholars program which is something I’ve been working 
with for years. It’s a really good research program for minority, first generation, 
low-income students who have a plan to get in grad school. And that’s a really 
good program too because it helps them not only to improve their research skills 
but it gives them a lot o f advice that helps them apply to grad school, it tells them 
about the GRE.. .so that’s a really good program.

Flagship University’s Office o f Academic Support (OAS) provides career and 

professional development for all students but a majority o f the students that they serve are 

Black and Hispanic. During the interview, the OAS Administrator Richards explained 

that the Office o f Academic Support “is not a minority serving program; however, the 

majority of the students that we serve are minority students.”

There are several resources that provide career development for students in 

general, including a Career Center in Student Union Hall. The OAS hosts a conference 

style fair targeted for students who are not seniors. Professors and staff are asked to 

participate and support students who are seeking career guidance. Richards provides 

more details on the career symposium sponsored by OAS.
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.. .we have a graduate school prep symposium where we prepare, basically 
freshman to juniors; seniors are invited but we just assume most seniors have their 
graduate school plans all ironed out; but for those who don’t they’re welcome as 
well. But freshman to juniors, where we begin to prepare them for graduate 
school life. We use a conference style approach even though it only takes place 
over one day.. .we use breakout sessions and those sessions are usually conducted 
by faculty and staff members who hold a Masters or a PhD or are currently in a 
Master’s program.

Elana stated that career guidance was one of the most important offerings

provided to her by Flagship.

Yeah, like.. .1 was confused about how am I going to get from point A to point B? 
How am I going to get from just getting a public relations degree to what I’m 
going to do with it? And [Flagship] kind of gives you, on top of laying things out, 
they kind o f give you options well you can do this with it .. .and they’re affiliated 
with people who can get you to where you need to go.

In addition to being involved in academically rewarding opportunities and

professional development, Black and Hispanic students are encouraged to find the “nitty

gritty” of the institution through student led organizations, by actively engaging in the

cultural center programs and becoming involved on campus. Seven focus group members

and administrator participants associated student led organizations, leadership

opportunities and cultural centers as “a great foot stool” to becoming involved on

campus. The Center for Black Students (CBS) and the Center for Hispanic Students

(CHS) were mentioned by student focus group participants as playing an important role

in the overall experience for Black and Hispanic students.

I came to the [CBS] my first semester o f my second year. And I was just hanging 
around the house. Great atmosphere because I packed my own lunch so I need a 
microwave. So this is the only place where they have like couches and a fridge 
where you can put your stuff. And just from hanging out here it was a great 
stepping ground for networking and networking amongst people o f your age.
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Talking to individuals and also you see a lot o f black faculty and staff members 
come into this building. So you get to have like a one-on-one talk with them 
because they’re chilling, you’re chilling, so you know just a lot o f conversation 
occurs here. And sometimes we have events that happen here. So Black students 
that you don’t see on a day-to-day basis when you’re going to class are all here 
and it’s like ok, I can talk to this person I can talk to that person.

Thomas, an African American alumnus and current staff member at Flagship

University, explained that the cultural centers “helped with retention” when he was a

student. He also discussed how the role o f the student led organizations in helping to

create a “sense of community” for Black students that he feels is not as prevalent at

Flagship University now that he is a staff member.

I think part of what also helped with retention was there was a .. .even though we 
knew we were at a PWI, there was a strong sense of connection with others in our 
community. So if  that was whether I think our Black Student Union was really 
vibrant at the time, our Greek community was vibrant at the time, again these 
transition programs that helped establish community, those were really strong 
from the onset. So you knew that you had to go class, you knew you had to do 
your work academically but you knew that there were outlets to .. .relax and have 
a good time and go have fun and go out and socialize and learn something 
different and become leaders in different capacities.

Traci describes how students are made aware o f different student led

organizations and cultural programs.

So I think it’s just based on the individual. If you want resources [Flagship 
University] has resources you just have to find it. Like there’s so much, there are 
things that you don’t even know about unless you dig into like the nitty gritty of 
things that you need.

Traci further explained how finding the “nitty gritty” helped her identify

affiliations she wanted to foster on campus.

.. .also, going on to [the university] website I know there’s like a link that list 
probably like all the different organizations.. .So that’s how I’ve been able to find
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resources pertaining to what I want to do. And what organizations I wanted to 
belong to .. .there are a lot o f organizations here at [Flagship] and you can even 
create your own. Like I’ve met like five people during the past four years or so 
that I’ve been here, that has you know, did something here at [Flagship] like on 
their own to create whatever they had in mind when they were younger.. .and it’s 
been pretty much very successful.

First year seminar is a mandatory course all students take their first year of

enrollment. It provides opportunities for students to become engaged in the classroom

and connect with other students. There are sections o f first year seminar that are curtailed

to first generation students. The FGSP scholars are encouraged to enroll in this section,

although it is not mandatory for them to enroll. Carlisle, a Student Affairs Administrator,

explains how these experiences are tailored to fit the needs of first generation students

who are majority Black and Hispanic.

So, everyone will go to a first year [seminar] class. The first generation student 
section of it is typically held for those FGSP Scholars I referenced earlier. So it’s 
nice because you ask, what are different approaches for experiences that are 
available to Black and Hispanic students? That is available for first generation 
college students, which includes white students and other students. But a lot o f the 
students end up being Black or Hispanic. So that’s one thing but that’s a very 
small population of students that get that.

Tia discussed her experience in a first year seminar class as a means o f engaging

with peers and others outside o f the classroom.

I’m actually a [FGSP] student and we were required to take a class when we first 
got here, whether it be the first semester or the second semester, just as long as it 
was in your first year. And the class, I just thought it was stupid when I took it. 
And I was like why do we have to take this class? Why do we have to do this? We 
had a peer leader.. .and she use to check up on us and make sure we were ok and 
make sure our classes were going well. And then the teacher for that class, we had 
to do certain things in class and outside o f class; we had group projects. And we 
had to go help.. .we had to clean up somewhere. And I’m like why are we doing
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this...But now looking back at it, it was to help us be social with at least the 
people in our class.

Ariana expressed that the first year seminar was one of her “favorite classes” 

because it helped her adjust on campus, especially since she did not have much support 

from her family.

I think emotionally it’s like really taxing because I didn’t have the support o f my 
family. I didn’t have friends from my high school come with m e.. .So like 
[Flagship] has, first year [seminar]. It was one of my favorite classes. It talks 
about [the wellness center programs], it talks about game days and actually help 
[s/e] you and push you, not push you academically but they push you to get 
involved. And they have classes on stress management, time management and 1 
think that was really good.

RQ 4. How are Black and Hispanic students supported academically and socially at

Flagship University?

Academic Support

Faculty availability during and outside o f  office hours, professors that were relatable 

and understanding, and faculty engagement in the classroom were all named by faculty, 

administrators and student participants as helpful to students in their academic careers. 

Seven participants in this study cited academic success through general academic support 

services such as tutoring, counseling and advising, the support o f faculty who are 

relatable and understanding, and early intervention for struggling students as key 

academic support mechanisms.

Faculty administrator Kimbrough expounded on the idea that faculty in her 

department try to make sure they are available to help students succeed academically by
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providing early intervention and supporting interactions between students and professors

outside o f class because some students “are just not comfortable” talking to professors.

I think what my peers in [my departmental] studies do is try to make sure their 
students have a good understanding of the material. And if they see that a student 
is struggling they will call them in the office to talk to them, to let the students 
know that we’re not impersonal, that you can come and talk to your professors. 
Because some time students are intimidated and they don’t feel comfortable 
coming to professor’s offices; especially black students, are just not comfortable 
doing it .. .and if  they make a grade that’s not all that good, they won’t go to the 
professor’s office. They’ll just accept the grade and not say anything. Whereas 
white students it’s totally different.

Five o f the student participants in the study made reference to faculty availability

outside o f the classroom as “helpful” to building “relationships” with their professors and

confirmed Kimbrough’s assertion that some Black students may feel “intimidated” by

professors. Tia explains the difference it made when she reached out to faculty that were

receptive and available to her during office hours.

...it’s always helpful for me to go to office hours but it wasn’t until my junior 
year last year, I was in a program and like they were basically sort o f really, really 
on us to attend our teacher’s office hours. They had like signed progress reports, 
[they gave] us a grade every week and they were basically able to show you that 
it’s really essential to not only go to your teacher’s office hours for help with 
classes but to also like build that relationship. You know, talk more about 
yourself, learn more about them and sometimes they help you in the end. And so 
for me it was really, really effective.. .1 just realized how important it was to 
actually go to my teacher’s office hours and not be intimidated.. .1 don’t know it 
was just really important for me.

Social Support

Perhaps one of the most salient themes in the research findings is that of social 

support. Social support as identified by participants in the study as faculty and sta ff with a 

cause or interest to care, first year student experiences, cultural centers and programs
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fo r  Black and Hispanic students, peer mentoring, support from  student led organizations,

and availability o f  leadership opportunities. The initial code of staff and faculty with a

cause or interest to care was derived from the interview transcripts o f the Admission’s

Official, Anderson, who stated “I think it’s probably a personal preference. If the faculty

has within their heart, a cause or an interest for Black or Hispanic students they will

certainly provide opportunities for those students.”

The code was verified throughout various transcripts o f administrators and

students, including Thomas in Student Affairs. Thomas confirmed the importance for

Black and Hispanics students to know they have support from faculty and staff outside of

the academic setting at Flagship.

For faculty and staff, I think the biggest thing for us is [pause] like making 
ourselves very visible and very available to students really helps. Some of that is 
us going to their events, you know kind of showing face and showing support. 
And I’ve asked students, you know I’m an alum and I’m a little older would it be 
weird if  I came to , [pause] this fashion show. They’ll do these things during 
Black History M onth.. .They’re like, “No, I wish ya’ll would come to more stuff.” 
So I think that’s really telling. The students really appreciate faculty and staff 
being visible.. .but I think for us it’s sort o f important for them to kind of see us 
on a regular basis and know that we’re here for them. Know where to find us, 
know where our offices are, and we have to also do a lot o f that initial [outreach].

OAS Administrator Richards explains the importance of initiating those

interactions o f support from faculty and administrators through the programs they

sponsor.

So we use our faculty and staff to put on a lot o f programs here at the university 
as a means of introducing students to them and really building some of those 
relationships in a very organic setting. Even though we plan it; but we plan for 
you to be able to mix and mingle with somebody who you might not normally 
mix and mingle with. We encourage students all the time to go and get to know
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the faculty and staff o f this university. But we also realize we’re giving those 
words o f encouragement to 18 year olds. So sometimes it’ll go in one ear and out 
the other.

Rashida attributed the successful completion o f her bachelor’s degree to the

support she received from faculty after switching her major.

Women’s studies is such a small department and the professors, two in 
particular.. .they really pushed me hard and they really care.. .to them, we’re more 
than just a name on a listserve. I really honestly truly believe that to them we’re 
students they really want to see persevere...But, 1 feel like there are some 
professors that really care, for sure. You’re not just a number to them. You’re like 
a person with goals and they’re trying to help you reach your goals. So I definitely 
feel like there are definitely some professors that go above and beyond for sure 
and help me.

