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ABSTRACT
Higher education has experienced an unprecedented growth in the number of
Latino/Hispanic students. Unfortunately as the literature has revealed, many institutions
have not had success in serving this population. By all accounts Hispanics are the
youngest and fastest growing population in the United States enrolling in college.
However, they have the lowest educational attainment levels in the nation.
New population growth is beginning to sprawl into geographic areas unfamiliar
with serving this minority population. In just a few short years demographic changes are
forecast to forever impact the landscape of colleges across the country: Hispanic-serving
institutions will be at the forefront of American higher education. At present, colleges are
not sufficiently prepared to meet the needs of its future students.
The purpose of this case study was to provide a detailed analysis of a single case,
Miami Dade College West Campus. Through an information-rich case study, this
researcher set out to examine how Miami Dade College West Campus could serve as a
new model for effective Hispanic-serving institutions. Sources of evidence used for the
analysis included interviews with members of the dominant coalition involved in
planning the campus and document analysis with a particular focus on the strategic
planning process.
The findings of the case study identified certain themes as central to Miami Dade
College West Campus’s effectiveness in serving Hispanic students. First, findings
indicated a predominant student-centered institutional culture. Second, the campus
developed a strong campus-community interdependence that mutually supported growth
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and success. Findings also suggested a comprehensive approach to racial and ethnic
diversity across campus. Finally, as is supported in the literature, institutional leadership
was an integral component of the institution’s ability to effectively educate Latino
students.
The implications of this research can provide guidance and support to institutions
as national demographic shifts will demand the need for quality, focused information on
Hispanic-serving institutions.
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CHAPTER 1:
INTRODUCTION
Statement of the Problem
Education in America has been and will continue to be affected by demographic,
cultural, economic, and political shifts. Often, society focuses its attention on problems in
the K-12 sector, but in this postindustrial, information-age society, American higher
education also warrants scrutiny. For social, cultural, political, intellectual, and
technological reasons, now more than ever, postsecondary education is a necessity.
Indisputably, K-12 education and educators have had to fine tune objectives and
processes in order to meet the needs of their changing students. Colleges and universities
can be expected to do the same.
Higher education has experienced an unprecedented growth in the number of
racial and ethnic minority students. Just about one fourth of all postsecondary students
are minorities (O’Brien & Zudak, 1998; Hispanic Association of Colleges and
Universities [HACU], 2002). Unfortunately, as the literature has revealed, many
institutions have not had success in serving these populations. Minority students have
been found to have lower degree attainment rates and encounter considerably more
stresses with respect to financial aid and institutional engagement than their white
counterparts.
Over the course of American history, institutions have periodically evolved to
provide educational opportunities for mainly underserved and underrepresented minority
groups. Institutions that primarily serve minority populations are very few but are known
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collectively as minority-serving institutions (MSIs). As a result of the population growth
and expansion of minorities in this country, as well as cultural and political shifts, MSIs
have experienced a resurgence in both enrollment and importance (Merisotis & O’Brien,
1998; Planty et al., 2008).
Currently, three types of MSIs provide access to historically underserved
populations. The oldest of these is the historically black college and university (HBCU).
These have been in existence for over 150 years and represent only 3% of all
postsecondary institutions. The tribal college has been in formal existence for almost 35
years. Tribal colleges comprise only 1% of all postsecondary institutions but serve what
is widely considered the most underserved population in America—the American Indian
and Alaska Native. The last and youngest of all MSIs is the Hispanic-serving institution
(HSI). This is also the fastest growing: by 2002, with a little over 15 years in existence as
a formal group, HSIs had come to represent over 5% of all postsecondary institutions
(Harvey, 2001 HACU, 2002; American Indian Higher Education Consortium & The
Institute for Higher Education, 1999).
As noted by Laden (2001a), HSIs “play a key but still largely unrecognized role
in the higher educational attainment of Hispanics” (p. 73). Now that role is knocking at
the door of American higher education, as the number of HSIs is rapidly growing and
projections for new HSIs continue to burgeon. More recently, according to the Hispanic
Association of College and Universities, at the close of 2006 there were nearly 270
institutions that met the HSI federal enrollment criterion; together, they enrolled just over
1 million Hispanic students.
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Hispanics are the fastest-growing ethnic group in this country and are expected to
be the majority-minority within the next decade. Much of their expansion continues to be
in the same areas—sociologically familiar and comforting cities and towns. As a result,
the Southwest, California, Texas, pockets of the Midwest, New York, New Jersey, and
Florida continue to experience the swelling of this population. Almost half of the nation’s
Hispanics live in California and Texas. However, early indications of new migratory
patterns reveal that Hispanics will soon be emerging in new areas and states (HACU,
2002; Laden, 2001a). These projections must lead to an increased awareness of the
potential impact that institutions such as HSIs can have on our society in the near future.
As stated by Merisotis, “An increased understanding of minority-serving institutions and
of their roles in educating underserved populations is important as the nation’s
demographic profile becomes increasingly diverse” (Merisotis & O’Brien, 1998, p. 1).
In just a few short years, these demographic changes are forecast to forever
impact the landscape of colleges across the country. HSIs will be at the forefront of
American higher education. At present, many colleges are not sufficiently aware and/or
prepared to meet the needs of its future Hispanic students. This assertion was originally
supported by the findings of the President’s Advisory Commission on Educational
Excellence for Hispanic Americans (1996):
Hispanic Americans have a central and indispensable role to play in shaping a
prosperous future for the United States. The extent to which federal and state
educational leadership, policy, and resources are devoted to the empowerment of
Hispanic Americans to enhance the knowledge and skills necessary to meet the
challenges of today and the future will directly influence the quality of that
contribution. By not utilizing all of the human capital available to it, the nation is
not benefiting from (is indeed, ignoring) the full intellectual, moral, and spiritual
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strengths of a major segment of the American population. (from Introductory
letter to the U.S. Secretary of Education)
This has been validated numerous times since then and as recently as 2008 in Santiago’s
Excelencia in Education report, Modeling HSIs, which noted, “As the Latino population
in the United States continues to grow, access and success in higher education for this
group are paramount for the economic competitiveness of the nation” (p. 20).
In November 2003, the Chronicle of Higher Education published a discussion
entitled “Educating the Largest Minority Group,” whereby experts shared their various
concerns with respect to the education of Hispanics (Chavez, Madrid, Olivas, Rendon,
Suro, & Yzaguire, 2003). As stated by Roberto Suro, former director of the Pew Hispanic
Center, during this conversation, “Colleges will have to do a much better job than they
have in the past helping Hispanic undergraduates balance academic, work, and family
responsibilities.” This is a direct observation from the history of Hispanics in higher
education. Hispanics tend to enroll in colleges geographically closer to their homes,
typically community colleges or commuter colleges, and balance a greater family
responsibility and workload than other traditional college-aged students. The colleges
they attend are likely to serve more of the underserved; furthermore, they are the most
likely to be underfunded while serving the students who are least prepared.
By all accounts, Hispanics are the youngest and fastest-growing population in the
United States enrolling in college. However, they have the lowest educational attainment
levels in the nation. According to the U.S. Department of Education’s report, The
Condition of Education 2008 (Planty et al., 2008), the nation’s colleges are indeed
experiencing high enrollment rates and even more diverse student bodies. This would
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usually be a celebratory opening data point; however, according to the report, Hispanics
as a group have shown the least educational progress compared with other minorities:
Despite the growing diversity at colleges, however, the nation’s minority
populations continue to face major educational obstacles. . . . Compared with
other minority groups, Hispanic students remain underrepresented in colleges and
universities, largely because many of them are immigrants who have poor English
skills and attend school in low-income areas. (Schmidt, 2008)
In his summation of the report, Schmidt (2008) noted, “As of 2007, just 34 percent of the
nation’s Hispanic population in the 25-to-29 age bracket had completed some college as
of 2007. This compares to the 66 percent of White and 50 percent of Black students in the
same age group.” The report also cautioned that now almost 20% of all public school
students were Hispanic, but as stated earlier, they attend the impoverished schools—often
struggling themselves within their communities. In addition, confounding language
barriers often impede Hispanic students’ academic achievement, since for many English
is a second language. Not only is there a cause for concern, but action should be taken to
address future inadequacies, as noted by the demographics in public schools.
As with colleges serving the Native American and black populations, HSIs have
only been sporadically effective. According to Santiago (2008), “The low rates of degree
attainment by Latino college students show it is essential to not only enroll Latinos, but
also to improve Latino student postsecondary achievement” (p. 5). However, with the
burgeoning population of Hispanics, it is expected that the number of institutions that
serve Hispanics will increase dramatically, including in new geographic areas. As a
result, more colleges are expected to meet the definition of HSI within the next decade.
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HSIs are identified by Hispanic enrollment, not by mission to serve Hispanics.
They do not have the institutional mission to help form their infrastructure or
organizational structure or strategic planning initiatives, as did the tribal colleges and
HBCUs. As a result, simply increasing the number of HSIs is not necessarily going to
improve the education of Hispanics. While the HSI designation can lead to grant funding
for special projects or initiatives, that alone is not enough. The ultimate success of these
institutions will be determined by their ability to serve their students educationally and
culturally.
How will success be achieved or measured? Will these institutions be able to
improve the education of Hispanic students long after funding for specific grants has
dissipated? How can institutions come to “embrace” the essence of an HSI, without the
benefits that are derived or provided to historically mission-driven institutions? To date,
research has not provided a clearly established profile of an effective HSI. What should
an HSI look like? What information can we provide to institutions that have begun or will
begin to serve larger numbers of Hispanics? The difficulty in addressing such openended, value-driven questions at a national level should be self-evident to those who work
in education. The current literature—in higher education and educational effectiveness or
quality—is often inconsistent and incongruent. For these reasons, this researcher chose a
single case study design to attempt to provide tangible evidence that can give clarity to
this situation, address the issues previously raised, and provide direction to other and
future HSIs.
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Purpose of the Study
The purpose of this study was to provide a detailed analysis of a single case,
Miami Dade College West Campus. This campus is the newest campus within Miami
Dade College, an institution that has been an HSI since inception of the federal
designation. Through an information-rich case study, this researcher attempted to
examine key strategies that have enabled Miami Dade College to successfully transition
from an institution with a label of “minority-serving” to an institution whose very core
embodies the essence of the HSI. Specifically, this detailed analysis focused on particular
strategies used in the development of its most recent campus, West Campus. Fundamental
to understanding “what works” for Hispanic students is to understand what it means to
educate Hispanic students.
This study was based on the premise that Miami Dade College exemplifies those
traits that are necessary to become effective at educating Hispanic students. This
researcher posited that through the development of its West Campus, Miami Dade
College can serve as an exemplary case study to other institutions that will, in the near
future, be facing the demands that Miami Dade College has already confronted. Miami
Dade College has been able to transform itself successfully over the course of its growth
in South Florida. The success permeates the various areas that encompass the
institution—such as academic administration, student services, business affairs, finance
and budgeting, and institutional research. This researcher believes that if Miami Dade
College truly has come to embody and embrace the essence of an HSI, then this should
be apparent within the planning, policies, and practices that have been and continue to be
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used to guide, foster, and develop the creation and establishment of its newest campus,
West Campus. A fundamental explanation has been articulated quite eloquently by
Deborah Santiago, vice president for policy and research, at Excelencia in Education
(2008), “The category of HSIs was created on the theory that a critical mass of
individuals from a group—in this case Latinos—influences organizational change at
institutions of higher education to address this mass.” This is a critical assumption and
provides an independent validation for the selection of Miami Dade College.
The following research questions guided this study:
•

