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EXECUTIVE SUMMARY
This study examines the early impact of North Carolina’s revised
(2014) Comprehensive Articulation Agreement (CAA) – designed to ease

the transfer pathways between the North Carolina Community College System (NCCCS) and
the University of North Carolina (UNC) System – and its impact on Black, Latin*, and white
transfer students. We evaluated its effectiveness among racial/ethnic groups based on factors
such as students’ likelihood of completion, time to degree, and excess credits earned. Using a
Critical Policy Analysis, we examined a dataset of all students who transferred from an NCCCS
institution to a UNC System institution over the span of nine academic years. Findings from
the study show patterns of inequality that the revised CAA
appears to, at times, exacerbate.
While the policy is intended to assist all students with the
transfer process, our results show students of different racial/
ethnic groups appear to experience transfer differently.
The revised CAA increased time to baccalaureate degree
completion for all students, but the impact of the policy
was greater for Black and Latin* students – who took
approximately an additional semester to graduate,
disproportionately increasing their time to degree.
Additionally, while revised CAA decreased excess creditearning among white students, this benefit was not realized
among Black and Latin* students.

Future work
around the role
of the CAA
is necessary
to continue
optimizing
the transfer
landscape and
ensuring equitable
outcomes amongst
all students.

Based on previous research, we believe the omission of
equity goals and accountability measures pertaining to
students from historically marginalized racial/ethnic groups
in developing the revised CAA could contribute to these
students being underserved by their institutions of higher
education. These inequitable outcomes may also be due to informational barriers, as studies
have shown Black and Latin* students make far less use of advising resources compared
to white students. To correct these disparities, we recommend policymakers within the
NCCC and UNC Systems incorporate consideration for race/ethnicity when crafting policy
and include accountability measures that speak specifically to the success of students from
historically marginalized groups, as well as to consider the kinds of data needed to advance
the evaluation of policies like the CAA and enact policies that allow for its collection. In light
of the differences in student outcomes, future work around the role of the CAA is necessary
to continue optimizing the transfer landscape and ensuring equitable outcomes amongst all
students.
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INTRODUCTION
Upward economic mobility is closely tied to an individual’s ability to participate

