
 

 

CALIFORNIA STATE UNIVERSITY, NORTHRIDGE 

 

 

The UCLA Summer Transfer Program: An Exploration of Black Transfer Student  

Retention Experiences  

 

 

A dissertation submitted in partial fulfillment of the requirements 

For the degree of Doctor of Education in Educational Leadership 

 

By 

Claudia Salcedo 

 

 

 

 

 

 

December 2018 



 

ii 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

© Copyright by Claudia Salcedo 2018 



 

iii 
 

The dissertation of Claudia Salcedo is approved: 

 

 

______________________________  __________________ 

Dr. Miguel Ceja     Date 

 

 

 

 

 

______________________________  __________________ 

Dr. La’Tonya Rease Miles    Date 

 

 

 

 

 

______________________________  __________________ 

Dr. Dimpal Jain, Chair    Date 

 

 

 

 

 

 

 

 

 

 

California State University, Northridge 



 

iv 
 

Acknowledgements 

 As a first-generation college student from the Coachella Valley and daughter of 

immigrant parents from Jiquilpan, Michoacán, Mexico, I owe this achievement to my 

parents who instilled the value of education and have always supported me through my 

educational journey. Gracias a mi papá Luis Mario Salcedo y a mi mamá Maria 

Guadalupe Aguilera por todo su apoyo. To my brothers and sisters: Noemi, Estevan, 

Laura, Luis Daniel, Andrea and Thalia, thank you for always being supportive and 

believing in me. Thank you to my nieces and nephews: Alessandro, Eligh, Olivia, 

Kassandra, Ximena, Kristina, Isaiah, and Emmanuel for being my inspiration.  

 Victor, there are no words to express how blessed I feel to have the most 

supportive and kind partner in the world. Thank you for being my biggest fan. To my best 

friend Shona, thank you for getting me on track during my undergraduate career; I owe 

my undergraduate degree to you. You are the person that first helped me understand 

retention and community and I would not be here without your motivation and tough 

love.  

 To my mentors in the Community Programs Office (my first UCLA home), Tim 

Ngubeni and Mandla Kayise, thank you helping me grow as a leader and helping me 

understand the value of honesty, integrity, and compassion.  Alfred Herrera, thank you 

for fostering a work environment that supports professionals pursuing graduate degrees. 

Santiago Bernal, thank you for understanding the need for a program like STP, for always 

being willing to share history and your knowledge with me. Carina, thank you for always 

reminding me to see the bigger picture. Alfred, Santi and Carina, I truly value your 



 

v 
 

mentorship.  To all the CCCP professional and student staff, thank you for being a source 

of motivation.  

 Nancy Alonzo and Nick Zerlentes, I am so happy to have met both of you in this 

program. Your support was everything and I will always cherish our time together in this 

program. Nick, thank you for always opening your home to me during our writing 

sessions. To my doctoras/fierce Chicanas Christine and Kim, thank you for being the 

dynamic duo that have supported me every step of the way. I also want to thank my 

friends, who made sure that I remained sane and always took the time to check in with 

me, even while going through their own grad programs.  

Last but not least, Dr. Dimpal Jain, thank you so much for agreeing to be the chair 

of this dissertation committee. Thank you for patience, critical feedback, and for always 

pushing me and your belief in my academic abilities. I am deeply grateful for your 

mentorship and guidance through this entire process; without your guidance every step of 

the way, I would have been clueless about the dissertation process. Dr. Ceja and Dr. LT 

Rease Miles, what an honor to have both of you serve on my dissertation committee. 

Thank you for taking the time to be a part of this project and asking the important 

questions that shaped this dissertation. You have all have made this lifelong dream of 

obtaining a doctorate degree a reality.  

 

 

 

 



 

vi 
 

Dedication 

 I wish to dedicate this dissertation to the participants of this study who graciously 

shared their narratives with me. Thank you for finding value in this study. This 

dissertation would not be possible without you. 

 I also want to dedicate this dissertation to my first teacher, my Tia Chuy, and my 

Abuelita Dolores Salcedo, our family matriarchs, who demonstrated to me the how much 

they valued education by attending all my graduations.  

 

 

 

 

 

 

 

 

 

 

 

 



 

vii 
 

Table of Contents 

Signature Page……………………………………………………………………………iii 

Acknowledgements……………………………………………………………..………...iv 

Dedication………………………………………………………….. ……………………vi 

Abstract…………………………………………………………….. ……………………xi 

Chapter 1: Statement of the Problem….…………………………..………….……………1  

   Background………………………....…………………………..………….……………3         

   Problem Statement………………………………………………………..……………..6 

   Purpose…………………………………………………………………………………..8 

   Research Questions………………………………………………..…………….………8 

   Theoretical Framework……………………………………………..…………………...9 

   Overview of Methodology...………………………………….………..………………10 

   Limitations & Delimitations…..…………………..………………………..…..………11 

   Personal Connection...………………………………………………………….………12 

   Organization of Dissertation…………….....………………………..…………………13 

Chapter 2: Review of the Literature……………………………..……………….………14 

   The Role of Race & Ethnicity in Transfer…………………………..…………………..15 

     Other Student Characteristics & Transfer...………………………...………..………..17 

     Institutional Variables..……………………………………..…...……………………18 

   Outreach/Bridge Programs…………………………………………………..…………20 

   Retention in Baccalaureate Granting Institutions…………………………..…………..23 

     Tinto’s Theory of Persistence & Critics………………………..………….…..………23 

     Campus Racial Climate & Retention of Students of Color………..……...…………...25 



 

viii 
 

     Retention of Black Students…………………………………………………..………27 

     Retention of Transfer Students……………………………………...…………..…….30 

   Theoretical Framework………………………………………………………………...34 

   Conclusion…...……………………..……...…..………………..……………………..39 

Chapter 3: Methodology……………………………..……………………………….…..41 

   Research Tradition…………………………………..…………………………………42 

   Case Study…………………………………..………………………………………….43 

   Research Setting…………………………………..………………..…………………..44 

     Summer Transfer Program………………….……..………………...………………..44 

     STP Recruitment………………………………………………...…..………………..45 

     STP Requirements…………………………………………...……..………………...45 

     STP Curriculum & Activities…………………………..………..……………………46 

     CCCP Scholars Program……………………………...……………..………………..48 

   Research Sample………….………………………………..…………………………..49 

     Participant Demographics……...…………………………..…………………………50 

   Data Collection…………………………………………..……………………………..52 

     Recruitment…………………………………………………..…………...…………..52 

     Participant Selection…………………………..…………………………...………….53 

     Interviews………..………..………………………………………………...………...53 

     Focus Groups..……………………………………………..………………...……….53 

   Data Analysis.………………………………………………..………………………...54 

   Researcher Role……………………………………..…………………………………56 

   Conclusion……………………………………..………………………………………58 



 

ix 
 

Chapter 4: Findings & Results……………………..…………..………………………...59 

   Retention Experiences of STP Participants…..……..………………………………….60 

   Academic Resources………………...…..…………………………………………......61 

     Academic Advancement Program……………...…..………………………………....62 

     Transfer Summer Program……………..…………………...………………………...62 

     AAP Counseling………...……………..……………………………….......................65 

   Student Support services…...…………..……………………..……………………......68 

     Financial Resources……………..……..………………………………......................68 

   Research & Graduate Programs..…………..………………………………………......74 

  Summary…..……..…………………………………......................................................78 

   Campus Racial Climate…..…...…..…………………………………............................79 

   Racism Inside the Classroom….…………...…..………………………………………79 

      Racism in the Majors………….…...…..…………………………………………......80 

     Microaggressions in Learning Environments…….…………….....…………………..84 

   Racism Outside the Classroom……………...…….……………………………………85 

     The Black Athlete..…………......………………..………...……………………….....86 

Summary..................................................................................................…......................87 

UCLA’s Black Transfer Community….....……………………………..…......................87 

     Challenging Institutional Conditions…..……..………………………………….........88 

     Perceptions of Freshmen vs. Transfer….……..….………………………………........88 

     The Black Bruin Experience………..….……..…...……………………………..........89 

     The Black Alumni Association……..….……..……...…………………………..........93 

   STP Lessons……..….……..………………………………….......................................95 



 

x 
 

   Coming Home………………..……..….……..………………….……………….........96 

   Building a Black Transfer Community...……..………………….………………........100 

   Conclusion and Summary of Findings....……………..………………….....................102 

Chapter 5: Discussion & Conclusion..…………………..…………..…………………..104 

   Summary of Findings………………..……………..…………..……………………..104 

   Implications & Recommendations………..…..……..………………………………..107 

   Implications for Practice……………………..…………….…………………………108 

   Implications for Policy………………………..………………………………...…….113 

   Further Research…..…………………..………………………….…...………….......115 

   Limitations…….…..…………………..………………………………...…................117 

   Conclusion...……………...…………………………………….…………………….118 

References………………………………………………………..……….…………….120 

Appendix A: Invitation Email….……………..………………………………………...128 

Appendix B: Data Collection Instruments.…..……………….………………….……...129 

Appendix C: Adult Consent Form…………....……………….………………………...132 

 

 

 

 

 

 

 



 

xi 
 

Abstract 

 

 

The UCLA Summer Transfer Program: An Exploration of Black Transfer Student  

Retention Experiences  

 

 

 

By  
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 The purpose of this qualitative case study is to examine the role that transfer 

outreach programs play in the retention of Black transfer students at a UC campus. At 

this stage in the research, limited information exists on how transfer outreach programs 

impact the retention of Black transfer students. Considering that the transfer path has 

become one of the main routes in how Black students are attaining their bachelor’s 

degree (Campaign for College Opportunity, 2015), this case study explored the retention 

experiences of Black transfer students who participated in a UC transfer bridge program. 

By conducting ten one-on-one interviews and one focus group with Black transfer 

students who participated in the transfer program and graduated, the study explored the 

retention experiences of the program alumni through a critical race theory lens. The main 
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research question associated with the study is: What are the retention experiences of 

Black students that participated in a transfer outreach program? The two additional 

research questions are: how do Black transfer students experience campus racial climate 

at UCLA?, and  what are the institutional conditions that support or hindered Black 

transfer students as they progressed through their undergraduate education? The findings 

of this study suggest that the Summer Transfer Program supported the retention of its Black 

transfer participants through exposing participants to academic and student support services that 

were imperative to their retention. Participants also discussed the negative campus racial 

climate that they described as institutional hindrance, which lead them to seek out 

counter-spaces on campus. The significance of the findings can perhaps assist transfer 

outreach programs with how to best prepare and guide Black transfer students through a 

potentially hostile campus racial climate on their path towards a baccalaureate degree. 
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CHAPTER ONE: STATEMENT OF THE PROBLEM 

 Introduction 

In 2013, 39% of Black children under the age of 18 in the United States were 

living below the poverty line, the highest percentage of all racial groups (National Center 

for Education Statistics, 2016). One way to address this wealth gap could be greater 

educational attainment, which can lead to higher earnings and improved conditions for 

Black families struggling with their financial conditions (Campaign for College 

Opportunity, 2015; National Center for Education Statistics, 2016). However, in states 

like California, home to the fifth largest number of Black/African American people in the 

country, educational attainment is a challenge (Campaign for College Opportunity, 

2015). Over the last ten years, the gap in college going and degree attainment of Black 

students has remained constant, and in particular that gap has widened across the state of 

California (Campaign for College Opportunity, 2015).   

In 1960, the Donahue Higher Education Act, also known as the Master Plan, 

guaranteed educational access for all and outlined the function of California’s three-tier 

higher education system (Johnson, 2010). The Master Plan guaranteed that the top 12.5% 

of California high school graduates be admitted to the University of California (UC), the 

primary state funded academic institution for research (University of California Office of 

the President, n.d.). The top one-third of high school seniors were guaranteed admission 

to the California State University (CSU), the higher education institution with the 

primary mission of undergraduate and some graduate education (Johnson, 2010; 

University of California Office of the President, n.d.). California Community Colleges 

were to admit all students that could benefit from a community college education 

regardless of academic ability (University of California Office of the President, n.d.). 
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However, there is racial disparity amongst access and outcomes across the three tiers, 

especially as it applies to Black students (National Center for Education Statistics, 2016).  

While the Master Plan does guarantee access to all, Black students are nationally 

overrepresented in the for-profits and in community colleges (National Center for 

Education Statistics, 2016) and in California they are underrepresented in the UC and 

CSU system (Campaign for College Opportunity, 2015; Moore & Shulock, 2010).  Even 

more alarming is that in California, one-third of Black adults between the ages of 25 and 

64 year olds, have college experience, as they enroll in college with a desire to attain a 

bachelor’s degree, but do not make it to graduation day (Campaign for College 

Opportunity, 2015). Overall, in California, Black students represent the largest 

racial/ethnic group to leave college without earning a degree (Campaign for College 

Opportunity, 2015; Moore & Shulock, 2010).   

The community college sector in California enrolls almost two-thirds of all 

Black/African American students in the state’s higher education system (Campaign for 

College Opportunity, 2015).  Therefore, for this racial and ethnic group the vertical 

transfer path from a community college to a university has become an important and 

viable option for attaining baccalaureate degree, which can lead to better social, personal, 

and economic mobility (Johnson, 2010). However, the challenge with the transfer route is 

that while a large percentage of Black students that enroll at a community college aspire 

to transfer, only a small percentage actually transfer (Melguizo, 2007; Moore & Shulock, 

2010). Furthermore, of the Black students who do eventually transfer to an institution like 

the CSU, Black students represent the lowest graduation rates of all ethnic racial groups, 

with only one out of two graduating within four years (CSU Outcomes Report, 2016). At 
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the UC, the graduation rates are higher when compared to the CSU graduation rates, 

however overall the graduation rates of Black transfer students are the lowest in the UC 

system and this number has remained unchanged over the last ten years (Campaign for 

College Opportunity, 2015).  Considering the low number of Black community college 

students that are able to eventually transfer and matriculate to a university, an access and 

retention problem exists as they represent the racial and ethnic group with the lowest 

retention and graduation rates at both the UC and CSU systems.    

 In this chapter, I will introduce study and begin by sharing brief background 

information, then I will present the problem statement, purpose of the case study, the 

research questions, and introduce the theoretical framework. I will also provide an 

overview of methodology, and discuss the limitations and delimitations of the study I 

conducted.  

Background  

To understand the historical and contemporary underpinnings of Black student 

educational inequity in higher education, I start with the background of affirmative action 

as one of the many educational and social policies that have impacted the access, 

retention, and graduation of Black students in higher education (Contreras, 2005; Korry, 

2006). Affirmative Action programs were born out of the Civil Rights Movement as 

activists sought to remedy the racial discriminatory practices of the educational system by 

putting in place Affirmative Action policies in the universities in order to recognize the 

inequalities of the educational system and increase the number of students of color in 

higher education. According to Kaplan & Lee (2007), in education, there are two types of 

Affirmative Action programs: remedial/mandatory and voluntary. The 

remedial/mandatory programs are court ordered and the only justification for these type 
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of programs is to remedy and undo the current effects of previous discrimination. On the 

other hand, institutions implement voluntary affirmative action programs by choice. Such 

affirmative action programs are justified when they serve to maintain the diversity of the 

student body (Kaplan & Lee, 2007). 

At the state level, in 1995, Regent Ward Connerly, a Black American political 

activist who strongly believed in a race blind admission selection process, spearheaded 

the passage of Standing Policy 1 (SP-1) and Standing Policy 2 (SP-2), which prohibited 

the use of race in admission and hiring practices at the University of California (UC 

Board of Regents, 2001). A year later in 1996, Connerly was successful in advocating for 

the passage of Proposition 209, the Civil Rights Initiative that banned the use of 

Affirmative Action in California (Karabel, 1999).  

Immediately after the passage of Proposition 209, White students experienced the 

largest increase in admission to the flagship of the University of the California system, 

UCLA, increasing from 32 percent in 1994 to 37 percent in 1999 (Contreras, 2005).  

Underserved students, such as Latinas/os and Black students, experienced the largest 

decrease in admission within the UC system. (Contreras, 2005; Korry, 2006). For Black 

students, the effect was noticeable in their admission and enrollment at UCLA. The 

number of admitted Black students decreased from 6.5% in 1994 to 3.5% in 1999 

(Contreras, 2005). In 2006, UCLA experienced a crisis when only 96 Black freshmen 

were admitted from a freshman class of 12,189 students (Korry, 2006; Daily Bruin, 

2007). Currently, Black students compose 4.8 % of the undergraduate student population 

(UCLA Undergraduate Admission, 2017). As a response to address the challenge of low 

admission rates of underrepresented racial and ethnic groups, including Black students, 
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the UC system has turned to the community college as a possible solution (Handel, 2011; 

Melguizo, 2007). 

It was after the passage of Proposition 209, that the Center for Community 

College Partnerships (CCCP) was established at UCLA in 2001 to assist with the 

diversification of UCLA through the enrollment and retention of transfer students.  

Below is a description of the Center: 

In its commitment to social justice and diversity, UCLA CCCP works to increase 

the transfer rates and success of underserved community college populations by 

holistically equipping students with skills and knowledge of available transfer 

pathways to empower them to become self-advocates and leaders in their 

communities. (CCCP, 2016)  

In 2005, CCCP created the Summer Transfer Program (STP) to specifically 

address the low admission rates of Black/African American students UCLA. By using a 

culturally relevant curriculum and focusing on the history and resources related to 

Black/African American students (CCCP Website, 2016) the program helps prepare and 

motivate Black/ African American community college students to transfer to the 

University of California in general, and UCLA in particular. Every summer the program 

admits approximately 25 Black/African American community college students who are 

ready to transfer for a weeklong residential intensive program. In effort to help prepare 

students to transfer, the program begins working with them during the summer while in 

the program and then during the academic year students work closely with a peer mentor 

that has already gone through the transfer process. The program uses the term 

Black/African American to refer to people of African descent, and moving forward for 
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the purposes of this study I will use the term Black. While the term African American is a 

term that is widely used to refer to Black people raised in the United States, Tatum 

(1997) argues that Black is a more inclusive term as it includes other Black people in the 

U.S., including Afro-Latinos, who are also targeted by racism.  

Problem Statement 

It is not enough to only help increase the number of Black students being admitted 

to UCLA, but there should also be adequate support programs at the receiving institution 

that will help retain Black transfer students. While increasing the number of 

underrepresented students could inadvertently increase the retention of Black students, 

there are many factors that impact student retention including student disengagement at 

the receiving institution, financial aid challenges, and lack of academic support (Flaga, 

2006; Miller, 2013). In addition, institutions must consider that transfer students face 

various challenges that differ from first time entrants. To begin, universities are 

traditionally set up to better support the “traditional” student who is admitted right out of 

high school and develop programs to support their first-year students. Often universities 

fail to realize that transfer students are also in their first year at that institution (Grites, 

2013; Strempel, 2013). Universities do not realize that there is a lot of important 

information that transfer students must learn in order to fit in their new environment such 

as the layout of the campus, the language and vocabulary that the institution uses, 

institutional culture, and the school’s policies and procedures (Grites, 2013; Handel, 

2011). In order for transfer students to succeed, the receiving institution should develop 

transitional and orientation programs geared for transfer students (Grites, 2013; Jain, 

Lucero, Bernal, Herrera, & Solórzano, 2017).  
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The challenges experienced by Black transfer students are intersectional, as they 

do not only have to cope with being a new transfer student to a university setting, but 

they may also have to deal with racism on campus. Examples of overt racism faced by 

Black students at UCLA specifically most recently include the “Kanye Western party” 

sponsored by the Sig Ep and Alpha Phi Greek organization in where the attendees 

dressed up and culturally appropriated certain aspects of Black culture (Maskara & 

Henthorn, 2015). In September of 2016, Inside Higher Ed published a piece in which 

Jaschilk documented a series of racist incidents against Black students taking place on 

campuses across the nation. Incidents included White students photographing themselves 

in Blackface, and graffiti of swastikas appearing on campuses, just to mention a few.  

Given the many transfer and campus racial climate challenges, it is not surprising 

that the retention rates of Black students are low, when compared to White students. 

According to UCLA’s Academic Plan and Budget website (n.d), data related to the 2010 

undergraduate cohort revealed that 67% of White transfer students graduated in 2 years, 

while only 37% percent of Black transfer students graduated in the same period. Within a 

three-year span, 91% of White transfer students graduated and only 80% of Black 

transfer students graduated (UCLA’s Academic Plan and Budget Website, n.d). 

Unfortunately, Black transfer students are not graduating at the same rates when 

compared to White transfer students. As a result of the access and retention issues that 

exist at UCLA, I have selected this transfer receiving institution as the research site for 

this study.  
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Purpose 

The purpose of this qualitative case study was to examine the role that transfer 

outreach programs play in the retention of Black transfer students. In particular, I am 

interested in exploring the retention experiences of Black transfer students who 

participated in the Summer Transfer Program, a program coordinated by the Center for 

Community College Partnerships at UCLA. This case study will attempt to understand 

the retention experiences of Black transfer students at UCLA who ultimately attained 

their bachelor’s degree.  My goal is to better understand if and how participation in the 

outreach program supported their retention after transferring to a baccalaureate granting 

institution.   

Research Questions 

Black transfer students face many challenges prior to transferring and once they 

transfer to UCLA. In order to better prepare Black community college students to 

succeed in community college and transfer to a four-year institution, CCCP developed a 

weeklong residential program, the Summer Transfer Program (STP), one of the only 

outreach programs in the state of California that focuses on increasing the admission rates 

of Black community college students. STP is one of CCCP’s most successful programs 

that successfully guides students to transfer. To date, no research has been conducted on 

the role the program has in the retention of STP alumni that transfer to UCLA and obtain 

their bachelor’s degree. This study tried to understand the experiences of STP alumni that 

attended UCLA, and the role the program had on retention of its participants by asking 

the following questions:  

1) What are the retention experiences of Black students that participated in the 

Summer Transfer outreach program?  
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2) How do Black transfer students experience campus racial climate at UCLA?  

3) What are the institutional conditions that support and hinder Black STP 

transfer students as they progressed through their undergraduate education at 

UCLA? 

During the weeklong intensive program, the program focuses on sharing transfer 

strategies that will help students succeed at UCLA and beyond. However, the program 

cannot fully prepare transfer students to overcome every obstacle they will face once they 

enroll into this historically white institution. The answers to these questions can perhaps 

assist institutions as a whole in improving the climate for Black transfer students. 

Theoretical Framework 

Critical Race Theory (CRT) is the theoretical framework that will be guiding this 

study. Critical Race Theory is a theory used to study the intersection between race, 

racism and power (Delgado & Stefancic, 2001; Solórzano & Delgado Bernal, 2002; 

Solórzano & Yosso, 2000). It begins with a premise that race and racism are prevalent 

and permanent in the United States (Solórzano & Yosso, 2000). In conceptualizing this 

study that examined the retention of Black transfer students that participated in the 

Summer Transfer Program, it was important to select a framework that is aligned with the 

work of the Center for Community College Partnerships (CCCP Website, 2016) which 

utilizes CRT in terms of training, programming, and research. In addition, this framework 

must not view Black students from a deficit perspective and be cognizant of the different 

forms of racism that Black students encounter in higher education institutions (Delgado 

Bernal, 2002).  