Is Miami Dade College West Campus a new model for an effective HSI?
¾ What aspects of the planning, design, and assessment of Miami Dade
College’s West Campus have/have not incorporated best practices of HSIs?
¾ What formal and/or informal policies play a role in supporting the HSI
initiative?
¾ Have these initiatives translated themselves into policies, processes, or
practices?
¾ What role has/does leadership play in guiding and supporting this
commitment?
¾ What constitutes an example of the institution’s greatest commitment to this
initiative?
This study and the research questions were defined by this researcher’s interest in

the topic of minority students in higher education, MSIs, and the interaction of higher
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education policy and practices. The detailed methods for this study are explained in
chapter 3.
Significance of the Study
There is always a compelling reason to study potential improvement in higher
education. Any research study that attempts to further delineate, understand, and/or
improve higher education has its own merit. However, long-established research has yet
to come to a complete understanding and definition of what constitutes successful higher
education practices. Often institutions and researchers will look at myriad variables such
as retention rates, degree completion rates, student satisfaction data, and/or external
research funding, to name only a few. All of these units of analysis are important and
carry their value in higher education.
This study is significant because it attempted to further define and delineate some
of the tangible policies and procedures that can be attributable to the success and
effectiveness of a mission-specific institution in American higher education. This
delineation should provide insight that higher education significantly needs. As noted by
Santiago (2008), “Higher education must confront the question of who is well served by
current practices and who is not” (p. 20). Any light that can be shed on what has been
successful with a specific situation and set of policies and procedures will at the very
least help us to understand Miami Dade College West Campus better. As a campus that is
part of a college that is the grantor of the greatest number of degrees to Hispanic students
in the country, and to minority students in general, understanding this campus can only
serve to help the institution and the population it will continue to serve. For clarification,
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however, this research did not measure the success of Miami Dade College West
Campus; nor was that its intent. The significance of Miami Dade College West Campus
lies in the uniqueness of this campus’ institutional culture, and its ability to continue the
tradition of education amongst and within diversity that is synonymous with Miami Dade
College.
This study is also significant because although this research may not be
generalizable in the traditional empirical sense, there may be portions or sections that
other institutions that are new to serving minority students may find holistically
informative and valid. In light of national demographic shifts, the need for quality,
focused information on HSIs will increase. The new population growth is beginning to
sprawl into geographic areas unfamiliar with serving a minority population. This fact was
substantiated by Diana Natalicio, president of The University of Texas at El Paso: “To be
an HSI is to be at the forefront of change in higher education because of the shift in
demographics. We have an opportunity to be trendsetters in areas we’re not historically
known for” (Santiago, 2008, p. 5).
More particularly, the significance of studying Miami Dade College West
Campus is that the campus stems from the college and the college has proven itself to be
an institution whose transformative growth began decades before that of other HSIs. Due
to political shifts in the Caribbean and then Latin America, South Florida had no choice
but to address fundamental issues of a burgeoning minority population growth. Currently
the country is facing shifts in immigration and migratory patterns that will affect the
constituency of higher education in institutions that are ill-suited to meet their needs.
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Miami Dade College was the institution that heralded the commitment to its new and
different community within the postsecondary sector. With the design and
implementation of its West Campus, it continues to reaffirm this commitment to Hispanic
students. Other institutions and communities can learn from its story.
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CHAPTER 2:
REVIEW OF THE LITERATURE
The contents of the review of related literature were based on three premises.
First, lessons must be learned from the experiences of other minority-serving institutions,
both their successes and failures. Therefore, a review of the history of the historically
black college and university (HBCU) and the tribal college experience is necessary.
Second, a review of the short history of the Hispanic-serving institution (HSI), including
its inception, is critical for understanding the current environment of the HSI within
American higher education. From its history we will be able to more critically discuss the
future of HSIs and how these colleges can be more effective at educating Hispanic
students. Third, the research literature on institutional and organizational effectiveness
and strategic planning for public and nonprofit organizations provides a useful theoretical
framework for this case study.
Historically Black Colleges and Universities
HBCUs have been established throughout America’s history to serve the principal
mission of the education of black Americans. HBCUs have existed since the 1830s,
although their history and survival have often been considered tenuous. Regardless, it is
undisputable that HBCUs have succeeded in educating black Americans and contributing
to this nation’s effort to achieve equal opportunity for blacks. Today, just over 100
institutions continue to serve their central purpose—awarding almost one third of all
baccalaureate degrees awarded to black Americans (see Appendix A). In 1998, total
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enrollment for HBCUs was over 270,000, of which 164,720 were women (National
Center for Education Statistics, 2001).
HBCUs were not founded as a group. They were founded one by one through the
work of private, philanthropic, and religious organizations attempting to overcome the
effects of a divided nation. “The effort emerged at first largely out of the interests of
private groups—the black communities, philanthropists, freedmen’s societies and
Northern-based churches” (American Association of State Colleges and Universities,
1988, p. 46). As noted by Redd (1998), “The first HBCUs, however, were found in the
pre-Civil War years. The Institute for Colored Youth (later named Cheyney State
University) was founded in Pennsylvania in 1837” (p. 34). Between this historic event
and the Civil War, a few sporadic institutions were founded throughout the northern
states. It was not until after the Civil War when almost 4 million slaves were freed that
the establishment of HBCUs became more prevalent. “The postwar federal policy of
reconstruction included efforts to provide for the welfare of these blacks” (Wolanin,
1998, p. 18).
One prominent organization in establishing institutions to educate these newly
freed slaves in the southern and border states was the Freedmen’s Bureau. “The
Freedmen’s Bureau helped to establish several colleges, including Howard University
(Washington, DC), Atlanta University (GA—now Clark Atlanta U), St. Augustine’s
College (NC), Fisk University (TN) and Johnson C. Smith University (NC)” (Redd,
1998, p. 34). Its most notable institution was Howard University, founded in 1867. These
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first HBCUs were all private, nonprofit institutions, funded without any government
support.
The passage of federal law is what began the public support of black colleges.
“The National Land-Grant Colleges Act of 1862, or the First Morrill Act established
Alcorn Agricultural and Mechanical College (later renamed Alcorn State University)
founded in Mississippi in 1871” (Redd, 1998, p. 34). The First and Second Morrill Acts
supported the creation of land grant colleges across the country. In the southern and
border states, where the newly freed slaves were not truly embraced, a dual system of
higher education was created. A total of 19 states, rather than accept blacks into their
flagship institutions, created separate schools under the auspices of ‘separate but equal’
(see Appendix B). As Wolanin (1998) surmised, “During the Senate debate on the
Second Morrill Act, senators from southern states assured their colleagues that ‘the states
can be trusted to be fair,’ but they never were. Under the Second Morrill Act, seventeen
black land grant colleges were created” (p. 20). Along with the few colleges that were
already established, their creation was the beginning of the educational cohort now
known as HBCUs.
State support for HBCUs was as limited as the states could get away with. The
majority of states never complied with the true spirit of the provisions of the Morrill Act.
As such, from their inception HBCUs were severely poorly funded and discriminated
against, and they lacked support from the public. This scenario continued well through
the mid 20th century. This can be said of almost every institution—public and private—
with the exception of one: Howard University.
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As stated previously, Howard University was privately established by the
Freedmen’s Bureau. “Its purpose was as a seminary plus education of youth in the liberal
arts and sciences, and received a charter from Congress in March 1867. They named the
new institution after Major General Oliver Howard, a Union general and commissioner of
the Freedmen’s Bureau” (Wolanin, 1998, p. 18). After years of supporting Howard
University, the Freedmen’s Bureau was abolished in 1873. Without financial support,
Howard University began struggling financially. Six years later, in 1879, Congress
intervened and presented the institution with a financial gift to educate the slaves it had
freed and ensure their endurance as free citizens. In this way, the government felt it was
fulfilling a responsibility. Support in the form of annual gifts from Congress continued
through the late 1920s when Congress decided, in 1928, to amend the Howard University
charter and officially recognize an annual appropriation to the institution. Federal support
for Howard University continues through this day. Wolanin (1998) noted, “Howard
University and its hospital have continued to receive federal support, most recently with
the FY [fiscal year] 1997 appropriation of $196 million” (p. 18). Howard currently
enrolls over 10,000 students, both undergraduate and graduate. Women comprise over
6,100 of the current study body, or approximately 60%. Howard University is truly
exemplary, for it preserves the objective of the Freedmen’s Bureau well over 100 years
since its demise.
The situation for HBCUs remained relatively stable through the first half of the
20th century. “The policy of a special responsibility for the higher education of black
Americans embodied in the Freedmen’s Bureau and support for Howard University was
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succeeded by a policy of neglect, leaving the support for black higher education
institutions to the discretion of the states” (Wolanin, 1998, p. 21). Inadequate funding and
little political clout were common among most institutions. Nevertheless, HBCUs
continued to grow in number. By the end of World War II, there were around 100
institutions—their growth spurred on by the GI Bill and the early stages of the civil rights
movement, such as the 1954 U.S. Supreme Court decision Brown v. Board of Education.
“Just prior to this decision black colleges had about 75,000 undergraduate students and
about 3,200 graduate students and in that year awarded approximately 12,000 bachelor’s
and first professional degrees and about 1,300 master’s degrees” (Merisotis & O’Brien,
1998, p. 47). The number of students served by these mistreated institutions is
astounding.
The Civil Rights Act of 1964 would change things dramatically for these
institutions. Federal and state policy could no longer continue to neglect these
institutions, as they were understood to fulfill a priceless goal. As described by Merisotis
and O’Brien (1998):
After the Civil Rights Act of 1964, in the mid 1960s federal policy no longer
neglected the HBCUs. . . . They were treated as a valuable resource. . . . In
addition, the federal government recognized that nearly eight decades of neglect
by the federal and state governments had left these institutions underdeveloped in
their ability to carry out their mission of educating black Americans. (p. 47)
As a result, the Higher Education Act of 1965 under Title III thereby provided
direct support to “developing institutions,” and HBCUs were included. At this historic
moment, the government de facto secured and protected the group known as HBCUs—all