Students described some of their first year experiences that assisted them with 

learning more about the institution and supported their ability to create a social network. 

Rashida discussed how the workshops sponsored by OAS were important for her in 

learning about the resources on campus, forming relationships with others and developing 

leadership skills.

So, [OAS] put on a lot of workshops and stuff, just to teach us about campus, just 
teaching us about our resources and also having like that social aspect was like 
really, really fun., .you got to meet a lot o f people and as a freshman that was 
really important to me, especially since I was trying to venture out o f that bubble. 
So, I went to a lot o f talent shows, fashion shows and I think I cannot remember 
the actual name of the event but freshman year there was an event where there 
was like a whole lot o f tabling ...

Rashida described tabling and how it aided her in identifying a social organization

that helped her “fit in” while providing opportunities to develop her leadership skills.

You could go to each table and kind o f like learn about each organization and see 
where you fit in. And that’s where I found the African Student Union. I thought 
that was really cool! And then I became involved in that heavily freshman year.
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That’s when 1 started to really hone in on my leadership skills., .and I made life
long friends.

RQ 5. What pedagogical resources are available to faculty that promote success for 

Blacks and Hispanic students?

Faculty Pedagogy

Initial codes for the theme of Faculty Pedagogy were derived from student focus 

group, administrator and faculty transcripts. The two faculty participants identified 

overall institutional support o f faculty through resources and, incentives to develop 

courses that engage diverse learners as a means of support for teaching diverse learners. 

Students, administrators and faculty reported that having faculty who teach through 

engaging classroom discussion, professors who are relatable and understanding , and the 

use o f teaching assistants were all attributable to the academic success of students at 

Flagship University.

The two faculty administrators in this study felt supported by the institutional 

community and attested to the availability o f many faculty resources. However, there 

were no faculty training programs that were specifically related to efficacy in teaching 

students in a diverse learner setting. However, both faculty participants mentioned 

incentives for creating courses that appealed to a diverse audience. Kimbrough explained 

the support for faculty to create courses to attract diverse learners in her statement, “We 

do have a center for Race and Race Relations; they give course development grants if  you 

want to develop a course on race, so they can give you funding for that.”
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Silva confirmed that the institution supports innovative courses that attract

learners from diverse backgrounds and stated:

I developed the syllabus to a class that I invented, a class that was not offered.. .it 
was a syllabus competition. And that class was Gender in Latin America. And it 
was fantastic. It was a small seminar, it was thirteen all women students and they 
really just kind of confirmed that’s what I wanted to do. I ha^ ’. cry motivated 
students. It was a very cozy environment.

Student participants listed numerous practices faculty used to engage students

inside the classroom. The findings suggest that student participants were more engaged

when faculty taught through classroom discussions because “hearing other people’s

opinions and beliefs on different things helps me understand better.” Students stated that

the discussion format made “it easier to learn and retain information” because “you

remember a conversation versus a lecture.” Traci explains her preference for professors

who are engaging through classroom discussion.

I feel like it depends on your major.. .and it also depends on the professors. 
Because you do, there’s no way you won’t be at [Flagship] and you don’t have the 
professors they just come put up the slide show and that’s just how they teach. No 
kind of humor or silliness or cracking jokes going on. Then you have the teachers 
who are more interactive. You know, I like a class were we can all speak and I’m 
not just sitting their listening to the teacher the whole time. I’ll get bored easily 
and I will be on my phone [laugh]. It’s true, it happens, you have professors who 
are more discussion-based and they want to hear what you have to say and feed 
off o f that.

Eight participants of the study cited that faculty “who are really authentic, who 

care about their students, who do remember little things” attributed to a positive 

experience for the leamer. Silva explains her relatability to students, especially the Latina 

student population at Flagship University.
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I’m very involved with my students and I have students who come in and tell me 
all kinds o f things about stuff going on in their lives, the Latina students in 
particular.. .they see me as like a mother figure a lot o f  the times...you know, I 
was like them, the child o f immigrants, first generation college student. I’ve seen 
a lot o f people go through things where they like come to college and then they’re 
graduating and they don’t have a job and they’re freaking out because they’re 
families don’t understand.. .because this is the land of opportunity and you’ve 
gone to college.. .1 feel that immigrant child experience very closely and that’s 
very relatable.

Tia, described a positive experience she had with a professor that allowed 

students to interact with one another and who also took a moment to connect with her 

personally.

Because my freshman yea. 1 bciieve, I don’t remember which semester, 1 just 
know it was my freshman year (...) I was still seventeen, ju my teacher had us do 
this activity in class: and ii was like fmu the oldw&i person in class and find the 
youngest peison in class. O f course, I had to sign everybody’s paper as the 
youngest person and she was like how old are you? And I’m seventeen. She was 
like this is crazy. You’re the first person to ever take a 3000 level class, you’re 
seventeen, you’re only a freshman, blah, blah, blah.. .stuff like that it helps you 
build relationships with your teacher as well as the people in class but it also just 
helps the learning experience once you get to learn the teacher and how they teach 
and what not.

RQ 6. What are the expectations of Black and Hispanic students by faculty and 

administrative leadership inside and outside o f the classroom at Flagship University? 

Campus Climate

Giving back through peer mentoring and sharing experiences with prospective 

students, recognizing students as scholars, and student involvement are prominent themes 

of expectation that resonated for Black and Hispanic students on campus. Administrators 

shared their expectations of students during interviews. As mentioned earlier in the 

chapter, there is a “big culture around mentorship” at Flagship University. Students are



106

not only expected to benefit from peer mentoring but they are also expected to serve as

peer mentors. Thomas in Student Affairs explains how these mentoring relationships are

formed organically between upper level students and entering students.

Again some of it is very organic.. .like a junior or senior will mentor a freshman 
or even a sophomore. I do think [Flagship] also has a really big culture around 
mentorship which is a little bit of a gift and a curse in some different ways. A gift 
in that thankfully a lot o f students feel like I want to give back to someone 
because either I didn’t have the best experience or I had a really great experience 
and I want to pay that forward. The curse might be not everyone is suited to be a 
mentor and not everybody who says they want to be a mentor is ready for that 
experience either. And so, there I think is a challenge in some of the culture 
around mentorship at [Flagship]. But 1 think overwhelmingly it’s been more 
positive than negative. And so it happens that some of the engagement advice or 
learning how to navigate different spaces happens organically through some of 
these mentor relationships.

Traci expressed the “organic” mentoring that occurred for her, prior to attending

Flagship, through her affiliation with an alumnus at her church.

For me it was the African Student Union. And I learned about the African Student 
Union through a girl who used to go to my church back when 1 was in high school 
and she was in college here. And she was the secretary of the organization at the 
time. So I knew about the organization the first summer I was here at [Flagship] 
before I actually started my freshman year. And uh, through that it was a family 
for m e.. .It was great. Like I wouldn’t want to miss a Friday going to a general 
body meeting at the African Student Union and it was there that I was able to 
develop more of my culture and fall in love with it a little bit more.

Rashida, discussed the value o f the existing mentorship programs that helped her

throughout her matriculation.

...I think support systems are very important. I really like what [Flagship] has, 
they have a lot o f like mentor/mentee programs. So that’s great as far as like 
retention goes. Just having like this social advocate, someone you can relate to 
and talk to.
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This echoes the sentiments of student participants who discuss the many 

mentoring programs that are available on campus and the importance positive peer and 

faculty interactions have in the successful retention of Black and Hispanic students on 

campus. Ariana confirmed the value o f the support she gained through mentoring culture 

at Flagship.

There wasn’t really support from family but everywhere else 1 looked, there was 
support. So from my best friend who was my college, or my high school teacher. 
From her, from the drill team, FGSP was huge, like there’s a mentor/mentee 
program. I love that. There’s a mentor/mentee program in the Air Force ROTC, 
yeah the drill team we hang out all the time. And band, there was a 
mentor/mentee thing going...I think that was it.

Administrators and faculty both place a high value on the ability of their students

to succeed at Flagship University because they are scholars first. In the classroom “the

major focus is for them to be successful.” All students accepted into Flagship “have to be

competitive.” Carlisle in Student Affairs described her confidence in the students selected

to participate in the FGSP program below:

I can say one o f the things that contributes to retention is our students are 
scholars. They are all admitted to [Flagship] before us knowing if  their first gen or 
what their financial need is. So their admitted first and then our financial aid 
combs through tons and tons o f financial information about the students and 
determines who are the students most in need, financial need, to be supported by 
[Flagship]. So, we call them scholars, we have high expectations, our university 
president host them at his house for like a welcome gathering. They are here on 
their own merit because they are super smart and then we are here to fill in the 
financial need as well as making sure we track, you know, how their doing 
academically. We have a peer mentor, they take our first year seminar course to 
help them get connected as a student on campus. And so all o f that together but 
the first and foremost thing is really that they are scholars.
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Everett, the Wellness Center Counselor, confirmed that Flagship University

promotes student involvement and the expectation for students who “seem excellent” to

become involved in one of the many organizations offered on campus.

We know, empirically so, it’s supported in the literature, that social engagement is 
critical to feeling connected and having a good positive college experience. We 
know, even academically, we know that...So you have students who are involved 
in three, four, five organizations. They’re on the executive board o f three o f them 
and they’re completely and totally stressed out. So engagement from a social 
perspective is highly encouraged and almost required and expected, if  you’re to 
seem excellent.

Everett also acknowledges that “getting involved” is “really encouraged” for

students on campus and it can be positively associated with the overall student

experience. However, she is cautious o f the “expectation on this campus as a whole to be

involved” because it can be overwhelming if it’s not managed well.

I think this part of my perspective may be skewed because I’m a therapist ( ...) 
What I will say is that [student involvement] it can be nurtured and enforced in a 
way that is more healthy and includes a critical consciousness around what your 
parameters are. I think it can be really helpful. And what’s nice about [Flagship] 
is generally speaking.. .overall, we’re a very resourced campus. So there’s so 
much to do, there’s so much to do. It’s like being in a candy store in a w ay.. .so 
getting involved is a great thing and I think it’s really encouraged. Almost to the 
detriment.

RQ 7. What is the campus climate as it relates to the racial and ethnic diversity o f faculty, 

students, and administrators?

At Flagship University, four administrators expressed a “hopeful” uncertainty in 

their confidence of the new leadership to focus on a commitment to racial and ethnic 

diversity on the campus. The university has created a task force o f “a group of faculty, 

staff and students to explore the campus climate and assess the climate for Black
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students” at Flagship University. Thomas in Student Affairs expressed his optimistic

outlook in regards to the direction o f the new leadership:

I mentioned we just got a new university president and in his first meeting with 
the Board o f Trustees he put out five things the university needs to think about 
moving forward.. .1 just remember what stood out for me was he mentioned the 
racial/ethnic diversity o f our student population. And for him to put that out at the 
first meeting to the Board of Trustees, like this is something we need to be 
thinking about, that was really encouraging. So I think that a lot o f the changes 
that happened have to come from the top. The leaders o f the institution, (i.e. the 
president, his VP’s, his cabinet, whoever) they also have to be invested in this.