CRT discusses race as a social construct (Delgado & Stefancic, 2001). The system 

of racism functions to oppress people of color while giving unearned privilege to White 
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people (Delgado & Stefancic, 2001; Solórzano & Delgado Bernal, 2001; Solórzano & 

Yosso, 2000). CRT considers issues that are covered by both civil rights and ethnic 

studies disciplines, but looks at those issues from a wider perspective that includes 

“economic, history, context, group-and self-interest, and even feelings and the 

unconscious.” (Delgado & Stefancic, 2001, p.3). 

Initially, critical race theory focused on legal studies, but over time, has been 

referenced in various disciplines, including education (Delgado & Stefancic, 2001). As it 

relates to higher education, CRT concentrates on uncovering how race and racism exist in 

educational structures, processes, policy and discourses, and how it functions in a manner 

that may oppress and marginalize certain groups (Delgado & Stefancic, 2001; Solórzano 

& Delgado Bernal, 2001; Solórzano & Yosso, 2000). In this study, I looked at how race 

and racism intersect in the institutional conditions of the program and the university and 

how it impacted Black students.  

 Overview of Methodology  

For this study, I selected a qualitative method, as qualitative method works when 

the research is attempting to capture the participant’s experiences, perceptions and beliefs 

(Bloomberg & Volpe, 2016).  In this case study, the main focus was to understand the 

retention experiences of Black transfer students, how they experienced the campus racial 

climate, and their beliefs and perspectives about their institutional conditions. The case 

study focused on Black transfer students that participated in STP and graduated from 

UCLA. The methods of collecting data included ten interviews with past program alumni, 

one focus group, and qualitative memos. The data analysis helped with summary and 

“making sense of the data” collected. Last, memos were written that helped with 



 

11 
 

reflection process, helped in identifying themes, and assisted with ensuring that the right 

data was collected.  

Limitations and Delimitations 

Limitations of a study are the “characteristics of design or methodology that 

impacted or influenced the findings from your research” (Bloomberg & Volpe, 2016, p. 

164). One of the major limitations of this study was be the number of participants. Since 

the study only focused on the retention experiences of Black transfer students that 

participated in a transfer outreach program, the number of eligible participants was 

limited, therefore decreasing the possibilities of recruiting a large number of students. In 

addition, the number of admitted Black transfer students of that particular institution, was 

also a challenge that limited the number of participants. Last, a limitation of this study 

was that I will relying on students memories that were not completely accurate as time 

has passed from the time they participated in STP to the time they graduated from UCLA.  

Delimitations are different from limitations, as the researcher controls 

delimitations (Bloomberg & Volpe, 2016). A delimitation of the study was that I only 

focused on the experiences of Black transfer students that participated in a transfer 

outreach program sponsored by a particular institution. The participants of the study are 

alumni of UCLA and therefore will not represent those who attended other types of 

institutions such as Historically Black Colleges and Universities (HBCU) or Minority 

Serving Institutions (MSI) where larger numbers of Black students attend. Also, it should 

be noted that the experiences shared by the participants cannot be generalized to 

represent the experiences of all Black transfer students. However, while the data will not 

be used to generalize, the case study will aim to fill a gap in the research about retention 

experiences of Black transfer students.   
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Personal Connection 

I have a personal connection to this study as I have spent close to fifteen years 

working on increasing the diversity, retention, and graduation rates of students of color at 

UCLA through various student leadership positions and now as a professional staff 

member.  As a first generation college Chicana undergraduate student at UCLA, I 

experienced many challenges, both socially and academically, that led me to become 

interested and later immersed in retention work. When I graduated I had the opportunity 

to direct a retention program that focused on increasing the retention rates of Chicana/o 

Latina/o students by providing culturally relevant support services. 

Currently, my work with outreach and retention programs continues as the 

Administrative Coordinator at CCCP. In addition to the administrative work, I help 

supervise more than sixty transfer students who serve as peer mentors, many of whom 

have gone through our Scholars Program which consists of a variety of summer programs 

and year-long workshops. Often, our students share with us the role CCCP played in 

helping them transfer to UCLA and how resources and connections made during our 

summer programs give them an advantage once they transferred. For our Black transfer 

students unfortunately once they transfer I find that they are faced with the reality that 

they only represent a small percentage of the student population. The isolation 

experienced is in addition to any transfer shock they may experience (Laanan, 2001).  

Furthermore, the racism they often times experience inside and outside of the classroom 

is a reality that our program cannot help them prepare for.  

In my six years of working at CCCP, countless number students have walked in to 

the office in tears. Sometimes those tears are from feeling overwhelmed, alone, 
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homesick, and/or financial stress. Many of those tears are from victories such as winning 

a scholarship, being admitted to graduate school, and earning A’s. Unfortunately, after 

years of working at the Center, it was evident that our Black transfer students were often 

experiencing racism, both overt and microaggressions, only adding to the academic 

challenges they were already experiencing as UCLA students. It was constantly hearing 

about the terrible racist incidents that led me to want understand the retention experiences 

of Black transfer students at UCLA; it was an unfortunate reality that could no longer be 

ignored. It is my solidarity with the Black community and my mentorship by several 

Black/African leaders at UCLA that have helped me empathize and understand the need 

for this research.  

Organization of the dissertation  

 This dissertation includes five chapters. This chapter introduced the study and 

included the problem statement, purpose, research questions, an introduction to the 

theoretical framework, overview of methodology, and the limitations and delimitations of 

the study. The next chapter, the literature review, will present research on the community 

college pathway to transfer and literature about retention— more specifically the 

retention of students of color, Black students, and transfer students. Chapter three will 

provide details about how the data was collected, the purpose of the qualitative study, the 

research tradition, research setting, research sample, data collection methods, data 

analysis, the role of the researcher, validity, and ethical considerations. Chapter four 

presents the findings of this case study and answers the three main research questions. 

Last, chapter five presents a summary of this case study, and recommendations for future 

policies, practices and future research.  



 

14 
 

CHAPTER TWO: REVIEW OF THE LITERATURE 

Introduction 

The purpose of this case study was to explore the retention experiences of Black 

transfer students that participated in the Summer Transfer Program (STP) at the 

University of California, Los Angeles. For Black students that are attaining their 

baccalaureate degrees, the transfer route is an important pathway (Handel & Marling, 

2013; Shapiro et al., 2013). However, in the California higher education system, this 

particular group has the lowest retention and graduation rates in the University of 

California (UC) and California State University (CSU) systems (The Campaign for 

College Opportunity, 2015). While retention is a widely researched topic, there is a gap 

in the literature when it comes to understanding the role that transfer outreach programs 

play in the retention of transfer students (Townsend & Wilson, 2006). Transfer students 

are in their transfer institution for a shorter period especially when compared to their 

freshmen counter parts, thus it is important to consider the notion that retention begins 

prior to transferring.  

The literature review in this chapter explores the trends in retention as it relates to 

transfer students.  However, before looking at the literature about Black students that 

transfer to a baccalaureate granting institutions, this literature review will look at the 

various aspects that play a role in transfer, including the role of race and ethnicity, other 

student characteristics, institutional variables, and bridge/outreach programs. This 

literature review will also discuss Tinto’s Theory of Persistence and the critics of the 

Student Departure Theory. I next examine campus racial climate and its impact on the 

retention of students of color. Furthermore, this chapter will explore the various factors 

that support and hinder in the retention of Black students and transfer students. Very little 
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attention has been paid to the retention rates of Black transfer students and this study 

explored that gap in the literature. Last, this chapter will provide an overview of the 

theoretical framework of the study, critical race theory (CRT).  

The Role of Race and Ethnicity in Transfer 

In order to better understand the retention experiences of Black transfer students, 

one must understand their path from the community college to a university, as studies 

seem to indicate that even before transferring, the odds are against Black community 

college students (Crisp & Nuñez, 2014; Melguizo, 2007; Wassmer, Moore, & Shulock, 

2004; Wood, Nevarez, & Hilton, 2011). Crisp & Nuñez (2014) refer to this as the racial 

transfer gap, the transfer gap between White and historically underrepresented minority 

(URM) students.   

Before the concept of transfer racial gap (Crisp & Nuñez, 2014) a study by 

Wassmer et al. (2004) found that disparities exist in transfer rates at California 

community colleges with majority Latina/o and African-American students.  The study 

found that community colleges with a higher number of African-American and Latina/o 

community college students have lower transfer rates, when controlling for socio-

economic status and academic preparation. This study also found that colleges with 

younger student populations and large percentage of Asian American students have 

higher transfer rates.   

However, Dougherty & Kienzl (2006) in a national study found that class played 

a larger role than race when it came to transfer as the quantitative study found no 

statistical difference in transfer between Black, Hispanic and Asian students when 

compared to White students. Their explanation for this finding was that the efforts of the 

1980’s and 1990’s appeared to reduce the impact of race and ethnicity on college access 
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and success. These findings were reinforced by a previous study by Nora & Rendón 

(1990) that also suggested that ethnicity had no relationship to a student’s predisposition 

to transfer.  

While the two aforementioned studies found that race and ethnicity played no role 

in the probability to transfer, later studies contradicted these findings. A quantitative 

study by Wood et al. (2011) focused on the “community college achievement gap,” 

which they defined as disparities that exist among students when it comes to academic 

performance, including enrollment rates, remediation, retention and persistence, 

graduation and transfer. In the study, Wood et al. (2011) used data from the Beginning 

Postsecondary Students Longitudinal Study (BPS), a national study of post-secondary 

students that gathers data as they progress through higher education.  They found that 

White students were more likely to transfer than students of color by 71%.  

Similarly, a study by Melguizo (2007) examined the ethnic and racial composition 

of students that transferred to University of California Los Angeles and University of 

California Berkeley.  The author found that the top feeder community colleges at each 

UC were transferring majority White and Asian students. The results of the study also 

found that the two smallest transfer groups were Latina/os and African American 

students, again supporting the results of larger studies such as the one conducted by 

Wood et al. (2011). 

In a quantitative study, Crisp & Nuñez (2014) also using data from the Beginning 

Postsecondary Students Longitudinal Study, found that there are more differences than 

similarities when predicting transfer for Whites and historically underrepresented 

minorities (URM) including African Americans and Latinos. For example, the study 
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found that while academic integration was a predictor of transfer for White students, it 

was not a predictor of transfer for URM students. The most glaring difference between 

Whites and URM that the study identified was that enrolling in a vocational program did 

not affect the probability of transfer for White students. However, for URM students, 

enrolling in a vocational program negatively influenced their odds of transferring. In 

addition, in their study found that although expectations to transfer were nearly identical 

between White and URM students, only 31 percent of African American and Latina/o 

students transferred, compared to 45 percent of White students.  Essentially, Crisp & 

Nuñez’s (2014) findings supported previous studies by Wassmer et al. (2004), Melguizo 

(2007), Wood et al. (2011) and demonstrated that a racial transfer gap exists.   

Other Student Characteristics and Transfer  

Along with race and ethnicity, studies have indicated that age plays a role in 

transfer. Studies by Wassmer et al. (2004) and Wood et al. (2011) found that younger 

students have higher probabilities of transferring than older students. Dougherty & 

Kienzl’s (2006) quantitative study also found that age, along with a student’s socio-

economic status has an impact on transfer rates. In addition, Melguizo (2007) discussed 

variables associated with those students who are most likely to transfer, including being 

of higher socio-economic status, being of younger than the average age, and those who 

were more academically prepared than their peers. In essence, across multiple studies, the 

groups least likely to transfer are older students, students of color, students with 

disabilities, students with dependents, low income students, and students who are 

attending college on a part time basis (Melguizo, 2007; Taylor & Jain, 2017; Wood et al., 

2011). 
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Settle (2011), instead of looking at transfer rates, examined the persistence of 

community college students also using quantitative data from the Beginning 

Postsecondary Students Longitudinal Study. The study collected data from students 

across the nation who enrolled for the first time at community colleges examining seven 

different factors, including background, high school, college entry, socio economic 

status, social integration, academic integration and college performance.  His model 

identified certain variables, such as having friends attending the same institution and 

students interacting with faculty outside of the classroom, were significantly associated 

with persistence of first generation community college students.   

Institutional variables 

To gain a better understanding of who is able to transfer, it is important to 

understand that the reasons for the low transfer rates of Black students may be a result of 

institutional variables.  Melguizo (2007) attributed the low transfer rates of Black and 

Latina/o students to the “inadequate” academic preparation in high school that leads them 

to enroll in developmental courses. The authors suggested that placement in 

developmental courses could be correlated to a lower likelihood of transfer. Acevedo-Gil, 

Santos and Solórzano’s (2014) policy brief on the Latina/o community college 

educational pipeline found that placing students in developmental courses not only 

affected persistence but also their likelihood of transferring. Similar findings by Crisp & 

Nuñez (2014) led authors to recommend to policy makers and researchers to understand 

the tracking patterns that place White students to college preparatory tracks, while 

placing URM students in vocational tracks. Crisp & Nuñez (2014) believe that these 
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institutional practices require further research as it has a negative impact on the 

baccalaureate attainments of historically underrepresented minority students.  

Fortunately, there have been studies that have explored institutional variables that 

increased a student’s opportunity to transfer including faculty involvement, better 

institutional research, articulation of transfer pathways, and support and advisement for 

students (Handel, 2011; Melguizo, 2007; Strempel, 2013). Ornelas and Solórzano (2010) 

acknowledge the role of faculty in helping prepare students to transfer, including teaching 

students critical thinking skills. Ultimately, Ornelas & Solórzano (2011) recommend that 

community colleges “prioritize the transfer function,” and one of the ways it to 

accomplish this is through establishing summer programs and partnerships with 

universities in order to provide community college students the opportunity to take 

transferable courses.  

Fink and Jenkins (2017), through a set of in-depth interviews of partnerships 

between two and four-year institutions, identified best transfer practices for supporting 

transfer students. The authors identified three overall strategies that improve transfer 

success: 1) make transfer a priority; 2) work together in order to create a clear pathway to 

transfer; and 3) provide transfer student advising that consists of helping students 

navigate the transfer process. The transfer function must be priority, especially given the 

many challenges that community college students of color face in order to transfer. It also 

is important to understand how community college and four-year institutions can work 

together in order ensure that students transfer, and once they transfer, that they attain a 

baccalaureates degree.  Stephen Handel (2011) discusses just that, the important role that 

community colleges play in the pathway to attaining a baccalaureate degree for 
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underrepresented students. He asserts that while community college students are less 

likely to obtain a baccalaureate degree, once they transfer they are just as likely, as their 

freshmen counterparts, to graduate. Given that this pathway is an important one for 

underrepresented students to attain a bachelor’s degree, Handel (2011) believes that it is 

imperative for four-year institutions to collaborate with community colleges to make this 

pathway accessible to those that are least likely to transfer.   

In summary, while there are institutional barriers that lead to the low transfer rates 

of Black community college students, including the tracking of Black and Latinos into 

vocational programs (Crisp & Nuñez, 2014) and poor high school preparation (Melguizo, 

2007); there are also institutional practices that support the transfer of community college 

students such as faculty involvement and well-articulated transfer pathways (Fink & 

Jenkins, 2017; Melguizo, 2007; Solórzano & Ornelas, 2011), prioritization of the transfer 

agenda, and partnerships between community colleges and four-year institutions (Handel, 

2011; Jain et al., 2011; Solórzano & Ornelas, 2011). In order to foster a transfer receiving 

culture at baccalaureate granting institutions, Strempel (2013) describes transfer bridge 

programs as an institutional best practice, as summer bridge programs can provide clarity 

about transfer pathways and academic preparation. The next section of the literature 

review will literature on outreach/bridge programs, more specifically those that target 

community college students.  

Outreach/Bridge Programs 

Handel (2011) asserts that community colleges should collaborate with transfer-

receiving institutions in order increase the number of underrepresented students attaining 

baccalaureate degrees. One way in which community colleges have partnered with 
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baccalaureate granting institutions is through summer bridge programs (Ornelas & 

Solórzano, 2011). Bridge programs are an innovative access and retention tool and are 

usually short and intense introductions to college, that are designed to prepare students 

academically and socially (Mc Currie, 2009). While bridge programs were created to 

increase the retention rates and completion rates of students at both two-year and for year 

institutions (Douglas & Attewell, 2014; Mc Currie, 2009), historically these programs 

have been designed for freshman students and serve as transitional programs between 

high school and university (Douglass & Attewell, 2014). 

A study conducted by Douglass & Attewell (2014) did just that, and looked at 

students that enrolled in a summer program between high school graduation and there 

first term of college The purpose of the study was to examine if summer bridge programs 

increased the retention and graduation of the program participants. The study found that 

summer bridge participants had higher graduation rates across all racial groups, but more 

notable amongst Latinas and Black students.  

Bir & Myrick (2015) considered the low retention rates of African American 

students and conducted a study that looked at African American students enrolled in 

developmental education at a Historically Black University (HBCU). They found that 

students who participated in a summer bridge program were successful in passing the 

required Math and English courses in order to admission into the university. The study 

also found that participants of the study had increased GPA’s, increased retention and 

graduation rates when compared to students that did not participate in summer bridge 

programs. Most importantly, this study found that the initial academic success 

participants lead them to believe that they belonged in college. Slade, Eatmon, Staley, 
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and Dixon’s (2015), assert that for African American students, immersion programs, help 

students negotiate a “successful college existence” (p. 137), by connecting students to 

significant people on campus, helping students develop study habits and time 

management skills, and exposing students to the academic rigor necessary for students to 

succeed.  

At the community college level, one of the more common bridge programs is the 

summer bridge program that is designed to support students entering community college 

from high school in the fall.  They are designed for “new populations,” such as first-

generation, disabled, underrepresented, and low-income students (Kezar, 2000). Bridge 

programs curricula are often determined by the needs of the populations it intends to 

serve.  At community colleges, bridge programs, that serve graduating high school 

students, could serve to meet the goals of the institution, including attaining an 

associate’s degree.  

Kallison & Stader (2012) conducted a quantitative study on the effectiveness of 

bridge programs at various community colleges and universities. Pre-and-post test data 

was collected from fourteen colleges and universities and two community colleges. The 

authors concluded that some of the best practices of bridge programs included building 

strong school partnerships and that schools that were invested with the program had more 

successful programs. Due to the positive impact, the authors assert that community 

colleges should have programs that support the needs of underprepared students (Kallison 

& Stader, 2012).  As discussed earlier, the studies about the effectiveness of bridge 

programs have, for the most part, focused on bridge programs that serve high school 

students entering the university (Bir & Myrick, 2015; Douglass & Attewell, 2014). Very 
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few studies have looked at the bridge programs for community college students (Kallison 

& Stader, 2012). The study will look to fill a gap in the literature and examine the 

retention experiences of transfer students that participated in a UCLA transfer outreach 

program. 

Retention in Baccalaureate Granting institutions 

As the study seeks to understand the retention experiences of Black transfer 

students at historically white institutions, the remainder of the literature review will 

explore the retention of students of color with a particular focus on Black transfer 

students. However, it should be noted that although student retention is an area of study 

in education that has been researched extensively, there are still gaps in the retention 

literature that do not discuss the retention of Black students. Furthermore, studies about 

the retention of Black students have been set within the context of Predominately White 

Institutions (PWI) (Bir & Myrick, 2015). Retention scholars must consider the changing 

demographics of higher education and not rely solely on the classic theories, such as 

Tinto’s Student Departure Theory (Hurtado et al., 2012). This next section will elaborate 

on the Tinto’s model and provide a discussion the literature that has identified 

weaknesses of the theory.  

Tinto’s Theory of Persistence & Critics 

Vincent Tinto’s (1988; 1993) Student Departure Theory is one of the most 

referenced models in the study of student retention. Rendón, Jalamo, & Nora (2000) 

argue that the existing research on student retention has been based on testing and 

validating Tinto’s model traditional persistence theory. Tinto’s (1993) Stages of Passage 

model argues that students go through three stages while in college: separation, transition, 

and incorporation. In Tinto’s model, separation refers to the college student 
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disconnecting themselves from their pre-college community. Transition takes place 

during and after separation, when the student lets go of their old norms and behaviors and 

instead acquires new college norms and behaviors. Lastly, incorporation refers to the 

process of integrating into various college communities. Critics argue that one of the 

main challenges of this model that it does not apply to all students, especially students 

from diverse backgrounds (Hurtado et al., 2012; Metz, 2004; Rendón et al., 2000; 

Tierney 1999).   

Scholars who study the retention of students of color (Rendón et al., 2000; 

Tierney, 1999; Yosso, 2006) have critiqued Tinto’s persistence theory, as they argue that 

Tinto’s model applies to majority traditional students. Yosso (2006) argues that the Stage 

of Passage model emphasizes assimilation and assumes that once students of color go to 

college, and encourages students to disassociate themselves from their home 

communities. Tierney (1999), like Yosso (2006), challenges the Tinto Model of retention 

and its notion of college being a rite of passage.  For students of color in predominantly 

white campuses, Tierney (1999) asserts that Tinto frames these rites of passage as a form 

of cultural and intellectual suicide and suggests that instead of forcing students to 

assimilate, institutions of higher education should be more considerate of cultural 

differences.  

Metz (2004), like Hurtado et al. (2012), notes that there are gaps in the literature 

and states that retention scholarship should evolve as the demographics change, 

especially as it relates to the inclusion of African American students. Rendón et al. (2000) 

also recommend that retention scholars consider the changing demographics of the 
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student body, the faculty, and administration in effort to understand the impact this has on 

the retention of students of color.  

In addition, Maldonado, Rhoads, & Buenavista (2005) assert that while the topic 

of retention has been studied for many years and from various perspectives, 

unfortunately, the retention problem has not been solved. They instead look at retention 

from a different standpoint and study two student-initiated retention projects (SIRP), 

which the authors define as retention programs that are student-initiated, student-funded, 

and student-run. Through a qualitative case study of student-run retention programs at the 

University of California Berkeley and University of Wisconsin at Madison, the authors 

found that the retention work of SIRP’s focused on three different areas: 1) helpings 

students of color attain the necessary knowledge, skills, and networks, 2) building a sense 

of community and strengthening cultural identity, and 3) challenging institutional 

practices that impact the retention of students of color. The authors, in an effort to 

develop theoretical insights about the retention of students of color, determined that 

future researchers should take into account and consider student-led retention work that is 

a positive contribution to the retention of students of color.   