16

accredited universities, both public and private, created prior to 1964 whose principal
mission was the education of black Americans.
Approximately 70% of all African American postsecondary students were
attending an HBCU by the early 1960s (Merisotis & O’Brien, 1998). With the onset of
governmental support, one would have expected that enrollment would continue to grow.
This was not the case. External factors such as legal cases, the increased availability of
student aid, and increased minority recruitment from majority institutions all succeeded
in actually reducing the rate at which black Americans enrolled in HBCUs. The
American Association of State Colleges and Universities (1988) described this
development, which was a direct result of the Adams case filed by the National
Association for the Advancement of Colored People:
Because of the Court’s mandate requiring the traditionally white institutions to
increase their minority enrollments, the most notable trend of the 1970s was a
disproportionate shifting of black students out of the traditionally black
institutions in response to the lure of generous scholarships, stepped-up recruiting
efforts, and the opportunity to study at larger, more prestigious institutions with a
wider array of academic offerings. (p. 48)
The period from the late 1960s through the early 1980s witnessed an overall decline in
enrollment at HBCUs of 5%.
Witnessing this continued decline in what many considered to be a ‘national
treasure,’ the federal government established a new policy toward HBCUs in the form of
President Jimmy Carter’s Executive Order Number 12232 in 1980. “The purpose of this
executive order was ‘to overcome the effects of discriminatory treatment and to