Chris, one of the student participants expressed doubtfulness in the new

leadership’s sincerity for a commitment to diversity.

I haven’t really read his mission yet but. ..our ambassador coordinator did say a 
question during the general assembly meetings addressed to him regarding the 
black population dropping...last year to...this school year, 2015-2016...it was 
really a fluff answer, not really answering to the fullest or guaranteeing a strong 
change to it...there’s only [so many] undergraduates, you know. To me [that drop 
is] almost like having zero o f us on campus if  you do the comparison by number.

Flagship University also fosters an expectation of collaboration between student

and academic affairs by sharing down information. Carlisle stated the importance of

sharing information about FGSP with the Office o f Admissions.

.. .having a dedicated person, like building a program and making sure our 
admissions counselors knew about it and I wasn’t necessarily going out on the 
roads to high schools but arming our admissions counselors with that kind of 
information to share down definitely probably.. .impacted our numbers.

The presence o f a “sense of community” was referred to by five students and

three administrators as a positive aspect o f the campus climate. Flagship University helps

students “take this large institution and.. .try to make it as small as possible,” so students

are not “wandering around.. .trying to figure out where do I go?”
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Kisha confirmed that being able to connect with cultural centers helped her

manage the massive Flagship University campus and make it a smaller community.

1 just feel like I’ve learned so much. And I just feel like coming to this school, 
because it’s so big and they do have so many resources, like you sometimes get 
intimidated by it and you’re like ok, well I don’t know, what should I do where 
should 1 go? And people are like ‘hey join this, join that’ but it’s like I don’t really 
know how to make that step. So 1 feel like for here, the [CBS] helped me do that.

Carlisle in Student Affairs explained how her office makes it easier for students to

navigate Flagship University successfully.

You come into the office, you can get a peer advising coach or a staff member 
and they can let you know, here’s where you need to go .. .And we’ve even had 
students or peer advising coaches.. .take students over to a particular office to 
make sure that they get there and to make sure that they get answers to the 
questions that they have about a particular issue.

Chris, a student participant discussed how finding a “niche” can bring about this

sense of community.

There’s a lot, there’s a variety. I mean there’s a thousand plus clubs on campus. 
And if  you find your niche, you know, you can have a family a network and a 
system of guidance. And I guess [Flagship] as an institution does fertilize that, 
they do promote that, having multiple clubs and activities.

Thomas in Student Affairs confirmed that sense o f community is key to a positive

affirming culture for Black students.

I would say that community piece is really huge. When Black students don’t feel 
like this is a place for them. When they don’t feel like they’ve met a community 
or have a network, when they feel that sometimes walking across campus or 
engaging with their non-black peers or peers who aren’t students of color can be 
challenging, I think that really does do something to a student internally where 
they question if  this is a place for them, if this is a place that really wants them. I 
think that has an impact in retention.
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Explanation of Inductive Themes 

Although Flagship University experienced successful outcomes by increasing the 

enrollment of both Black and Hispanic students after the use o f race was banned from its 

admissions processes, the trends in enrollment have declined for Black students, while 

the growth for Hispanic students is in parity with the growth of the Hispanic population 

in the state. The researcher identified three major inductive themes through analysis of 

transcripts that were suggested by participants as explanations for decreases in enrollment 

o f Black students at Flagship University. The themes inductively derived from coding 

include: Changes in Institutional Commitment, the Social Political Climate and Negative 

Perceptions o f the Campus Climate. Table 5 provides the definitions o f inductive themes.

Table 5

Definition o f  Inductive Themes that Explain Declines in Enrollment Rates fo r  Black 
Students

 Inductive Themes Researcher’s Definition___________  ________
Changes in Institutional This theme identified actions taken by the university that included but were not
Commitment limited to changes from a commitment to racial and ethnic diversity to

economic diversity, changes to recruitment and outreach programs that were 
focused on Black students, and changes to financial scholarships awarded to 
attract prospective Black students.

The social political climate related to the response o f  the institution to the 
climate within the state, including state legislation, to eliminate use o f  race in 
admissions processes. In addition, this theme considers highly sensitive racial 
issues that happen, on both a local and national level that could influence a 
prospective student’s decision to enroll.

Negative perceptions o f  campus climate were identified as codes that 
represented participant’s expressions o f  not feeling like they were welcomed 
on the campus, feeling stigmatized by programs that were specifically for them 
and having a general perception o f not being welcomed because o f  actions that 
did not positively affirm them.

Social/Political Climate

Negative Perceptions o f  
Campus Climate
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The researcher constructed definitions o f a posteriori themes through inductive 

analysis of initial codes and grouping those codes that seemed to explain the same 

patterns together. The themes that explain declines in Black student enrollment rates at 

Flagship University and the codes that support those themes are provided in table 6. 

There were 19 initial codes derived from line-by-line coding and grouped into themes 

that explain declines in Black enrollment rates at Flagship University and are listed in 

table.

Table 6

Initial Codes and Themes that Explain Declines in Enrollment Rates fo r  Black Students

Initial Code s _________  _____ _____  __ Inductive Themes
Elimination o f specifically targeted institutional programs Changes in Institutional
Elimination o f  targeted recruitment programs Commitment
Vacancies in key roles
Changes to existing programs__________________________________________________________________
Loss o f  funding Social and Political Climate
Change in State Policy
Social and political climate
Competition from other universities
Threat o f  losing affirmative action for all colleges and
universities nationally
Mirroring national and local issues dealing with race
Decrease in Black student enrollment Negative Perception o f  Campus
University reputation in communities Climate
Lack o f diversity 
Unresponsive leadership
Students stigmatized when affiliated with programs
Feeling unwelcomed
Sometimes students feel intimidated
Discrimination in accessing opportunities in some student led 
Getting over imposter syndrome
Misunderstanding purpose for specifically targeted programs and 
cultural centers
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Changes in Institutional Commitment

Five participants suggested that changes in the institutional commitment to

support specifically targeted programs, loss o f  funding, vacancies in key roles, and

changes to existing programs as some explanations for declines in enrollment for Black

students. Changes in programs were considered by participants as natural occurrences

“over time” and were based on “the direction of the office and the person who is in

charge o f that office” wanting to make changes. Administrators also agreed that the

“office o f admissions, did a little bit more to reach out to specific areas in the state.”

Anderson, from the Office o f Admissions, confirmed that the Office did more in terms of

“outreach to specific areas” and attributed the elimination of most programs to the loss of

funding for the Office o f Admissions as a whole.

We did have some programs that were specifically targeted to outreach to 
underrepresented students generally [but] Black students in particular. One of 
which was an earlier outreach program. That changed because we lost funding. So 
after the great recession, as its been called, so after 2009 when the state was 
tightening its budget we lost quite a bit o f binding within the admissions office, 
and we were no longer able to provide those opportunities that again were 
targeted generally to underrepresented populations, but we certainly did place a 
little more focus and emphasis on trying to get African American students onto 
campus.

Faculty-administrator Kimbrough agreed that the loss o f the funding to programs 

limited how Flagship could financially support students from historically 

underrepresented racial groups, which resulted in challenges to recruitment. However, 

her contention is that the losses were a direct result o f the state legislation that banned use 

of race as a basis for any programming at the institution.
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But the one problem we run into here at [Flagship], and just the schools in [the 
state] in general, is [state legislation]. Which was implemented during [a past 
administration] and it basically says that you can’t have any publicly funded 
programs that in any way looks at race. So as a result o f that we had to eliminate 
some o f the programs, even some of the scholarships that we had on campus. And 
that has kind of made it difficult to even recruit students into some schools here in 
[the state] because of the [legislation] that students can get [funding] in other 
schools and other states [but] can’t get here.

Senic participants alluded to vacancies in key roles as having an influence on

changes in programs and policies. Everett explains how these programs changed once

people who lead them leave the institution.

I will say in addition to policies and programs that., ^re no longer around, there’s 
also key people that aren’t around. So one thing about a lot of iu^L.tuuons and 
particular I’ve noticed about this one is, that the driving force in investment 
comes packaged in people not necessarily institutions. And the programs are no 
longer here and 1 would imagine people have a lot o f explanation for why they’re 
not here. A lot o f time it’s boiling down to resources. It’s saying it’s valued but 
we’re not putting our money where our mouth is sometimes. But what I’ve 
noticed is that when people leave, programs leave because they don’t have the 
same impact.

Everett explained that some programs changed, or were eliminated, because there

was a misunderstanding of the purpose o f those programs that were specifically targeted

for Black and Hispanic students It was suggested that this misunderstanding led to the

stigmatization of students affiliated with these programs.

There comes a certain air of stigmatization for those groups. Some Black and 
Hispanic students don’t want to become a part o f [programs that are specifically 
targeted to them] because there’s kind o f this implicit message that they’re not 
good enough on their own. And the issue with that is it illustrates there is a very 
surface level understanding o f what cultural inclusion really is, if you had a 
sophisticated awareness o f what marginalization, racism and capitalism and 
socioeconomic disparity is then you wouldn’t be ashamed about a program that 
makes the playing field more equitable for you. It’s not about you being good 
enough to do it on your own. It’s about the fact that you deserve to be on an equal
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playing field. But they don’t see it that way because they haven’t been educated 
that way.

The Admissions Official, Anderson, did confirm that there was some

misunderstanding regarding the purposes o f programs that were specifically for Black

and Hispanic students from the majority student population.

Some o f [the programs have] gone away because some parents just don’t 
understand and they may have made a complaint. And you would be surprised it 
wasn’t necessarily just from Caucasian students but from students o f color.. .And 
I think some o f that backlash then caused the Admissions Office to cancel some 
o f that programming as well.

Social Political Climate

In addition to changes in institutional commitment, the social climate, both locally

and nationally, was suggested by participants as a factor that influenced the rate at which

Black students might enroll at Flagship University. Administrator and faculty participants

described the changes to state policy, competition from other schools, and the threat o f

losing affirmative action nationally as explanations for the social and political climate.

However, these issues seem to affect Black students at Flagship more than Hispanic

students. The explanation offered for this difference is the growth in the Hispanic

population statewide.

Everett described the institution as “mirroring” what is happening locally and

nationally in terms of heightened cultural and political issues stemming from race.

I think our institution kind of mirrors the country in a way where you think about 
what has happened since 2011, you could probably even go back before that. But 
just since 2011 you’ve got Trayvon...You got Mike Brown, you’ve got all these 
little incidences, like every year that something happened. Hell at this point it’s 
like every semester that something is happening. We had some pretty high profile
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racialized incidents even on our own campus that administration did not respond 
very well to. So, 1 mean I don’t know if  that had anything to do with it. I mean 
I’m really not sure. Those are some of the assumptions that I have.

In addition to increased offerings o f financial aid packages, Anderson attributed

changes in enrollment for Blacks to the increased competition by schools from other

regions of the state and also out of state competitors.