Campus Racial Climate and Retention of Students of Color 

As mentioned earlier, white students represented the majority of students in 

higher education when student retention became an area of study (Tinto, 2007).  As more 

students of color are admitted into institutions of higher education, the assumption then 

becomes that there are higher number of students of color graduating from college. 

However, this suggestion disregards the educational experiences that affect students of 

color prior to and during college (Solórzano & Villapando, 1998).  As suggested by 
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Rendón et al. (2000), there are many scholars who have looked beyond Tinto’s 

persistence model that look to understand the retention of students of color (Dennis, 

Calvillo, & Gonzalez, 2008; Hurtado et al., 2012; Love, 2006; Solórzano, Ceja, & Yosso, 

2000; Tierney, 1999).   

In 1994, Rendón shed light to institutional factors that contributed to the low 

retention rates of students of color. She mentioned the following factors as affecting the 

retention of students of color: 1) majority of faculty in academia are White, 2) curriculum 

tends to be Eurocentric, 3) learning in the classroom is passive and competitive, and 4) 

some faculty hold beliefs that perpetuate negative stereotypes of underrepresented 

students. These factors all contribute to the campus climate being perceived as racist or 

indifferent to students of color. 

Like Rendón (1994), Solórzano and Yosso (2000), emphasize the importance of 

understanding and analyzing campus racial climate in order to explore further the 

persistence of students of color in higher education. While on the surface, there may be 

visible signs of equality, the authors emphasized invisible racial microaggressions need to 

be better understood and their impact on retention. Delgado and Stefancic (2001) define 

racial microaggressions as “stunning small encounters with racism, usually unnoticed by 

members of the majority race” (pg. 151). 

Studies on campus climate find that students who perceive discrimination or bias 

on the basis of their race, class, gender, or sexual identity are challenged in three ways: 1) 

cognitively, 2) emotionally, and 3) socially (Yosso, 2000). Due to the difficulties they 

may encounter, students engage in a conscious and an unconscious struggle with a 

campus climate that may lead to their decision to leave the school (Solórzano & Yosso, 
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2000).  Solórzano et al. (2000) also looked at campus racial climate and applied a racial 

macroaggression analysis in their study of thirty-four African American students 

attending three predominantly white, tier 1-research institutions.  The students 

participated in several focus groups that covered seven areas of inquiry including the 

types of racial discrimination experienced by student and their responses. The authors 

emphasized the importance of understanding and analyzing the college racial climate to 

effectively explore the persistence of students of color in college. The racial 

microaggressions that students experienced led them to create academic and social 

counter-spaces that “serve as sites where deficit notions of people of color can be 

challenged and where positive collegiate racial climate can be established and 

maintained” (p. 70). These counter-spaces were important an important site for students 

to vent their frustrations and share similar experiences.  

Retention of Black students  

Similar to the work of Prime (2001) and Harper (2009), when assessing the 

retention of Black transfer students one should not be looking at them from a deficit 

perspective.  Harper (2009) conducted interviews with 143 males in 30 predominantly 

white higher education institutions. Through counternarratives, the study looked at way 

in which Black males have rejected the ways in which educators continue to stigmatize 

them and scholarship that “n****s them.” Harper (2009) highlights student experiences 

in the areas of academic achievement, leadership, negotiation of support from peers and 

professors, and effective handling of racist stereotypes, all which help combat the master 

narrative and help tell the story of successful Black males.  
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Unfortunately, the studies of Black males have not always told the story of 

successful Black males. Smith, Mustaffa, Jones, Curry, & Allen (2016) conducted a 

national study that documented the experiences of Black males attending historically 

white colleges and universities (HWCU). Study participants all reported experiencing 

racial microaggressions. The study identified two themes: 1) “Black misandric 

stereotyping and marginality” (p. 1196), and 2), “hyper surveillance and control” (p. 

1196), which the authors assert lead to racial battle fatigue and attribute to the low 

retention rates of Black males. Sadly, this study shows the racial inequality taking place 

in academia and the perpetrators of these racial inequalities are students, staff, 

administrators and faculty.  

Allen’s (1988) study of 700 Black college students who attended six 

predominantly white institutions in 1981 speaks directly to this study that focuses on the 

retention experiences of Black transfer students. In his study, Allen (1988) discusses how 

the “miseducation” of the Black student resulted in a “cumulative effect” that spilled over 

to college. Allen (1988) reported that Black students were also at a disadvantage in 

higher education, as they were excluded from the mainstream college experience, had 

problems adjusting socially, and experienced cultural alienation and racial discrimination. 

For example, Black students reported having unsettling relationships with white faculty 

members outside of the classroom.  

In 1992, Allen conducted another study about Black student outcomes in both 

predominantly white institutions and historically Black colleges and found that Black 

students attending PWI’s had lower academic achievement. Allen (1992) looked at the 

student’s social involvement and found that Black students reported lower levels of 
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involvement on their campus. Furthermore, the study found that Black students, who 

earned higher grades in high school, earned lower grades in college and had weaker 

relationships with their faculty.  

Love (2006) also focused on the problematic retention and graduation rates of 

Black students at PWI’s and why the problem has remained since Black students first 

enrolled in PWI’s. The main factor contributing to the push out rate of Black students 

was racism and other factors including: 1) white racism, 2) institutional leadership, 3) 

finances, 4) social interaction, cultural dissonance, environmental incongruences, 5) 

interaction with faculty, 6) student services, and 7) student characteristics. Similar to 

Solórzano et al. (2000), Love (2006) outlines how racism was the common thread across 

the seven factors that contributed to the lower retention rates of Black students.  Love 

(2006) asserts that retention programs attempting to address Black student retention have 

failed because they try to fix the student rather than solving institutional racism, which 

has an “overwhelming effect on Black student persistence and graduation in PWI’s” 

(p.1).  

While it is important to understand the institutional factors that lead to the low 

retention rates of Black students, it is also important to understand the approaches that 

institutions have taken in order to address the problem. Greier-Reed, Madyun, and 

Buckley (2008) published a research brief focused on the African American Student 

Network, referred to as AFAM, at the University of Minnesota that shared their response 

to the low retention rates of Black students at that campus. Their qualitative study 

explored the experiences of two males and three female participants of the AFAM. The 

brief study found that the program provided Black students with a “safe space, 
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connectedness, validation, resilience, intellectual stimulation, empowerment, and a home 

base,” all of which are evidence that the program is helping meet the retention needs of 

Black students at the University of Minnesota. This research brief was excellent at 

demonstrating the important role faculty play in facilitating the retention of students and 

also can serve as an example of what institutions with low retention rates can do to help 

increase the retention rates, and in this case, the retention rates of Black students.   

Retention of Transfer Students  

In studying the retention rates of students of color, sadly, retention studies often 

overlook transfer students (Flaga, 2006; Townsend & Wilson, 2006). This is unfortunate, 

as research has identified community colleges as the starting point for forty-five percent 

of students that earned a Bachelor’s Degree in 2011-2012 (Handel & Marling, 2013; 

Shapiro et al., 2013). Furthermore, the transfer pathway is critical to closing the 

educational gap for racial and ethnic groups (Melguizo, 2007).  Research about transfer 

students has primarily focused around the issue of “transfer shock” (Laanan, Starobin & 

Eggleston, 2011).  

Laanan et al. (2011) look beyond transfer shock in their study of 900 transfer 

students at a Midwest University. They attempt to gain an understanding of the complex 

experiences of community college transfer students and build upon the concept of 

Transfer Student Capital, which refers to the positive learning and study skills learned at 

the community college that positively contributed to the academic adjustment of transfer 

students. Findings suggest that learning certain academic skills such as time management, 

problem solving skills, and note taking skills, positively influence transfer students in 

their academic transition from community college to the university. Another finding of 
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this study is that transfer student’s academic transition is hindered by being negatively 

stigmatized from faculty and/or the campus environment for being a transfer student.  

Flaga (2006), similar to Laanan et al. (2011), addresses the transition and 

adjustment of transfer students from community college to four-year institutions.  Her 

study tracked first year transfer students at a baccalaureate granting institution that lead to 

identifying five important elements in the transition of transfer students: learning about 

resources, connecting, familiarity, negotiating, and integrating. Flaga (2006) offers 

several recommendations as to how university professionals can help future transfer 

students, including being intentional when planning transition programs for transfer 

students (transfer orientation), increased learning connections through campus 

involvement, mentorship programs, on-campus housing, and increased collaboration 

between community colleges and four-year institutions. Ultimately, Flaga (2006) 

recommends that future research on transfer students should focus on the retention of 

transfer students. Since her studies focus on students during the first and second semester 

after transferring, she also recommends that future studies focus on the students’ 

experience retrospectively. The study did just this by asking Black transfer students to 

look back on their transfer experiences to the university. 

Townsend and Wilson’s (2006) study also explores the transfer adjustment and 

transition of community college students. Their study focus on factors facilitating the 

successful transition from community college to a large research institution. While the 

majority of students reported not having received the support from the community 

college in the transfer process, they did receive support from the transfer receiving 

institution in the transfer process. However, students of this study commented how the 
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transfer orientations/welcome provided by the university did not share information that 

may have been useful, such as study habits at community college versus at the university, 

or even important information on graduate school.  In terms of social integration, the 

students in the Townsend and Wilson (2006) study expressed challenges in making 

friends, and found the transfer institution as an awkward fit. Students of this study 

reported that what may help in the transition to the transfer institution was a little extra 

support, or as referred to by the Townsend and Wilson (2006) “a hand to hold for a little 

bit,” during the first few weeks. This study is related to the case study as some of the 

challenges expressed by the transfer students, including having conversations about 

graduate school early on is a topic addressed in STP.  

Wilson’s (2015) qualitative study explored the experiences of eighteen Black 

students who had transferred and earned their baccalaureate degrees. The study found 

that students who were successful in earning their degrees followed these four approaches 

that were offered as advice to future transfer students: 1) stay focused in school; 2) get 

connected at the four-year university once you transfer; 3) prepare at the community 

college so that once you arrive you will have a better probability of academic success; 

and 4) to try your best, particularly at the community college, as to provide a foundation 

once transfer. The findings suggested that while institutional barriers exist, social 

distractions and personal obstacles are also a reality for Black transfer students. 

 Given the challenges faced in order to transfer, for those who do transfer it is 

important that they succeed and attain a bachelor’s degree. Herrera and Jain (2013) 

discussed the important role that the receiving institution plays in helping transfer 

students succeed. They offer as a recommendation to receiving institutions that they 
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develop a transfer receptive culture. They describe an institution that has transfer 

receptive culture as having five elements. These elements are described as follows: 1) an 

institution makes it their priority to make transfer accessible to students, specifically 

students who are underrepresented at that institution, non-traditional students, students 

who are first in their family to attend college and students of low socio-economic status, 

and once they transfer, they persist and graduate; 2) the institution makes resources 

available to community college students with a desire to transfer, this includes outreach 

initiatives; 3) the institution provides support in the form of financial aid and academic 

support to transfer students that can lead to students achieve academically; 4), the 

institution recognizes the experiences that transfer students bring with them once they 

transfer, including the role of their families and community; 5) the institution develops 

methods in which they are consistently thinking about how to improve the services, 

programs and initiatives that target transfer students. Transition needed to next paragraph 

 Miller (2013) is one of the few researchers that has discussed the practices of 

transfer receiving institutions in helping transfer students obtain their baccalaureate 

degree. First, the author looked at practices that support community college students in 

transferring to four-year institutions. Miller (2013) then looked at what contributed to the 

high transfer rates at the institutions being studied, and found that those community 

colleges had an established transfer culture on their campus, a culture that is centered on 

the needs of the students they served, and also the leadership at those community colleges 

were culturally sensitive. 

At the four-year institutions, data from Miller’s (2013)  study looked at 

institutional practices that helped increase the retention and graduation rates of students 
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of low-socio economic status, since the author believes that the success of the student 

was not transferring itself, but rather attaining a bachelor’s degree. While the study found 

that transfer students were not graduating at the same rates as their counterparts, the 

institutional leaders interviewed for the study felt that this might not have been a fair 

comparison given the number of challenges experienced prior to transfer. In fact, in many 

cases the leaders believed that transfer students were performing better than their 

freshman counterparts were. The author recommends that when reporting transfer 

graduation rates, it should do so by comparing it to junior-standing students in order to 

make the comparison fair. Some things to note when considering the success of transfer 

students includes, understanding that while transfer students may not be engaged at the 

institution, it is still important for them to create a connection to the transfer institution. 

Also, transfer student transition will include financial and academic challenges and 

important to the success of transfer students included providing transfer specific services, 

but even more specific services that can help non-traditional students and students with 

dependents.  

Theoretical Framework 

The review of the literature, along with my experience working with Black 

transfer students at UCLA have lead me to select Critical Race Theory (CRT) as the 

theoretical framework for this study. The reason why I have selected this theory is that 

CRT is a very specific lens that acknowledges the experiences of Black transfer students. 

Again, in educational research, CRT can be defined as a theoretical framework that has 

the ability to challenge the dominant discourse on race, gender and class. Furthermore, it 

allows the researcher to understand how policies, practices, and theories subordinate 



 

35 
 

certain racial and ethnic groups (Delgado Bernal, 2002). CRT in education has five tenets 

that informs educational research: 1) the centrality of race and racism, 2) the challenge to 

the dominant ideology, 3) the commitment to social justice, 4) the centrality of 

experiential knowledge, and 5) the interdisciplinary aspect of CRT (Delgado & Stefancic, 

2001; Delgado Bernal, 2002; Solórzano & Delgado Bernal, 2001; Solórzano & Yosso, 

2002; Yosso, 2006).  

The first tenet focuses on the centrality of race and racism, and understanding that 

racism is a permanent in the United States (Yosso, 2006). As it relates to this study, race 

and racism should be considered, especially when discussing Black transfer students. In 

California, two thirds of Black students enroll in a community college, and even before 

transferring, they are already at a disadvantage as their odds of transferring are lower 

when compared to White counterparts. (Crisp & Nuñez, 2014; Melguizo, 2007; Wassmer 

et al., 2004; Wood et al., 2011). Furthermore, of the Black students that do transfer, the 

majority are transferring to private and for-profit universities (National Center for 

Education Statistics, 2016). In California, Black students represent the largest 

racial/ethnic group to enroll in higher education that leave without earning a degree 

(Campaign for College Opportunity, 2015; Moore & Shulock, 2010).  Once enrolled in 

baccalaureate granting institutions, it is no surprise that Black students have lower 

retention rates when compared to White students as Black students report experiencing 

racism inside and outside of the classroom (Allen, 1988; Allen, 1992; Chavez & French, 

2010; Love, 2006; Smith et al., 2016; Solórzano et al., 2000).  This case study asked 

participants how the institutional conditions has supported or hindered their retention as 

Black transfer students.  
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The second tenet of CRT is the challenge to dominant ideology. This means that 

CRT challenges the dominant majoritarian narrative when it comes to issues related to 

merit and success.  In higher education the majority of faculty are White and teach 

Eurocentric curriculums which can lead them to believe the negative stereotypes about 

students of color intellectual capacity which in turn may contribute to their low retention 

rates (Rendón, 1994). Students and faculty’s dominant narrative about Black students, 

and males in particular, is that they do not belong in higher education in “any important 

or legitimate way.” (Smith et al., 2016, p. 1200). There is the athlete-stereotype that 

disproportionately affects Black males in higher education which assumes that Black 

males are not intelligent enough to belong in higher education (Smith et al, 2016). For 

Black transfer students, the dominant narrative is even more problematic as they become 

part of a larger narrative about transfer student’s intellectual abilities.  Laanan et al. 

(2011) found that the transition for transfer students is challenging because faculty and 

the campus negatively stigmatize them for being transfer students.  

However, CRT’s second tenet allows us to recognize that the existence of Black 

transfer students in baccalaureate transfer students is a challenge to the dominant 

ideology. Specifically, the students that participate in STP and then transfer to UCLA 

often do not fit the “traditional” mold.  Participants of STP are non-traditional students, 

students who are single mothers and fathers, older students that have returned to school 

after being a part of the workforce, veterans, and former foster youth are changing the 

narrative about who attends and is successful at UCLA.  

The third tenet of a CRT in education is the commitment to social justice. CRT is 

committed to advancing a social justice agenda in schools and in the community (Yosso, 



 

37 
 

2006).  STP is an example of a program advancing a social justice agenda. STP follows 

the legacy of affirmative action programs that were born out of the civil rights movement, 

as activists sought to remedy the racial discriminatory practices of the educational system 

by putting in place affirmative action policies to recognize the inequalities of the 

educational system and increase the number of students of color in higher education 

(Kaplan & Lee, 2007). Almost a decade after affirmative action was dismantled in 

California, CCCP created STP in order to increase the number of Black students that had 

drastically declined (personal communication, November 29, 2015). In addition to the 

mission of the program, STP’s weeklong agenda also has a social justice message and 

focuses on race, racism, and activism. The lectures, the history lessons, films, and 

workshops, all emphasize the importance of having Black transfer students present at 

UCLA. 

The fourth CRT tenet is the centrality of experiential knowledge. Experiential 

knowledge, which refers to legitimizing the knowledge gained by lived experiences, is 

perhaps one of the most important tools that CCCP utilizes to help students transfer. 

Unfortunately, higher education institutions have often viewed the experiences of people 

of color in a deficit or lacking manner (Delgado Bernal, 2002). However, CCCP has 

recognized that the lived experiences of transfer students and the knowledge they bring 

from these experiences is imperative in the transfer process.  

To begin, during STP, CCCP peer mentors are asked about their experiences with 

Black community college students in order to create a sense of community, purpose, and 

worth for Black students. When we tap into those experiences, then we have Black 

students who transfer, playing an even larger role in helping other students transfer. 
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During the weeklong residential program sharing personal narratives in an integral part of 

the agenda as it allows students to recognize that not all students have an easy path to 

transfer. In addition, faculty, staff, and workshop leaders are also encouraged to share 

their experiential knowledge.  

The fifth and last tenet is the interdisciplinary aspect of critical race theory. An 

interdisciplinary approach can be defined as “the conceptual integration of more than one 

discipline to find solutions to a complex problem” (Sivagurunathan, 2012, p.16). This 

means that CRT borrows from other disciplines such as Gender Studies, Ethnic Studies, 

Sociology, Public Health, etc. in order to best frame the complex and often overlapping 

layers to a racial analysis.  This is also important when we further dissect the retention of 

Black transfer students we can look at other aspects of identity such as gender, sexuality, 

class, citizenship, etc.  This intersectional approach can lead us to further inquiry such as 

why Black male transfer students are not graduating at the same rate as White students 

and Black female students (Academic Budget and Planning Website, 2016). In addition, 

as mentioned previously, the students that participate in STP are also diverse, and require 

an interdisciplinary lens. For example, Black transfer students represent parenting 

students, older students, and students from different nationalities, including various 

African nations, African-Americans, and Afro-Latinos, resulting in diverse Black 

experiences that require an interdisciplinary lens. 

While for this study, I selected Critical Race theory as the theoretical framework, 

I do want to acknowledge an emerging theoretical framework that could also be 

applicable to this study, Black Critical Race Theory, also referred to as BlackCrit. 

Authors Dumas and Ross (2016) posit that while CRT is a theory of race that can serve as 
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a tool to analyze institutionalized racism, “it is not a theorization of blackness or even the 

Black condition.” (p.418). BlackCrit serves not as a critique of CRT, but rather, 

elaborates on concepts already developed within CRT. The foundational idea of 

BlackCrit is that “antiblackness is endemic to, and is central to how all of us make sense 

of the social, economic, historical and cultural dimensions of human life;” (p.429) in 

other words, antiblackness does not just refer to racism experienced by Black people but 

the dehumanization of Black people. The second framing idea of BlackCrit is that 

“blackness exists in tension with the neoliberal-multicultural imagination,” (p.430), as 

Black people are then viewed as a problem because given their material conditions, Black 

people are then the least able to assimilate in this imaginary multicultural society. The 

third concept is that BlackCrit “should create a space for liberatory fantasy, and resist 

revisionist history,” (p. 431)  

Conclusion 

Research seems to suggest that the transfer function is important, as it is one of 

the main avenues for which Black students will attain their bachelor’s degree, however, 

transferring, for Black students in itself, is a challenge that they must overcome. Ornelas 

and Solórzano (2011) recommend that community colleges make transfer a priority and 

“normalize” the transfer function. Miller (2013) suggests that the state prioritizes transfer. 

Jain and Herrera (2013) recommend that receiving institutions develop a transfer 

receptive culture that includes outreach initiatives. However, more research is necessary 

that connects the experiences of those students who partake in transfer outreach 

programs, transfer, and graduate.  A critical race theory in education approach allows for 

a racial analysis of this transfer journey towards retention in a university.  This case study 
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aimed to contribute to a gap within the literature and perhaps provide insight to the 

impact of partnerships between community colleges and universities for Black transfer 

students.  
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CHAPTER THREE: METHODOLOGY 

Introduction 

The purpose of this case study was to explore the experiences of Black transfer 

students that participated in a transfer outreach program at UCLA by asking the 

following research question: What are the retention experiences of Black/African 

American students that participated in a transfer outreach program? The second and third 

research questions include: How do Black transfer students experience campus racial 

climate at UCLA?, and What are the institutional conditions that support and hinder 

Black STP Transfer students as they progress through their undergraduate education at 

UCLA?  

This chapter will provide a description of the methods that were employed in this 

case study. First, I will provide a rationale for why I selected a qualitative method as a 

research tradition and the theoretical and conceptual frameworks. I will then provide a 

detailed description of the research setting, and describe in detail the Summer Transfer 

Program (STP), program recruitment, requirements, and curriculum and activities. I will 

also provide a detailed description of the CCCP Scholars Program, peer mentoring, and 

other transfer related services offered by CCCP. In addition, I will articulate the 

reasoning behind the research sample selection. Furthermore, I will address how 

participants were recruited and selected, and explain how I collected the data through 

individual interviews and one focus group. I will also describe how I analyzed data, and 

last, I will address my role as a researcher.  
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Research Tradition 

For this study, I have selected qualitative methodology as this approach works 

best when the research is attempting to gain understanding of the participant’s experience 

(Bloomberg & Volpe, 2016). In this case, I was looking to understand how the 

experiences and perceptions of STP alumni that have graduated from UCLA were 

impacted by their participation in STP. In addition, as described by Bloomberg and Volpe 

(2016), a qualitative study aims at gaining a holistic understanding. In this study, I 

examined the institutional conditions that support and/or hinder Black transfer students, 

more specifically, those who participated in STP as they progressed through their 

undergraduate education at UCLA. These questions are important to explore as there is a 

gap in the literature that explores the experiences of Black transfer students at 

baccalaureate granting institutions (Crisp & Nuñez, 2014). In addition, the findings of 

this study can help us better understand why Black transfer students have lower retention 

rates, how the institution can support Black transfer students, and also how transfer 

outreach programs can better prepare transfer students to attain their goal of earning a 

bachelor’s degree.  