in higher education, and the community college is often the choice of entry point for
individuals who want to attain a four-year degree but who cannot afford to begin college
at the university. Compared to other states, North Carolina ranks very low in measures of
upward economic mobility (where a child advances to a higher income bracket than their
parent) with all regions of the state measuring lower than the national average (JMBE, 2016).
These low measures are disproportionately found among historically underrepresented
racial/ethnic groups. Thus, “low mobility perpetuates existing distinctions between
socioeconomic classes and racial/ethnic groups, maintaining long standing inequities and
preventing [these] communities from building inclusive political, economic, and social
systems” (JMBE, 2016, p. 17). Upward economic mobility is closely tied to an individual’s
ability to participate in higher education, and the community college is often the choice of
entry point for individuals who want to attain a four-year degree but who cannot afford to
begin college at the university. Yet, among all students that start at the community college,
Black and Latin*1 students appear to experience significant barriers to transfer to a four-year
institution and are consequently less likely to earn baccalaureate degrees than are white
students (Hoachlander et al., 2003; Shapiro et al., 2018). These students tend to lose more
credits during the transfer process (Giani, 2019) and therefore accumulate greater numbers
of excess credits prior to graduation (Fink et al., 2018).
To address inefficiency in transfer, policymakers in many states have enacted statewide
articulation legislation, which structures transfer between two- and four-year institutions
(O’Meara et al., 2007). This study examines one such policy, North Carolina’s Comprehensive
Articulation Agreement (CAA), which was originally established in 1996 but underwent
legislatively-mandated revision in 2014. The revised version made significant modifications
to the existing articulation agreement between the North Carolina Community College
System (NCCCS) and the University of North Carolina (UNC) System. For students that earn
either the Associate in Arts (AA) or the Associate in Science (AS) degree, the revised CAA
guarantees junior status and the waiver of general education requirements at the accepting
UNC System transfer institution.
Furthermore, the revised CAA requires universities to publish and maintain baccalaureate
degree plans for transfer hopefuls and assures AA/AS-degree earners of admission into
at least one UNC System institution. This policy was designed to “optimize the transfer of
credits” (UNC System & NCCCS, 2014, p.1) resulting in less excess credit accumulation, a
decrease in time to degree, and, ultimately, an increase in the likelihood of baccalaureate
degree completion among students who transfer from the NCCCS to the UNC System. While
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agreements like the CAA are intended to ease the transfer process for students, research
on the efficacy of articulation agreements is mixed. Some studies indicate that policies
similar to the CAA were successful in decreasing the number of excess credits that
students earned at graduation (Baker, 2016) and in increasing baccalaureate degree
completion (Stern, 2016), while others have found that these policies increase time to
degree (Boatman & Soliz, 2018).
While useful in exploring the efficacy of articulation agreements in general, this body
of work does not consider the differential impact that articulation agreements can have
on students representing diverse racial/ethnic identities. Prior research on likelihood
of vertical transfer for different racial/ethnic groups indicates that Black and Latin*
students transfer at lower rates than their white and Asian peers (Shapiro et al., 2018).
This suggests that Black and Latin* students may face more barriers in the transfer
process. At the same time, rarely do articulation agreements
address the issue of disparate experiences that may be present
among different racial/ethnic groups, nor do they provide any
“This report
accountability measures to identify inequities in the process
is designed
(Chase et al., 2014). Accordingly, there is no specific mention
of racial/ethnic groups in the text of the legislation nor is race/
to provide
ethnicity addressed in any associated accountability measures
policymakers with
for North Carolina’s CAA. This report addresses whether
critical information
the impact of the CAA revisions on students’ likelihood of
completion, time to degree, and excess credits earned varies by
concerning the
racial/ethnic group.
While the CAA was implemented with the intention of
benefitting all students, we currently do not know whether
the policy has differing effects on certain groups of students
in the transfer process. Thus, this report is designed to provide
policymakers with critical information concerning the impact of
the CAA on important metrics of transfer success and whether
those metrics differ based on the student’s racial/ethnic
identity.

impact of the
CAA on important
metrics of transfer
success and
whether those
metrics differ
based on the
student’s racial/
ethnic identity.”

To determine how the revised CAA may have differentially
impacted historically underserved racial/ethnic groups, we
conducted a Critical Policy Analysis (CPA). CPA is useful for
identifying groups that benefit from the policy and groups that are
harmed by the policy. It also provides a framework for understanding
“the broader effect a given policy has on relationships of inequality
and privilege” (Diem et al., 2014, p. 843). It also can assist researchers,
policymakers, and practitioners in forming research questions, interpreting
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data, and providing suggestions for change (Heck, 2004). Lastly, CPA is helpful for identifying
“social or institutional perpetuation of systemic inequities in [policy] processes and outcomes”
(Stage, 2007, p. 10). In this study, we addressed the following three research questions:

1. Does the impact of the CAA on two-year baccalaureate
completion rates vary by race/ethnicity?
2. Does the impact of the CAA on time to baccalaureate degree
vary by race/ethnicity?
3. Does the impact of the CAA on excess credit accumulation at
baccalaureate degree completion vary by race/ethnicity?