17

strengthen and expand the capacity of historically Black colleges and universities to
provide quality education’” (Wolanin, 1998, p. 21).
The aim of President Carter’s original order was to provide a supportive base for
the federal government and each agency to support the institutions through various
programs. According to Wolanin (1998), “Each federal agency was directed to establish
annual goals for increased participation by HBCUs in its programs and the secretary of
education was to submit an annual report to the president on the progress of the
initiative” (p. 22). Since President Carter’s original proposal, each subsequent president
has revoked the previous order and reinstated his own order, always with a few changes.
Over the last two decades, each order has become a bit stronger, each time requiring a bit
more action and accountability from the various federal agencies.
Under President George H. W. Bush, a new HBCU capital financing program was
authorized as well as the creation of a President’s Advisory Committee on HBCUs.
According to the President’s Board of Advisors (1999), “The funding received in FY 97
by HBCUs from federal agencies amounted to 4% of all funding these agencies provided
to institutions of higher education” (p. 10). Under President Clinton’s Executive Order
12876, which revoked President Bush’s order and then reauthorized it, noteworthy
changes were made as well. “The most significant change in this iteration . . . was a
requirement that each federal agency submit to the director of the OMB [Office of
Minority Affairs] an Annual Performance Report. . . . This was clearly an attempt to put
some teeth into agency compliance” (Wolanin, 1998, p. 22). There can be no doubt that
the executive orders succeeded in supporting the cause of HBCUs. Many strides have
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been made along the way. To date, data collected by the White House Initiative state that
30 federal agencies are in full participation.
Although black Americans continue to attend majority institutions in record
numbers, enrollment at HBCUs has grown steadily over the last two decades. As O’Brien
and Zudak (1998) stated, “HBCUs witnessed steady enrollment increases over the past
two decades, rising 26 percent from 222,613 in 1976 to 280,071 in 1994” (p. 6). As Redd
(1998) commented:
Despite their small size and the low income levels of their students, the HBCUs
have made tremendous contributions to the education of African Americans.
Although these institutions account for only 3% of the 3,688 accredited
postsecondary institutions in the US, they collectively enroll about 16% of the
total number of African Americans in higher education. (p. 38)
In FY 1997, $120 million was appropriated for HBCUs: $109 million for the
formula grants awarded to institutions and $20 million for the specific support of
historically black graduate institutions. Care should be taken not to misinterpret these
seemingly large appropriations. As explained by Redd (1998):
The overall revenue and expenditure figures mask the fact that many HBCUs are
operating with large deficits. . . . Education and general expenditures per student
at public HBCUs were about 12% lower than the average at all public colleges. At
private HBCUs average per-student expenditures were 14% lower. (p. 40)
In spite of this, HBCUs continue to play an extraordinary role in the education of
black Americans. According to data from 2002 from the National Center for Education
Statistics (2005):
In 2002 Black students were more than twice as likely as Hispanic students to
attend an institution where they made up at least 80 percent of the total enrollment
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reflecting in part the existence of institutions established principally to educate
Black Americans.
In 1998, HBCUs conferred over 19,000 bachelor’s degrees for women alone. The
HBCUs are a source of accomplishment and great pride for the African American
community as well as the entire nation (U.S. Department of Education, 1997, 2008b).
With all of the successes that HBCUs have achieved, their future is once again at
a crossroads. Institutions continue to operate on large deficits, and majority institutions,
under the scrutiny of the public eye, continue to heavily recruit minorities. Several
HBCUs have had to close their doors because of severe funding issues. The very public
discourse that has occurred recently with respect to admissions criteria will in no
uncertain terms affect the future of HBCUs. In his synopsis of one such case, US v
Fordice, Redd (1998) noted, “The effect that the Fordice decision will have on HBCUs is
unclear, although the Court does hint that closing these institutions and merging them
with majority-white colleges is a viable option” (p. 41). The effects of this case and other
pending cases will only be understood with time.
Regardless, those who believe in the mission of the HBCUs continue to serve
them diligently. The opportunities that HBCUs have provided for black women in
American higher education have been unprecedented. At a time when higher education
was barely accessible to women, HBCUs, some established solely for women, remained
open and accessible to a minority group within a minority: female black Americans. Data
collected by the President’s Board of Advisors on HBCUs (1999) affirmed:
They award 40% of the bachelor’s degrees received by black students nationwide.
Their disproportionately large contribution to the pool of African American
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degree holders translates into a dramatic contribution to the nation’s pool of
successful African Americans. (p. 20)
In addition, when the Board of Advisors (1999) examined specific careers and
black Americans, they found that the graduates of HBCUs “account for 85% of black
physicians, 80% of black federal judges, 75% of black lawyers, 75% of black military
officers, 50% of black elected officials, and 50% of black business executives” (p. 20).
This is not a contribution that should be ignored.
The last few years have been a period of heightened activity for HBCUs. In a
White House press release issued in January 2002, President George W. Bush pledged to
increase funding for minority institutions, including HBCUs and historically black
graduate institutions (HBGIs), by 30% between 2001 and 2005, “in an effort to expand
access to postsecondary education opportunities for students from minority and
disadvantaged backgrounds” (p. 1). The budget submitted by the president will give a
3.6% increase to the eligible HBCUs, and according to Selingo (2002), “If the increase is
approved, the average grant to each historically black college would increase to more
than $2-million” (p. 1). As a response to the president’s budget, students and
administrators from HBCUs met with members of Congress in mid-February 2002 and
testified that the “proposed higher-education budget for 2003 was ‘inadequate’” (Morgan,
2002, p. 1). According to the testimony, more monies in financial aid are direly needed
for the students who attend HBCUs. Since that time, the president’s commitment to
higher education has been reflected in budget appropriations. Much progress has been
made, largely due to advocacy on behalf of these groups. The administration’s request for
FY 2008 included $1.8 billion for higher education programs. Of that, specifically $238.1
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million and $57.9 million were tied directly to HBCUs and HBGIs. Of course, these
institutions also indirectly benefit from other monies dedicated to institutional
development, which comprised almost $420 million of the budget request (U.S.
Department of Education, 2007b).
The higher education environment in the United States continues to change. The
demographics of our nation’s population is rapidly changing. HBCUs have existed in this
country since the early 19th century. Throughout their tenure, they have been
discriminated against and neglected; many have had to close their doors, and yet they
continue to succeed in a mission that was envisioned long ago. They are a national
resource, educating both men and women of a poorly treated minority. Their lessons will
be more valuable now than ever before.
Tribal Colleges
Throughout the history of the United States, the plight of the American Indian has
been difficult and tenuous. With respect to postsecondary education, American Indians
again suffered considerably. Those who found success were extremely limited in
numbers and had to overcome obstacles that included severe financial hardship and, very
often, complete cultural isolation. The conditions experienced by American Indians
should be considered no less than tragic. “Nationally, they are the single most
underrepresented ethnic group in American colleges and universities. . . . And when they
reach college American Indians have long been reported to be among the least, if not the
least, successful” (Taylor, 1999, p. 1). Since 1968, the legacy of American Indian higher
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education has begun to transform itself. To understand the current status, it is important
to comprehend the history and development of the tribal college.
As clearly stated by Stein (1999), “American Indian education, like so much of
the Indian world, had been destroyed by the time of the 20th century and replaced with an
education system designed and managed by Euro Americans” (p. 261). This was a
horrible plight for the American Indian. Changes, both political and social in nature,
would begin to affect American higher education and, thus, American Indian higher
education.
It took the upheaval of the mid 20th century with the Great Depression of the
1930’s, WWII in the 1940s, and the Civil Rights Movement of the 1950s and
1960s—coupled with more enlightened legislation concerning American Indians
to lay the groundwork for change in American Indian education. (Stein, 1999, p.
261)
The history of American Indian higher education took a markedly sharp turn in
1968 with the establishment of what is now known as the first tribal college. As a result
of the negative experiences at off-reservation institutions, the American Indian
community began to look inward for a solution. Initial attempts to sponsor a single
national university to serve all tribes had never realized sufficient interest, and so the
establishment of colleges by individual tribes began. According to Krumm (1995),
“Believing that education was a treaty right and part of the federal trust relationship, the
Navajo, with the help of their congressman, wrote and sponsored The Navajo Community
College Act, P.L. 92-189” (p. 2). In 1968, the Navajo nation established the Navajo
Community College, in Tsaile, Arizona. It has since been renamed Dine College.
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The passage of the Navajo Community College Act in 1968 was the beginning of
a distinct era in higher education of the American Indian. The future development of
tribal colleges was borne from the foundation of this act (Krumm, 1995; Stein, 1999). In
the years immediately following this act, a few other institutions began to arise, but their
evolution was difficult, each marked by similar experiences. “In 1972, six tribally
controlled community colleges founded The American Indian Higher Education
Consortium (AIHEC) to begin a ‘concerted effort for the developmental problems
common to them all’ and dedicated to the growth and development of all American
Indian Higher Education Institutions” (Krumm, 1995, p. 2). The growth and development
of tribal colleges began to emerge as a social, educational, and political force. In 1994,
Hill explained their early successes in this way:
From the beginning, tribal colleges addressed the problems of financial aid
limitations, cultural isolation and family considerations. Second, they met the
need for a local forum to discuss community and tribal issues. Third, tribal
colleges helped strengthen the tribe through academic learning, training and
cultural preservation. During the civil rights movement of the late 1960s, the rise
of Indian activism and Native self-determinism came to the forefront of the
national political scene. (p. 2)
The creation of AIHEC was one of the reasons that tribal colleges found some
form of success early on. The leaders of this group, as Stein (1999) explained,
“understood that a united front allowed them to reach their goals as a movement more
easily and help limit the natural tendencies of tribal rivalries and differences to create
havoc within this unique movement” (p. 262). The AIHEC was created out of necessity
and served a deliberate purpose from its inception.