I use Critical Race Theory (CRT) as the theoretical framework and aim to share 

the experiences of Black transfer narratives. Solórzano & Yosso (2002) state there is a 

long tradition of storytelling in the African-American community and that the counter 

storytelling method can provide students with the opportunity to share their experiences 

with racism. The current dominant discourse at UCLA is that the institution has some of 

the highest retention rates in the country and yet this dominant narrative is dismissive of 
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the experiences of marginalized communities, such as that of the Black transfer student 

experience.   

Duncan (2005) asserts that the narratives of people of color in education are 

important because they document the inequalities that continue after civil rights. 

Furthermore, stories help understand the educational outcomes of students of color. 

Storytelling gives power back to the student of color when given the opportunity to 

describe the oppression they experience in education. It allows the dominant perspective 

to perhaps imagine what it may be like to experience oppression, and “inspire empathy” 

(Duncan, 2005, p. 102).  The CRT tradition of storytelling includes an “activist 

dimension,” (Delgado & Stefancic, 2001, p. 3) and the action of this study is that in 

addition to documenting the narratives of Black transfer students who attended UCLA, it 

will also provide recommendations as to how the institution can better serve this 

population (Solórzano & Yosso, 2002).   

Case Study  

A case study, as described by Babbie (2013), focuses on “a single instance of a 

social phenomenon,” and the purpose is to gain insight and a deeper understanding of a 

particular phenomenon. For this study, a single institution case study was the most 

appropriate methodology because the study sought to understand the experiences of a 

particular population that attended a specific institution within a unique program. This 

purpose of this case study was to understand the experiences of STP alumni that have 

graduated from UCLA. STP is a unique program and it may be only one of two programs 

in the University of California (UC) system in which their goal is to increase the number 

of Black community colleges transferring to a top tier institution using a culturally 

relevant curriculum.  
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Bloomberg and Volpe (2016) state that it is a common practice to provide a 

detailed description of the setting and study participants. In a case study, the data 

collection is extensive and in this case interviews and focus group was the method of 

collecting data. Furthermore, it is important to note that with case studies the goal is not 

to generalize (Bloomberg & Volpe, 2016), and in this case study, my goal was not to 

make a generalization about a transfer outreach program’s role in the retention of its 

participants. Rather, the goal of case studies was to understand how the knowledge 

gained from the findings of this study, can be applied to similar cases.  

Research Setting 

 

As mentioned in Chapter 1, the dismantling of affirmative action programs in 

California has had a negative impact on the admission of Black students at top tier 

institutions such as UCLA and UC Berkeley (Contreras, 2015; Korry, 2016). While the 

University of California recognizes that transfer students play a role in diversifying the 

student population (Handel, 2011), only one program at UCLA focuses on preparing 

Black community college students to transfer to UCLA, the Summer Transfer Program 

(STP).  

Summer Transfer Program 

The Center for Community College Partnerships’ Summer Transfer Program is a 

6-day residential program that takes place at UCLA in the Los Angeles neighborhood of 

Westwood.  During STP, students receive individualized advising on the UC application 

and personal statement while being introduced to the history of and resources available to 

Black students. This program not only helps students through the transfer process but also 

works with students to succeed after transferring by providing peer mentoring and other 
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transfer related activities during the academic year, through the CCCP Scholars Program 

(CCCP, n.d.). According to Santiago Bernal, the Assistant Director of the Center for 

Community College Partnerships and Co-Founder of STP, the program was established 

in 2005 and has a strong alumni database (personal communication, November 29, 2015). 

The participants of this study will help answer the research question of the impact of 

transfer outreach programs on retention.  

STP Recruitment. CCCP recruits STP participants through 1) community 

college classroom presentations, 2) transfer fairs, 3) social media, 4) tabling at local 

community colleges, 5) presentations at student organization meetings (Black Student 

Union/African Student Union) and 6) transfer specific list servs. Additionally, CCCP 

works closely with community college programs like UMOJA, UJIMA and Black 

Collegians, which are transfer support programs for Black/African-American community 

college students. In addition to the CCCP’s general summer programs 

outreach/recruitment materials, CCCP develops recruitment materials that are specific for 

STP. Recruitment for program happens year-round and this year, 2017, this was 

facilitated by hiring a peer mentor that focused on connecting with STP participants from 

prior years, developing recruitment materials, connecting with on-campus and 

community college partners, as well as scheduling and attending aforementioned 

outreach events.  

STP Requirements. The program selects students based on the following criteria: 

1) a student must have a 3.0 GPA, 2) have completed 30+ transferrable units, including 

English composition and Math completed by Spring Semester before transferring, and 3) 

students must be “ready” to transfer (will be applying to a University of California 
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campus during the subsequent fall term). The target number of students admitted to STP 

has been 25 students yet last year in 2016the number increased to 48 students and 

included community college students who were not quite ready to transfer. Table 1 

provides information on how many students attended STP in the last nine years from 

2009-2017.                                                                                                                                                  

Table 1  

STP Participants by year    

Year Number of Participants 

2009 20 

2010 21 

2011 27 

2012  28  

2013 27 

2014 22 

2015 26 

2016 48 

2017 34 

STP Curriculum & Activities  

Every CCCP summer program includes general workshops designed to inform, 

prepare, and motivate students to transfer to the UC system. STP kicks off the agenda by 

inviting students and families to a Welcome and Overview of the program. Students and 

families then breakout into their own workshops. CCCP invites families to participate in 

a family workshop that introduces families to higher education, encourages family 

members to share their experiences, and discuss the role of families in supporting student 

success. Peer mentors then give the family members a campus tour and end the day by 
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joining their student at dinner at the dining halls. While families attend their workshops, 

students begin a series of workshops that provide technical transfer admission 

information, workshops that are UC/UCLA specific with a focus on Black students, and 

last workshops that are culturally relevant. The agenda evolves every year to include 

discussions on contemporary issues.  

The technical transfer admissions workshops include: 1) UC/UCLA 

Undergraduate Admission Selection; 2) UC Representatives Panel; 3) Personal 

Statement/Personal Insight Questions; 4) Transfer Action Plan; and 5) Financing your 

Education. Students continue their discussions on transfer admission in the evening when 

peer mentors and UCLA Undergraduate Admission staff meet with them to complete and 

review the UC Transfer Planner, and brainstorm and write responses to personal insight 

questions. CCCP works closely with UCLA Undergraduate Admission, and when 

possible, an Undergraduate Admission Transfer Evaluator moves in to the dorms, where 

students stay during the six-day program, and meet individually with all the program 

participants to discuss the major, transcripts, and the UC application.  

The program also offers workshops/panels that are UC/UCLA specific with a 

focus on Black transfer students.  The following is a list of title of the majority of the 

workshops that are offered during the program: 1) Creating Community: African-

Americans at UCLA; 2) Writing for Research; 3) Hidden Curriculum; 4) Transfer Shock; 

5) Overcoming Transfer Obstacles; 6) Successful Transfer Abilities; 7) Entering the 

Academic Community; 8) STP Alumni Panel; 9) African American Studies at UCLA; 

10) Black Bruins at UCLA: Student Activist Panel; 11) Graduate Student Panel; 12) 

Major vs. Career; 13) Becoming a Better student. CCCP collaborates with campus 
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partners from the Career Center, African American Studies Program, Academic 

Advancement Program (AAP), Counseling & Psychological Services (CAPS), 

Community Programs Office (CPO), Afrikan Student Union (ASU), UCLA Black 

Alumni Association (UBAA), First Year Experience (FYE), and invites the Black faculty 

and staff from those departments to facilitate the workshops.  

Last, CCCP invites experts from various fields to address current issues faced by 

African-Americans/Black community locally, nationally, and globally. Culturally 

relevant workshops include titles such as: 1) Decolonizing Hip Hop; 2) Community 

Cultural Wealth; 3) Critical Race Theory; 4) Law and Race; 5) Black Liberation 

Struggles and the Politics of Gender; 6) Black Lives Matter: Activism & Scholarship; 7) 

Racialized Masculinities; 8) Black in Los Angeles; 9) African Americans in the Global 

Context; and 10) Beyoncé’s Lemonade: Identity in the Contemporary, Visual Context. 

CCCP also makes use of films to facilitate discussion on contemporary issues as well as 

to help students practice their critical and analytical skills. Films include: 1) Free Angela, 

2) School Daze; 3) Selma; 4) Hidden Figures; 5) Ava DuVernay’s13th.  

CCCP Scholars Program 

Once students complete STP, they move on to participate in the yearlong Scholars 

Program. According to CCCP’s (2016) website, the goal of the CCCP Scholars Program 

is to “motivate, inform, and prepare students to transfer from a California community 

college to selective institutions such as UCLA.” While many of the participants have a 

desire to transfer to UCLA, the CCCP Scholars Program does not exclusively promote 

UCLA, but rather the University of California, as UCLA works with the University of 

California Transfer Preparation Committee to promote transfer. The work of this 
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committee is not only to increase awareness about transferring to the UC, but also to 

increase the admission rates of those communities that have been historically 

underserved, including Chicanx/Latinx, Black, Native American, and Pacific Islanders.  

Research Sample 

Through purposeful sampling, I interviewed ten recent STP alumni that have 

graduated from UCLA in the past five years. I selected ten participants based on the 

number of enrolled Black transfer students, who in 2017 represent four percent of the 

3,167 enrolled transfer students, or 126 students total (UCLA 2017-2018 Undergraduate 

Profile, 2018).  Due to the limited number of Black students at the university, my sample 

size is representative of this population.  In addition, I considered the number of students 

that participated in the STP program, and were admitted to UCLA. The following table 

includes the number of STP applicants that have applied to UCLA and have been 

admitted from fall 2013 through fall of 2016.  

Table 2 

STP Admission Rate  

UCLA Admit 

Cycle  

# Applicants # of Admitted  Admit Rate 

Fall 2013 25 14 56 % 

Fall 2014 21 16 76 % 

Fall 2015 22 8 36 % 

Fall 2016 21 13 61% 

 

In addition, when considering the graduation rates, for this qualitative study, ten students 

was a reasonable number that will also allow for a diverse representation across gender, 

age, and ethnicity. Additionally, participants of the STP program have been students who 
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are considered non-traditional meaning that they are older than twenty-five, students with 

dependents, and some also identify as Veterans or former foster youth (Cross, 1980).  

By interviewing UCLA Black transfer student alumni within five years from their 

graduation, the participants will be able to provide information on the role that STP had 

in their retention, if any, during their time at UCLA. The participants will not be far 

removed from their time at UCLA and will be able to reflect on their experiences and be 

able to answer questions about any specific program outcomes that may have played a 

role in their retention at UCLA. In addition, these students having gone from community 

college to a four-year institution can also provide recommendations as to how to improve 

the STP program and what institutional factors support or inhibit their retention at UCLA 

as Black transfer students.  

Participant Demographics 

The table below includes various demographics of the ten participants who were 

interviewed for this study. The ten participants were all interviewed at time and location 

that was convenient to them and the focus group interview took place in a location 

convenient to all. 
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 Table 3 

Participant Demographics 

 

 

 

 

 

 

 

 

 

 

 

 

 

Participant 

(Pseudonym) 

Community 

College  

STP 

Yr 

UCLA 

Grad 

Yr 

Major Racial 

Identification 

Gender Low-

Income 

Non-

Traditional* 

First-

Generation 

Parenting 

Student 

Ayana Santa 

Monica 

College 

2013 2016 English African-

American/ 

Caribbean 

Female Yes Yes Yes No 

Brianna West Los 

Angeles 

College 

2012 2014 World Arts 

and Culture 

Afro-Latina/ 

Caribbean 

Female Yes Yes Yes No 

Ericka Long Beach 

City College 

2013 2015 African-

American 

Studies 

African-

American 

Female Yes Yes Yes Yes 

Henry Cypress 

Community  

College 

2010 2012 Political 

Science  

Black Male No No No No 

James Los Angeles 

City College 

2014 2016 Applied 

Linguistics 

Black Male Yes Yes Yes No 

John Los Angeles 

Valley 

College 

2014 2016 African 

America 

Studies 

Black Male Yes Yes No Yes 

Marcus Los Angeles 

Southwest 

College 

2012 2014 International 

Development 

Studies 

African Male Yes Yes Yes Yes 

Nikki San Diego 

Mesa 

College 

2012 2014 Gender 

studies 

Black Female Yes No Yes No 

Rashad Mt. San 

Jacinto 

College 

2010 2012 African 

American 

Studies 

Black Male Yes No Yes No 

Symone Long Beach 

City College 

2014 2017 African-

American 

Studies 

African 

American 

 

Female Yes Yes Yes Yes 
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Data Collection 

 

For this study, I collected data in the following ways: one-on-one interviews and a 

focus group. The one-on-one interviews were the primary method for collecting data for 

this study, as a qualitative interview was a great method to collect data with depth and 

density (Weiss, 1994). The focus group provided a space for participants to elaborate on 

their retention experiences as a community.  

Recruitment  

Participants for this study were recruited through an email (Appendix A) sent out 

by Alfred Herrera, the Director of CCCP. As Director, he was instrumental in 

encouraging alumni to participate in this study. As administrator, he had access to 

confirm that all participants being invited to participate in the study had graduated from 

UCLA from 2012-2017. Once he verified who should be receiving the email, the email 

was sent on April 5, 018 to forty-three STP alumni who were asked to contact me with 

the contact information that I provided.  Within the hour from the email was sent out, I 

had a few responses from alumni willing to participate and by the end of the first day, I 

had seven participants for the study. A follow-up email was sent on May 2, 2018, and 

two additional people agreed to participate.  

As there was a fall-off from the original people who had agreed to participate, I 

also relied on snowball sampling to recruit participants. Snowball sampling is a suitable 

approach for recruiting study participants, when members of certain populations are 

difficult to locate (Babbie, 2013). Snowball sampling involves asking key participants in 

the early interviews to refer other participants (Merriam & Tisdell, 2016). In this study, 

snowball sampling was an important recruitment mechanism, because in many cases the 
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alumni contact information was inaccurate. In addition, anecdotally, as CCCP staff 

members, we knew that cohorts keep in contact with each other.  

Participant Selection 

 The ten participants selected for this study represented diverse experiences across 

the Black transfer student spectrum: non-traditional, students with dependents, LGBT 

community, African, African American, and Afro-Latinos. While there was no selection 

criteria, a was able to recruit participants that represented different STP cohorts and I also 

had a gender balance between those who identify as male and female. 

Interviews 

For this study, I conducted ten individual interviews that were approximately an 

hour or longer.  A one-one-one interview can help us understand how an organization 

works or does not work (Creswell, 2014). If we are asserting that the retention of transfer 

begins before transferring (Miller, 2013), one of the main goals of these interviews was 

for STP alumni to share if and how the program played a role in their success at UCLA. 

A semi-structured interview protocol, included as Appendix B, allowed me to revise the 

protocol in order to ensure that the questions were capturing the data that spoke to the 

retention experiences of Black transfer students.   

Focus Groups 

After conducting individual interviews, I used the responses to further develop the 

focus group protocol. In consultation with the chair of this dissertation committee, the 

focus group focused on how participants experienced the campus racial climate as a 

community. As suggested by Krueger (2015), I considered the focus group because I was 

looking for participants to provide a range of responses as a group that had shared 



 

54 
 

experiences as UCLA Black transfer students. While, the goal was to conduct up two 

focus groups, consisting of three to five participants each, I only conducted one focus 

group with three participants. The three participants, while all three did not participate in 

STP together, they did have an overlap in their time at UCLA. Therefore, they were able 

to reflect on their retention experiences, the campus racial climate at the time of their 

attendance, and the Black transfer community.  

The focus group also provided a space for participants to fill in any missing gaps, 

for example one of the participants was able to remember a lot more in the presence of 

others. The focus group was effective because it allowed the participants to come 

together to listen to each other and engage in conversation about their experiences in 

STP, how they processed the campus racial climate, and their role in fostering 

community amongst Black transfer students.  

Data Analysis 

Bloomberg and Volpe (2016) state that the purpose of the data analysis is to 

“make sense of large amounts of data,” and to help identify patterns, and find meaning. 

Creswell (2014) breaks down the data analysis process into three steps. The first step is to 

organize and prepare the data for analysis, which includes transcribing the individual 

interviews.  For this study, due to time limitations, I paid to have all individual and focus 

group interviews transcribed.  After each interview, began analyzing the data that I was 

collecting. The analysis, in part, included writing memos in between interviews that 

summarized the interview and highlighted things that I learned (Creswell, 2014). 

Additionally, the memo included a reflection of the interview. Before moving on to the 

next interview, I reviewed previous memos in order to ensure that I am was addressing 

any mistakes and as a way to improve interviews that follow. The memos were important 
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because the interviews were very emotional. By the second memo, I consulted with my 

chair because some of the questions from the original protocol seemed repetitive. I also 

noted in the memos logistical items such as being courteous and providing participants 

with water.  

The second step recommended by Creswell (2014) is to read and become familiar 

with the data, which will take place after transcribing. After receiving the transcriptions, I 

began identifying themes and began coding, which is the third step of data analysis as 

described by Creswell (2014).  Coding is the process of organizing the data collected 

based on the themes that emerge. The themes were instrumental in helping me develop 

the follow-up questions that I asked participants during the focus groups. Merriam and 

Tisdell (2016) assert that the researcher must code according to the theoretical framework 

that informs this study, in this case, CRT guided the process of coding and which resulted 

in looking at themes related to race, racism, and retention.  

In order to validate the data collected and ensure I interpreted it in the most 

accurate manner, I asked the focus group study participants to do a member check. 

Member checking is when the researcher shares the themes/findings with the study 

participants in order to determine if findings and analysis are accurate; it is a common 

strategy used to ensure internal validity (Creswell, 2014; Merriam & Tisdell, 

2016). Triangulation is also another important strategy for internal validity (Merriam & 

Tisdell, 2016).  Merriam and Tisdell (2016) assert that by using multiple methods of data 

collection, in this case, individual interviews, focus groups, and memos, I have employed 

triangulation.  
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A final step of data analysis was synthesizing the data. Bloomberg and Volpe 

(2016) explain that while one pulls data apart through data analysis, “synthesis is the 

process of pulling everything thing together” (p. 161) in order to create a holistic 

explanation. Synthesis should include how the data answered the research questions and 

how it supports other data collection methods. An excel sheet was instrumental in helping 

me synthesize how data from the interviews, focus groups, and memos answered the 

research questions. In addition, the analysis included how the findings were related to the 

literature review and the researcher’s assumptions about the study.  

Researcher Role 

 Bloomberg and Volpe (2016) recognize that in qualitative research, the researcher 

is often an “emic,” an insider, and I find myself in this position. I am an insider, as I have 

been granted access to the site of study, access that is not often granted to outsiders. The 

program administration understood that my intentions for this study are to better 

understand the experiences of the students that are served by our program. In this section, 

I will discuss what led me to this study, describe my role at the site of the study, as well 

as my relationship with the participants of the study.  

  As the Administrative Coordinator at UCLA’s Center for Community College 

Partnerships (CCCP), for the last six years, I have coordinated the logistical components 

of the center as well as all the summer programs offered. The center currently holds 11 

summer programs per academic year.  It was in my role as the Administrative 

Coordinator that I developed a passion and interest for working with transfer students at 

UCLA. While I have always had an interest in the retention of underserved students, my 

focus on the retention rates of transfer students was minimal. However, in my role as an 
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Administrative Coordinator for the last six years, I have now had the opportunity to work 

with approximately 50 transfer student staff from diverse backgrounds, a majority who 

once participated in programs coordinated by the center.  

In my interaction with over hundreds of transfer students during the summer and 

academic year, I have made an observation that while our transfer students do well 

academically, they are not immune to the challenges of attending a school that does not 

have a solid transfer receptive culture as well as an institution in which its students of 

color continue to face racial discrimination inside and outside of the classroom (Chavez 

& French, 2010; Solórzano, Ceja, & Yosso, 2000). Stories from the transfer students I 

work with on daily basis, particularly Black students, have sparked my curiosity and led 

me to explore and better understand the retention experiences of Black transfer students 

that have participated in CCCP’s Summer Transfer Program.   

In my role as the Administrative Coordinator for the center, I assist with the 

coordination and the logistics of the STP program. While I do not directly work or 

mentor the student participants, I am in various spaces that allow me to interact with 

them. However, I more directly work with STP students when they become UCLA 

students and then apply to work at the Center. In some instances, I serve as their 

supervisor or indirectly work with them. Either way, in my current role there is a level of 

privilege and power. I am in a position of power as perhaps my role as a staff member 

had an influence on how the participants responded in a manner in which they believe 

will not harm their relationship to the Center. However, I would like to mention that 

participants of the study have graduated from UCLA and therefore will no longer be 

employed by the Center in a student position, and not all STP alumni that participated in 
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the study were employed by CCCP as well. I would also like to acknowledge my position 

of power as a doctoral student as a researcher representing a university.  

Conclusion 

To summarize, this case study looked at the experiences of transfer students that 

participated in CCCP’s Summer Transfer Program, transferred to UCLA, and ultimately 

graduated. Through ten individual interviews and one focus group with STP alumni that 

graduated from UCLA, this study explored the role that  transfer outreach programs 

played in the retention experiences of Black transfer students. Furthermore, this 

qualitative study shared the narratives of Black transfer students as they progressed 

through their undergraduate education and how they experienced the campus racial 

climate and what institutional conditions supported them and/or hindered them while at 

UCLA.  
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CHAPTER FOUR: FINDINGS AND RESULTS 

 

 This chapter will discuss the findings of the study.  The purpose of this case study 

was to understand how participating in a summer transfer outreach program impacted the 

retention of Black transfer students at UCLA. By conducting ten individual interviews 

and one focus group, the following research questions were used to guide the study: 1) 

What are the retention experiences of Black students that participated in the Summer 

Transfer outreach program?;  2) How do Black transfer students experience campus racial 

climate at UCLA? 3) What are the institutional conditions that support and hinder Black 

STP Transfer students as they progress through their undergraduate education at UCLA?  

After interviewing ten UCLA alumni that participated in the Summer Transfer 

Program, the following three findings became clear: 1) The Summer Transfer Program 

introduces participants to the wealth of academic and support services available to 

transfer students, including post-baccalaureate opportunities that support student 

retention at UCLA; 2) Due to the negative campus racial climate, all participants reported 

having experienced racism during their tenure as undergraduate students at UCLA; 3) 

Even in moments when racism and the institutional conditions were a hindrance, 

participants reported that there were spaces like the Center for Community College 

Partnerships that provided institutional support and aided the students in their retention. 

Furthermore, participants had to look outside of the institutional support, and develop 

counter-spaces and established a Black transfer community in order to part of the campus 

community.  