DATA
To assess the impact of the revised CAA on students’ outcomes (i.e., baccalaureate degree
completion within two years of transferring, time to degree, and excess credits), we adopted a
difference-in-difference estimation strategy.2 In our analysis, we used data from AA/AS-degree
earners and students who transferred without either degree (e.g., those who transferred with
some other type of associate degree or those who transferred without any degree at all) to
estimate what would have happened to AA/AS-degree earners had the CAA not been revised.
The difference between this estimated outcome and the observed outcome is the impact of
the revised CAA.
We conducted our analyses on each racial/ethnic group individually. Data disaggregation
allows for each racial/ethnic group to be represented in its own right, which acknowledges
the historically uneven distribution of opportunities and resources among students from
different racial/ethnic backgrounds (Teranishi, 2007). We conducted separate analyses for each
of the following three racial/ethnic groups: Black, Latin*, and white. These students represent
the largest racial/ethnic demographic groups in North Carolina (US Census Bureau, 2019) and
were the groups for which we had ample data to conduct analyses.
The dataset we used in this study was provided by the UNC System Office. This dataset
spanned nine (9) academic years (2010-2011 to 2018-2019), and included all students who
transferred from an NCCCS institution to a UNC System institution during this time period
2

See a detailed explanation of the analytic approach in Appendix A.
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(N = 98,444). We took subsamples of this dataset to accommodate each student outcome.
First, we removed from our dataset any students who had earned only a diploma or a
certificate from the community college prior to transfer (N = 2,211). We excluded these
students because diplomas and certificates are typically not intended to facilitate transfer.
We kept those students who had earned any type of associate degree or no degree at all.
To analyze both time to degree and excess credits, we limited the dataset to include only
students who completed a baccalaureate degree during the years included in our study, as
these variables are only applicable to degree completers (Black N= 4,530, Latin* N = 2,296,
White N = 22,354). To evaluate two-year completion, we limited the dataset to academic years
2010-2011 to 2017-2018 to allow students two (2) years to complete a baccalaureate degree
after transfer (Black N = 4,373, Latin* = 2,183, White N = 22,359). It is important to note that,
because we do not have many years post-policy for this outcome in the dataset, the results
from these analyses represent the early impact of the CAA on two-year completion.

Table 1.
Outcome

Definition

Two-Year Post-transfer Baccalaureate
Completion

Either a student completed a
baccalaureate degree in two (2) years
or they did not.

Time to Degree: Semesters to
Graduation

Number of semesters between transfer
and graduation. (For the purpose of
this outcome, we counted summer
sessions as a single term.)

Excess Credits

Credits taken past the baccalaureate
degree minimum (120)3.

Table 1 provides definitions of our three outcomes. Descriptive statistics, which include
student demographic characteristics and information about the outcomes can be found in
Appendix B.
We chose to analyze the impact of the revised CAA at two points in time. First, we defined
policy implementation as occurring in Fall 2014, the first term that students were able to take
advantage of the revised CAA. To explore the potential for a delayed impact of the policy
(meaning that students took some time to take full advantage of the CAA revisions), we
duplicated this analysis to explore the impact of the policy in 2016. A delayed effect is very
possible for policies like the CAA, which require students both to obtain information about
the revisions and to alter their credential-seeking behavior accordingly. Thus, while students
were technically able to take advantage of the CAA revisions in Fall 2014, they were not
necessarily aware of the revisions prior to this term and thus may not have been able to take
full advantage of the CAA provisions until a later date.
3

Note that our difference-in-differences analyses use the log transformation of this variable to account for its skewed nature.
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To account for the influence of other factors that may influence a students’ completion
outcomes, we controlled for student demographic and academic variables in our models.
In particular, we included variables like gender, major, part-time enrollment status,
socioeconomic status, and high school course-taking. While we would have liked to
understand how these factors intersect with race/ethnicity as they relate to completion
outcomes, our sample sizes were too small to allow for these analyses.

RESULTS

Two-Year Post-transfer
Baccalaureate Completion
Our first outcome, which examined the role of the CAA in increasing or decreasing the
likelihood that a student would complete a baccalaureate degree within two years post
transfer, found that Black, Latin*, and white students were no more or no less likely to
graduate two years after transfer, regardless of whether policy implementation was
considered to have occurred in 2014 or 2016.4 Note that this analysis is limited to two-year
graduation rates because of the number of available years in the dataset.