It’s certainly something that we do, we for instance place regional recruiters in 
other parts of the country. Many people have placed regional recruiters here in the 
state o f Florida just because there is such a large high school population. Students 
are being recruited, Black students in particular are being recruited, by other 
highly selective and selective institutions across the country. And then those other 
institutions are also able to provide additional funding for those students as well.

In contrast to declines in enrollment rates for Black students, the Hispanic student

population has continued to increase in parity with the state population. Anderson

attributed the growth in the Hispanic student enrollment rate at Flagship to the growth in

the population o f Hispanics in the state.

Generally with the Hispanic students the biggest change is the population, 
migration of the population into the [state]. The [state] has a large growth rate; 
having moved to the [one of the top in the U.S.] in terms of the population. So, 
some of that growth has been fueled by the number of Hispanic/Latinos who have 
moved into the [state].

Negative Perceptions o f Campus Climate

Participants cited the university’s reputation in the community as unwelcoming to 

Black students, lack o f  diversity, stigmatization with program affiliations, feelings o f  

intimidation, having to get over imposter syndrome and fitting in, and a 

misunderstanding o f  the purposes fo r  programs as codes that explained the negative 

perceptions o f the campus climate. Findings suggest that declining enrollment for Black
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students could be attributed to “not hearing the very best things about the student 

experience” from Blacks at Flagship University. Silva, faculty and alumnus, spoke about 

the reputation for the university as being unwelcoming for Black students, but males 

more specifically.

I’ve heard that there was a problem with retention and in particularly of black 
males .. .1 also worked a little bit with the [Community College] which is here in 
[in the same city as Flagship].. .The Vice President o f enrollment or something 
like that [at the Community College].. .said, “[Flagship] reached out to us because 
the number o f Black students, [specifically] male enrollment has gone down.” It 
was a very dramatic [decline]. That’s not going down, that’s like flight.. .like 
White flight to the burbs, that’s Black flight out o f  here. It’s not a small number 
and so o f course the interest o f the university is how do we get these numbers 
back up? What are we not doing right? I think the question that needs to be asked 
is, what happened and where was it discussed? Because for those kinds of 
numbers to happen, there had to be a lot o f chatter that Flagship University is not 
welcoming to Black men specifically and I don’t know where that chatter 
happened.

Current students acknowledged feeling unwelcomed at times on campus. Kisha

explain^ fom ents when she felt unwelcomed on campus.

There are times as a minority when you feel like you’re not welcome but that’s 
because maybe a certain racial discrimination happened between you and 
somebody else; or you felt some kind of way threatened or whatever the case may 
be. But it is, [Flagship] has its good days and has its bad days but it is overall a 
good school.

Elana expressed the need to see other students that were representative of her own 

background and how “not seeing too many black and brown faces” can seem 

uncomfortable for students from historically underrepresented groups arriving on 

campus.

You want to see someone that looks like you and understands a little bit o f your 
background. Like for instance I was a little bit afraid. I have three white
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roommates and I’m coming to school and I see no black people. I literally see 
maybe two people that look like me before I went to the [Black Student Union]. It 
was just like am I going to relate to anybody here? Am I going to feel comfortable 
here? It’s not like there’s anything wrong with people o f another race, it’s just 
coming from, I know a lot of [Flagship] students that I met here, are coming from 
[other parts o f  the state] and they’re used to seeing a lot of diversity and so am I. 
So, it just hits you in the face when you come up north. There’s just almost 
nobody that looks like you or so you feel. You can’t find those people...”

Document Analysis 

The researcher reviewed nine documents for content analysis as a method to 

triangulate data and themes identified through focus groups and interviews (Hsieh & 

Shannon, 2005). The documents included in the analysis were those identified by 

participants during interviews or were o f interest to the researcher a priori based on the 

adapted model of student success presented in the conceptual framework in Chapter 1 

(see figure 2).. The document analysis included review of the following items: 1.) 

Administration mission statement webpage, 2.) Office o f Admissions annual report, 3.) 

the student resources section o f the Faculty Handbook, 4.) a document prioritizing 

institutional initiatives created by the Strategic Planning Committee, 5.) the webpage of 

the First Generation Scholars program, 6.) Office o f Multicultural Affairs webpage, 7.) 

Freshman orientation webpage, 8.) a document for the faculty resources webpage stating 

the Flagship University’s mission statement, 9.) Flagship University’s Mentoring 

program webpage. Brief descriptions o f the documents used for content analysis are 

provided in Table 7.
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Table 7

List o f Documents used for Content Analysis 

Document Pseudonym Document Description

1: Administration Mission Statement website Describes the mission of the university.

2: Admissions Annual Report 2015 Documents the Office of Admissions
recruitment activities for the year.

A section of the faculty handbook that 
provides general information on student 
resources.

Outlines the major priorities and goals 
for the university. This document also 
provides metrics for assessing each 
goal.

3: Faculty Handbook: Student Resources 
Section

4: Strategic Planning Committee Document

5: First Generation Scholars Program website Describes the overall mission o f and
history o f the program.

6: Office o f Multicultural Affairs website

7: Freshman Orientation website

8: Flagship University Mission Statement

9: Flagship University Mentoring Program 
website

Describes the mission o f the Office of 
Diversity and Multicultural Affairs.

Describes the programs available to 
first year students during orientation 
and a schedule of activities.

Documents the history of Flagship 
University and Flagship University’s 
mission statement.

Describes the mentoring program for 
first year students who are from racial 
and ethnic groups that are historically 
underrepresented in higher education.
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Content analysis was conducted by using word frequency and matrix coding in 

NVivo software to derive key words that aligned with the thematic analysis interpreted 

from the interviews and focus groups. The words o f interest were identified in an iterative 

process by highlighting words that were interpreted as being o f relevance in the word 

frequency document and cross referencing the words with initial codes identified in line- 

by-line coding o f transcripts. Although student, faculty and university were the most 

frequently cited terms, the codes did not add meaning to research study. The word cloud 

displays 1,000 words created from the frequency analysis in figure 4.

Figure 4. Word Cloud from NVivo Frequency Analysis. The word cloud displays codes 
that were cited most frequently in the document analysis. Words had to have more than 
four letters. The larger the word appears in the word cloud, the more frequently it was 
cited in the documents that were reviewed for the study.
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The researcher was interested in terms that validated the initial codes identified in 

line-by-line coding of interview and focus group transcripts. These codes were condensed 

to 26 codes by cross referencing line-by-line codes with codes that were identified 

through NVivo frequency analysis. Matrix coding was used to determine the occurrence 

o f the 26 codes in the selected documents. These codes were used for content analysis. 

Content analysis was used to further support the findings discussed from the interview 

and focus group participants (Hsieh & Shannon, 2005).

The codes used in NVivo matrix coding, the number o f document sources that 

cited the code and the number o f times the code was referred to in the documents are 

displayed in figure 5. Based on the analysis o f documents, the researcher validated 

diversity as one o f the most salient themes in the document review. This theme was 

referenced twelve (12) times in five o f nine different documents.

The documents that referenced a commitment to diversity are the Office of 

Admissions Annual Report, Administration Mission Page, Faculty Handbook, Strategic 

Planning Committee Document, and the Office o f Multicultural Affairs website. This 

validates statements made by some focus group and interview participants who discussed 

the importance o f the institution’s commitment to diversity through the investment in 

people and programs that are specifically targeted for Black and Hispanic students.

The Admissions Report retrieved from Flagship University’s website referenced 

diversity as a core value for the Office o f Admissions. The core values also include
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professionalism, excellence, integrity, and civility. Upon further analysis o f the

Admissions report the document states its broad commitment to diversity.

At [Flagship], we attract learners, leaders and thinkers from different parts of our 
country and globe. Our differences are part o f what makes [Flagship University] a 
world-class university with a diverse perspective. Our commonalities include the 
desire to learn in an environment that attracts the best students and embraces 
diversity.

Content Analysis
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Figure 5. Content Analysis Code Frequency. The content analysis charts displays the 
number o f sources citing the code (dark bar) and the frequency the codes were cited, or 
referenced, in the documents (lighter bar).
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Additionally, the positive uncertainty o f new leadership to make broad scope 

diversity, including racial diversity, a priority for its administration is further 

demonstrated in the findings presented in the document produced by the Strategic 

Planning Committee. The Strategic Planning Committee was convened to develop the 

institutional goals for the new administration. This finding validates the participants’ 

assertion that diversity is a number one goal o f the new administration as stated below in 

the excerpt from the document. The excerpt from the document listed the goal of 

diversity o f faculty, staff and students as number one of six goals and number one of 

twenty-seven objectives. Racial/ethnic diversity is listed as one of three measures to 

assess the accomplishment of this goal.

GOAL: An exceptional academic environment that reflects the breadth o f thought
essential for preeminence, achieved by a community o f students, faculty, and staff
who have diverse experiences and backgrounds.

Objective 1: [Flagship] students, faculty and staff with increasingly diverse
demographic and geographic characteristics.

The document cited the following metrics as measures for the aforementioned 

objective:

a. Geographic diversity, including out of state and international students, faculty, 
and staff.

b. Racial/ethnic, cultural, and socioeconomic diversity.
c. Diversity across other demographic characteristics (e.g. gender, disabilities).

Another theme validated by the findings in the document analysis is the

prevalence o f social support available to students on campus. Data coded for social 

support in the document analysis appeared in four sources and was referenced eleven (11)
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times. The student resources section of the Faculty Handbook, Strategic Planning

Committee Document, Mentoring Program website for historically underrepresented

racial groups and the mission statement from the Office o f Multicultural Affairs

documents used references to social support on campus. The excerpt below is from the

Student Resources section of the Faculty Handbook.

Numerous resources exist both on campus and in the community to assist students 
in dealing with problems o f all types: personal, academic, legal, career, crisis, 
trauma, etc....In addition, the [Wellness Center] provides information on 
recognizing signs o f distress in students, and information on what appropriate 
actions faculty can take.

Finally, academic support was the third most salient theme in the document

review. The content analysis shows that three documents made reference to academic

support several times. The documents that included references to academic support

included the Faculty Handbook Student Resources section, freshman orientation website,

the FGSP website, and the Strategic Planning Committee document.

Other codes that were referenced at least four times were financial support and

mentoring. These codes were also identified by participants as promoting successful

retention and graduation of Black and Hispanic students. The Admissions annual report

summarized the availability of financial support for the freshman class in its report.

[Flagship University’s] Office o f Admissions offers financial awards through a 
number o f programs designed to help shape the incoming freshman class. Awards 
are based on a selection process that takes into consideration a number o f factors 
including, but not limited to, scholastic achievement. While some o f the award 
programs are cash awards, most scholarship programs administered by the Office 
o f Admissions are tuition-reduction or tuition-waiver awards. All programs are 
awarded by semester and all have continuance requirements based on academic 
performance standards. The total annual scholarship budget is $7.5 million.
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Summary

The researcher conducted a qualitative case study of a university in a state were 

bans for affirmative action were implemented through state legislation. The bans made it 

unlawful to consider race in making admissions decisions for all public state universities. 