The findings of this study will be presented in two sections. The first part of the 

findings section will address academic support programs such as the Academic 
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Advancement Program and detail the value of participating in the Transfer Summer 

Program and academic counseling. Additionally, it will highlight the support services that 

participants utilized that supported their retention, including financial resources and 

wrap-around services like those provided by the Economic Crisis Response team. The 

last part of the first section focused on the retention experiences will address why 

learning about research and graduate programs during the Summer Transfer Program was 

imperative for participants to learn prior to transferring.  

The second section will share how participants experienced UCLA’s campus 

racial climate both inside and outside of the classroom. The latter part will address how 

participants of this study, as a result of a negative campus racial climate, sought 

supportive institutional spaces like the Center for Community College Partnerships. 

Furthermore, several of the participants of the study discussed the importance of the 

Black transfer community and the Black transfer student GroupMe application which 

allows students to share campus wide resources.   

Retention Experiences of STP Participants 

“You'll never be more resourced than you are when you're a UCLA student.”- 

James 

 One trend that emerged was the importance for transfer outreach programs to not 

only prepare students to transfer, but also to prepare transfer students to be successful 

after transferring. In this case study, all ten participants reiterated that the retention of 

transfer students begins prior to transferring. First, STP participants had awareness of the 

various academic support programs available to them, including the Academic 

Advancement Program (AAP). Additionally, students were introduced to various UCLA 
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support programs during STP that were instrumental when they found themselves in 

various personal challenges that affected their retention while at UCLA. Last, not only 

did STP contribute preparation of participants by sharing tools to succeed at UCLA, the 

program also encouraged STP participants to look beyond their undergraduate career and 

consider research and graduate programs.  

Academic Resources  

In an attempt to understand the retention experiences of Black transfer students 

that participated in a transfer outreach program, participants were asked what information 

they had received during the Summer Transfer Program that impacted their retention at 

UCLA. All participants discussed learning the importance of the many academic 

resources that were available at UCLA. Symone discussed the importance of learning 

about the various resources prior to transferring, and how beneficial it was to have that 

information once she enrolled at UCLA: 

They [UCLA] want you like in and out as soon as possible. And you, you 

[transfer students] are not given the same. But then again, the resources are there 

but you're not told about those resources… if you don't go through one of these 

programs like the CCCP or STP or TSP --that will give you these resources. 

They're not given to you when you first walk onto this campus. It's as if you have 

to learn on your own, or learn by word of mouth if you don't know where to go 

and what to do. 

Symone spoke about the reality that transfer students are pressured to graduate within 

two-years, and yet, had she not participated in the Summer Transfer Program, and the 

Transfer Summer Program, which will be discussed further in this findings section, she 
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would have had to potentially spend her short time at UCLA looking for resources 

instead of focusing on her academics. This is similar to Flaga’s (2006) study of first year 

transfer students that identified learning about resources as an important element in the 

transition from community college to the university for transfer students. All participants 

of this study discussed having learned about the various academic and support resources 

that supported their transition and retention once they transferred to UCLA, and more 

specifically mentioned the Academic Advancement Program (AAP) as important in their 

transition and academic success at UCLA. 

Academic Advancement Program. One important retention program that 

participants learn about during STP is the Academic Advancement Program. The Center 

for Community College Partnerships (CCCP) is a unit housed in the Academic 

Advancement Program, and naturally, once CCCP Scholars are admitted to UCLA, they 

are folded into AAP. AAP has been recognized as “one of the most creative, successful 

and innovative student retention programs in the country (UCLA AAP Facts, n.d.).” 

According to the AAP website (n.d.), the program targets those populations at UCLA 

with low retention rates, including students with low income, first generation college 

students, and historically underrepresented students. Retention services provided by AAP 

students include peer learning, academic counseling, peer counseling and graduate 

mentoring. STP alumni become AAP members automatically and are eligible for all AAP 

services, once they enroll at UCLA.  

Transfer Summer Program. One of the challenges discussed by all participants 

was the transition from the semester system to the quarter system. STP has conversations 

with community college participants about how to prepare for this transition, but as 
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Symone stated, “one of the most difficult things was the transition from one environment 

to another academia environment. You think the transition would be a little easier, but 

sometimes it can be difficult because you don't know what to expect.” Jain et al. (2017) 

assert that transfer-receiving institutions should develop transitional and orientation 

programs geared for transfer students such as Symone, that will help students prepare for 

what to expect.   

One of the important benefits of being an AAP member is the opportunity to 

participate in AAP’s Transfer Summer Program (TSP), a bridge program that helps 

transfer students transition from community college to UCLA. TSP allows newly 

admitted transfer students to enroll in a cohort-based program over the summer, where 

students enroll in several UCLA courses, learn research methods, get acclimated with the 

campus by living in the dorms for six-weeks and ultimately get a head start at UCLA 

(UCLA AAP Facts, n.d.). Eight of the ten participants discussed the value of having 

participated in TSP, and furthermore, how it supported their transition to UCLA.  

At UCLA, one of the major transitions that community college students 

experience upon transferring is going from the semester system, to the ten-week quarter 

system James shared that TSP helped him, not necessarily understand the rigor of the 

work, but rather the pace, “it's easier to accommodate…three classes in 10 weeks in a 10-

week quarter. Um, especially understanding that I'm coming from a 16-week semester, 

right? So that really helped.”  In addition to helping students acclimate to the faster pace 

of the quarter system, Erika discussed how the program helped build her academic 

confidence and prepared her for the start of the academic year.  
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 [TSP] was critical, you know. Being able to take those classes, we were 

enrolled in that honors course that was one unit. It was, it was 

very…demanding. And so once I started the first quarter, I felt like I had 

already been there. I made the Dean's list the first quarter…we were able 

to hit the ground running. 

John described TSP as being an extended version of STP because he already 

knew most of the transfer students in the program, and similar to STP, most TSP 

participants lived on the same dormitory floor, spent time building a support system, 

studying, and working on assignments together. However, as a commuter student during 

STP, he found that not living in the dorms with his community ultimately jeopardized his 

grades because he was not around to study with his TSP cohort. However, he stated the 

need to commute due to the caretaking of his newborn child. Like Erika, John found that 

TSP prepared him for his “first official quarter” at UCLA. While he did not earn his 

desired grades, his grade point average earned while in TSP motivated him to do better 

academically. Overall, John shares it “lay the foundation for the rest of the two years that 

I was here.” 

 The Transfer Summer Program, similar to STP, introduces students to the various 

resources available to UCLA students. Ericka shared the importance of learning about 

“where your resources are, where the food closet is, where you can print for free. All of 

that stuff that we learned, helped me become successful my first quarter.”  As mentioned 

earlier, not all STP participants enrolled in the Transfer Summer Program because 

enrollment in the program is optional. When asked about the transition from community 
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college to UCLA, Brianna, who did not participate in the Transfer Summer Program, 

shared that her transition to UCLA was not difficult.  

The transition for me, because of the program [STP], was easy. I sit up front, I get 

to know my teachers, the professors, we establish a relationship and I take 

advantage of the office hours. And all of that I learned through the program.  

Brianna’s assertion that the academic skills learned during STP helped her in the 

transition, support Laanan et al. (2011) findings that suggest that learning certain 

academic skills, prior to transferring, have a positive impact on the academic transition of 

transfer students from community college to the university. 

 Strempel (2013) described transfer bridge programs, like TSP, as an institutional 

best practice, and in this case, all of the participants of this study that attended TSP, 

found that the program prepared them academically. STP and TSP helped them in their 

transition from the semester system to the quarter system, build their academic 

confidence, lay their academic foundation, and introduced students to essential and 

specific academic, social, financial, and cultural resources. For those transfer students, 

who did not have the opportunity to participate in a bridge program like TSP, workshops 

that share with students strategies for academic success will be of upmost importance, so 

that instead of focusing getting acclimated in a new environment, and searching for 

resources, transfer students can focus on their academics. 

AAP Academic Counseling. Another important AAP resource that STP students 

discussed was the professional academic counseling. AAP College counselors guide 

students in their path to obtaining a degree and have a wealth of experience 

understanding the university’s academic rules and regulations (UCLA AAP Website, 
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n.d.). One of the benefits of AAP counseling, described by John, was that it helped him 

outline the required courses that would help him graduate within a certain timeframe.  

She [AAP Counselor] gave me an outline as far as these are the classes you need 

to take if you wanna go this route, cool...I felt confident that I could graduate 

within this amount of time and do other things that I needed to do. Other students 

I noticed they had a tougher time and they were just taking classes or they were 

frustrated like I don't have any direction. 

Symone reported a sense of pressure to graduate within a certain timeframe and discussed 

how seeking out professional counseling services early on in one’s academic career can 

relieve pressure by mapping out how to meet graduation requirements within the allotted 

time.   

For John, meeting regularly with an AAP counselor allowed him to develop a 

supportive relationship where he felt that his AAP counselor encouraged him to think 

“…about a line of action for helping you towards graduation.” Additionally, having a 

graduation plan that mapped out the required courses allowed him to maximize his 

opportunities at UCLA, including adding on a minor and becoming a student leader in the 

Black Bruin Transfer Success (BBTS) student organization. Furthermore, it was his AAP 

Counselor who explained that if he maintained his GPA, he would graduate with Honors, 

which motivated him to maintain his GPA.  

Certainly, participants of this case study were not only meeting with their college 

counselors to discuss graduation, but they also met with their counselor in challenging 

times. For Marcus, “the counseling in AAP was great,” especially during crises. Marcus 

enrolled in a French course in which he felt he would do well because he had already 
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taken two semesters of French at his community college. However, the he did not have 

the same level of comprehension of the French language and was not performing well in 

the course.  

I went to AAP and I spoke with a counselor and they helped me…they told me I 

could drop. Because from there, at that point, I had given up. Like, “Okay, I'm 

just going to have a D, or so, and that's good.” There was things like that that they 

were able to help me catch before… [I] made mistakes that would have affected 

my grades, my GPA and ultimately my financial scholarships.  

Marcus described AAP as an invaluable academic resource. He recognized that meeting 

with an AAP Counselor helped him understand his options, and make decisions that 

ultimately, assisted him financially. College counselors are able to help students 

understand rules and regulations, and even help students connect their current situation to 

the future, including how GPA can help one become eligible and/or maintain eligibility 

for scholarships, and furthermore, elucidate how a GPA can segue into graduate school.  

In this case study the majority of these Black transfer students, were the first to 

attend college in their family, came from low-income backgrounds, and were 

underrepresented in the institution, thus learning about AAP and TSP proved to support 

their retention. It certainly helped that the Center for Community College is housed in the 

College of Letters & Science (Herrera & Jain, 2013) and AAP is the home department. 

The connection immediately bridges the outreach and retention programs, making an 

institutional statement that if an academic division is going to invest in a transfer outreach 

program, then once the program participants transfer to the institution, the institution will 

be committed to ensuring that the students graduate. 
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Student Support Services  

In addition to discussing the important role that academic services played in the 

participants’ academic success, participants also discussed the importance of learning 

about support services during STP. These resources were imperative as participants 

discussed the impact the resources had during challenging times, either when participants 

were facing financial challenges, or when they needed additional resources as parenting 

students, and transfer students who felt that the university was not providing adequate 

financial support.   

Financial Resources. When participants were asked about the resources that they 

learned during STP that stood out, financial resources were one of the common 

responses.  As Brianna exclaimed, “financial aid, they messed up a lot. And I wasn't the 

only one. I wasn't the only STP student whose financial aid got messed up at the 

beginning. So that was challenging.” Symone, a parenting student, stated that she learned 

about financial support in the form of grants through STP. She highlighted that the 

Financial Aid workshop presented during STP was crucial for her as a parenting student, 

and additionally the housing workshop stood out because she learned about a parenting 

grant.  

Symone’s assertion that the additional financial support helped her gives credence 

to Jain et al.’s (2011) third element of a transfer receptive culture that suggests that 

transfer receiving institutions ought to provide support in the form of financial aid and 

academic support to specifically non-traditional transfer students that can lead to students 

achieve academically. In the case of the study participant, the resources they utilized 

were the “free services” – free printing, free van shuttle rides, free housing, and free food. 
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However, the free services, especially the free food, spoke to a larger issue that Ericka 

discussed regarding a financial stressor: “Food insecurity. But it's not that known. And a 

lot of students really go hungry on campus.”  

In 2016, a study commissioned by the University of California Regents (Martinez, 

Maynard, and Ritchie) surveyed close to 9,000 students across all University of 

California campuses, and found that food insecurity was most prevalent amongst Black 

students, with 60% reporting being food insecure, compared to 30% of white students. 

This of course, is important to highlight, as another study by Martinez, Frongillo, Leung 

and Ritchi (2018) found that food insecurity is directly correlated to lower academic 

success and mental well-being.  For the participants of this study, many reported learning 

about resources that addressed food insecurity during STP. Resources included the Food 

Closet offered by the Community Programs Office and the satellite food closet provided 

by the Center for Community College Partnerships (CCCP), free meal vouchers from the 

Economic Crisis Response Team, and Café 580 – a community organization providing 

hot meals to students at a nearby off campus location.  

Henry was creative in the way he used his connections during STP. He noted that 

through STP, he was encouraged to apply to the Law Fellows Program at UCLA. Once 

admitted to the Law Fellows Program, he met peers who had lived in the dorms who 

were Resident Assistants (RAs). He was encouraged to apply, and for Henry, working 

and living on campus, on top of obtaining “free” housing, as a form of compensation, was 

a great advantage as a commuting transfer student.  He noted that during his time at 

UCLA, his perception was that transfer students were not recruited to fill the RA 

positions, because there was no designated housing area for transfer students. He said: 
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Hey, I'm interested in living here. I live far. I would like to do this [work as a 

Resident Assistant]." They said, "We've never had anyone approach us this way to 

be an RA, but just because we haven't had one doesn't mean that we can't do it." 

So UCLA…Housing is [now] doing a lot of different things with transfer 

students.  

Henry is referring to the new Transfer Specific living community at the residence halls. 

In Henry’s case, even when opportunities had not been advertised to transfer students that 

provided a great financial advantage, such as “free” housing, Henry had to go out of his 

way to advocate for a job that had not traditionally been held by transfer students.  

 James elaborated on how “on top of things” he had to be in order to obtain the 

financial resources that helped him to graduate with no student loans. However, that did 

not mean that James didn’t have any financial challenges as an undergraduate.  He 

asserted that he took advantage of every financial resource available, including 

emergency loans. Henry shared an anecdote about the time he had car challenges and had 

to advocate to get additional funding: 

I've had to petition specifically…the head of financial aid, to up my limit because 

I had a car emergency… they're like, "Yeah. We physically can't give you money, 

based on federal regulations." I'm like, "So you mean to tell me that, I could apply 

for it but I'm up against the ceiling …?"  

James shared that it was important for him to not only know about the resources, but to 

understand how to engage with the resources. 

Being empowered and knowing enough about the infrastructure and who the 

people are in places helped me to knock on doors and not take “No” for an 
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answer. I said, I had an issue with, you know, had a car situation and it couldn't 

wait. I couldn't just hang on.  I needed something to move. And, I asked 

somebody, and they were like, "Nope." And I was like, "Cool." "You're a 

supervisor?" "Nope." "Cool." You're a supervisor?" And I just climbed that 

ladder…I went all the way to the top, and I was like, "This is my situation. And I 

don't know what you need to do but figure it out." And they, figured it out. 

James then went on to share that in his experience, financial aid regulations 

disproportionately impact people of color and first generation and non-traditional 

students. He then went on to say, “You're supposed to be able to give your full and 

undivided attention to your studies but life is happening and you're not really getting any 

institutional support.” He attributed his zero debt to his additional scholarships and grants 

he acquired through programs like the Mellon Mays Research program, but explained 

that graduating with no debt was a job in and of itself.  He went on to say that, “if not for 

CCCP, if not for STP I wouldn't have known about the things to apply for these things...”  

James was accurate in articulating that ideally, students should be able to fully 

focus on their academics, but life challenges can impede upon their academic success. 

However, his assertion that students are not receiving any institutional support was not 

true for participants of this study. Ericka was very open about the life challenges that she 

experienced during her last year at UCLA, which caused her academic grades to drop. As 

a single mother living in family housing, she made the decision to ask her partner to 

move in because, as she explained, she needed help with her young son, while she 

studied. However, when domestic abuse began, she thought to herself, “Like, I'm so close 

to graduation. My grades are dropping. I have to get away from this person.” Fortunately, 
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Ericka was able to recognize that she was in a situation where she needed a higher level 

of support to break free from a hostile environment. With the support of another UCLA 

resource, the Guidance, Resilience, Integrity, & Transformation (GRIT) Coaching 

Program, Ericka was assigned a Coach that was able to support her and once she was 

ready to leave the relationship, her coach paid for her lodging at a hotel.  After that, she 

stated, “I got it together. I got away from the toxic relationship.” After moving out, 

Ericka described her circumstance as follows:  

I was lost. I hit rock bottom because now I'm out of family housing. I have one 

semester left. I didn't pass a class. I need to retake it, but they're [AAP College 

Counselor] telling me I have to petition but it won't be approved. So it'll be an 

unapproved repeat. I'm running out of financial aid. Like all of that stuff takes a 

toll on your ability to be resilient and move forward.  

Ericka was referred to the UCLA Economic Crisis Response (ECR) Team, which 

“provides support and guidance to students who have self-identified, or are identified by 

UCLA faculty or staff, as experiencing a financial crisis that impacts their academic 

success at UCLA (UCLA Consultation & Response Website, N.D.).” Ericka described 

the support provided by the ECR Team as follows, “They boosted my aid for me. They 

got me a one bedroom back in [Family] housing. They were able to get me re-approved 

to take that third class. So now, I'm back. Now, I'm back rolling.”  

Ericka demonstrated the courage to speak up and ask for help, but not all students 

have the institutional support that provides wrap-around services like those provided by 

the Economic Crisis Response Team. The ECR team, in Ericka’s case, had representation 

from Financial Aid, UCLA Housing, AAP Counseling, and the Bruin Resource Center 
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via the GRIT coaching program; the collaboration between all of the professionals 

representing the various resources across campus provided the intervention that Ericka 

direly needed in order to succeed academically. Ericka received the support that allowed 

her to volunteer in a lab and she passed her final class.  She also applied for a scholarship 

for students with dependents, which provided her son with a cap and gown for free. They 

both participated in the Parenting Student Graduation. All of the “tangible” resources 

were important to her success, but her strength is what propelled her to the finish line. 

She never gave up, and as she describes,  

My resilience came in when I realized that my education, my motherhood, and 

everything that I stand for when it comes to being an African American woman 

that's trying to obtain a higher education degree that statistically doesn't really 

happen where I'm from. My fight wasn't over.  

Again, the findings of this study support Jain et al.’s (2011) conceptual 

framework that recommends universities provide academic and financial resources to 

transfer students of color that will contribute to their success. STP, as highlighted by the 

participants in this study, introduced them to the vast array of academic and financial 

resources that were available to them. However, simply learning about the resources is 

not what leads to academic success. In many cases, the participants had to advocate for 

themselves in order to obtain the resources, as did Henry and James. In Ericka’s case, she 

had the courage to speak up, and while the intervention provided by the ECR Team was 

invaluable, she ultimately had to do the work. Participants clearly demonstrated how 

programs like STP and transfer bridge programs ought to also consider teaching about the 

self-advocacy, or teach, like James said, how to engage with the resources. 
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Research and Graduate Programs 

Last, but not least, when it came to the retention of these Black transfer students, 

the majority articulated that the research workshops and graduate school panels were 

instrumental in their post-baccalaureate plans. John, jokingly stated, that he felt that the 

STP Graduate Panel was like an “infomercial on graduate school,” where the peer 

mentors heavily advertised graduate school, so he decided to pay attention. For many of 

the participants, this was the first time that they had considered research and graduate 

school as an option, as was the case for Symone. “I wouldn't be pursuing a master's 

program…I wouldn't have thought about me doing a PhD program…It gave me an 

opportunity to say "well, hey, you’re learning don't stop here 'cause you're a certain age." 

Symone, a non-traditional student, is currently enrolled in graduate school.  

Participants discussed why it was important to understand that UC is a research 

institution, how research should be tied to areas of interest, and why having peer mentors 

already in graduate school were helpful. Furthermore, learning about research and 

graduate programs prior to transferring was important, especially when considering the 

process of applying to research programs takes place immediately after transferring. 

James, a Mellon Mays Fellow, who participated in the Mellon Mays Undergraduate 

Fellowship Program – a program aimed at increasing the diversity among university 

faculty supporting students from underrepresented backgrounds to pursue PhD’s (The 

Andrew W. Mellon Foundation Website, ND), discussed his experience in STP and 

learning about UCLA as a research institution and research programs:  

STP introduced me to the idea of what UCLA is as a research institution or what 

the UCs are— the difference between the UCs, the Cal States, privates...STP 
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helped to contextualize what these things were. The idea of what UCLA is good 

for, and it's good for research. And if you're interested in research, then you 

should come here.  

Symone stated, “That's one thing that drew me more to UCLA…research opportunities. I 

love that too 'cause...I got a chance to even create my own research projects.” Symone 

was referring to the UCLA Independent Courses numbered 199, in which a student is 

able to work individually with a Faculty member and design their own research project.  

Ericka also shared that during STP, the peer mentors talked about graduate school, asked 

her questions about her research interests, and introduced her to faculty. 

It was during STP that James decided that he wanted to pursue graduate school. In 

an effort to place himself in the “best position to do the things” that he said he wanted to 

do, such as becoming a professor, he decided to apply to the Mellon Mays Undergraduate 

Fellowship Program “Because of TSP and STP, I learned about the research programs 

that were available. Even though it was a quick turnaround.” James was referring to the 

November application deadline after beginning UCLA in October.   

In the process of looking for a faculty mentor, which was an application 

requirement, he also understood the value of learning about research and graduate 

programs, prior to transferring…“The mentor, which was again challenging, I had to 

ask… about five different professors, but that fifth one said yes. And so I got to apply and 

thankfully…I got selected to be a Mellon fellow, in that first quarter.” 

Marcus summarized how academic skills he learned through STP led him to 

pursue research opportunities at UCLA:  



 

76 
 

When you ask about moments that…I was taught during STP, I was able to make 

office hours, talk to my professors...It wasn't so much about what the professors 

were teaching. I met very curious professors that were interested in what I wanted 

to pursue. So just, as they [STP Peer Mentors] told me, focus on research. And I 

was, “Oh.”  STP told me that when you go here [UCLA], you do research.  

He then elaborated about the moment in STP when he realized the type of research he 

wanted to pursue:  

I know we [STP participants] had several workshops talking about research, 

and…[a peer mentor] started talking about ... Me-Search …where it's like, you 

own the subject matter, …so to me, that became, “Oh, Me-Search. I have a lot of 

knowledge about Zambia, and our international development and international 

trade. Why don't I match those and make it mine?” So, yes… I was able to tap 

into some of those lessons and apply them. 