Time to Degree
Overall, our analyses suggested that the CAA extended time to degree for all three racial/
ethnic groups. However, some discrepancies emerged regarding exactly how much the policy
extended students’ timelines to graduation. As demonstrated in Figure 1, Black AA/AS-degree
earning students who transferred in or after Fall 2014 spent, on average, three quarters
of a semester longer at the four-year university. Our analyses also indicated that, for Black
students, the effect of the CAA lessened over time, as those who entered in Fall 2016 or later
spent about a half of a semester longer enrolled at the four-year university.
Initially, in 2014, the effect of the policy was not as prevalent for Latin* students as it was
for Black students. Yet, unlike their Black peers, the effect of the CAA among Latin* students
became more pronounced over time. Our analysis with policy implementation in 2014
showed that, after the CAA revision, Latin* students spent no more nor no less time enrolled
at the four-year university. When we looked at Latin* students who entered the four-year
4

See Appendix C for a summary of these results.
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university in or after Fall 2016 our models suggested that these students enrolled three
quarters of a semester longer than their peers who did not transfer under the protections of
the CAA.
Finally, we observed that the impact of the policy on white students was not as pronounced
as it was for Black and Latin* students. White students who transferred in or after Fall 2014
spent one quarter of a semester longer enrolled at their four-year institution than they would
have had the CAA not been revised. Similar to what we observed among Latin* students, the
effect of the CAA became more pronounced over time. White students who entered in or after
Fall 2016 spent around one third of a semester longer enrolled at their four-year university.

Figure 1. Time to Degree
*
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*

Latin*

***

**
White

***
0

0.2

0.4
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0.8

Additional Semesters to Graduate
Note: +p<0.10 * p<0.05 ** p<0.01 *** p<0.001
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Excess Credits
As demonstrated in Figure 2, our analyses exploring excess credit accumulation among Black
students found that initial CAA implementation in 2014 exacerbated the amount of credits
students took past 120.5 Black students who transferred to a UNC system institution with an
AA or an AS degree during or after Fall 2014 earned 11% additional excess credits than they
would have earned had the CAA not been revised. The negative impact of the policy on Black
students became less pronounced over time, as we also found that these students earned no
more nor no fewer excess credits when we considered policy implementation in 2016.
Our analysis examining excess credit-earning among Latin* students indicated that
these students were unaffected by the CAA revision. Regardless of implementation date
(2014 or 2016), these students earned no more nor no fewer credits past 120 after policy
implementation. The same analysis for excess credit earning among white students suggests
that the policy had no effect on the amount of credits they earned upon graduation with
policy implementation in 2014. It appears that the policy may have had a delayed effect for
white students, as they earned 27% fewer excess credits, a positive outcome for students
from an efficiency perspective, when policy implementation was considered to be in 2016.

Figure 2. Excess Credit Accumulation

Excess Credits Past 120
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White
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Note: +p<0.10 * p<0.05 ** p<0.01 *** p<0.001
Findings that were not found to be statistically significant were excluded from this figure.
We used 120 credits as the cutoff point for our measure of excess credits since it is the standard minimum of credits required for a
baccalaureate degree. In January 2018, The UNC Board of Governors formally amended the UNC System Policy Manual to ensure all
baccalaureate degrees required no more than 120 credits except under compelling circumstances approved by an institution’s board of
trustees - https://www.northcarolina.edu/apps//bog/doc.php?id=60520&code=bog.
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DISCUSSION
Our results speak to patterns of inequality that the revised CAA appears to perpetuate, if not
exacerbate (Diem et al., 2014). Like many similar policies, the CAA is race-blind, meaning that
neither racial equity goals nor accountability measures are explicitly mentioned in the policy
(Chase et al. 2014). While the policy is intended to assist all students with the transfer process,
our results offer an alternative perspective. Rather, students of different racial/ethnic groups
appear to experience transfer differently, even after the revised CAA. Similar to findings of
previous research on other educational policies (e.g., Kosiewicz & Ngo, 2020), our results
indicate that the opportunities for academic success that students derive through transfer
to a four-year institution are not equitably distributed. Key findings of our study include the
following:

1. The revised CAA increased time to baccalaureate degree
completion for all students, but the impact of the policy
was greater for Black and Latin* students. In practice, this
means that Black and Latin* students took approximately an
additional semester to graduate, disproportionately increasing
their time to degree.
2. The revised CAA decreased excess credit-earning among
white students, suggesting a reduction in the amount that a
student pays to earn a baccalaureate degree. However, this
benefit was not realized among Black and Latin* students,
and the policy even increased excess credit-earning among
Black students, thus potentially increasing their cost of
degree.

In light of our findings, it is important to ask why we observed these differential impacts
of the CAA on the outcomes of students of different racial/ethnic identities. Although our
research does not provide evidence for why the effects of the policy are different for different
racial/ethnic groups, we suggest some possibilities based on previous research. First, as
mentioned, the CAA was not intentionally designed with the specific needs of historically
marginalized students in mind. The omission of equity goals and accountability measures
pertaining to students from historically marginalized racial/ethnic groups could well mean
that these students will continue to be underserved by their institutions of higher education.

NC State Belk Center for Community College Leadership and Research - DIFFERENTIAL IMPACTS OF NC’S REVISED CAA

11

Next, it is possible that the inequitable outcomes we have observed are due to informational
barriers. Policies such as the CAA rely on adequate relaying of information to students so that
the policy can be effectively implemented (Dynarski & Scott-Clayton, 2006; Perna, 2006). That
is, students cannot benefit from the CAA if they are unaware of the policy or the steps they
need to take to access its benefits. Differential access to informational resources, especially
through advising and Internet access, offers a possible explanation for our findings. Previous
research suggests that white students historically receive more advising in community
college transfer programs compared to Black students (Herndon et al., 1996). Orozco (2010)
found that Black and Latin* students make far less use of advising resources compared to
white students, perhaps due to a lack of long-term or established relationships with advising
staff. Other research has found that advisors’ perspectives of student potential vary along
racial/ethnic lines, benefitting white students (Kim & Yeh, 2002; Maldonado, 2019). Advising
represents one pathway through which information about the CAA is communicated to
students and thus suggests one potential explanation for the differential impact of the policy
on white students on the one hand, and Black and Latin* students, on the other.
Another way that students can access information about the CAA is through the Internet,
where baccalaureate degree plans are published by each UNC System institution. Recent
estimates from Carolina Demography (2018) indicate that, in North Carolina, 16% of white
households lacked access to the Internet, while this was true of 29% of Black households
and 27% of Latin* households. Research in public policy suggests that differential access to
the Internet and other digital communications has significant implications for historically
marginalized communities regarding if and how they are able to take advantage of the
benefits of policy (Brown et al., 2020). This differential access to the Internet could be another
potential explanation for our findings, since students need to be able to rely on the Internet
to access information about the CAA.

We see three main implications of our work for North Carolina
policymakers within the NCCC and UNC Systems:
»» Incorporate consideration for race/ethnicity when crafting policy. Not all
racial/ethnic groups have the same needs when it comes to transfer success. Future
revisions to the CAA should consider the provision of additional resources intended
to support different groups of students, such as funding for additional advising for
students representing historically marginalized racial/ethnic groups. While this report
has highlighted what Bensimon (2020) calls the “racist outcomes” (p. 7) of educational
policy, explicit mention of race as well as inclusion of race-conscious solutions in policy
can go a long way toward addressing long-standing racial/ethnic inequality in our
educational system.
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»» Include accountability measures that speak specifically to the success of
students from historically marginalized groups, thereby raising awareness of
the different educational experiences that these students have in our higher education
systems and encouraging community colleges and universities to take steps towards
addressing them. Existing state policies around performance funding often contain
metrics and indicators that speak to the success of students in certain historically
minoritized groups, which may serve as examples for other state policies. For example,
in Tennessee and Ohio, performance-based funding is awarded in part based on the
graduation rates of students of color (Li, 2019). The state of Tennessee also includes
a clause in the state board code regarding responsibility for equity, diversity, and
inclusion (TBR, 2020).
»» Consider the kinds of data needed to advance the evaluation of policies like
the CAA and enact policies that allow for its collection. While the research
in this report drew from a rich dataset from the UNC System Office, we are unable to
speak to many factors in students’ community college environments that may have
impacted their transfer success, such as their engagement with advisors or particular
coursework prior to transfer. The ability to follow transfer students as they move
from institution to institution within a single dataset would allow us to advance our
understanding of transfer student success.