The study site was selected based on increases in enrollment rates for Black students 

(from 7% to 14%) and Hispanic students (from 11% to 15%) after the consideration of 

race was banned from the admissions process. The selected site has one of the highest 

overall retention rates (>95%). The researcher assigned a pseudonym to all participants, 

programs, documents and the study site to protect the confidentiality of the research 

participants. The pseudonym for the study site is Flagship University. A description of 

the site and participants are provided in the introduction section of this chapter. The 

findings from interviews, focus groups and document reviews are also reported in this 

chapter.

The findings for Flagship University were derived from the principal guiding 

questions outlined in this chapter. The researcher’s central question was: How did a 

selective public university increase enrollment and graduation rates for Blacks and 

Hispanics post-affirmative action? Through thematic and document analysis, the 

researcher found both inductive and deductive themes that explained the successful 

outcomes in enrollment, retention, and graduation rates for Black and Hispanic students 

after the use o f race was banned from its admissions practices. The deductive themes 

were derived from the work o f Tinto and Pusser (2006). The inductive and deductive
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themes that were identified to promote successful outcomes in enrollment, retention and 

graduation for Black and Hispanic students by the researcher include: Specifically 

Targeted Recruitment, Institutional Commitment, Financial Support, Student 

Involvement, Academic Support, Social Support, Faculty Pedagogy, and Campus 

Climate.

In more recent years, Flagship University experienced decreases in the enrollment 

rates for prospective Black students. Inductive analysis of the interview and focus group 

transcripts suggest the following themes explain recent decreases in enrollment rates for 

Black students at Flagship University: Changes in Institutional Commitment, Social and 

Political Climate, and the Negative Perceptions of the Campus Climate. This chapter 

further explains each theme identified in the research findings.
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CHAPTER 5

Summary, Discussion, Conclusion and Implications

“Making higher education more equitable and inclusive...is both the right thing to do fo r  
individual students, and is the right thing fo r  our democracy. Our country cannot afford

to leave any talent behind. ”
-  Foreword (Kahlenberg, 2014)

Chapter 5 summarizes the single site case study of a selective public university 

that experienced increases in enrollment o f Black and Hispanic students after affirmative 

action bans were implemented by state legislation. The study is concerned with selective 

public colleges and universities because the use o f race-conscious admissions policies is 

highly contentious in the realm of higher education where there is limited space for 

acceptance and a large pool of qualified applicants (Bowen, 1998). Choosing a site with 

increased enrollment rates o f Blacks and Hispanics is necessary because according to 

Long (2007), Bowen (2009) and Camevale (2013), the enrollment rates for historically 

underrepresented racial and ethnic groups at selective public universities have been 

difficult to restore post-affirmative action. Several institutional actions were identified in 

the single site case study that promoted successful outcomes in enrollment, retention and 

graduation for Black and Hispanic students at a selective public university. This chapter 

will provide a summary of the study, a discussion o f major findings, overall conclusions
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from the findings, implications for higher education leaders, and recommendations for 

future research.

Summary of the Study 

The researcher was interested in exploring the problem of overrepresentation of 

qualified students from historically underrepresented racial groups in open access 

campuses and underrepresentation of these groups in the nation’s most selective public 

universities (Camevale & Strohl, 2013). There are several explanations provided in 

extant literature to describe this phenomenon including ill preparation (Niu & Tienda, 

2013), increasing meritocracy (Alon & Tienda, 2007, Posselt et al., 2012), a shift in need- 

based aid to merit-based aid, and the lack o f information on opportunities at selective 

public universities (Alon, 2009; Bowen et al., 2009; Kahlenberg, 2014; Kim, 2012;

Pema, 2007; Pema, 2000). As restrictions in the use of race as one of many factors in 

admissions continues to face challenges, this study will identify institutional actions that 

promote successful outcomes in enrollment, retention and graduation rates for Blacks and 

Hispanics at a selective public university campus. The central question of the research 

study was: How did a selective public university increase enrollment and graduation rates 

for Blacks and Hispanics post-affirmative action? The principal guiding questions that 

guided the research study were:

RQ1. What programs and policies were implemented at Flagship University to 

attract and retain Black and Hispanic students after the use o f race was banned in the 

admissions process?
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RQ2. How are financial resources allocated to support Black and Hispanic 

students at Flagship University?

RQ3. How does Flagship University promote the involvement o f Black and 

Hispanic students in both social and academic opportunities?

RQ4. How are Black and Hispanic students supported academically and socially 

at Flagship University?

RQ5. What pedagogical resources are available to faculty that promotes success 

for Black and Hispanic students?

RQ6. What are the expectations o f Black and Hispanic students by faculty and 

administrative leadership inside and outside o f the classroom at Flagship University?

RQ 7. What is the campus climate as it relates to the racial and ethnic diversity of 

faculty, students, and administrators?

Qualitative research methods were used to derive answers to the central question 

and principal guiding questions of the research study. The researcher used purposeful and 

snowball sampling to identify the study site and study participants. The site selected is a 

selective public university that experienced increases in enrollment rates for Black and 

Hispanic students after affirmative action was eliminated in the state. The case is an 

intrinsic case because some selective public universities were unable to restore or 

increase enrollment rates for these subpopulations after affirmative action was eliminated 

in the admissions process (Kahlenberg, 2014). In addition to experiencing increases in 

enrollment for both Black and Hispanic students, the study site has one o f the highest
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ranking overall retention rates (>95%). The researcher identified the site by comparing 

enrollment rates at seven selective public universities, across six states that were 

documented for restoring enrollment rates o f Black and Hispanic students after 

affirmative action was banned.

Initially, an Admissions Official was contacted to participate in the study and 

asked to make recommendations for others who were in the student affairs and academic 

affairs areas at Flagship University. Interview participants were administrators and 

faculty in the divisions o f academic and student affairs. Students from cultural centers 

were recommended to participate in focus groups by administrators that were 

interviewed. Additionally, student affairs Administrator served as the gatekeeper and 

helped the researcher to recruit students from Flagship’s scholarship program for low- 

income, first generation students. Focus group participants were students who identified 

as African-American/Black or Hispanic/Latino currently enrolled or who matriculated at 

Flagship University any time during 2009 - 2014.

The qualitative inquiry approach begins with assumptions of theoretical 

frameworks to address the understandings groups or individuals give to a social problem 

(Creswell, 2013). The epistemology and theoretical perspective guided the researcher in 

determining the research methodology for the study. The epistemology for the study is 

premised in constructionism and the theoretical perspective is critical inquiry. Race is a 

socially constructed term and all that is known about it is based on what is identified, or 

constructed by society, including racial differences (Cameron & Wycoff, 1998).



131

Constructionism proposes that all knowledge in the world is based on human practices. 

This reality is based on human interactions with their world and is developed based on 

social context (Crotty, 1998; Freire, 1970). Critical inquiry is identified by Crotty (1998) 

as having three goals: social justice, freedom and equity. Critical inquiry doesn’t just seek 

to understand, it seeks to change (Crotty, 1998; Freire, 2012). The theoretical perspective 

allowed the researcher to explore the realities o f inequality of educational attainment and 

underrepresentation of Black and Hispanic students at selective public universities. It is 

through this interpretation that the researcher examined the institutional actions that 

promoted successful outcomes for Black/African-American and Hispanic/Latino students 

at a selective public university.

Interview protocols, informed consent and email messages were created and 

submitted for approval along with an application to Mercer University’s Internal Review 

Board prior to beginning data analysis. After gaining IRB approval from Mercer 

University, the researcher gained approval to access the study site through the site’s 

institutional review board. Email messages were sent to all participants explaining the 

purpose of the research study and their role as a participant. Data were collected through 

semi-structured interviews of administrators and faculty, focus groups of students and 

documents collected in the field. Seven semi-structured interviews were conducted by 

phone with administrators and faculty members. Additionally, three focus groups were 

conducted with students who were in there second year and beyond at the selected 

university and who identified as Black/African-American or Hispanic/Latino. The site
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was given the pseudonym Flagship University. In compliance with the informed consent 

agreement signed by the researcher and participants, all study participants were given 

pseudonyms to protect confidentiality. Qualitative research methods were used to identify 

themes that are associated with successful outcomes in enrollment, retention and 

graduation for Black and Hispanic students at a selective public university. These 

methods included both thematic analysis and content analysis (Attride-Stirling, 2001; 

Hsieh & Shannon, 2005). NVivo, a qualitative computer software program, facilitated 

data organization, coding, and retrieval (Richards, 2006).

Through thematic and document analysis, the researcher found both inductive and 

deductive themes that explained the successful outcomes in enrollment, retention, and 

graduation rates for Black and Hispanic students after the use o f race was banned from its 

admissions practices. The deductive themes were derived from the work of Tinto and 

Pusser (2006). The themes that were identified to promote successful outcomes in 

enrollment, retention and graduation for Black and Hispanic students by the researcher 

include: Specifically Targeted Recruitment, Institutional Commitment, Financial Support, 

Student Involvement, Academic Support, Social Support, Faculty Pedagogy, and Campus 

Climate.

In more recent years, Flagship University experienced decreases in the enrollment 

rates for prospective Black students. Inductive analysis o f the interview and focus group 

transcripts suggest the following themes explain recent declines Black student enrollment
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at Flagship University: Changes in Institutional Commitment, Social and Political 

Climate, and the Negative Perceptions o f the Campus Climate.

Summary of Major Findings 

The central question of the research study was: How did a selective public 

university promote successful outcomes in enrollment, retention and graduation rates for 

Blacks and Hispanics post-affirmative action? The researcher identified several themes 

associated with successful outcomes for recruitment, retention and graduation at Flagship 

University. These themes include Specifically Targeted Recruitment, Institutional 

Commitment, Financial Support, Student Involvement, Academic Support, Social 

Support, Faculty Pedagogy, and Campus Climate. The themes identified in the study 

support the researcher’s adapted model o f institutional actions that promote student 

success proposed by Tinto and Pusser (2006) as described in the conceptual framework in 

Chapter 1. In addition, the researcher identified specifically targeted recruitment as an 

institutional action that promotes successful outcomes in enrollment for Black and 

Hispanic students at Flagship University.

Specifically targeted recruitment as reported by focus group participants, faculty 

and administrators, were mentioned as outreach and recruitment programs that included 

hosting Black and Hispanic students on campus for visitations and orientations, 

investment in first generation and low income students, recruiters visiting high schools of 

students with a high population of Black and Hispanics including under resourced and 

low performing high schools.
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Institutional commitment included strategies and programs invested in low- 

income and first generation students, investment in specifically targeted programs and 

people who organize those programs, and have an institutional commitment to diversity. 

Flagship University’s investment in low-income and first generation students through 

scholarship was stated by five students as an impetus for them enrolling. In addition to 

investing in low-income, first generation students, Flagship University invests in 

programs that are specifically targeted for underrepresented racial and ethnic groups. 

These programs include a “mentoring program for minority students” sponsored by a 

division of Student Affairs.