Furthermore, he discussed how the skills and knowledge gained through STP actualized 

into funding that paid his travels to his home country to conduct Me-search. “I was able 

to use those skills from STP, one, to get funding. I got a trip sponsored to Zambia, to go 

back to Zambia...to go do research on Africa-China Relations.” 

Marcus referred to the skills obtained in STP, as tools that were instrumental 

building opportunities and door-openers:  

Oh, I have a chest of tools that I was given during STP, and just being part of 

CCCP, that I can pull out.” So they say, “Office hours,” I'm going to do that. 

“Research,” I'm going to do that. Knowing about all these trips, all these funded 

programs at UCLA, I'm going to try to tap in as much as I can.” 
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 Indeed the participants of this case study maximized the skills they learned during 

STP and eight of the ten participants moved on to pursue graduate school. The table 

below illustrates the participant’s post-baccalaureate plans.  

Table 4 

Participant Post-Baccalaureate Degree Attainment 

Participant Post-Baccalaureate Program 

Rashad Earned a Master of Fine Arts in Film & Television 

Marcus Earned a Master of Public Policy 

Henry Enrolled in a Juris Doctorate/Law School 

James  Enrolled in Ph.D. Program in Linguistics  

Ayana Enrolled in Master of Arts Higher Education 

Leadership Studies 

Symone Enrolled in a Master of Public Policy 

John Enrolled in a Master of Fine Arts 

Ericka Applying to a Master of Science & Healthcare 

Delivery  

  Unlike the participants in a study conducted by Townsend and Wilson (2006) who 

shared that transfer receiving institutions were not sharing useful information about 

graduate school, having eight of ten participants moving on to post-baccalaureate 

programs speaks to potential impact of learning about research and graduate program 

either before transferring or in transition/orientation phase. As Marcus noted, “this is 

something that a person that comes in direct, without going through a program like that 

[STP], it takes them a while to learn about that. They have to be really aggressive about 

doing that.” 

For participants of this study, learning about research and graduate school early 

on, proved to be beneficial. This is important to mention because according to EdTrust 
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(2017), there is a gap in the percentage of Black adults attaining graduate degrees when 

compared to white adults; only 7.8 percent of Black adults attain a graduate degree 

compared to 13.4 percent of White adults. So not only is STP working on baccalaureate 

degree attainment, but also enrollment in post-baccalaureate degrees. This gaps in degree 

attainment must be addressed as unemployment rates are lower for individuals with 

higher education, and those with a post-secondary degree have a higher earning potential 

over a lifetime, - nearly one million dollars more than high school graduates that have not 

attended college (Ed Trust, 2017). In summary, since scholars have recognized that the 

transfer route is imperative for Black students are attaining their baccalaureate degrees 

(Handel & Marling, 2013; Shapiro et al., 2013), then in order to increase the number of 

Black students that are obtaining graduate degrees, teaching students about research and 

graduate school needs to begin prior to transferring.  

Summary 

 In summary, the ten participants discussed their retention experiences and 

academic success by highlighting the academic and financial resources that they learned 

about during STP. Specifically, participants highlighted the retention services provided 

by the Academic Advancement Program, including the Transfer Summer Program. 

Financial resources were of particular importance to the participants of this study who 

discussed challenges, such as food insecurity and other life circumstances that had an 

impact on their academic success. Last, learning about research and graduate school 

during STP, encouraged STP case study participants to look beyond their undergraduate 

career and enroll in research and graduate programs. The next section, will elaborate on 

how participants experienced the UCLA campus racial climate, and how as result of the 
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racism, participants searched for supportive spaces and developed counter-spaces that 

promoted academic success.  

Campus Racial Climate  

In order to further understand the retention experiences of Black transfer students, 

the second question of this case study focused on understanding how participants 

experienced the UCLA campus racial climate. As addressed in the literature review, 

retention scholars assert that in order to understand the retention of students of color in 

higher education, one must understand and analyze the campus racial climate (Love, 

2006; Rendón, 1994; Solórzano & Yosso, 2000; Yosso, 2000). When asking participants 

if they had experienced any challenges in relation to being a Black transfer student at 

UCLA, they all reported having experienced some form of racism during their 

undergraduate career. This section will describe how the participants experienced the 

campus racial climate inside the classroom, outside of the classroom, and how the 

campus racial climate hindered their progress through their undergraduate career at 

UCLA.  

Racism inside the classroom 

When discussing racism and racial microaggressions with these students, they did 

not hesitate to share accounts of racism they experienced inside of the classroom. 

Participants generally reported that racism was overt, and in some cases, disguised as 

racial microaggressions. Several of the participants noted that many times, they were the 

only Black person in the classroom, and for Marcus, this was something to which he 

became accustomed. Marcus, who identifies as African, discussed that as the only 

African person in the classroom he was seen as the voice for an entire continent:   
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 Another racial thing that - this is something that happened pretty much, that I got 

used to - where you become the representative of Africa. When people talk about 

Africa you become the go-to person. They say, “Oh, so tell us about Africa.” I'm 

like, “I'm African, but I'm from Zambia.” And those are just those little micro-

aggressions. 

While being the only Black person in the classroom was common, even when 

they weren’t the only Black person, they reported having experienced racism. Symone, 

within the first quarter of being at UCLA, had an experience with a professor who kept 

confusing her with another Black transfer student also named Symone. “She [Professor] 

kept saying "oh, you didn't do this," I said "I did do this." Even when the other Symone 

corrected the professor and said that she was the one who had submitted the late 

assignments, Symone felt the professor was dismissive because she had offended her 

with the truth. Perhaps the professor was not offended, but rather embarrassed by the fact 

that she was stereotyping two Black women, who she seemingly could not tell apart. 

Ultimately, Symone decided that this bad experience took up too much energy, and she 

decided that moving forward, she had to “let it go.”  

Racism in the Majors. The participants of this study expounded on the racism 

experienced inside the classroom and many of those incidents were related to the 

participant’s specific major, especially majors dominated by European thought. Henry 

discussed his experience in the Political Science Department at UCLA, where he felt that 

his presence was questioned: 

As a Black male in certain spaces at UCLA, particular in the political science 

department...I concentrated in political theory, which tends to be…looking at the 



 

81 
 

political science field through a European, philosophical lens. And so, in those 

classes, I would feel very isolated. And what I mean by that is we would be in 

discussion, and I would contribute something, and people would look around at 

each other and see if they agreed before they would...They'd have to see if they 

agree with what I was saying to get approval. 

Similarly, John, who minored in film, shared that he experienced micro-

aggressions “all the time” when taking courses in the School of Film & Television. He 

shared that his classmates always assumed that he only liked Black films and “would 

only study Spike Lee movies.”  One classmate went on to say, "You know what would've 

been cool? You shoulda took this film genres class a couple years ago, 'cause they did all 

Black exploitation films, and it was all Black films..." And I was like, "Why? I like 

movies in general." John went on to explain that just because he is a Black person that he 

does not just like Black films, “because if you gain a deeper understanding of film, I 

mean you could look at everyone as a whole, or in general.” 

 In the Linguistics Department, James noted that he was the only Black student in 

all of his courses, and furthermore had no Black faculty, which left him with no Black 

role models. As the only Black student in Linguistics, he felt hyper-visible, and like 

Marcus, he felt as if he was expected to represent all Black students: 

There's an expectation. Not even necessarily an expectation to be awesome 

but…know you're being watched…So, it's like, "Ah, well, you're pretty dang 

salient in the classroom so whatever points you make, that will be a good one 

because if they're bad, well, you're gonna be known for that. And your position 

being representative...of all the other people who aren't here… 
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James moved on to describe how he used that hypervisibility to his advantage. “Using 

that kind recognition to… make any applications for like funding, guidance or 

scholarships or programs, all the more…better ‘because you know me…The only James, 

in all of your linguistics classes’.” James’ strategy demonstrated his agency to succeed 

academically, which ultimately helped him obtain scholarships and support for research 

and graduate school.  

Ayana, who’s English major as she labeled was Eurocentric to the core, described 

having to code switch in order to speak Old English and Chaucerian English. She went on 

to recount a racist incident she experienced her first quarter at UCLA. “I had a male 

professor who...[was] just misogynistic, racist. All of the isms that a person can be, he 

was. We were in class, and it was a tough class. The material was tough.” She wrote a 

paper talking about her “identity expression” and she discussed her identification as a 

Guyanese-American.  

I had the hyphen in there. The hyphen for me is really important, because it's a 

bridging of my identities. I always say when I was at home, it was Guyana. I had 

one foot in Guyana and one foot in America. That's the way I grew up, as most 

children of immigrants do. The hyphen was really important to me, because 

growing up, we didn't have a language that we spoke. Being able to say I'm 

Guyanese-American was really important for me, so people knew that my parents 

weren't born here. That my parents were immigrants.  

While she was proud of the paper she had submitted, her professor gave her a D on that 

paper. “The first D I had ever gotten in my life.” She was beyond surprised and went to 
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visit him at office hours to get an explanation about why he had giver a D and how she 

could improve. What came next shocked her.  

He said, "It's the way that you describe yourself in this paper. It doesn't seem 

authentic." Yeah. I said, "Excuse me? What do you mean?" I was confused. I was 

like, "Are you saying I plagiarized? Because this is my work. There's no way to 

plagiarize this. It's not a research paper, it's my reaction to the prompt." He was 

like, "Well, it doesn't seem authentic in terms of you identifying a Guyanese-

American with the hyphen." I was like, "I'm sorry. I don't understand what it is 

that you mean." I didn't say it in those words, because at the time I was emotional 

and I was trying to wrap my brain around it. I just didn't have the words at the 

time. He was like, "Well, you're Black." I was like, "Yes? I am, but my family's 

from South America. My family is from Guyana, so that's what I identify with 

first. I realize that I'm Black. There's no changing that." He's like, "Well, Black is 

the only thing you can be." … "Well, you're Black. You're African-American… 

"Well, Black is the only thing you can be. Especially on this campus. You're 

marked by your color."  

This act of racism marked Ayana for the rest of her undergraduate career. Scholars 

Cabrera & Nora (1994) studied the perceptions of prejudice and discrimination of 

freshman during their first-year in college. The study found that having in-class 

experiences of racial discrimination contributed to students feeling alienated. While two 

participants in this study, Brianna and Symone, discussed experiencing in-class racism, 

the study by Cabrera & Nora (1994) did not include first-year transfer students. This area 
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requires further research to better understand the perceptions of in-class racial 

discrimination within the transfer experience.   

African American Studies. Unlike the majors previously discussed, John 

described feelings of being “calm, relaxed, and welcomed,” in his African American 

Studies courses. However, when I asked Ericka about challenges she experienced in the 

classroom, she described feeling frustrated at always being questioned about majoring in 

African American studies. When asked what her major was, she would respond, “I'm an 

African American studies major,” and students would ask her, “Oh, well what are you 

going to do with that?” She felt like that was a micro-aggression because, “What would 

you do with any degree? You put it to use. You do what you want to do in the in the 

world.” She then explained that because of the interdisciplinary aspect of African 

American Studies, she had taken courses in the field of Sociology, English, Speech, and 

History. Furthermore, she cited the various careers people with degrees in African 

American Studies have traversed, including, “TV writers, one Oscar nominee…has an 

African American [studies degree] at UCLA. I mean, Michelle Obama's assistant studied 

Afro-Am at Berkeley.” For Ericka, a degree in African American studies would help her 

get one step closer to her goal of attending Medical School, however, she felt isolated in 

situations where she was questioned, “I didn't really feel like I could have talked to those 

groups of people,” who did not understand the value of an ethnic studies major.  

Microaggressions in learning environments. The classroom was not the only 

learning environment in which participants experienced microaggressions. Henry shared 

that he questioned whether he belonged at UCLA, especially when experiencing racism. 

He went on to share a common reoccurrence that took place at the library.  
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I had a joke with some folks that...Hey, we would get into the library, and 

sometimes it would be full. And I would love to sit in the library every day. It 

would be crowded, and I said, "I can clear out a table." For example, if there 

would be maybe a group of three friends studying, and there would just be one 

seat left, I would sit down. Or say there's two seats, I'd sit down at the table, 

people would just go. And I was like, "Dang, did I not shower today?" People 

would just leave when I would sit down. Or people would take their laptops to go 

to the restroom. 

Henry understood exactly what was happening, he was being stereotyped as a Black 

suspicious individual that did not belong at UCLA and who should be feared. Sadly, the 

experience that Henry described coincided with the findings by Smith et al. (2016) in 

which Black males reported experiencing anti-Black male stereotypes.  Smith et al. 

(2016) also asserted that Black males are the most stereotyped group in Historically 

White Institutions (HWI), often resulting in racial battle fatigue and lower retention rates.  

Racism outside of the classroom 

Smith et al. (2016) also found that Black males in HWI’s were hyper-

surveillanced and racially profiled in higher education. This was true in the case of 

Rashad, who had never been racially profiled by law enforcement until he arrived to 

UCLA. Rashad, who drove a new Black Scion described the incident as follows:  

I have never gotten pulled over. I got pulled over, in one month I think I had 

gotten pulled over twice, two times, and in Westwood. Both of those times I never 

got, I didn't get a ticket, which I thought was really weird. But I was pulled over. 

And it was so strange, then as I thought about it…I've dealt with just racial micro-
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aggressions way more and just discrimination, way more than I ever did in places 

like San Jacinto…where it's mostly people of color. 

He went on to say that, both times, the police officer accused him of speeding; however, 

he was never issued a speeding ticket.  

The Black Athlete. Along with the racial profiling, and hyper-surveillance 

described participants of this case study, other stereotypes experienced by participants 

were the assumption that they were student athletes. Rashad had yet another encounter in 

Westwood, where he was stereotyped, he describes the following: 

I'm shopping at Ralph's, and I'm standing in line and this guy, white guy, turns 

around and asks me, he says “oh so who you guys playing this week?” I said 

‘What?’ He said “who you guys playing? You know, the football.” I was like 

“what?”- I looked at him, I said “I'm not on the football, what makes you think 

that I'm on the football team?” … I had a moment where I realized, like, we are a 

rare breed at UCLA in Westwood. 

Smith et al. (2016) in his discussion of racial profiling and stereotyping experienced by 

Black males, being mistaken for an athlete was perhaps a “relief,” when compared to 

other incidents, such as being pulled over by law enforcements. Yet the assumption 

disregarded Rashad’s academic merit, which upon realization, had a profound impact on 

him. He continued to share: 

And so people when they see you, they assume that you've somehow got in 

because of a sports scholarship. And I'm just like, I told him, I said “no, I don't 

play any sports. I'm here purely academically”…but I remember just feeling this 

sense of, like, wow they really think that, like, we are only here because we're 
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athletic. And that's not the case. We're not just athletic. We are other things as 

well.  

  The Black males of this study were not the only ones stereotyped as athletes, 

Ericka shared that she was often asked if she played sports, “…so what do you play?” 

She often had to answer: “I don't play anything.”. These assumptions that Rashad and 

Ericka are athletes, speak to the constant assumptions made by the UCLA community 

that Black students at UCLA did not get admitted to UCLA on their own academic merit.  

Summary 

  To summarize, the participants of this study experienced racism in the classroom, 

often more salient in majors that were Eurocentric. The classroom was not the only space 

that students experienced racism and it extended to outside of the classroom, such as in 

libraries and the local neighborhood. Participants reiterated that these experiences made 

them feel isolated, feeling as though they did not belong at UCLA. However, participants 

were resilient and were able to persevere in a negative campus racial climate that has 

been found to lower retention rates for Black students (Allen, 1988; Love, 2006; Rendon, 

1994; Solórzano et al. 2000; Solórzano & Yosso, 2000; Smith et al., 2016).  

UCLA’s Black Transfer Community 

This last section of this study will address the third research question, the 

institutional conditions that supported and hindered Black transfer students as they 

progressed through their undergraduate career. First, I will further elaborate on other 

institutional conditions in addition to a negative campus racial climate that hinder Black 

transfer students. I will then discuss the institutional support identified by the 

participants. Last, I will describe how they were self-determined and built their own 

Black transfer community in order to feel a sense of belonging.  
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Challenging Institutional Conditions 

The previous section of this study discussed in detail how Black transfer students 

experienced the UCLA campus racial climate. They shared how the institutional 

conditions were not in favor of Black students, yet, they persisted despite the hostile 

campus racial climate.  In addition to the negative campus racial climate, there were other 

institutional conditions that participants identified as challenging, including the 

differential treatment between Freshmen and Transfer students. Two specific spaces 

identified by the focus group participants were the African Student Union and the Black 

Alumni Association.   

Perceptions of the Freshmen vs. Transfer student. Within the larger UCLA 

community, it is clear that the institution has work to do. On the one hand, the university 

recognizes that transfer students are not the “traditional” 18-year old student that recently 

graduated from high school, but in the process of acknowledging the differences, there is 

a perception from the participants who feel that the resources provided to them are not 

equitable.  

Financial Aid. Both Symone and James detailed how they felt financial aid was 

inequitable. Symone explained precisely that she did not feel supported by the institution 

as a non-traditional parenting student: 

Our budget is based upon a student living in a dorms...but I'm not a student living 

in a dorm, I'm living in family housing... their rent may be $1300…but that 

includes their food. Mines is $1800. That doesn't include my food. You're [UCLA 

Financial Aid] covering their monthly rent. I have to work and make up that 

difference or I have to take out a student loan.  
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She went on to say that she felt freshmen were awarded more financial aid, based on 

wanting to recruit them to the university. As a transfer student, the university expected 

her to be in and out of the university in two years. James had similar sentiments.  

For non-traditional students like myself, we don't really have anybody to ask [for 

financial support]... So, the question becomes well, ‘how am I supposed to live off 

of these things?’ And even if you can barely kind of scrape by, nothing bad can 

happen. Like, your car can't…need repairs. You can't get a parking ticket. You 

can't…go over on your cellphone bill or that ruins everything. Anything. Any 

little thing will throw...everything off.  

James continued to state, “infrastructurally that students from underrepresented 

populations have logistical challenges…that don't attribute to their deficiency but figures 

specifically to their merit but you have to lean into their, their lived experience. Like, 

don't pretend like a 25-year-old is a 19-year-old.” What James is discussing is the 

intersectional lived experiences of transfer students – parenting students, non-traditional 

students, students who have already had careers and decided to return to school – all of 

these experiences would place transfer students in positions in which financial aid will 

use the same funding formula used for eighteen-year olds to determine their financial aid 

award. Again, reminding us of the of Jain et al. (2011) third element of the transfer 

receptive culture that asks transfer receiving institutions offer financial support that meets 

the unique needs of non-traditional students.  

The Black Bruin Experience. Ayana expressed that she did not believe that there 

were enough resources directed to the Black transfer experience compared to the 

institutional support being provided to Black freshmen: 
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There's a lot of resources going into the Black experience, in terms of students 

who come in as first years [freshmen]. A lot of that hidden curriculum stuff that 

they get taught from very early on, because they have that relationship with the 

university. 

Ayana was not trying to express negativity towards the Black students that enrolled right 

after high school. “Not by anything of their own doing, but just the way the institution is 

set up.” What Ayana is discussing is a hidden curriculum that exists within the Black 

Bruin community that Black transfer students are not made privy to because of how and 

when the information is disseminated amongst students. A hidden curriculum is a hidden 

layer of culture, and unspoken institutional values that often impact the minority group 

(Margolis, 2001). In this case, the Black hidden curriculum include the black legacies and 

traditions that Black transfer students don’t find out about because of their non-traditional 

status.  

She went on to explain why she believed the institutional support was not provided: 

In terms of Black transfers, we get here and it's like, "Well, you already know 

what to do. You all can figure it out, because you've navigated your way here, so 

you obviously know what to do." Then, we get left by the wayside unfortunately 

in terms of having mentors or having folks that will look out for us and that sort 

of a thing.  

Both Ayana and John expressed why they perceived that Black freshmen had an 

easier time transitioning to UCLA. In the focus group, Ayana stated that in her 

experience, it was easier for freshmen to get acclimated to the institution because they 

had at least four years to do so. 
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She then explained that unlike Black students that are admitted as freshmen, transfers 

have a limited time, so their primary focus becomes academics, leaving them with little 

time to focus on socializing. Since they are not socializing, it is much harder for them to 

learn about Black student traditions and legacies. “There's all these traditions and all 

these legacies and things that go on, especially within the Black culture here on this 

campus that transfers don't hear about because no one is doing the outreach work to 

transfers.” 

Furthermore, Ayana explained that one reason why Black transfer students are not 

finding out about certain traditions is that they don’t live in the dorms, also known to 

students as “the hill”:  

If you lived on the hill, you knew what was going on. Because the majority of 

Black students live on the hill. There's a huge population of Black students that 

live on the hill who are coming in as first years, because they kind of have to. 

They get ingrained and indoctrinated into those traditions. Whereas transfers…we 

are so small and numbers and because we are not living on the hill for the most 

part, we are in family housing or we are living at home and commuting or living 

off campus. We're not getting the same information. 

Some of the Black Bruin Traditions that she learned about late in her academic 

career were the Black & White Ball, and the African Graduation and affiliated 

fundraising events. She expressed that she did not learn about those events because there 

was a lack of outreach to Black transfers. “We find out about it [Black student events] 

through word of mouth. There's no kind of advertising that's done to us. There's no 

general pool of where they can get a list of Black transfers.”  
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Miller’s (2013) study of institutional practices that aid the retention and 

graduation rates of transfer students emphasized the importance of creating a connection 

to the transfer institution. Unfortunately, in Ayana’s case, she did not feel that an effort 

was made to connect her to the Black student experience.  

There's no way for us to know about these legacy events and these traditions and 

this stuff that we would want to be a part of because we're Black Bruins too, but 

there's this idea that, oh, Black Bruin and Black Transfer Bruin. There's a 

separation there. 

Miller (2013) also noted for various reasons, transfer students often do not get 

involved in their transfer institution, however, John shared when they attempted to get 

involved in certain organizations, “ where Black students could join to get involved, like 

the Afrikan Student Union, the Black transfer voice kind of gets dulled down.” He 

expressed that freshman Black students perhaps did not understand the Black transfer 

experience, as the Black Freshmen “appear well-off, and ... money is [not] an issue.” His 

impression was that their struggles sometimes revolved around where they would travel 

for Spring Break, "Bahamas or Catalina?" He didn’t have that struggle, because is as he 

exclaimed, “I went down the street [for spring break]." 

John shared that because Black transfer students were not feeling welcome in the 

Afrikan Student Union (ASU) at the time, Black transfer students created a student 

organization called Black Bruin Transfer Success (BBTS), an organization that would 

focus on addressing the unique concerns of Black transfer students. He shared that for 

example, one of the struggles that the “traditional” Black student would not understand 

was the struggle related to being a parenting student.  He explained that in the UCLA 
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vicinity, there were certain childcare facilities that were only open until 4:00pm. 