24

The priorities of the AIHEC were the establishment of: an American Indian
Higher Education Accreditation Agency, a financial and institutional resource
office, a human resource development program, an American Indian Education
data bank, and an American Indian Curriculum Development program. (Hill,
1994, p. 9)
The number of tribal colleges continued to grow. In his 1994 account of tribal
colleges, Hill separated their growth into four waves. The initial wave was spurred on by
the Navajo Community College Act, where six tribal colleges developed in the 4 years
between 1968 and 1972. “Three other waves were felt in the 1970s and 1980s. Eleven
colleges were founded between 1973 and 1975; six more between 1977 and 1978 and
three others in the 1980s” (p. 3). Since 1993, six other tribal colleges have been formed.
Throughout these varying periods of growth, tribal colleges were not as well
established or stable as other colleges. They were plagued by difficult financial
conditions as well as low faculty wages and total reliance on governmental support. In
the late 1970s, both their struggles and successes became apparent, and they experienced
the beginning of enhanced federal support. “In 1978 Congress passed P.L. 95-471, the
Tribally Controlled Community College Assistance Act. Signed into law by President
Carter and reauthorized as P.L. 98-192 in 1983, this act helped to stabilize tribal
colleges” (Krumm, 1995, p. 2). In addition, tribal colleges began to seek alternative
means of funding and support. According to Krumm (1995), “the American Indian
College Fund (AICF) was launched in 1989 to raise funds from the private sector to
support the tribal colleges, and has provided a vehicle to secure funding for monetary
support as well as to raise an awareness of the success of tribally controlled education”
(p. 3). In the early to mid 1990s, government support for tribal colleges continued to
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evolve. The granting of land grant status in 1994 to tribal colleges by Congress
strengthened their mission. It also began the first installment of $4.6 million towards the
building of a $23 million endowment.
The culmination of this governmental support came in 1996, when President
William J. Clinton signed an executive order on tribal colleges and universities. The
order reaffirmed the progress made throughout the 33-year history of the tribal college.
As defined by Clinton (1998) in the order, “Tribal colleges and universities are those
institutions cited in section 532 of the Equity on Educational Land-grant Status Act of
1994, any other institution that qualifies for funding under the Tribally Controlled
Community College Assistance Act of 1978, and Navajo Community College, authorized
in the Navajo Community College Assistance of 1978, P.L. 95-471, title II.” The order
established a President’s Board of Advisors on Tribal Colleges and Universities, the
White House Initiative on Tribal Colleges and Universities, and department and agency
participation in the creation of a 5-year plan to fulfill the purpose of the order. The
purpose was described as follows:
Reaffirmation of the special relationship of the Federal Government to American
Indians and Alaska Natives, and for the purposes of helping to: (a) ensure that
tribal colleges and universities are more fully recognized as accredited
institutions, have access to the opportunities afforded other institutions, and have
Federal resources committed to them on a continuing basis; (b) establish a
mechanism that will increase accessibility of Federal resources for tribal colleges
and universities in tribal communities; (c) promote access to high-quality
educational opportunity for economically disadvantaged students; (d) promote the
preservation and the revitalization of American Indian and Alaska Native
languages and cultural traditions; (e) explore innovative approaches to better link
tribal colleges with early childhood, elementary, and secondary education
programs; and (f) support the National Education Goals. (p. 1)
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As has been documented, the history of the tribal college, albeit brief, has been
quite eventful. It has been over 30 years since Navajo Community College—now Dine
College—was founded. Since that initial establishment, tribal colleges have been
dedicated to the higher education of the American Indian.
The condition of tribal colleges across the country varies as much as the tribes
they represent. According to Hodgkinson (1992), “Some 1,959,000 people claimed
American Indian status on the 1990 Census form” (p. 1). These almost 2 million people
represent over 500 different tribes, at least 300 of which are officially recognized by the
federal government. Approximately one third live on reservations or Trust Lands. “Even
today, when they make up less than one percent of the US total, they represent half of the
nation’s languages and cultures. This diversity within a small population must be kept in
mind” (Hodgkinson, 1992, p. 1). The paradigm for the tribal college was the community
college, and all tribal colleges have their roots in the community college philosophy.
“Tribal colleges have a definitive mission and a community responsibility” (Krumm,
1995, p. 5).
According to the federal government, there are 32 tribal colleges today (see
Appendix C). Government agencies continue to be the major sponsor of tribal colleges.
“The funding sources for the tribal colleges are the Bureau of Indian Affairs and the
federal Education department, both taxpayer supported agencies” (Hill, 1994, p. 8).
Through these agencies, the lion’s share for tribal colleges comes from the Tribally
Controlled Community College Assistance Act of 1978. However, through its years of
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reauthorization, the actual appropriation has never reached its allotment. In 1999, Stein
calculated,
The 1983 congressional reauthorization of the Tribal College Act allots $5,280
per American Indian FTE [full-time equivalent]. Based on the Consumer Price
Index over the past decade, the authorization should now be $8450 per FTE to
keep pace with inflation. Either figure is considerably higher than the actual
amount of $2900 per FTE appropriated in the 1996 federal budget. (p. 263)
More importantly, Stein compared the funding of tribal colleges to that of mainstream
community colleges and noted that funding has never reached equitable proportions.
In spite of this severe underfunding, tribal colleges have continued to attempt to
serve their students and their missions as best they can. “Each tribal college’s mission
statement clearly states that it will ‘preserve, enhance, promote and teach’ its tribe’s
culture and language” (Krumm, 1995, p. 4). In addition, tribal colleges actively serve
their communities in order to ensure their survival into the 21st century. As noted by
AIHEC and the Institute for Higher Education Policy in 1999, “Tribal colleges are
actively involved in a broad range of community efforts—including basic education,
counseling services, and economic development initiatives—that are specifically focused
on communities that would otherwise be completely isolated from such resources” (p. E1).
The student at a tribal college is far more likely to require additional resources
and assistance in completing a degree. The average age of the tribal college student is
over 31 years old, single mothers outnumber men 2 to 1, and in addition to most likely
being the first in their families to attend college, almost 20% of tribal college students
have received a General Educational Development (GED) diploma. Serving such
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students can be quite an undertaking for a resource-limited institution. As Krumm (1995)
observed, “The leader of tribal college faces problems that include lack of proper funding
and facilities; recruitment and retention of faculty (both Indian and non-Indian); student
concerns that encompass financial, transportation, child care needs; inadequate
educational preparation; and in many cases, problems beyond their control caused by the
environment and weather conditions” (p. 10). Notwithstanding these obstacles, tribal
colleges have been able to ground themselves.
Through the work of AIHEC and other support structures, tribal colleges have
been able to diversify their funding opportunities. The creation of the American Indian
College Fund and the Tribal College Institute are such examples (AIHEC, n.d.). A select
few have begun to establish 4-year programs, awarding baccalaureate degrees. Stein
(1999) noted, “Four tribal colleges, Sinte Gleska University, Oglala Lakota College,
Haskell Indian Nations University, and Salish Kootenai College, have established fouryear baccalaureate programs in human resources, social sciences and education” (p. 265).
Supplemental funding from organizations such as the National Science Foundation and
the Kellogg Foundation over the last few years has also provided much-needed support.
In September 2001, President George W. Bush signed Executive Order 13021
authorizing the continuation of the White House Initiative on Tribal Colleges and
Universities. “The goals of the initiative are to ensure that TCUs [tribal colleges and
universities] are more fully recognized and have full access to federal programs
benefiting other higher education institutions so they can successfully compete for federal
funds” (U.S. Department of Education, 2002). Upon release of the president’s FY 2003
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budget, Secretary of Education Rod Paige announced that tribal colleges would receive
$18 million. Paige stated, “This administration recognizes and reaffirms the special
relationship of the federal government to American Indians and their sovereign tribal
nations, and we renew our commitment to educational excellence and opportunity for
American Indian children” (U.S. Department of Education, 2002).
In addition to this fiscal support, in July 2002, President Bush signed a new
executive order creating two new lobbying powers for tribal colleges. In the Chronicle of
Higher Education, Morgan (2002) noted, “The administration created the President’s
Board of Advisers on Tribal Colleges and Universities and the White House Initiative on
Tribal Colleges and Universities to advance the national ‘commitment to educational
excellence’” (p. 1). These changes support the infrastructure for continued growth.
Morgan (2002) added:
The White House Initiative on Tribal Colleges will become part of the
Department of Education, and will set up a three-year plan to carry out general
goals of increased access to and academic excellence of the institutions, including
increasing competitiveness for federal grants and contracts. (p. 1)
The story of the tribal college is replete with diligence and industry. As Stein
(1999) inferred, “This latest focus of tribal colleges, expanding to four-year colleges, is a
strong indication of how optimistic these institutions are about their future growth and
development” (p. 266). And yet every indication is that their efforts are not enough.
There is still a dire need that has not been filled. “The need for bigger and better tribal
colleges is borne out by an important statistic in Indian country: 56% of the American
Indian population of the US is age 24 or younger” (Stein, 1999, p. 267). As noted earlier,
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there are 32 tribal colleges and over 300 recognized tribal nations, and as Stein (1999)
summarized, “This means only about 10% of all reservations are served by tribal
colleges. There is much room for growth in the tribal college movement, which hinges on
pulling together adequate resources and leadership in Indian country” (p. 267). Resources
and leadership within the Indian community are fundamental. Eight years have passed
since Hill (1994) stated, “The future for tribal colleges depends on how well Native
Americans use their own resources to find solutions to their present education challenge
validating their own educational systems” (p. 12).
At this early stage of tribal college history, it would appear that they have begun
to undertake such a process. The newly appointed Presidential Board of Advisers,
comprising tribal leaders and business executives, gives every indication that tribal
leadership has taken the form of a collective group working towards a common cause. As
Pavel and Colby (1992) noted, “These unique institutions have established a precedent of
success that stands in stark contrast to 480 years of failure to provide quality higher
education services to American Indians” (p. 1). That precedent of success has been
accomplished in an astounding period of 35 years.
Hispanic-Serving Institutions
The term HSI is somewhat new in the educational and political arena. There is, to
date, a general definition of the term and a more specific federal definition. As noted by
Benitez (1998), “The term Hispanic-serving Institution is a relatively recent educational
classification that is not yet uniformly defined. The more frequently used criterion to
identify HSIs is a Hispanic student enrollment of 25 percent or more” (p. 59). The
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original federal definition of the term HSI was written into Title III of the Higher
Education Amendment Act of 1965 as amended in 1992. To be eligible under Title III, an