Financial support was identified by participants as the availability of need-based 

and merit scholarships, financial award packages that “paid for everything”, being 

offered more scholarship at Flagship in comparison to other schools, and opportunities 

for campus employment outside o f federal work-study programs. Students at Flagship 

University are provided a financial aid package through federal aid programs as permitted 

by the Higher Education Act under Title IV. In addition to federal financial aid 

programs, Flagship University provides both merit scholarships and need-based 

scholarships. Flagship University boasts having one o f the nation’s most unique first 

generation and low-income need-based scholarship programs. Although these financial 

awards are not specifically for Black and Hispanic students, a majority of the students 

who receive the award are Black and Hispanic. Both administrators and students



135

confirmed that financial support is an action that is associated with successful outcomes 

in enrollment and retention of Black and Hispanic students.

Student involvement is encouraged for Black and Hispanic students through both 

social and academic opportunities. Academically, Black and Hispanic students are 

encouraged to become involved in opportunities by participating in research early in their 

academic careers and participation in career and professional development programs. 

Socially, students are encouraged to find the “nitty gritty” of the institution by engaging 

in campus cultural centers, participating in student led organizations and attending a 

mandatory first year seminar course sponsored by Student Affairs.

Participants in this study cited academic success through general academic support 

services such as tutoring, counseling and advising, the support of faculty who are 

relatable and understanding, and early intervention for struggling students as key 

academic support mechanisms. Faculty availability during and outside o f office hours, 

professors that were relatable and understanding, and faculty engagement in the 

classroom were all named by faculty, administrators and student participants as helpful to 

students in their academic careers. Perhaps one o f the most salient themes in the research 

findings is that o f social support. Social support as identified by participants in the study 

included faculty and staff with a “cause or an interest for Black or Hispanic”, first year 

student experiences, cultural centers and programs for Black and Hispanic students, 

faculty and peer mentoring, support from student led organizations, and availability o f 

leadership opportunities within the organizations.
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Initial codes for the theme of Faculty Pedagogy were derived from student focus 

group participants and faculty transcripts. Faculty pedagogy identified in the institutional 

action model (Tinto and Pusser, 2006) included “pedagogies of engagement” that were 

often described by students as faculty who taught through classroom discussions.

Students reported that “hearing other people’s opinions and beliefs on different things” 

helped them to understand and remember topics discussed in class. Faculty availability, 

Faculty participants identified overall institutional support of faculty through the offering 

of “course development grants” as incentives to develop courses that engage diverse 

learners.

Giving back through peer mentoring and sharing experiences with prospective 

students, recognizing students as scholars, and student involvement are prominent themes 

of expectation that resonated for Black and Hispanic students on campus. Flagship 

University has a “really big culture around mentorship.” Students are not only expected 

to benefit from peer mentoring but they are also encouraged “to give back” through 

mentoring underclassmen and sharing their experiences in “their own communities.” 

Additionally, there is a program for faculty who mentor first year students from 

historically underrepresented racial and ethnic groups. “Hopeful” uncertainty in new 

leadership, collaboration between students and academic affairs and a “sense of 

community” were also described by participants as parts of the campus climate that 

promote successful outcomes for Black and Hispanic students. Participants expressed 

their confidence in the new leadership to place an emphasis on “big umbrella diversity”
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which includes racial and ethnic diversity. Although Flagship University experienced 

successful outcomes by increasing the enrollment o f both Blacks and Hispanics after the 

use o f race was banned from its admissions processes, recent trends in enrollment have 

declined for Black students while the growth for Hispanic students is in parity with the 

growth o f the Hispanic population in the state.

Discussion o f Findings 

In states where the use o f race in admissions practices is considered unlawful, 

alternative strategies to racial consideration were implemented at selective public 

universities. These alternative strategies to racial considerations include top percent 

plans, targeted recruiting and an increased emphasis on socioeconomic factors 

(Kahlenberg, 2012, 2014; Long, 2007). However, these alternative strategies have been 

unsuccessful at increasing the number o f historically underrepresented racial groups at 

some selective public universities (Potter, 2014). The researcher chose a selective public 

university with successful outcomes for restoring or increasing the enrollment o f Black 

and Hispanic students post-affirmative action bans. Tinto and Pusser’s (2006) model of 

institutional actions that promote student success were considered as part o f the 

conceptual framework to successful outcomes. Flagship University experienced some 

declines in enrollment rates for Blacks after an initial restoration of the Black and 

Hispanic student enrollment rates post-affirmative action bans. However, Hispanic 

student enrollment rates have kept in parity with the growth of the Hispanic population in 

the state. A discussion of the explanation for those declines is presented in this section.
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Strategies that Promote Successful Outcomes in Enrollment, Retention and Graduation 

Several studies have found that students from historically underrepresented racial 

groups are simply unaware of the opportunities that exist at selective public universities 

(Alon, 2009; Bowen et al., 2009; Kahlenberg, 2014; Kim, 2012; Pema, 2007; Pema, 

2000). Consistent with literature, this study found that student participants were unaware 

of opportunities at Flagship University prior to visits from Flagship’s recruiters. Four 

student participants attested to how recruitment visits at their high schools influenced 

their decision to apply to Flagship. Flagship also partnered with high schools that are 

under resourced and low performing based on the assertion that “because o f where low- 

performing schools are [located] most...students [attending those schools] are African 

American or Hispanic students.” Specifically Targeted Recruitment was suggested to 

have an influence on attracting students to Flagship University.

Institutional commitment to a large extent is reflective o f the mission o f a 

university. Institutional mission refers to the enacted mission as discovered by what 

faculty, students and staff members say about what the institution is doing with its 

resources (Kuh, 2010). Tinto & Pusser (2006) asserted that a university committed to 

student success will achieve success. The interview findings suggest that Black and 

Hispanic students are retained at Flagship University because the university is 

“supportive o f Black and Hispanic students” through pockets o f people “who really do 

deeply care about the persistence issues.” While some programs specifically tailored to 

Black and Hispanic students have been eliminated because there was a “superficial
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understanding of why these resources existed,” others have remained. In addition, the 

university has invested in “key people” that will “drive” the programs that do exist for 

Blacks and Hispanics at Flagship. The document analysis validated the commitment to 

diversity. Racial and ethnic diversity is a strategic priority for Flagship University. The 

documents that referenced a commitment to diversity are the Office o f Admissions 

Annual Report, Administration Mission Page, Faculty Handbook, Strategic Planning 

Committee Document, and the Office o f Multicultural Affairs website. This validates 

statements made by some focus group and interview participants who discussed the 

importance of the institution’s commitment to diversity through the investment in people 

and piograms that are specifically targeted for Black and Hispanic students.

Financial Support in the form o f scholarships was cited as a determining factor in 

enrollment for Black and Hispanic student participants at Flagship University. Recruiting 

at schools were Black and Hispanic students were enrolled, also seemed to influence 

some o f the study participants’ decision to apply and subsequently enroll at Flagship 

University. Some of the participants stated they had not considered applying to the 

university prior to recruiters visiting their schools. This confirms financial support as a 

critical part o f the model for institutional actions that promote student success proposed 

by Tinto & Pusser (2006).

Student involvement is stated in literature to have a strong correlation to student 

persistence (Tinto & Pusser, 2006; Kuh, 2010). As explained by Tinto and Pusser (2006), 

theorists have long held the belief that student engagement is an important factor in



140

student success and engaging students is the job of the institution. Students at Flagship 

University are “required to take a class” that “actually help [s/c] you and push you, not 

push you academically but they push you to get involved.” In the words o f a Wellness 

Counselor at Flagship University, “engagement from a social perspective is highly 

encouraged and almost required and expected, if  you’re to seem excellent.” Students are 

encouraged to become involved in opportunities by: participating in research early in 

their academic careers, participating in career and professional development programs, 

participating in student led organizations, and attending first year seminar. In addition to 

being involved in academically rewarding opportunities and professional development, 

Black and Hispanic students are encouraged to find the “nitty gritty” o f the institution 

through student led organizations, by actively engaging in the cultural center programs 

and becoming actively involved on campus.

Academic support, based on the model outlined in the conceptual framework, 

includes advising and tutoring; while social support includes strategies that enable 

students to transition to college (Tinto & Pusser, 2006). These strategies usually come in 

the form of freshman seminar, learning communities, orientation programs and 

organizations that help connect students with similar interests and backgrounds. The 

participants identified general academic support in the form o f tutoring and advising as 

factors that attributed to successful outcomes for Black and Hispanic students. However, 

the study findings show that support in career and professional development were also 

important for Black and Hispanic students.
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Social support provided Black and Hispanic students in this study with the sense 

of community necessary for them to feel connected on campus. Cultural organizations 

serve as facilitators to promote social involvement for students who are not members of 

the dominant campus culture (Museus, 2008). Findings from this study confirm the 

importance of cultural centers and organizations a Flagship University as a “great 

stepping ground for networking” and “creating strong sense of connection with others in 

our community.” This study supports the significance that the subcultures created by 

student led organizations and cultural centers play in forming social connections that are 

positively related to retention outcomes for Black and Hispanic students.

Faculty pedagogy was recognized in the study to be associated with successful 

outcomes for Black and Hispanic students. The adapted model of institutional action 

replaced frequent feedback with faculty pedagogy because there was little research on the 

impact o f frequent feedback (Tinto & Pusser, 2006). Faculty pedagogy was mentioned in 

the model as a means to promote academic success and learning for students by 

increasing the “quality o f effort in learning.” The model suggested that this is appropriate 

especially in settings were learners are on commuter campuses and the limited 

availability o f traditional engagement activities (e.g. student organizations and dormitory 

life) is not present. However, extant literature implies that positive faculty interactions 

have a positive association with student connectedness which can lead to persistence for 

students from historically underrepresented racial and ethnic groups (Arum and Roksa, 

2011; Museus & Neville, 2012; Strayhom, 2012). Student participants identified that they



preferred more engaging lectures with “teachers who are more interactive” and 

“instructors who are really authentic, who care about their students, who do remember 

little things.” Based on the study conducted by Fischer (2007), “formal academic ties” 

and social connections are positively associated to student outcomes such as GPA and 

persistence. Faculty interactions consisted of informal conversations at the university’s 

cultural centers, availability during and outside o f office hours, and demonstrating a 

personal interest in students outside o f classwork. This is important because sense of 

community is nurtured through positive interactions with peers and faculty (Aram and 

Roksa, 2011; Strayhom, 2012).

Campus climate was another theme postulated by Tinto and Pusser (2006) to 

contribute to successful outcomes for students that led to degree attainment. Leadership 

plays a significant role in campus climate and creating the expectations o f faculty, staff 

and students to carry out the specific mission of the school. These expectations influence 

the behaviors o f those that create the overall campus climate at the university (Tinto & 

Pusser, 2006). At Flagship University, four participants expressed a “hopeful” 

uncertainty in their confidence o f the new leadership to focus on a commitment to racial 

and ethnic diversity on the campus. Flagship University also fosters an expectation of 

collaboration between student and academic affairs by sharing down information.