However, many courses were offered between the hours of 7:00-10:00pm and “there 

were a lot of Black transfers that needed that [childcare]” in order to enroll in those 

evening courses. 

 In order to address the childcare issue, BBTS made it a priority to establish a 

childcare center that would provide services after 4:00pm. BBTS members, many who 

were STP alumni, asked themselves, "Okay, how do we get this to happen? How do we 

move this forward?” BBTS along with other campus entities, including the Community 

Programs Office ran a student referendum the Social Justice Referendum of 2016 that 

established free daycare services.  

UCLA Black Alumni Association. The Afrikan Student Union was not the only 

Black organization where Black transfer students felt marginalized. Ayana was the first 

participant to address feeling ignored by the UCLA Black Alumni Association (UBAA). 

“The alumni who host these events and sort of things, they don't talk to transfers.” She 

went on to explain that the UCLA Black Alumni Association assert that they send out 

information to transfers students every year about the annual UBAA Scholarship, 

however UBAA claim that transfers don't apply for it. She explained that Black transfer 

students don’t apply to the UBAA Scholarship because “we don't know about it.” 

In the focus group, participants delved into a deeper conversation about the 

UBAA and reiterated feeling that the Black Alumni care more about Black Freshman 

than Black transfers.  Symone also discussed the UBAA scholarship, “[UBAA] give 

scholarships and stuff more to the freshmen, but they haven't really established one for 

the transfers.” Ayana cited several reasons why she felt that UBAA shunned Black 
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transfer students, “the largest number of Black transfers admitted to UCLA has been this 

year. I'm like, ‘Were you [UBAA] at Black Transfer Extravaganza? Where were you at 

any of these events welcoming Black transfers but you're doing sendoffs for freshmen?’” 

At this point in the focus group, Ayana was very frustrated and added even the language 

is exclusive of transfers. Ayana became a member of the UCLA Black Alumni 

Association and is vocal about being inclusive of transfers: 

Anything that they send out, I've called them out on this myself on Facebook, on 

social media, it's like, "Bring you and your parents." Okay, great, that's fine. What 

about you? "Bring you and your child," or what about, "Bring you and your 

support network"? Let's call it that, right? Let's not be exclusive. 

Ayana believes that the only way for the UBAA to change and increase awareness that 

transfers exist, is for transfer students to join the UBAA. Both Symone and Ayana 

recognize the importance of an institutional organization like the Black Alumni 

Association. Symone added to the focus group discussion, and ended by saying: 

The Black Alumni is a big voice on this campus…They do have a lot of input in 

certain circles, so they can do more for Black transfers so we wouldn't have to 

work as hard if they chose to, but it's a big "if."  … In order for this to change, 

they have to know that there are transfers that, we exist. I think that's part of the 

problem is they have this misconception that we're not here. 

As described in the campus racial climate literature, when experiencing racism 

and isolation, students look to spaces and organizations that are welcoming (Solórzano et 

al., 2000). However, the two organizations that participants identified as not being 

welcoming were Black organizations. While it should not be generalized that these 
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spaces are not welcoming to all Black transfer students, perhaps the participants had 

different expectations. On the other hand, when it came to the Black Alumni Association, 

the impression of not addressing the needs of Black transfers was made apparent from the 

moment they were admitted and there was no welcome extended to the Black transfer 

students. In both of these spaces where participants did not feel welcome, the participants 

were not passive and instead took agency and addressed the problem. 

Support Systems 

The support was incredible, absolutely incredible. I don't know that I could have been 

that successful at UCLA without that. -Symone 

A majority of retention literature notes that having a sense of belonging is 

important in success of the college student (Solórzano et al., 2000; Tinto, 1993). 

However, for these Black transfer students feeling a sense of belonging was difficult at 

times, because of the underrepresentation as a Black student and a Transfer student. It is 

no surprise that another theme that emerged from this study was the important role that 

community played in the retention of Black transfer students.  

 STP Lessons. Participants of this study shared that during Summer Transfer 

Program (STP), a heavy emphasis was placed on building a community that would be 

supportive of their academic success. Ayana confessed that STP helped her learn how to 

make friends and how to build a community. “Learning how to make friends and learning 

how to keep connections was really one of those things that was really vital for me during 

STP that translated to me experience at UCLA as a transfer.”  

John exclaimed that STP prepared him for those challenging moments by telling 

him, “if you…feel like you don't fit, ostracized in any type of way, you could look behind 
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you, especially in the Af-Am course.” So after transferring, when in class John would 

remember, "Oh, okay, I know a couple of people that are probably transfers," or, "I see a 

couple familiar faces."  But most importantly like, "Oh, I recall you from STP… I'm in it 

with family... I will be okay here [UCLA]." 

When asking participants if they continued a connection with their STP cohort, 

most shared that the connection with their STP cohort continued after transferring.  

Rashad shared that for him the most important part of STP “was seeing folks that looked 

exactly like you who were doing phenomenal things.” Therefore, he felt it was important 

to keep in touch with his STP family, because they checked-in with and encouraged each 

other. But even when an STP community was in place, Henry shared that he often felt 

isolated:  

And I sound contradictory in a way where I had community, but yet I was 

isolating at the same time because the pace of the work was much faster…The 

adjustment was difficult coming from community college. But I think it would 

have been much more difficult had I not had that community and that support.  

Henry explained that during STP, he had already been warned about the challenges he 

may experience as a Black transfer student, but he was assured that he had community 

support.  

 Coming Home. Institutionally, there were challenges, such as racism, that 

hindered participants. As studies have shown, in instances when students experience 

racism, they looked for welcoming counter-spaces like the Center for Community 

College Partnerships (CCCP) (Solórzano et al., 2000). Nikki, who exclaimed, “I'm a 

really big fan of CCCP,” felt that CCCP supported her “as Black Latina, African Latina 
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…mixed kid.” For Nikki, being able to have a place to go to like CCCP, made the 

campus feel smaller. When she wasn’t sure about a location on campus, she “would go 

into the [CCCP] office.” For Nikki, it was important to have a place to be able to ask any 

question, “what I thought would be stupid questions, but I wasn't feeling judged.” 

Similarly, Henry expressed the importance of a space like the CCCP. He found 

CCCP to be instrumental “in the sense of having that community that I could just talk to.” 

He shared that often times he felt sad because he had “so much going on at home in the 

family.” Henry found solace in the CCCP office, he shared:  

There have been times where I have cried, and the office has been a place to cry 

because things get to be a bit too much, and it's been a place to celebrate…listen 

to music. It was a place where we felt safe, but we were able to have a lot of 

critical issues and continue to foster community as well. 

For James, having a home base at the CCCP office made his transition easier. He 

described it as having a “built-in community.” When on campus, when he was done with 

classes or done for the day he would ask himself, ‘Where can I go?’ ‘I can go to 

Campbell Hall-... on the second floor.’ Which is great…We can't overstate the idea of 

just having a place to be.” He elaborated on the importance of a finding a place where he 

felt comfortable. Being from Compton, he shared that he felt comfortable at the 

community college because it was majority students of color. However, once he 

transferred to UCLA, he describe UCLA as a “different kind of space.”  He then 

discussed the underrepresentation and culture shock he experienced at UCLA:  

You go to UCLA and there's so many of … the whites. Surrounded by the whites. 

And  
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it's a different cultural understanding, right? People are coming into the dining 

hall barefooted. That's weird…Having to shift the way you talk and dress...to 

accommodate the new space is a tricky, tricky thing.  

James further explained that having his first experience at UCLA through STP and 

CCCP, mitigated the culture shock and transfer shock. Having a space to go to where 

other people “look like you” was important because “You're not gonna see them in the 

dining hall. You're not gonna see them in your dorm room or your dorm setting. You’re 

probably not gonna see them in your classes, but you can go and hang out with people [at 

CCCP].” 

Similar to James, all three focus group participants shared the importance of 

having a space like CCCP, especially in times when experiencing racism on campus. 

John stated that after such incidents he would go to his “home base.” 

I would always leave there and I would always hurry to CCCP or BBTS, so I 

would either go upstairs to Campbell, reprocess, regroup…to…collect yourself 

again and then go back out and hear…little negative things. "Oh, why did they 

[suspend]…the students…that did Blackface. That's so wrong. They should just 

let them be." You hear little things are slightly racial around campus, but you'll 

hear it and you'll just like, "Aargh." Either that or just put your headphones on and 

just block out all the noise. I did that a lot.” 

John expressed that he used the earphones to tune out people. There were times when he 

was not listening to music but he would wear the headphones, again, to tune out people.  

Ayana shared that she used the same strategy to tune out people. Earphones were 

her “battle armor,” especially on days where as she exclaimed, “I just can't with the world 
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today. I just need to not be approached, need to not appear approachable, because I need 

to just get to where I'm going in one piece.” It was on those types of days that Ayana 

would find reasons to go to the CCCP Office to connect with her community.  

I was busy as an undergrad. I was running around, I was working full-time. I 

would literally go to class and go to work. I was hopping between the two 

[jobs]…but I would find reasons if I was on campus to pop into CCCP just to 

make sure that I was centered in my community. 

Symone added to the conversation by stating that she did not need a reason to 

visit the CCCP Office.  

[At CCCP] you just feel secure. You just feel welcoming. You just feel like this, 

it’s home. I can breathe here, I can be myself…it's just a space where you feel 

more comfortable at. You feel comfortable, like this is home.  

Ayana agreed with Symone and expressed that CCCP was “like home. Spiritually, 

physically, emotionally.”  

The institutional conditions that participants identified as supportive, include 

having a safe and welcoming space, like CCCP.  Similar to the findings in the research 

brief conducted by Greier-Reed et al. (2008), having a “safe space” and “home base” 

positively support the retention of Black transfer participants of this study.  Based on the 

manner in which participants described CCCP, the space embodies a transfer receptive 

culture at UCLA. Jain et al. (2011) articulate a need for transfer receptive spaces to 

acknowledge the lived experiences of transfer students, and based on the comfort in being 

themselves, is evidence that their lived experiences were acknowledged. 



 

100 
 

Building a Black Transfer Community. After conducting ten individual 

interviews, it is evident that community was an emerging theme. As so, one of the focus 

group questions asked participants about community sustainability. To which Symone 

immediately responded, “Institutions do not show you your community. You have to find 

your own community.” 

Ayana added to the discussion and elaborated on her idea of building community, 

based on what she learned during STP.  

It's not just, "This is your community," but, "This is your community and this is 

your responsibility. This is your obligation. You are now obligated to give back 

and be a part of this community and not just be a leech. You don't get to just be a 

leech in this space. You have to do your part." This model of "each one, teach 

one."  

 Symone and Ayana discussed what it meant to build a community of Black 

transfer students at UCLA; a community of STP alumni at UCLA, and any Black transfer 

student that wanted to join. For Symone, it was important to have a community, because 

as she describes, “We're here together. We're going through this together…You need me, 

I need you. We stick together.” She noted that they would support each other during 

challenging times: 

“Hey, you need me to watch your kids, you need me?" Someone would help. 

"You're not going to be able to come to class today? I'll take notes for you, I'll 

record for you." We did all of this…we did whatever we could to help that person 

out, because, if not, who else would they have to rely on?  
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Another supportive strategy she described was making sure that “whatever class someone 

took that someone from our [STP] cohort was in that class with them, because you don't 

know…the other 150 people...Instead of looking and relying on someone else, we relied 

on each other.” 

In 2014, Symone and others took the Black transfer community to another level 

and started a UCLA Black Transfer GroupMe, a free mobile application that allows 

groups of people to stay connected (GroupMe Website, N.D.). The Black Transfer 

GroupMe consisted of current Black transfer students and the invitations were extended 

to other Black students they met at various events, including prospective Black transfer 

students. Symone shared that during her time at UCLA, to the best of her knowledge, 

more than 50% of the Black transfer students at UCLA were a part of the GroupMe. 

Ayana shared the process of adding new members to the Black transfer GroupMe: 

We would run into a Black transfer like, "Are you on the GroupMe? No? Okay, 

we'll add you." It's just a really weird kind of organic thing that just happened, 

and I have no idea who created the Black transfer originally, the Black transfer 

GroupMe, but everyone started getting added. 

Ayana confessed that while she had taken the liberty to add members to the group, she 

was unware of who started the group. Symone and Ayana both elaborately described the 

purpose of the Black transfer GroupMe:  

We share about events. There's food, booths, events, it's books, it's things for sale. 

It's housing help, everything is on there. You need a babysitter, you need 

anything. They talk about jobs that's hiring. They talk about everything…Any 

type of Black student or resources, trying to get resources on campus, "can 
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someone come out and speak about someone," someone has a book signing, 

someone has anything, this is how we stay connected to say, "Hey, you guys need 

to be here. You need to show up for this meeting. We need a voice where we need 

a body here, whatever." Someone will show up.  

Ayana added, “whether it's academic, whether it's career related, whether it's social, it all 

gets put up there [GroupMe].” 

 The Black transfer GroupMe is still going strong. Now it includes Black transfer 

alumni; the focus group participants, now UCLA alumni, continue to check the 

GroupMe. Symone added, “We still talk on it. We can look on the GroupMe and find 

someone that graduated three or four years ago but they all are still on the GroupMe. 

We've been on that, and now today we still communicate with each other.” Ayana closed 

the focus group conversation about the Black transfer GroupMe by sharing, “People have 

called it the Underground Railroad. It really is in a lot of ways. Our GroupMe is the 

Underground Railroad.”  

Conclusion and Summary of Findings Chapter 

After conducting ten individual interviews and conducting a focus group with three of the 

participants, the findings of this study are clear--the Summer Transfer Program was instrumental 

in supporting the retention of its Black transfer participants. In this case study, participants shared 

how learning about the academic and student support services was imperative to their retention. 

First by learning about academic resources available through AAP, participants had a smoother 

transition and academic guidance that outlined their path to graduation. Second, by learning about 

the support services, participants were able to take advantage of financial resources, and research 

and graduate preparation programs that they would have otherwise not known about, had they not 

participated in the Summer Transfer Program. Unfortunately, participants also described a 
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negative campus racial climate. The racist experiences inside and outside of the classroom, made 

participants feel isolated and yearn for a supportive environment, like the Center for Community 

College Partnerships. When those supportive spaces were not available, participants took it upon 

themselves to nurture their own Black Bruin Transfer community that was instrumental in Black 

transfer students supporting each other holistically through the sharing of resources, events, and 

offer personal support- all in the name of supporting each other’s retention. The last chapter of 

the dissertation, will include a summary of the finding, and provide recommendations for 

practice, policy and future research focused in the area of Black transfer student retention.  
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CHAPTER FIVE: DISCUSSION & CONCLUSION 

Introduction 

The three research questions that guided this study were the following: 1) What 

are the retention experiences of Black students that participated in the Summer Transfer 

outreach program?; 2) How do Black transfer students experience campus racial climate 

at UCLA? 3) What are the institutional conditions that support and hinder Black STP 

Transfer students as they progress through their undergraduate education at UCLA? 

Again, this case study highlights the importance of bridge programs like the Summer 

Transfer Program, that help prepare students to not only transfer to research institutions 

like UCLA, but also exposes students to resources prior to transferring that helps them 

succeed in college once they transfer. This final chapter of the dissertation will first 

revisit the findings of this case study. It will also outline implications for future practice, 

policy and research.  

Summary of Findings 

Academic Resources 

 Participants of this case study found that learning about academic resources prior 

to transferring was beneficial in the transition process and their academic success. 

Participants discussed the academic resources available through the Academic 

Advancement Program, and more specifically identified the Transfer Summer Program 

and academic counseling as beneficial. The Transfer Summer Program was important in 

helping participants transition from the community college semester system to UCLA’s 

quarter system and helped them further prepare academically. Academic counseling 

provided by AAP was also important, as the guidance provided helped participants map 
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out their path to graduation and transfer agents provided support when participants were 

experiencing academic difficulties.  

Support Services 

 The participants of this case study, also described why learning about support 

services during STP was important to their retention. As non-traditional Black transfer 

students, participants of this study shared that learning about financial resources for 

students with dependents, low-income students, and students dealing with life challenges, 

the financial resources were essential for their retention and academic success, as having 

financial support allowed them to focus on their academics. However, participants did 

note that the obtaining the financial resources required self-advocacy.  

Research and Graduate School 

 A surprising finding of this case study was the importance of learning about 

research and graduate preparation programs, prior to transferring to UCLA. First, many 

of the participants of this study had never considered graduate school, and yet eight of the 

ten participants have already obtained, are currently pursuing, or will be applying for 

post-baccalaureate degree. As clearly explained by one of the participants, learning about 

research and graduate programs prior to transferring is extremely important for transfer 

students, as transfer students need to “hit the ground running” if they want to consider 

research programs that have deadlines during the first quarter and applying to such 

programs requires that students look for faculty advisors. However, even before 

considering research and graduate schools, transfer students need to have an 

understanding of what research opportunities exist at the transfer institutions. STP 

provided participants with the information that helped them look beyond their 
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baccalaureate degree and helped participants consider and participate in research and 

graduate programs.  

Campus Racial Climate 

 Another theme that emerged from this study was the racism that students 

experienced inside and outside of the classroom. Whether the racism was overt and the 

perpetrator was a faculty member, or microaggressions from fellow classmates, 

participants were unfairly treated, overburdened with the responsibility of representing 

the entire Black race. Inside the classroom, participants described the racism being more 

prevalent in majors dominated by dominant European thought, but even when the 

participant majored in African American studies, the validity of the major was questioned 

by peers.  

The racism in the classroom was not the only space that participants experienced 

racism. Outside of the classroom, the racism was no different. Black transfers were 

stereotyped as athletes and their position in the institution was questioned. Participants of 

the study discussed the hyper surveillance, one participant in particular discussed the 

racial profiling that took place in the neighborhood surrounding UCLA. The everyday 

racism experienced by participants unfortunately added more labor as focus groups 

participants mentioned having to plan out their route to class based on how much they 

felt that they were able to tolerate on any given day. While the negative racial campus 

climate was an institutional hindrance, participants of this study were still able to 

academically persist.   

Challenging Institutional Conditions 

 In addition to the hostile campus racial climate, Black transfer students 

experienced other institutional challenges. First participants felt that while the university 
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recognized the presence of transfer students, participants discussed that financial needs 

were not fully met. Furthermore, participants realized that when it came to Black transfer 

students, more resources were being funneled to the Black freshmen experience, and not 

the Black transfer experience. This was evident through the lack of programming 

provided by institutional organizations like the UCLA Black Alumni Association. 

Participants also felt unintentionally overlooked, and describe missing out on the Black 

Bruin experience.   

Support Systems 

 In the midst of the institutional challenges, participants were able to identify 

support systems, or a community that helped them feel a sense of belonging. One of the 

places that participants discussed as providing support was the Center for Community 

College Partnerships. Participants described gravitating towards the CCCP office, 

sometimes “with no reason,” but especially during difficult times when experiencing a 

hostile campus environment. During the Summer Transfer Summer Program, emphasis 

was placed on fostering community and that is exactly was participants of this study did. 

Participants understood that as STP alumni they had knowledge of resources and an 

obligation to supporting each other and other Black transfer students. This commitment 

to fostering community and a counter-space extended to the creation of a Black transfer 

GroupMe, a texting application for smart phones that allow large group messages, in 

which Black transfer students shared with each other a gamut of UCLA resources all in 

the name of Black transfer student retention and graduation.  

Implications and Recommendations 

 The findings of the case study addressed a gap in the literature and described the 

retention experiences of Black transfer students that participated in a transfer outreach 
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program. However, when it came to the racial experiences of Black transfer students, it 

confirmed much of what has already been described in the literature, Black students are 

negatively impacted by a racist campus culture (Allen, 1988; Love, 2006; Rendon, 1994; 

Solórzano et al. 2000; Solórzano & Yosso, 2000; Smith et al., 2016). Similar to 

participants Solórzano e. al.’s (2000) study that examined the influence of racial 

microaggressions on the campus racial climate, the negative campus racial climate led 

participants to identify counter-spaces as important to their academic success and overall 

well-being. The following recommendations for practice, policy and future research are 

based on the ten individual interviews, one focus group, and a review of the literature. 

These recommendations also include those offered by participants. 

Implications for Practice  

  

As previously mentioned, the Summer Transfer Program, is one of perhaps two 

transfer bridge programs in California preparing Black community college students to 

transfer to research institutions. To echo Ornelas & Solórzano’s recommendation (2011), 

community colleges and baccalaureate granting institutions need to partner and develop 

more summer bridge programs similar to STP. It is in the best interest of community 

colleges to help students prepare for transfer, in particular populations with 

disproportionate number of transfer, as it is one of the main functions of community 

college.  

Transfer institutions need to develop identity based transfer outreach programs 

that can help increase underrepresented community college populations by preparing 

them to transfer requirements and furthermore prepare them for the transition from 

community college to university. As described by Handel (2011), the transfer pathway 
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needs to be made accessible to those that are least likely to transfer, and that includes 

Black students. Transfer receiving institutions should view transfer outreach programs, 

like STP, as an investment, as the findings from this case study demonstrated the value in 

learning about academic and financial resources prior to transferring promote academic 

success.    

Black retention programs need to be strategic about where they are housed at their 

institution. As previously mentioned, one of the advantages of being housed in the 

Academic Advancement Program, CCCP was able to connect all STP students to all of 

the AAP retention services that specialize in serving populations that are 

underrepresented, first-generation in college, and low income. Transfer receiving 

institutions who are conducting transfer outreach work, need to consider how they work 

with retention programs, and ensure that once community college students transfer, they 

are “handed-off” and are connected to the retention services that will support the very 

specific needs of transfer. These retention programs must have transfer agents on board 

that are able to facilitate retention services that are tailored for to transfer students, 

including transfer bridge programs that help students transition from community college 

to the university.   

Since Black students represent the largest racial/ethnic group to leave college 

without earning a degree (Campaign for College Opportunity, 2015; Moore & Shulock, 

2010), universities need to consider establishing retention programs in which their main 

purpose is to support Black students, and more specifically, Black transfer students. 

Programs like the AFAM program at the University of Arizona, demonstrate how 

programs focused solely on supporting Black students, play a role in increasing retention 



 

110 
 

rates of Black students in higher education. Black student retention programs, like 

AFAM, serve as a counter space that can facilitate student empowerment, resiliency, and 

connectedness (Greier-Reed et al., 2008).  

Any program that is attempting to address the retention of Black students should 

hire Black professionals that work with students to understand the needs of the Black 

students, including transfers, at their institution. As recommended by Ayana: 

I think the first thing is to realize we're here. We're not a small group anymore. 

Even if we were a small group, we still matter. We still have representation here. 