HSI must meet eight criteria: (1) nonprofit status; (2) availability of at least 2-year
academic programs that lead to a degree; (3) accreditation by an accrediting agency or
association that is recognized by the secretary of education; (4) high enrollment of
financially needy students; (5) low to average education expenditures; (6) at least 25%
Hispanic undergraduate full-time enrollment; (7) assurances that no less than 50% of its
Hispanic students are low income and first-generation students; and (8) assurances that an
additional 25% of its students are low income or first-generation college students
(Benitez, 1998).
Institutions seeking grants, which have since been moved to Title V of the Higher
Education Act, must complete an application to determine their eligibility. As stated in
Title V, “Grants awarded under this title shall be to HSIs of higher education to assist the
institutions to plan, develop, undertake, and carry out programs to improve and expand
the institutions’ capacity to serve Hispanic students and other low-income students”
(1998 Amendments to the Higher Education Act of 1965, 1998). As noted earlier by
Benitez (1998), the broader definition of an HSI—i.e., an institution serving 25% or more
full-time equivalent students—is used more often in the literature, is information that is
more readily accessible to the public, and is often how these institutions are perceived.
Regardless of the definition, HSIs may soon lose their ‘unknown’ or ‘marginal’ status in
America. These institutions (see list in Appendix D) award more associate and bachelor’s
degrees to Hispanic students than all other colleges and universities in the United States
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combined (NCES, 2001). Unlike the minority-serving HBCUs and tribal colleges
identified earlier, HSIs, as a group, do not have a long history in American higher
education.
Academically, HSIs are in their infancy. Benitez (1998) found,
The development of most HSIs has taken place within the last three decades. This
development is closely related to two extraordinary quantitative increases that
have brought about qualitative changes in education in the United States: a large
increase in federal funding, and a dramatic increase in the Hispanic population of
the United States. (p. 62)
The latest census data estimate that the current Hispanic population is almost 33
million, or 11% of the general population. In their account of HSIs, O’Brien and Zudak
(1998) wrote, “These institutions were not created to serve a specific population; rather,
most of them evolved as HSIs due to their geographic proximity to Hispanic populations”
(p. 6). Although the population of Hispanics had been increasing, the educational gap was
also increasing. This underserved group lacked the tacit knowledge and political clout,
and they were encountering serious discrimination and setbacks.
In some states, Hispanic Americans’ access to higher education was limited by
legal mandates similar to those that impeded African Americans’ access. Other
factors have also limited their access, including de facto segregation, recent
immigration to this country, English language proficiency, and cultural issues
such as familial patterns. (O’Brien & Zudak, 1998, p. 11)
These limitations took their toll on Hispanics, especially with respect to
education. In the 1998 amendments to the Higher Education Act of 1965, the government
affirmed,
Disparities between the enrollment of non-Hispanic white students and Hispanic
students in postsecondary education are increasing. Between 1973 and 1994,
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enrollment of white secondary school graduates in 4-year institutions of higher
education increased at a rate two times higher than that of Hispanic secondary
school graduates. (paragraph A.2)
After decades of limited access to higher education by an ever-increasing number
of Hispanic Americans, advocacy by and for Hispanics was limited and sporadic. In
1986, an advocacy group was formed by a group of postsecondary educators and
educational policymakers who decided something had to be done to begin to close the
gap between Hispanics and white students. The Hispanic Association of Colleges and
Universities (HACU) was formed to create both awareness and a professional association
that would have national recognition and a collective voice for strength and
representation. Information about HACU is readily available at www.hacu.net.
HACU created the term “Hispanic-serving institution” and through concerted
efforts was able to promote the inclusion of HSIs by the federal government into the
reauthorization of the Higher Education Act. They were originally included under Title
III and thus eligible for funding. A few short years later HACU successfully lobbied for
the inclusion of the HSI under Title V, which, as stated earlier, is where it resides today.
HACU was instrumental in coordinating the creation of the President’s Advisory
Commission on Educational Excellence for Hispanic Americans, which consists of 25
members who advise the secretary of education and provide information to the president
of the United States in several areas: the progress of Hispanic Americans in reaching the
goals set forth in No Child Left Behind and closing the achievement gap; the
development, monitoring, and coordination of federal efforts to promote high-quality
education; ways to increase involvement at all levels in improving education; and ways to
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maximize the effectiveness of federal education initiatives within the Hispanic
community (HACU, 2002). The office created to assist the commission and the secretary
in achieving these goals is called the White House Initiative on Educational Excellence
for Hispanic Americans.
Laden (2001b) recognized HACU’s efforts: “As an advocacy membership
organization founded in 1986 to increase Hispanic educational attainment rates, HACU
was a driving force to get HSIs recognized by the federal government” (p. 5). HACU’s
offices in San Antonio, Texas, and Washington, DC, organize all activities on behalf of
their members. Laden (2001b) added:
Postsecondary institutions may join as full members if they meet this criterion [an
institution serving 25% or more full-time equivalent Hispanic students] and as
associate members if they have a minimum of 1000 Hispanic students enrolled.
International members are also welcomed. The monthly publication, The Voice, a
web site, periodic reports, an array of partnerships, and an annual conference
highlight various members’ activities and HACU’s role in influencing national
policy and garnering corporate support to further Hispanics’ education (p. 5).
The number of HSIs and their enrollments have grown dramatically during the
short history of these institutions. At its inception in 1986, HACU originally identified 78
institutions with at least 25% Hispanics enrolled full-time. By 1994 that number had
increased to 125. The enrollment of Hispanics at HSIs, both colleges and universities,
saw tremendous increases. As noted by O’Brien and Zudak (1998), “The enrollment of
Hispanic students in these colleges and universities more than doubled, from 197,000 in
1986 to 435,000 in 1994, and by 1994 HSIs enrolled 42 percent of all Hispanic students”
(p. 7). The latter part of the 1990s continued to see dramatic growth and a swelling of
students at institutions. O’Brien and Zudak (1998) found, “Hispanic enrollment in
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postsecondary institutions practically doubled, from 520,000 in 1992 to 1,045,600 in
1997” (p. 7). More recently, according to HACU, at the close of 2006 there were 268
institutions that met the federal enrollment criterion, enrolling just over 1 million
Hispanic students, or 51% of all Hispanics in postsecondary (nonprofit) schools.
Despite these impressive numbers, the disparity between the degrees earned by
Hispanic students and white students is alarming. Benitez (1998) described the disparity:
In 1993, Hispanics earned only 6 percent of all associate degrees, 4 percent of all
bachelor’s degrees, 3 percent of all master’s degrees, and 2 percent of all
doctorates granted in the U.S. These percentages have barely changed since the
1980s. (p. 59)
This disparity, the achievement gap, is one major cause behind the existence of HACU,
the White House Initiative on Excellence for Hispanic Americans, the President’s
Advisory Commission, and the provisions listed in the amendment to Title V of the
Higher Education Act.
As we enter the 21st century, the successful representation of Hispanics at the
postsecondary level is still limited. As HACU’s website (2000) explained, “College
enrollment rates for 18- to 24-year-old Hispanics have increased only slightly from 16%
in 1980 to 22% in 1997. . . . The enrollment gap between the Hispanics and non-Hispanic
Whites has widened from 9 to 19 percentage points” (HACU, 2000, p. 4). As a
consequence of demographic patterns, cultural and familial cohorts, and immigration
routes, the majority of HSIs exist in a relatively few number of states. HSIs by their
nature are close to home and relatively inexpensive. O’Brien and Zudak (1998) posited,
“HSIs can be viewed as commuter colleges because they draw most of their students
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from the immediate area. Most HSIs are located in the ten states with the largest number
of Hispanic students” (p. 13). In 2002, HACU substantiated this finding:
Over one third (31%) of the 648,000 Hispanic students at HSIs attend schools in
California, Texas and Puerto Rico. These enroll about 20% of Hispanics each,
followed by Florida (8%), New York (6%), New Mexico (5%), and Arizona (3%).
Colorado, Kansas, New Jersey, Oregon and Washington account for three percent
of Hispanics enrolled at HSIs. (p. 6)
Although HSIs currently represent only 5% percent of all American colleges and
universities, they form the definitive foundation of Hispanic higher education in America
by serving over 50% percent of all Hispanic students. Benitez’s (1998) research shows
that “the most frequent type of institution among HSIs is a public two-year community
college that is greatly dependent on state and federal funds, and that has a limited budget
and almost no endowment” (p. 61). Furthermore, information gathered by the U.S.
Department of Education shows that when compared with other non-HSI institutions of
similar size, the total revenues of HSIs are almost 50% less per FTE student, endowment
revenues are about 90% less per FTE, instruction per FTE student is over 40% less, and
HSIs spend 51% less on academic support functions (such as libraries, curriculum
development, and so on) per FTE student than other schools (Benitez, 1998; 1998
Amendments to the Higher Education Act of 1965, 1998).
As Benitez (1998) stated,
HSIs at present are seriously under-funded, and most do not go beyond the
undergraduate level. That is not sufficient to serve the needs of the population, or
of the nation in the future. . . . Many HSIs are part of community college systems
and are assigned their mandates and funds by a central administrative office,
which in turn answer to city authorities or state legislatures. Thus the level of
funding most HSIs receive is tied to the political process at the local, state, and
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federal levels and may ebb and flow according to the clout and networking skills
of the representatives of Hispanic communities. (p. 64)
The circumstances under which many HSIs operate are certainly less than adequate, and
all indications suggest that they will continue to be overloaded.
Notwithstanding this daunting profile, HSIs are succeeding at educating Hispanic
students. There is, however, difficulty in gathering consensus data. Since the Integrated
Postsecondary Education Data System (IPEDS) data and governmental definition
determine eligibility only and institutions must apply for funding, its numbers are
different from the member profile kept by HACU. The White House Initiative on
Excellence for Hispanic Americans uses the IPEDS data developed by NCES, and the
data available for the 1998–1999 academic year estimated that there were 203 HSIs. The
IPEDS fall 2006-2007 data estimated that there were 257 HSIs in 13 states and Puerto
Rico (see Appendix D; U.S. Department of Education, 2007a). This can be compared
with HACU’s database, used for member data and informational and lobbying efforts,
which indicated that the number of institutions in 2002 was 209—with 107 2-year
institutions (93 public, 14 private) and 102 4-year institutions (41 public, 61 private)
(HACU, 2000, p. 4). Today HACU identifies 214 member institutions spanning 14 states
and Puerto Rico. Figure 2-1 shows the geographic location of these members. The
variance in numbers is related to the self-reporting nature of the IPEDS data and the
membership required with HACU. Regardless of which definition is used, at somewhere
over 200 institutions, HSIs are responsible for conferring a disproportionate share of
degrees to Hispanics at all levels: associate, baccalaureate, and graduate. As affirmed by
Benitez (1998), “Despite all their respective limitations, the rate of completion of
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Hispanic students at HSIs is higher than at majority institutions” (p. 61). There can be no
doubt that HSIs must be considered when accounting for the future of American higher
education.