A campus climate that fosters a “sense of community” is suggested to provide a 

positive experience for Black and Hispanic students on a selective public university 

campus (Strayhom, 2012). The presence o f a “sense of community” was referred to by
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students and administrators as a positive aspect o f the campus climate. These experiences 

occur when students have positive faculty and peer interactions and are connected to 

other students with similar backgrounds through programming offered by cultural centers 

and student led organizations ((Arum and Roksa, 2011; Museus, 2008). The presence of a 

“sense o f community” was referred to by participants as an important aspect in the 

findings for campus climate. Sense o f belonging is fostered through both informal and 

formal interactions. Strayhom (2012) asserts a student’s sense o f belonging can influence 

a student’s decision to stay committed to finishing college or leaving. Students attributed 

the importance of cultural centers and programs to feeling affiliated and part o f a smaller 

community on the campus. Cultural centers are known to have a significant impact on 

the sense of belonging for students from historically underrepresented racial groups 

(Museus, 2008). In addition, cultivating an affirming campus climate and encouraging 

student involvement in cultural programs were also suggested by participants as 

attributing to the success of the Black and Hispanic students on campus.

Explanations for Declining Enrollment Rates 

Black and Hispanic students are less likely to enroll at a selective public university if 

the campus climate is perceived as unwelcoming (Antonovics & Backes, 2013; Brown & 

Hirschman, 2006; Kidder, 2012; Santos et al., 2010). Similar to national trends at some 

selective public universities, Flagship University experienced a growth in parity with the 

population of the state and the student enrollment rates for Hispanic students 

(Kahlenberg, 2014; Martin & Yin, 2011; Potter, 2014). Although, Flagship University
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experienced successful outcomes by increasing the enrollment o f both Blacks and 

Hispanics after the use of race was banned from its admissions processes, the trends in 

enrollment have declined for Black students in more recent years. Negative Perception of 

Campus Climate, Social Political Climate and Changes in Institutional Commitment to 

programs specifically for Black and Hispanic students were inductive findings that were 

suggested by participants as diminishing successful outcomes in enrollment of Black 

students post-affirmative action bans at Flagship University.

Negative perceptions of the campus climate were identified through interviews with 

faculty, students and administrators. The university’s reputation in the community has 

been perceived as unwelcoming for some Black students. Administrators, students and 

faculty all reported that the there are times when the university can be somewhat 

“intimidating” for Black and Hispanic students on campus. Faculty members reported 

students for feel “minoritized,” or like a minority, for the first time when they arrive on 

campus. They also reported that students, especially Black students, didn’t feel 

“comfortable” on campus. Students reported that “there are times as a minority when you 

feel like you’re not welcome.” Students admitted that “not seeing too many black and 

brown people in classes” made them feel uncomfortable at times. The findings suggest 

that structural diversity is important to successful outcomes for Black students.

Participants in the study suggested that elimination o f some of the specifically 

targeted outreach programs for high school students and scholarships, along with changes 

in the institutional commitment from racial and ethnic diversity to economic diversity
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may have a role in decreasing enrollment rates. Study findings suggest a “shift” in the 

numbers of Black students who make up the demographic of the first generation, low- 

income scholarship confirms that alternative strategies to race-conscious decisions alone, 

are not enough to restore racial and ethnic diversity for Black students post-affirmative 

action bans (Garces, 2011; Long, 2007). The findings support extant literature that 

provide evidence o f the relationship between changes in programs that are specifically 

targeted to recruit Black and Hispanic students and the Social Political climate, both 

locally and nationally, to the enrollment rates for Black students (Kidder, 2012; Santos et 

al., 2010). Kidder (2012) and Santos et al. (2010) report declines in enrollment after 

affirmative action bans were implemented in the admissions process for UC schools.

Conclusions

Scholars have argued the underrepresentation o f some racial and ethnic groups in 

selective universities perpetuates the existing disparities in public education (Bowen et 

al., 2009; Brown & Hirschman, 2006; Camevale & Strohl, 2013; Espenshade & Radford, 

2009). Some even purport that the current over representation of Blacks and Hispanics in 

the nation’s lowest performing secondary schools perpetuates further stratification of the 

higher education system and a growing achievement gap in educational attainment 

(Camevale & Strohl, 2013; Espenshade & Radford, 2009; Kena et al., 2014; Rothstein, 

2004). At a time when enrollment rates for racially underrepresented groups at selective 

public colleges and universities are declining and disparities in educational attainment 

rates continue to exist among racial and ethnically diverse student groups (Bowen et al.,
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2009; Camevale & Strohl, 2013; Espenshade & Radford, 2009; Long, 2007), policy 

makers and higher education leaders will find value in understanding how a selective 

public university overcame initial challenges o f attracting, retaining and graduating a 

more diverse population of undergraduate students after statewide affirmative-action 

bans. As restrictions in the use o f race as one of many factors in admissions continues to 

face challenges (Fisher v. University o f  Texas at Austin, 2013, Gratz v. Bollinger, 2003, 

Grutter v. Bollinger, 2003), strategies that are already implemented by universities in this 

context will provide useful information to other universities searching for alternative 

means to promote successful educational outcomes leading the enrollment, retention and 

graduation of students from historically underrepresented racial groups in higher 

education.

Study findings suggest selective public universities, similar to Flagship 

University, could restore enrollment rates for Black and Hispanic students by 

implementing specifically targeted recruitment efforts that include but are not limited to: 

intentional recruitment o f high school students in “low performing” schools, engaging 

alumni from historically underrepresented racial groups and investing in outreach 

programs that provide visitation for students from historically underrepresented racial 

groups in order to increase the awareness o f the opportunities provided at the university. 

Additionally, selective public universities must demonstrate a commitment to racial and 

economic diversity through an investment in programs that support prospective Black 

and Hispanic students. Financial support was cited by students from Flagship’s First
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Generation Scholars Program as an impetus for enrolling. Selective public universities 

with a strong interest in supporting racially and economically diverse students will have 

to invest in sustainable scholarship programs for prospective students from less affluent 

communities.

Selective public universities like Flagship, can facilitate the successful outcomes 

for racially diverse learners by supporting and fostering positive faculty-student 

interactions through mentoring programs and may increase engagement o f Black and 

Hispanic students by encouraging faculty availability and hiring faculty who are relatable 

and understanding. Findings also suggest that faculty engagement inside the classroom 

through discussion promoted positive faculty-student interactions that are found to 

promote successful outcomes for students (Arum & Roksa, 2011; Kuh et al., 2010; Tinto 

& Pusser, 2006).

Scholars have attributed the disproportionately low numbers of Black and Latino 

high school graduate enrollment rates, in the nation’s most selective public universities, 

to several factors including ill preparation (Niu & Tienda, 2013), increasing meritocracy 

(Alon & Tienda, 2007, Posselt et al., 2012), a shift in need-based aid to merit-based aid, 

and the lack o f information on opportunities at selective public universities (Alon, 2009; 

Bowen et al., 2009; Kahlenberg, 2014; Kim, 2012; Pema, 2007; Pema, 2000). After 

affirmative action was banned in some states, students from underrepresented groups in 

higher education were discouraged from applying to the state’s most selective public
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universities, further diminishing the diversity on these college campuses (Antonovics & 

Backes, 2013; Brown & Hirschman, 2006; Hinrichs, 2012; Santos et al., 2010).

Some studies purport that state policies that eliminated the use o f race in its admissions 

practices directly influenced whether or not students applied to and subsequently enrolled 

in selective public schools (Antonovics & Backes, 2013; Brown & Hirschman, 2006; 

Kidder, 2012; Santos et al., 2010). The findings in this study support studies that some 

students from historically underrepresented racial groups feel unwelcomed and 

intimidated by the campus climate (Kidder, 2012).

The Social and Political Climate nationally and statewide is a theme that emerged 

from the research which is outside the control of the institution. However, the Social and 

Political climate can threaten any sustainable accomplishments that promote successful 

outcomes for Black and Hispanic students at Flagship University. Findings from this 

study support the notion that race-neutral admissions practices are not sufficient in 

sustaining racial and ethnic diversity at public selective universities when the university 

has substantial challenges regarding the university reputation, the changing social 

landscape and limits support for targeted recruitment o f Black and Hispanic students 

(Garces, 2012; Kahlenberg, 2014; Long, 2015).

Implications

The findings o f this study imply there are several actions, or strategies, that 

selective public universities could employ in order to attract, retain and graduate Black 

and Hispanic students on their campuses. Specifically targeted recruitment is one of those
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strategies. Two participants explicitly cited they “didn’t hear much about” Flagship 

University until recruiters visited their schools. These findings may imply that 

recruitment efforts specifically targeted to attract Black and Hispanic students play an 

important role in increasing enrollment o f Black and Hispanic students. Additionally, 

institutional commitments to specifically targeted recruitment and outreach programs that 

focus on visiting high schools and identifying talented students at high schools that were 

low performing and under resourced are strategies that influence increases enrollment of 

Black and Hispanic students. Participants in the study cited that some o f those offerings 

and programs changed over the years and it may have implications to the decreases in 

enrollment of Blacks on campus that Flagship University is experiencing.

In order to sustain enrollment increases, the study findings imply that public 

selective universities must make intentional efforts that lead to racial and ethnic diversity. 

These actions include, but are not limited to, actions based on the findings from this 

study:

a.) Providing financial, social and academic support for Black and Hispanic 

students.

b.) Providing opportunities for the involvement o f Black and Hispanic students in 

student led organizations and leadership opportunities.

c.) Providing spaces, such as cultural centers, for students to make the big 

institution smaller, and create a sense o f  community with other students from 

similar backgrounds.
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d.) Facilitation opportunities (“pedagogies of engagement”) through programs 

and courses for students to have positive peer and faculty interactions inside 

and outside of the classroom.

e.) Hiring diverse faculty at the institution with a cause and interest in promoting 

the success of Black and Hispanic students.

f.) Investing in personnel that manage programs that are specifically targeted for 

Black and Hispanic students.

g.) A campus climate that promotes mentorship and giving back.

h.) Leadership that is responsive to concerns o f  historically underrepresented 

racial and ethnic groups on campus.

i.) An institution that is committed to racial and ethnic diversity, in addition to 

economic diversity.

Recommendations for Future Research 

Based on the findings and implications for the study, the researcher recommends 

the following future research studies:

1. The researcher selected a single site case o f a public selective university that 

experienced increases in enrollment post-affirmative action bans. The study 

provided explanations for changes to enrollment for Blacks in recent years.

Further research can be conducted at multiple sites that have experienced similar 

trends to add to the research on institutional actions that may provide challenges

\
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to increasing racial and ethnic diversity at a public selective university post- 

affirmative action bans.

2. Some studies have shown that race-neutral alternatives to admissions have played 

a role in increasing racial and ethnic diversity at selective public universities. In a 

multi-site analysis o f race neutral alternatives, Potter (2014) demonstrated that 

several universities have successfully restored or increased enrollment levels for 

Black and Hispanic students equal to the levels prior to affirmative action bans. 

Future studies should reanalyze those rates to determine which universities have 

sustained those increases over the past ten years to determine models that are 

successful in restoring and maintaining those levels o f enrollment.

3. The researcher conducted content analysis on the newly created strategic plan of a 

selective public university. The plan placed an emphasis on racial and ethnic 

diversity as a goal for its institution. Further research can be conducted at 

selective public universities in states with affirmative action bans to compare if 

there’s a difference in racial and ethnic diversity o f universities with a strategic 

plan that includes a specific goal and measures for determining racial and ethnic 

diversity and those with an emphasis on diversity that specifically excludes racial 

and ethnic diversity.