Having conversation with us and not forgetting about us is critical. Making time 

on your schedule to have a black transfer meeting, inviting us for office hours, or 

having something on the hill [Dormitories]…we're here and then having 

conversations about knowing what we need in order to survive and thrive here 

[university] is important...Every situation is different. You can't solve every 

problem. I don't believe you can solve every individual problem, but if you start 

with some of the larger themes, that's how you come down to helping more 

people in a shorter amount of time.   

Ayana’s recommendation speaks to the importance of institutions recognizing the 

students it serves. In Ayana’s example, even if the number of Black transfer students is 

small, recognizing that they exists is the first important step to supporting their success. 

Next, one way of recognizing that they exists is to ask them about their specific needs 

through forums or other spaces. Henry’s recommendation was very similar to Ayana’s, as 

he recommended: 
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to have a forum where you listen to the needs of the students, where you're 

checking in. I don't know if there's a representative for the black transfers or how 

the needs of this group are communicated with the administration. But just 

making sure you're in touch to those unique needs.”  

These conversations help institutions develop programs focused on addressing the 

retention needs of Black students. Such retention needs could include exposing students 

to resources at their campus, introducing students to Black stakeholders, including, staff, 

faculty and peers.  

There are several recommendations that are very specific to UCLA. The first 

recommendation is related to the financial needs of Black transfer students that were not 

fully met.  One of the participants shared that Black freshmen admits that were 

participants of the Vice Provost Initiative for Pre-College Scholars (VIPS), STP’s sister 

project for high schools students, receive a $5,000 scholarship every year for four years. 

Yet, this same financial award is not extended that financial support to Black transfers 

that are admitted to UCLA and are participants of STP/CCCP. If UCLA is truly 

committed to strengthening a transfer receptive culture, financial support in the form of a 

scholarship can help in supporting Black transfer student success (Jain et al., 2011).  To 

quote Henry, "You put your money where your mouth is."  

Furthermore, the UCLA Black Alumni Association has work to do. According to 

the focus group participants, there is no yield event dedicated to welcoming Black 

transfer admitted students to UCLA.  As a general rule any groups that organize events 

for freshmen admitted students should absolutely extend the same courtesy to transfer 

students. As a student leader, who found a student initiated transfer yield event for 
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admitted self-identified Chicanx/Latinx transfer students, it took four years to wake up 

and realize that as an organization we should welcome transfers just the same way as we 

did for freshmen. This was clearly an oversight, and perhaps not establishing a transfer 

scholarship and a transfer welcome dinner has also been an oversight from the UBAA.  

By extending their welcome to transfer student it will also benefit them in terms of 

recruitment of future members and better understand the unique needs of transfer 

students.  

There is no doubt that one of the strengths of the Summer Transfer Program was 

that it exposed students to academic and financial resource and equipped students with a 

“retention toolkit.” Participants of this study made use of the various resources available 

to them. However, perhaps one of the challenges of the program is that it does not 

prepare them to respond to the racism that they may encounter at the institution. When 

participants discussed the racism they experienced in some cases it was as if Black 

students were in a state of disbelief and had to disassociate with themselves. This was 

clear in Ayana’s case when she was in a state of shock and just walked out of the room 

after she experienced her racist incident during office hours. CCCP and STP should 

support the work of the Afrikan Student Union and the Black Bruin Transfer Success and 

work with them to collectively develop strategies on how to respond to racism in the 

form of micro and macro aggressions. This collective work will help each Black student 

understand that they have more shared experiences at UCLA than differences. It is the 

institution’s responsibility to understand the impact that racism has on the retention of 

underrepresented students of color on campus, and until institutions take responsibility 
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for this problem, the retention of students of color will continue to be negatively 

impacted.  

Implications for Policy 

The historical legacy of exclusion through policies like proposition 209, make it 

even more difficult to address the challenges of diversity and campus racial climate in the 

University of California, and more specifically top tier institutions such as the University 

of California Berkeley and University of California Los Angeles. The University of 

California Regents and the State of California need reconsider the intent of Proposition 

209. To reiterate, the purpose of Affirmative Action programs was to remedy past racial 

discriminatory practices within the educational system (Kaplan & Lee (2007). Yet, when 

we look at how the admission number of Black students to the University of California 

has remained stagnant, Proposition 209 is contributing to the inequality in educational 

access. As asserted by Hurtado, Jeffrey, Clayton-Pederson, & Allen (1999), the most 

important institutional changes that can address the negative campus racial climate need 

to happen at structural level.  Inadvertently, by increasing the number of excluded and 

underrepresented populations at the students, staff, faculty and administrative level 

university can address issues of diversity and campus racial climate.  

In addition to opening access to excluded populations as an indirect way of 

addressing the campus racial climate, Harper & Hurtado’s (2007) recommend that 

institutions must continually assess the campus racial climate. This will help institutions 

understand how underrepresented students are being marginalized and also help them 

develop plans of action that are going to result in more inclusive learning environments. 

This can help staff and faculty across campus understand how they perpetrate racism, and 

furthermore should be held accountable for their actions.  
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Aside from continuously assessing the campus racial climate, universities should 

consider establishing a Black Transfer Student Taskforce that can develop institutional 

policies that address the outreach and retention of Black transfer students. The Black 

Transfer Student Taskforce can convene various stakeholders across the institution and 

charge them with developing resources for Black transfer students. The taskforce can 

include representatives from various campus entities like Undergraduate Admission, 

Financial Aid, Transfer Center, and College Counseling. Stakeholders should also be 

represented by the various intersectional identities that Black transfer students represent, 

including non-traditional, parenting students, veterans, and former foster youth.  

The Black Transfer Student Taskforce can work to address one of the major 

institutional challenges addressed by participants, financial aid. The committee can take a 

careful look at policies that determine how financial aid packets are awarded and 

recommend more inclusive funding formulas that take into account the different financial 

circumstances of Black transfer students.  Additionally, the Black Transfer Student 

Taskforce can work on campus inclusion efforts. As Rashad recommended, “the 

administration…can do a better job of making, the Black community and Black transfer 

students in general feel a little bit more accepted in the community, because it's 

really…like we're the outsiders coming in.”  

At UCLA, administration is well aware that the admission of Black students at 

UCLA is a problem. This was made evident when the Chancellor agreed to hire an 

Admission officer that would focus on African American recruitment and promised 

funding for outreach programs (Tadimeti, 2015). However, not all outreach programs 

were funded and outreach to Black community college students was not even part of the 
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conversation. Furthermore, there was no promise that these hiring and funding efforts 

would be long term.  

While promising to hire one recruiter for the African American community is a 

Band-Aid solution for the more than two decade long problem of Black student 

admission, it is a start. However, as recognized by James, “I don't feel like we're [UCLA] 

supporting our Admissions Officers as we should. I feel like they're oftentimes 

overworked and underpaid,” so placing the burden of increasing the number of admitted 

Black students on one person is quite unfair. The university should hire one African 

America recruiter that can focus on the recruitment of Black transfer students and work 

with statewide organizations like UMOJA that help prepare Black community college 

students to transfer (Umoja Community Website, N.D). Along with the Black transfer 

recruiter, the university should commit to funding the Summer Transfer Program as there 

is no institutional funding earmarked for STP, consequently the size of the program is 

determined yearly based on the availability of funds.   

Implications for Further Research  

It is clear from the literature review that more research is needed in the area of 

retention of Black transfer students. Studies that look of the retention experiences, 

including the way in which Black students experience the campus racial climate, have 

focused on the “traditional” student. Yet, more research is need to better understand the 

experiences of non-traditional Black transfers students because it is important to 

recognize that Black transfer students are older and don’t fit the profile of the younger 

undergraduate student.  

I would also recommend further exploring how the Black transfer students 

experience campus racial climate at universities comparable to UCLA and at a larger 
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scale. This future study can also take into account how different genders experience the 

campus racial climate. One of the limitations of this study was that participants had all 

graduated from UCLA, but a future study needs to focus on understanding the 

experiences of Black transfer students that were academically dismissed or left the 

institutions by choice without completing the degree. This would give institutions a better 

understanding of how to support students not doing well academically and instead of 

placing the burden on the student, the institution can take responsibility for each student 

that leaves without a degree.  

Future research should focus on understanding why black students are 

experiencing racism inside of the institution more than any other group of students in 

higher education. Furthermore, future research should explore how Black students are 

experiencing the campus racial climate in this the current era. One of the findings of this 

study was that students experienced racial microaggressions, but I did not expand on how 

participants responded to the racial microaggressions and how the racism impacted their 

emotional and mental well-being, all of course having a direct impact on their academic 

success.   

One of the fears expressed by many of the participants was that UCLA was not 

for them. This fear was a result in the way that UCLA is marketed. So prior to 

participating in STP students felt that UCLA was unattainable. UCLA and other top tier 

institutions should research how their marketing negatively impacts underrepresented 

communities, as participants of this study perceived the institution as intimidating. 

Universities should conduct research to better understand how many qualified students of 



 

117 
 

color are not applying because of the intimidation factor, and should further understand 

how to better relate and target underrepresented students.  

Lastly, future research should focus on better understanding how transfer outreach 

programs prepare community college students succeed academically. This small study of 

ten participants only touched the surface on the notion that the retention of transfer 

students begins prior to transfer. Hence, a future study conducted on a larger scale can 

serve to encourage community colleges and four-year institutions to work together and 

help each other achieve their student success goals 

Limitations 

  As discussed in chapter three, there were several limitations. One of the main 

limitations of this study was that all participants had successfully graduated from UCLA. 

The narrative that is missing is that of the Black transfer student that did not finish 

UCLA. UCLA has outstanding retention rates, but it is not 100% graduation. There is 

still a small percentage of Black transfer students that are not graduating from UCLA and 

there experience is also important to understand in order to better understand how to 

support ALL Black transfer students.  

  Another limitation of this study was that only ten participants responded, and 

therefore there was no criteria for who was selected for this study. Based on the findings, 

I could not help but to think that the STP alumni that responded, did so because they feel 

a deep connection to the program, and that was evident even in the way that participants 

expressed themselves about CCCP. This is not to discount the ways in which CCCP staff 

have supported their students after transfer. However, there are STP students that do not 

connect with CCCP once they transfer and it would be interesting to hear why they did 

not connect with CCCP after transferring.  
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The time and location was another limitation of the study. Conducting a study in 

such a short period of time working full time was certainly a challenge. After receiving 

IRB approval at the end of February of 2018, it took two months to compile a list of all 

potential participants and then verify that they were eligible for the study. Once I sent out 

the invitation, there were three participants who are living out of state, which I decided to 

interview over the phone because I only had a total of ten participants confirmed for the 

study. The phone interviews were limiting because it was more difficult to connect with 

them due to distance. Even the timing of the focus group was a challenge. I tried to 

coordinate two focus groups but after discussion with the chair, I decided to schedule one 

focus group and sent out individual invitations. Of the ten invitations, only five 

participants responded and three confirmed.   

Conclusion 

There is no question about the important role that transfer outreach programs like 

STP plays retention and graduation of its participants. The Summer Transfer Program is 

of great value to Black transfer students because as Marcus described, STP equipped its 

participants with a “retention toolkit.” Once participants of STP transfer to UCLA, they 

had exposure the way the campus is situated and the resources available. Yet, the 

unfortunate reality is that while CCCP and STP is preparing their students to succeed 

academically, the university has a lot of work to create a more inclusive for Black 

students and transfer students. Ultimately, it is the institution’s responsibility to meet the 

retention needs of Black transfer students, and as such, the first step is to have a 

conversation about the retention of Black transfer students on campus.  
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What is clear in this study is that the biggest issue faced by Black transfers 

students is the negative campus racial climate. Racism is penetrated at every level of the 

institution and until institutional racism is addressed, the retention of Black transfer 

students will not be a smooth process. As a practitioner at UCLA, I was aware of some of 

the racism experienced by Black transfer students. However, it was not until after 

conducting this research that I realized that the high UCLA retention rates do not 

represent the narratives of the participants of this study and Black transfer students nor 

does it describe the injury that is sustained by Black transfer students at UCLA and its 

long term consequences. It does not speak to the racial injustices experienced by Black 

students and it does not speak to their resiliency. The narratives of each of the 

participants of this study did exactly what Duncan (2005) asserted, it documented the 

inequalities and triumphs experienced by participants, and hopefully will inspire change 

within the ivory tower.  
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Appendix A  

Invitation Email 

 

Dear UCLA STP Alumni,  

 

Claudia Salcedo, Administrative Coordinator of the Center for Community College 

Partnerships, is conducting a study on Retention Experiences of Black/African American 

Transfer students, as part of the requirements for the Ed.D. Degree in the doctoral 

program with an emphasis in community college.   

 

The purpose of this study is to examine the retention experiences of transfer 

students that participated in STP, transferred to UCLA and attained a Bachelor’s 

Degree. This study will aim to understand how the institution can better support 

Black/African American transfer students at UCLA.  

 

Claudia is looking for participants who: 

 Participated in CCCP’s Summer Transfer Program  

& 

 Recent graduates from UCLA (Class of 2012-2017) 

If you meet the study criteria and are interested in participating in this study, please 

contact Claudia directly via email at clauds09@gmail.com or by phone at (310) 413-

7636.Your participation in this study is voluntary and all of your responses will be kept 

confidential.  

Sincerely, 

  

Alfred Herrera, Assistant Vice Provost & Director 

Center for Community College Partnerships 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:clauds09@gmail.com
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Appendix B 

Data Collection Instruments 

Introduction Script  

  Welcome and thank you for your participation today.  My name is Claudia 

Salcedo and I am a doctoral student at California State University Northridge conducting 

a study in partial fulfillment of the requirements for the Educational Doctoral 

degree.  Thank you for agreeing to participate in this one-on-one interview that should 

last approximately 60 minutes. This interview will include several questions regarding 

your retention experiences at UCLA.  I would like your permission to tape record this 

interview, so that I may accurately document the information you convey.  If at any time 

during the interview you wish to discontinue the use of the recorder or the interview 

itself, please feel free to let me know.  All of your responses will remain 

confidential.  The purpose of this study is to better understand the experiences of Black 

transfer students that participated in a transfer outreach program 

 I would to take a moment to remind you of your written consent to participate in 

this study.  I am the principal investigator, specifying your participation in the research 

project: Retention Experiences of Black Transfer Students.  You and I have both signed 

and dated each copy, certifying that we agree to continue this interview.  You will receive 

one copy and I will keep the other under lock and key, separate from your reported 

responses. Thank you. 

 Your participation in this interview is voluntary.  If at any time you would like to 

stop or take, please do not hesitate and let me know.  You may also withdraw your 

participation at any time without consequence.  Do you have any questions or concerns 

before we begin?  Then with your permission we will begin the interview. 
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Interview Protocol 

OPENING 

1. Please tell me your name 

a. What year you were in STP? 

b. When did you transfer to UCLA and 

c.  what community college you transferred from 

d. Year that you graduated from UCLA and majors & minors?  

e. What are you currently doing? Profession/School 

INTRODUCTION 

2. How did you find out about CCCP/STP? 

3. Can you share your experience at community college prior to participating in STP 

(educational journey, transfer plans?) 

4. Can you share with me how your participation in Summer Transfer Program affected 

you while enrolled at your community college?  

5. Do you recall anything specific about the program when you transitioned back to the 

community college after that summer? 

TRANSITION 

6. Can you share with me your experience the day you found out you were admitted to 

UCLA? (Setting/reactions/feelings) 

KEY 

7. Think back to your first quarter at UCLA, were there any moments when you 

reflected back to your experience in the program in order to adjust/transition to 

UCLA? 

8. How was the transition process for you?   

9. How did your participation in STP affect your college experience after transferring? 

10. What knowledge did you gain during STP that you found beneficial after  

transferring? 

11. Are there any particular workshops/resources that stand out? 

12. Can you tell me about an instance where you experienced a challenge in a relation to 

being a Black transfer student? Can you walk me through it? 

13. Do you feel that you were supported by UCLA as a Black transfer student?. Why or 

why  

not?  

14. Did you form any relationships with your STP peers and if so did those 

relationship(s)  

continue once transferring to UCLA? 

15. What do you think helped you to get to graduation? What resources or services did 

you access? 

ENDING 

16. After graduating from UCLA, what recommendations would you give to future 

UCLA students that will help them graduate from UCLA? 

17. Any recommendations for UCLA administration in how they can support Black 

transfer  

students?  

18. Do you think that student retention begins once you transfer or before? If so, can you                     

      elaborate?  
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Focus Group Protocol 

1. Can you briefly introduce yourself, what your major was, what year you 

participated in STP, what year you graduated, and what you are doing now? 

 

2. What was the most memorable experience that you had during STP? 

 

3. What do you remember the most about your transfer journey from the 

community college to UCLA?  How, if at all, did you rely on other STP 

members during your journey? 

4. How, if at all, was your STP experience relevant after you transferred? 

 

5. What was the most challenging and the most rewarding thing about being a 

Black transfer student at UCLA? 

 

6. Community was one of the emerging themes from this study. Did you find this 

sustainable? If so, was it because you took initiative or was it or was it 

organized by the university?  

 

7. How did you individually process the Campus racial climate? Did being a part 

of a community help you process the campus racial climate? Can you describe 

what that process looked like? 

 

8. From your experience, was there a difference at between Black transfer students 

that went through STP and those that did not go through STP? Can you please 

elaborate? 

 

9. Can you describe what you would perceive to be the difference between Black 

freshman and Black transfer students at UCLA?  

 

10. Do you think that STP addresses the retention of Black transfer students? If yes, 

how so.  

 

11. What are some concluding thoughts you have about the state of Black transfers 

locally and nationally? 
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Appendix C 

 

Adult Consent Form  

California State University, Northridge 

CONSENT TO ACT AS A HUMAN RESEARCH PARTICIPANT 

Retention Experiences of Black/African American Transfer students  

You are being asked to participate in a research study. Retention Experiences of 

Black/African American Transfer students, a study conducted by Claudia Salcedo as part 

of the requirements for the Ed.D. degree in the doctoral program with an emphasis in 

community college. Participation in this study is completely voluntary.  Please read the 

information below and ask questions about anything that you do not understand before 

deciding if you want to participate.  A researcher listed below will be available to answer 

your questions. 

 

RESEARCH TEAM 

Researcher: 

Claudia Salcedo 

Department of Educational Leadership and Policy Studies 

18111 Nordhoff St. 

Northridge, CA 91330-8265 

818-677-2403 

Clauds09@gmail.com 

 

Faculty Advisor:  

Dimpal Jain, PhD 

Department of  Educational Leadership and Policy Studies 

18111 Nordhoff St. 

Northridge, CA 91330-8265 

818-677-7895 

Dimpal.jain@csun.edu 
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PURPOSE OF STUDY  

The purpose of this research study is to better understand the retention experiences of 

Black/African American transfer students that participated in a transfer retention 

program.    

SUBJECTS 

Inclusion Requirements 

You are eligible to participate in this study if you participated in the Summer Transfer 

Program sponsored by UCLA’s Center for Community College Partnerships, were 

admitted and enrolled, and graduated from UCLA in the last year.  

Exclusion Requirements 

You are not eligible to participate in this study if you are still enrolled at the site being 

studied.   

Time Commitment  

This study will involve approximately 60 to 90 minutes of your time over the course of 

this interview. Furthermore, the focus group will involve 90-120 minutes of your time.  

PROCEDURES 

The following procedures will occur:  You will be asked a series of questions during the 

interview. Your responses may prompt the researcher to ask follow up questions. After 

the interview, you may be asked to participate in focus group with other study 

participants.  

RISKS AND DISCOMFORTS  

The possible risks and/or discomforts associated with the procedures described in this 

study include mild emotional discomfort or embarrassment. In order to minimize risk, 

you may stop, skip or decline any questions that may cause emotional discomfort or 

embarrassment. This study involves no more than minimal risk.  There are no known 

harms or discomforts associated with this study beyond those encountered in normal 

daily life.  

BENEFITS 

Subject Benefits 

You may not directly benefit from participation in this study. 

Benefits to Others or Society 

Your participation in this study will help us better understand the retention experiences of 

Black/African transfer students that participate in Summer Transfer Program. Further, it 

will help us understand institutional conditions that support or hinder their retention.  
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ALTERNATIVES TO PARTICIPATION 

The only alternative to participation in this study is not to participate. 

COMPENSATION, COSTS AND REIMBURSEMENT  

Compensation for Participation  

You will not be paid for your participation in this research study. 

Costs  

There is no cost to you for participation in this study.  

Reimbursement  

You will not be reimbursed for any out of pocket expenses, such as parking or 

transportation fees.  

CONFIDENTIALITY 

Subject Identifiable Data  

All identifiable information that will be collected about you will be removed and replaced 

with a code.  A list linking the code and your identifiable information will be kept 

separate from the research data. 

Data Storage  

All research data will be stored on a laptop computer that is password protected. 

The audio recordings will also be stored in on a laptop computer that is password 

protected; then transcribed and erased at the end of the study.  

Data Access  

The researcher and chair of the dissertation committee named on the first page of this 

form will have access to your study records.  Any information derived from this research 

project that personally identifies you will not be voluntarily released or disclosed without 

your separate consent, except as specifically required by law. Publications and/or 

presentations that result from this study will not include identifiable information about 

you. 

Data Retention  

The researchers intend to keep the research data until the research is published and/or 

presented and then it will be destroyed. 

Mandated Reporting  

Under California law, the researcher is required to report known or reasonably suspected 

incidents of abuse or neglect of a child, dependent adult or elder, including, but not 
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limited to, physical, sexual, emotional, and financial abuse or neglect.  If any researcher 

has or is given such information, she may be required to report it to the authorities.  

IF YOU HAVE QUESTIONS 

If you have any comments, concerns, or questions regarding the conduct of this research 

please contact the research team listed on the first page of this form. 

If you have concerns or complaints about the research study, research team, or questions 

about your rights as a research participant, please contact Research and Sponsored 

Projects, 18111 Nordhoff Street, California State University, Northridge, Northridge, CA 

91330-8232, or phone 818-677-2901. 

VOLUNTARY PARTICIPATION STATEMENT 

You should not sign this form unless you have read it and been given a copy of it to keep.   

Participation in this study is voluntary.   

You may refuse to answer any question or discontinue your involvement at any time 

without penalty or loss of benefits to which you might otherwise be entitled.  Your 

decision will not affect your relationship with California State University, Northridge.  

Your signature below indicates that you have read the information in this consent form 

and have had a chance to ask any questions that you have about the study.   

I agree to participate in the study.  

For example:  

___ I agree to be audio recorded 

___ I do not wish to be audio recorded 

___ I agree to be video recorded   

___ I do not wish to be video recorded 

 

___________________________________________________ __________________ 

 Participant Signature        Date 

 

___________________________________________________ 

 Printed Name of Participant   

 

___________________________________________________ __________________ 

 Researcher Signature        Date 

 

___________________________________________________ 

Claudia Salcedo  

 