Figure 2-1. A map showing locations of institutions that belong to the Hispanic
Association of Colleges and Universities in 2008. Source: HACU.

HSIs are by far currently the fastest growing type of higher education institution.
“The Census Bureau projects that immigration will continue to expand the Hispanic
population, with 322,000 Hispanic immigrants entering the country each year until 2020”
(O’Brien & Zudak, 1998, p. 11). The more recent U.S. census estimates that there are
almost 35 million Hispanics living in the United States—approximately 4 million of
whom live in Puerto Rico. “The focus on educating Hispanic Americans is even more
urgent because in 2005, the Hispanic population in the US in predicted to surpass that of
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the African Americans to become the largest minority group in the country totaling 13%
of the general population” (HACU, 2000, p. 2).
As Benitez (1998) acknowledged, “If past performance is any indicator, most
educational institutions in the United States are not up to the task of educating the US
Hispanic population. Yet Hispanics pose an educational challenge that will not go away”
(p. 58). HACU (2002) noted, “By the year 2025 it is estimated that Hispanic Americans
will comprise nearly 18% of the US population, this will account for 44% of the growth
in the nation’s population” (HACU, 2002, p. 1).
As a group, in their short period of existence, HSIs have been at the frontier of
educating this minority group. Given the projections for sustained Hispanic population
growth, the future prosperity of our nation will depend increasingly on our ability to
improve access to and success in quality postsecondary education for Hispanics.
Currently, one of every two Hispanics in college attends an HSI (HACU, 2002, p. 1).
“The direction in which HSIs will go may ultimately depend on a combination of greater
financial resources and political commitment to meeting the educational needs of the
nation’s Hispanic population” (Benitez, 1998, p. 67).
In addition to demographic data and fiscal constraints, there is some cause for
concern. As Benitez (1998) aptly deduced:
Not all HSIs were originally founded as Hispanic-serving institutions. Migratory
and demographic shifts have redefined the student population at many campuses
throughout the US. This means that HSIs were not necessarily designed or staffed
with a Hispanic student population in mind. It may be argued that the fact that an
institution enrolls large numbers of Hispanic students need not imply or assure
that it is geared to their educational needs. (p. 63)
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It must be assumed that many institutions have “found” themselves in the position
of being HSIs, and many more will become HSIs very shortly without having to work for
this population. Without such a purpose, mission, or charter, as found with HBCUs and
the tribal colleges, HSIs may in fact not be as valuable a resource to the Hispanic
population as they could be. Their burgeoning enrollments may be a function of
population and lack of other viable options for students.
From this information, we know that HSIs will continue to expand in this country,
and this researcher believes that they must find long-term success. Lessons learned from
HBCUs and tribal colleges continue to be exported to HSIs. And, as a nation, if we are
truly dedicated to educating our citizenry, then we must learn from the experiences of
HSIs.
Will HSIs be ready? Will institutions that become HSIs because of this growth,
seemingly overnight, be prepared? How do we make them more viable? One option is to
engage in a sound strategic planning process, as discussed in the next section.
Strategic Planning
Strategic planning has been widely discussed in organizational literature. The
histories of tribal leaders, war heroes, and famed corporate leaders and raiders have often
included a notation on a process loosely defined as strategic planning. There is
considerably less literature on strategic planning, however, as it relates to public
institutions or more generally the not-for-profit sector. With respect to American higher
education, the literature truly began to take shape in the 1960s, with the expansion of
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higher education in America. As a result, a variety of researchers have considerable
knowledge of the various facets of what is known collectively as strategic planning.
This section focuses on the work of John M. Bryson, who has concentrated his
recent research on a more holistic approach to strategic planning. Bryson defined
strategic planning as “a disciplined effort to produce fundamental decisions and actions
that shape and guide what an organization is, what it does and why it does it” (p. 5). The
implementation, assessment, and reassessment of the strategic planning process are the
focus of Bryson’s work. One example of Bryson’s comprehensive approach is that he
notes the importance of key leadership roles and the role that leadership can play in the
success of strategic planning. Bryson also notes that the end goal of strategic planning is
not the plan but the transformation of the plan into strategic thought and action. It is these
thoughts and actions that can make the strategic plan effective.
As noted in the literature on higher education in America, higher education
institutions can range from loosely coupled to tightly coupled and resemble anything
ranging from anarchies to tight bureaucracies. This makes it almost impossible to clearly
define effectiveness. Organizations may often, in fact, pursue multiple and often
contradictory goals (Cameron, 1978). The strategic planning process can help to facilitate
communication and participation, accommodate divergent interests and values, foster
wise and reasonably analytic decision making, and promote successful implementation
(Bryson, 1995).
Bryson (1995) developed a process he called the strategy change cycle; it can
work well for the type of organization studied here. He described it as being “typically
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very fluid, iterative and dynamic in practice, but it nonetheless allows for a reasonably
orderly, participative, and effective approach to determining how to achieve what is best
for an organization” (p. 2). The strategy change cycle includes the following activities:
•

Setting the organization’s direction

•

Formulating broad policies

•

Making internal and external assessments

•

Paying attention to the needs of key stakeholders

•

Identifying key issues

•

Developing strategies to deal with each issue

•

Planning review and adoption procedures

•

Implementing planning

•

Making fundamental decisions

•

Taking action

•

Continually monitoring and assessing the results (Bryson, 1995, p. 23)
A review of the various components of the strategy change cycle highlights its

comprehensive approach to the planning process. In fact, as Bryson stated, “It is as much
a strategic management process as it is a strategic planning process” (1995, p. 21).
Inherent in the process is great attention to understanding the organization. As institutions
face periods of dramatic growth or change, this attention becomes essential.
Although Bryson defined this process as linear, it truly is not. What the strategy
change cycle provides is a road map, if you will, for institutions to become better at what
they do or better at what they want to do. As institutions differ, they can enter the map at