Summary

The researcher conducted a single site case study o f a selective public university 

that experienced increases in enrollment o f Black and Hispanic students after affirmative
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action bans were implemented by state legislation. The case is an intrinsic case because 

some selective public universities were unable to restore or increase enrollment rates for 

these subpopulations after affirmative action was eliminated in the admissions process 

(Kahlenberg, 2014). The central question of the research study was: How did a selective 

public university increase enrollment and graduation rates for Blacks and Hispanics post

affirmative action? The epistemology for the study is premised in constructionism and the 

theoretical perspective is critical inquiry. Qualitative research methods were used to 

derive the answer to the central question and principal guiding questions o f the research 

study.

Several institutional actions were identified in the single site case study to 

promote successful outcomes in enrollment, retention and graduation for Black and 

Hispanic students at a selective public university. The researcher identified eight themes 

through inductive and deductive analysis that were suggested to promote these outcomes. 

These themes include Specifically Targeted Recruitment, Institutional Commitment, 

Financial Support, Student Involvement, Academic Support, Social Support, Faculty 

Pedagogy, and Campus Climate. The themes identified in the study support the 

researcher’s adapted model o f institutional actions that promote student success proposed 

by Tinto and Pusser (2006) as described in the conceptual framework in Chapter 1. In 

addition, the researcher identified specifically targeted recruitment as an institutional 

action that promotes successful outcomes in enrollment for Black and Hispanic students
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at Flagship University. A summary of the major findings and a discussion o f the findings 

are provided in Chapter 5.

Flagship University experienced some declines in enrollment rates for Blacks 

after initial restoration of the Black and Flispanic student enrollment rates post

affirmative action bans. However, Hispanic student enrollment rates have kept in parity 

with the growth o f the Hispanic population in the state. A discussion of the explanation 

for those declines, implications o f the findings for higher education leaders and 

recommendations for future research are presented in Chapter 5.
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TIFT c o l l e g e  o f  e d u c a t io n
Educational Leadership Program

Good M orning,

My nam e is Jamillah McDaniel and  I'm a doctoral cand ida te  a t M ercer University in A tlanta, GA.
I am  contacting  you because your colleague expressed  th a t  you may be a willing partic ipan t in 
my study. Specifically, I w ould like to  conduct a 45-60 m inute interview  w ith you. Based on your 
availability I w ould like to  conduct th e  interview  w ithin th e  next tw o  w eeks. I've provided an  
overview  of my study  to  give you som e background and  con tex t to  assist you in your decision 
m aking process.

The title  o f  my study  is "Post-Affirm ative Action: The Institutional Actions That P rom ote 
Successful O utcom es for Black and Hispanic S tuden ts a t  a Public Selective University." The 
purpose o f th e  study  is to  explore th e  institu tional action a t a selective public university th a t  is 
successful in attracting , re tain ing and  graduating  Blacks and Hispanics a fte r affirm ative action 
bans w e re  im plem ented  in th e  S ta te . This inquiry will provide a fram ew ork  for sim ilar 
institu tions to  consider w hen  exploring m ethods to  increase th e  enro llm ent, re ten tio n  and 
g raduation  ra tes  o f Blacks and Hispanics on  th e ir  cam puses.

The focus o f th e  study  is to  explore th e  institutional com m itm ent, expecta tions of s tu d en ts  
inside and  outside o f th e  classroom , academ ic and social su p p o rt s tru c tu res  on cam pus, s tu d en t 
involvem ent and cam pus clim ate a t th e  institu tion. The d a ta  collection m eth o d s will include 
s tu d en t focus groups, interview s o f adm inistrative faculty in academ ic affairs and  s tu d e n t affairs 
professionals. I have selec ted  individuals in th e  a fo rem en tio n ed  groups because th ey  are  m ost 
likely to  provide inform ation th a t  is p e rtin en t to  th e  topic of my study and provides a 
com prehensive source o f inform ation from  studen ts , faculty and adm inistrative professionals.

I can be reached  by em ail o r a t (XXX) XXX -  XXXX. I look forw ard to  hearing from  you soon.

Thanks,

Jam illah McDaniel
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Start Time;

Date:____________________________________________________

Interviewer:______________________________________________

Recording memo:_________________________________________

Brief Description: Nationally, after legislative bans and voter referenda prevented the 

use o f race in admissions policies, the enrollment o f Black and Hispanic students 

disproportionately declined at some of the nation’s most selective public institutions Over 

the years alternatives to the consideration of race were implemented in several states. 

Most universities have not seen an increase in student enrollment o f Blacks and 

Hispanics to pre-affirmative action rates. In spite of this decline this university has 

managed to increase the representation of Hispanics and restore the enrollment rates of 

Blacks to pre-affirmative action ban rates in your undergraduate programs. The purpose 

of the study is to explore the institutional action at a selective public university that is 

successful in attracting, retaining and graduating Blacks and Hispanics after affirmative 

action bans were implemented in the State.

1. Briefly tell me your background.

2. At this university, what do you contribute to the success in the recruitment of 
Black and Hispanic students?

3. What policies did the institution change or implement after legislation banned the 
use o f race in the admissions process?

168



169

4. What do you contribute to the successful retention of Black and Hispanic students 
at this university?

5. What contributes to the success of the graduation rates o f Black and Hispanic 
students?

6. What are the student body recruitment goals for the university?

7. What strategies does the university use to recruit Black and Hispanic students?

8. What first year experiences are available for Black and Hispanic students?

9. How are Black and Hispanic students encouraged to become engaged on campus?

10. What social support programs are available to Black and Hispanic students?

11. What academic support programs are available to Black and Hispanic students?

12. What financial sources o f support are available to Black and Hispanic students?

13. What strategies does the faculty use to engage Black and Hispanic students in the 
classroom?

14. What strategies does the faculty use to engage Black and Hispanic students 
outside o f the classroom?

15. What would you add?
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16. Thank you for your time. May I contact you for further follow up questions?

Once I’ve transcribed this meeting I would like to send the interview back to you to make 

sure that I’ve correctly reflected our discussion. Please provide any comments and 

feedback once you receive this documentation.

Finish Time:____________________________________
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TIFT COLLEGE OF EDUCATION
Educational Leadership Program 

INFORMED CONSENT 
THE INSTITUTIONAL ACTIONS THAT PROMOTE SUCCESS OF BLACK 

AND HISPANIC STUDENTS AT A PUBLIC SELECTIVE UNIVERSITY

You are  being asked to  partic ipate  in a research  study. Before you co n sen t to  vo lun teer, it is 
im p o rtan t th a t  you read th e  following inform ation and  ask as m any q uestions as necessary  to  be 
sure you und erstan d  w h a t you will be asked to  do. The da ta  provided by you will im prove th e  
cu rren t understand ing  o f w ha t institutional actions public selective universities tak e  in o rd e r to  
achieve s tu d en t success fo r Black and  Hispanic s tu d en ts .

Purpose o f th e  Research
This research  study  is designed  to  explore th e  institu tional action a t a public selective university 
th a t  is successful in a ttracting , retaining and  graduating  Blacks and Hispanics a f te r  affirm ative 
action bans w ere  im plem ented  in th e  S ta te . The da ta  from  th is research  study  will be used to  
provide a fram ew ork for sim ilar institu tions to  consider w hen exploring m eth o d s to  increase the 
enro llm ent, re ten tio n  and  g raduation  ra te s  of Blacks and  Hispanics on  th e ir  cam puses.

Procedures
If you v o lu n tee r to  partic ipate  in th e  study, you will be asked to  interview  w ith th e  researcher, 
Jamillah A. McDaniel, a doctoral s tu d en t in th e  Educational Leadership Program  a t M ercer 
University in A tlanta, GA. Your partic ipation will take  approxim ately  45-60 m inu tes to  com plete  
and will include o n e  interview . You m ay be asked for a follow -up phone interview  if th e  
re search er has any questions. Additionally, th e  re search er w an ts  to  assu re  th a t  th e  conversation  
is cap tu red  correctly. In o rd e r to  validate th e  transcribed  data , you will be asked to  check your 
transcrip ts to  confirm  th e  co rrec tness prior to  analysis.

Audio Taping
Based on  your consen t, th e  interview  will be audio  recorded . If a t any tim e during th e  interview  
you feel uncom fortab le  w ith th e  recording, you m ay req u es t th e  reco rd er be tu rn ed  off.

Confidentiality and Data Storage
The re search er will take s tep s  to  m aintain all recordings and transcrip ts  confidential during 
analysis and  reporting. Pseudonym s will be assigned to  study partic ipan ts prior to  analysis of 
data . Recordings will rem ain in th e  possession o f th e  re search er and locked safely in a file for
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sto rage , se p a ra te  from  transcrip ts. Recordings will be  s to red  until th e  research  study  is 
com plete .

Potential B enefits o f th e  Research
At a tim e w hen en ro llm en t ra tes for historically u n d errep re sen ted  s tu d en ts  a t public selective 
colleges and universities a re  declining policy m akers and higher edu catio n  leaders will find value 
in understand ing  how  som e selective public colleges and universities a re  overcom ing challenges 
of a ttracting , retaining and  graduating a m ore diverse population  o f u n d erg rad u a te  s tu d en ts  
post affirm ative action bans. The da ta  provided by you will im prove th e  cu rren t understand ing  
o f w ha t institu tional actions public selective universities take  in o rd e r to  achieve s tu d en t success 
for Black and Hispanic s tu d en ts .

Potential Risks
T here a re  no fo reseeab le  risks associated with your partic ipation in this study.

Q uestions About th e Research
If you have any q uestions ab o u t th e  research p lease speak w ith Jam illah A. McDaniel, 
jam illah .a.m cdaniel@ live.m ercer.edu, (XXX) XXX-XXXX. The faculty advisor for th is project is Dr. 
Edward Bouie, Jr., bouie_el@ m ercer.edu , (XXX) XXX-XXXX

Participation and W ithdrawal
Your partic ipation in this research study is voluntary. As a partic ipant you m ay refuse to  
partic ipa te  a t any tim e. To w ithdraw  from th e  study  p lease co n tac t Jam illah A. M cDaniel, Tift 
College of Education, Educational Leadership Program , 3001 M ercer Drive, A tlanta, GA 30341- 
4155, jam illah .a.m cdaniel@ live.m ercer.edu, (XXX) XXX-XXXX.

This pro ject has been  review ed and approved  by M ercier U niversity's IRB. IF you believe th e re  is 
any infringem ent upon your rights as a research  subject, you m ay co n tac t th e  IRB Chair a t (478) 
301-4101.

You have been  given th e  opportun ity  to  ask questions and th e s e  have b een  an sw ered  to  your 
satisfaction. Your signatu re  below  indicates your voluntary  ag reem en t to  partic ipa te  in this 
research  study.

S ignature of R esearch Participant Date

Participant Nam e (Please Print) Date

Signature o f Person O btaining Consent Date
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