NEXT STEPS & FUTURE DIRECTIONS
Additional institutional supports may go a long way in addressing the inequitable outcomes
that we observed in our study. In sum, while our results suggest that the CAA has differential
effects among community college transfer students along racial/ethnic lines, there are steps
that policymakers can take to address long-standing inequities among transfer students
in North Carolina. Below we included a series of questions for leaders within the state to
consider as the revision of the CAA comes up on having been in place for seven years. These
questions are designed to facilitate to discussion around the future of the policy given the
findings of this study and larger conversations around transfer student success that are
currently underway.

Questions for Policymakers and System Leaders to Consider:
1. Is it time to consider another significant revision to the North Carolina CAA? If so,
how can equity goals and accountability measures be included in the next iteration
of this important transfer policy?
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2. How could state performance measures for both NCCCS and UNC System institutions
be structured to reward growth in decreasing the transfer equity gaps between
different populations of students?
3. What data would be useful to collect to assist with understanding how well the CAA
is working and whether different populations of students have equitable experiences
with transfer?
4. How could the two systems of higher education in North Carolina -- the NCCCS and
the UNC System -- collaborate in sharing data to allow for a deeper, richer analysis of
the transfer process as students move between the two systems? What technological
systems could be implemented to assist with this process?
Future work around the role of the CAA is necessary to continue optimizing the transfer
landscape and ensuring equitable outcomes. The differences in student outcomes are evident,
however the reasons why these disparities continue is unclear. We recommend opportunities
to engage students, particularly those from historical marginalized groups, in interviews
and focus groups about their experience transferring under the CAA to build a deeper
understanding of the challenges they are facing and the ways institutions, both community
colleges and UNC system institutions, can support their pathway to a baccalaureate degree.
By understanding the unique circumstances that different racial/ethnic groups of students
face, policymakers and practitioners can leverage culturally relevant strategies and metrics to
promote their success. While the CAA is one of many policies governing transfer in the state, its
large reach across both systems and multiple degree pathways suggests that it can serve as an
important lever to promoting equity.
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APPENDIX A:
Difference-in-Differences Analysis
In quantitative evaluations of policies or programs, researchers seek to understand the effects of
an intervention (in our case, the CAA revision) on an outcome or series of outcomes (in our case,
two-year baccalaureate degree completion, time to degree, and excess credit accumulation).
To understand the true effects of the intervention, researchers are tasked with separating out
the influence of other factors from the effect of interest (in our case, the CAA revision) on the
outcomes of interest. One way to separate out the effects of other factors from the true effects of
the intervention is through random assignment of individuals (students, in our case) to treatment
and control groups (i.e., some students would, at random, be covered by the protections of the
CAA while others would not). This would ensure that the makeup of the treatment and control
groups are similar, which allows the researcher to isolate the effect of the intervention without
concern that the composition of the groups will mask the treatment effect.
Random assignment to treatment and control groups in this study was not possible or, for
that matter, ethical; therefore, we utilized a difference-in-differences (DID) analytic approach,
which offers us a way to estimate what would have happened to our treatment group (students
who benefitted from the CAA) had the CAA not been implemented (Khandker et al., 2010).
DID compares the treatment and control groups before and after policy implementation by
subtracting the difference in the treatment group outcome variable (denoted by t) from the
control group outcome variable (denoted by c), before (denoted by 0) and after (denoted by 1)
the intervention, as in the following equation:

Assuming that differences between the groups are stable over time, this calculation isolates
the effect of the intervention on the treated groups (Murnane & Willett, 2011). In other words,
this analytic approach uses the control group to estimate what would have happened to
the treatment group in the absence of treatment. It relies on control group data to create a
counterfactual scenario wherein policy implementation did not happen. Below is a graphical
representation of DID, using excess credit accumulation as an example. The dotted black vertical
line denotes the revised CAA policy implementation date, the red line represents credits at
graduation for those with AA or AS degrees, and the gray line represents credits for those
without either degree. The dotted red line represents the treatment groups’ credits earned at
graduation had the CAA not been revised, and the solid red line shows their actual credits earned.
The difference between the dotted and solid red lines is the effect of the CAA on excess credit
accumulation.
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A primary assumption of DID is that both the treatment and the control groups follow parallel
trends on outcomes over time (in our case, degree completion, time to degree, and excess
credit accumulation) prior to policy implementation. Researchers usually check this assumption
by plotting outcomes for the treatment and the control groups over time before policy
implementation. Generally speaking, visual inspection indicated that this assumption was met for
this study. Please see Worsham et al. (2021) for figures of these plots and additional information
about our assumption checking.
Our DID estimates, summarized in the main content of this report, are the results that speak to
the impact of the revised CAA. Our study used regression to estimate our DID models so that
we could incorporate control variables, namely a students’ race/ethnicity and gender, whether
a student transferred from a rural community college, whether a student received a federal Pell
Grant, whether a student majored in a STEM field, whether a student earned AP or IB credits in high
school, whether a student was ever enrolled part-time, and a student’s number of changes in their
declared major. Our regression models took the following form:

where
represents our outcomes (baccalaureate degree completion, time to degree, and
excess credit accumulation) for student i following transfer pathway s during semester t. The
coefficient
on the
interaction term estimates the effect of CAA implementation
for those students who transferred from a NCCCS institution with an AA or an AS transfer degree.
represents student-level covariates, and
are transfer pathway fixed effects. Our models
clustered standard errors at the four-year institution level.
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APPENDIX B:
Descriptive Statistics
Variable

Black

Latin*

White

Two-Year Graduation
Rate

26%

32%

36%

Average Semesters to
Graduation

8.5

7.79

7.6

138

136

138

18%

18%

28%

Received Pell Grant

78%

75%

53%

Female

64%

57%

55%

STEM Major

11%

18%

19%

Enrolled in AP/IB

6%

13%

10%

Part-Time

60%

57%

55%

Number of Changes in
Major

1.4

1.4

1.3

Hours Transferred to
Four-Year Institution

59

61

63

4,372

2,183

22,359

Average Credits at
Graduation

Transferred from Rural
Community College6

N

We utilized the U.S. Census Bureau three category locale designation: mostly urban, mostly rural, and completely rural. Per the Bureau,
“counties with less than 50 percent of the population living in rural areas are classified as mostly urban; 50 to 99.9 percent are classified as
mostly rural; 100 percent rural are classified as completely rural” (U.S. Census Bureau, 2010).

6
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APPENDIX C:
Regression Results Summary
Outcome

Black

Latin*

White

Policy in 2014

-0.03

0.01

0.03

Policy in 2016

0.01

-0.02

0.04

Policy in 2014

0.79*

0.38

0.25**

Policy in 2016

0.52*

0.74***

0.34***

Policy in 2014

0.11+

0.06

-0.12

Policy in 2016

-0.04

-0.25

-0.27***

Graduated in
Two Years

Time to
Graduation

Excess Credits

Note:+p<0.10 * p<0.05 ** p<0.01 *** p<0.001. Standard errors clustered at the four-year institution.
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