43

any point; however, there are references (procedures) along the way that will help to keep
them focused and prevent them from getting lost. The general requirement that all
institutions of varying sizes, shapes, cultures, and traditions must have, Bryson noted, is a
“dominant coalition.” An individual or group must be willing to sponsor and follow the
process, and a process champion must be willing to push the agenda (Bryson, 1995, p.
23).
Miami Dade College engaged in such a strategic planning process and has been
able to transform into a successful, effective HSI. As current and future HSIs address
their obstacles, constraints, challenges, and opportunities, through strategic planning and
other efforts, it is hoped that they can draw valuable insight from this institution’s
experience. As described in the next chapter, the case study focuses specifically on the
organization’s growth through the planning, design, and establishment of a new campus.
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CHAPTER 3:
METHODOLOGY
The purpose of this case study was to provide a detailed analysis of a single case,
that of Miami Dade College West Campus. Through an information-rich case study, this
researcher set out to examine the strategies that have been successful for Miami Dade
College West Campus to develop from its inception an institution whose very core
embodies the essence of a Hispanic-serving institution (HSI).
In this qualitative study, data were gathered primarily through document analysis
and qualitative interviewing. Tierney and Dilley (2002) proposed that interviewing in the
field of education has four primary purposes: to explain policies, plans, or strategies
within an educational system; to understand the social context of learning; to develop
case studies of particular individuals; and to specify how educational practices may be
reformed. This study focused primarily on the third purpose, the development of a case
study of a particular campus, and secondarily on the fourth purpose, the improvement or
reformation of educational practices and/or policies.
Several propositions provided guidance and a framework for establishing the
study design. Miami Dade College purposefully set out to embrace not only the
community but also the essence of an HSI. This phenomenon is not an accident. The
successes related to graduation rates, workforce development, and transfer rates are not
just a consequential effect of the population that is served; they are a result of guiding
purposeful efforts on behalf of the administration at Miami Dade College. The
administration and hence the leadership of Miami Dade College played a determinant
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role in setting and achieving this goal, and the strategic methods employed by the
administration merit exploration. This is clearly evident in the strategic planning
processes that have been used by the college since 2000. The primary focus of this
research was to address the planning, the development, and the evolutionary process of
the establishment of Miami Dade College West Campus. Although this exemplary
institution has succeeded within various organizational areas, this case study focuses on
the policies and practices used as a framework for its West Campus.
A Qualitative Approach
The research design for this study was created on the principles of qualitative
research, specifically case studies. Patton (2002) defined the case study approach as
follows:
The case study approach to qualitative analysis constitutes a specific way of
collecting, organizing, and analyzing data; in that sense it represents an analysis
process. The purpose is to gather comprehensive, systematic and in-depth
information about each case of interest. The analysis process results in a product:
a case study. (p. 447)
The outcome was expected to be a comprehensive, systematic, and in-depth
analysis of the organizational and administrative processes that have supported and
continue to support the growth and evolution of Miami Dade College West Campus as an
HSI.
Qualitative research is appropriate for this study for fundamental reasons. First,
according to Patton (2002), qualitative studies “facilitate study of issues in depth and
detail” (p. 14). Given how recent HSIs are in the history of American higher education
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and how new Miami Dade College West Campus is to the community of South Florida,
there is little research on either. A qualitative study allows for a full complement of
extremely rich information to be gathered. Second, the absence of a specific testable
hypothesis is a key characteristic of qualitative research. This research was focused on
Miami Dade College West Campus as an HSI, in all of its complexity. Third, this study
was specifically designed to gather information and perspectives directly from those who
are identified in the literature on strategic planning as the dominant coalition. This reveals
the researcher’s interest in understanding the frame of reference, understanding, and
collective wisdom of the people who encompass this subject, the campus.
Lastly, this study was designed to help inform institutional policies of new or
soon-to-become HSIs. A benefit of this study was to attempt to expose potential areas for
novel intervention, practical implementation of best practices and educational policy
reformation. As noted by Santiago (2008), “Higher education must confront the question
of who is well served by current practices and who is not” (p. 20). Any light that can be
shed on what has been successful with a specific situation and sets of policies and
procedures will at the very least help us to understand their impact and serve to guide and
inform policymakers.
The Case
Miami Dade College West Campus opened its doors to students in 2006. The
development of a new campus on a 10-acre site in the western part of Miami-Dade
County is viewed by this researcher as the college’s reaffirmation of its commitment to
Hispanic-serving education. It is critical to understand this campus as it was developed
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and as it currently stands. However, equally critical is a basic understanding of the
college this campus arose from. Miami Dade College has been an HSI since the inception
of the designation. At that time it was Miami Dade Community College, but it was
renamed when it could award baccalaureate degrees in specific disciplines.
History of the College
Miami Dade College first opened to serve the local community as Dade Junior
College in 1960. Its only campus at the time is now the North Campus, located in
northern Miami-Dade County on 245 acres, the site of a World War II naval air station.
The year it opened its doors, 1,428 students registered for classes (Miami Dade College,
2008. At the time, Miami was a city that had grown considerably after World War II and
was in the midst of a wave of immigration of Cubans fleeing their homeland. Dade Junior
College was also the first integrated junior college in Florida, as seven black students
registered for courses that first year. Like many other institutions across the South and the
country, the local institution also felt the community tensions that arose from
desegregation.
Even as a young junior college, its relationship to the community was strong. As
South Florida grew, so did the institution. Within 5 years, the school had over 15,000
students and was in the process of building another campus. In 1967, the second campus,
the Kendall Campus, opened its doors. Located in the suburbs of Miami-Dade County,
the Kendall Campus was built on 185 acres. This new expansion propelled the college to
become the largest higher education institution in the state of Florida, serving over
23,000 students.
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Throughout the early 1970s, Miami Dade Community College continued to
provide support for its multicultural and multiethnic community but also guidance to
other community colleges across the country. The institution was instrumental in
upholding the “open door policy” of the 1970s, while simultaneously leading efforts to
improve academic standards and demand academic rigor from its students. At the time it
was a national model for other community colleges. The college continued to grow with
the South Florida population and the community. During the 1970s and early 1980s,
campuses and outreach centers were created to serve the residents of the county. In the
early 1980s, Miami Dade Community College was faced with a large population of
immigrants, refugees, nonnative speakers, part-time students, and first-generation
Americans whose native language was not English and who were often the first in their
family to attend college. By the early 1980s, Miami Dade Community College was
serving almost 50,000 students, almost 40% of whom were immigrants or refugees. The
largest refugee influx was from Cuba, followed by various countries throughout the
Caribbean and Latin America (Miami Dade College, 2004).
In 1995, Eduardo Padrón became the fourth president of Miami Dade Community
College. He has an earned doctorate in economics from the University of Florida and is
an alumnus of Miami Dade College. Dr. Padrón’s presidency marks an important
milestone in the college’s history. After only a few short years as president, Dr. Padrón
led the growth of Miami Dade Community College in an unprecedented manner. In 2001,
the institution was approved by the state to offer 4-year baccalaureate degrees in
education. Two years later in 2003, it was renamed Miami Dade College.
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Dr. Padrón is responsible for instituting the strategic planning that is currently in
place at the college. Almost immediately after becoming president in September 1995, he
led a series of processes to drive the institutional culture towards strategic planning.
Table 3-1 highlights the many initiatives he brought forth to develop the 1995–2000
Strategic Plan in a short time.

Table 3-1. Timeline of the Strategic Planning Process for Miami Dade College
(1995–1997)
Action
Dr. Padrón requests all college personnel to submit list of critical issues;
these issues were developed into his environmental scan.

Date
October
1995

Executive retreat and visioning process:
—5-year vision statement developed
—Strategic goals developed from mission and vision statements

February
1996

New initiatives begun with broad participation from college community:
—Reengineering
—Education review
—Technology review (master plan)
Objectives from these initiatives linked to strategic goals.

1996–1998

Project leaders review goals selected for the plan and make changes.

1996

Objectives added to address remaining issues in environmental scan and
other initiatives under way.

1996

Measures developed with input from project leaders, plus incorporation
of state accountability and performance indicators.

1996

Format for evaluation plan developed.

1996

College managers (deans and above) meet to review plan and provide
further input.
Final revisions incorporated and plan approved by executive committee.
Approved plan placed on college intranet.

November
1996
Spring 1997

The strategic plans are meant to respond to and anticipate changes in the
community; emphasize the process itself, with a focus on collegiality; and be living
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documents. The goals are to be consistent with the college’s mission and vision
statements—which themselves are reviewed during each 5-year planning cycle. A
committee is appointed to direct this work (the Strategic Plan Coordinating Committee).
Significance of the College
Miami Dade College has eight campuses and several outreach centers in MiamiDade County. It is governed by a seven-member district board of trustees and its
president, Dr. Eduardo J. Padrón. Its annual enrollment exceeds 150,000, with almost
80,000 being credit-earning students. The operating budget for the 2007-2008 academic
year was over $310 million (Miami Dade College, 2008).
Currently, Miami Dade College offers over 150 associate degrees and the
following programs:
•

Bachelor of science in exceptional student education, secondary mathematics
education, and secondary science, with specialties in biology, chemistry, earth
science, and physics

•

Bachelor of applied science in public safety management

•

Bachelor of science in nursing (added in 2008)

•

Associate in arts (university transfer programs)

•

Educator Preparation Institute

•

Associate in science and college credit certificates (2-year degree, college credit,
and certificate programs in occupational areas, several of which are transferable to
the upper division). Occupational program areas include business, computers,
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aviation, hospitality and travel, criminal justice, fire science, allied health,
nursing, public service, entertainment, and other areas.
•

Associate of applied science (2-year degree that leads to employment)

•

Advanced technical certificate (certification beyond associate degrees)

•

Career training programs, including vocational credit certificates (hands-on
technology courses leading to employment)

•

Continuing workforce and adult education and recreation and leisure courses
(noncredit) (Miami Dade College, 2008)
With respect to student population, it is important to note that Miami Dade

College
•

Has the largest enrollment of any college or university in the country

•

Awards more associate degrees than any other college in the country

•

Enrolls more minority students than any college or university in the United States
(Hispanics comprise 65% of the college’s credit enrollment, and black nonHispanics account for 22%)

•

Enrolls more African American and Hispanic students than any other college or
university

•

Ranks number one in associate degrees awarded to Hispanics
The importance of Miami Dade College is not solely related to its size—largess

alone may make one noteworthy, but not necessarily successful. Its success, as defined
here, lies in its ability to educate diverse students and ensure that they are educationally
successful. Its success lies in the fact that students seek out the institution; there are other
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higher education programs in South Florida. This success is especially evident in its
transfer rates and articulation agreements. Miami Dade College has over 50 transfer
agreements with accredited colleges and universities in Florida and throughout the
country. Over 75% of its students with an associate in arts degree continue their
education at a 4-year college or university in Florida immediately upon graduation.
Research from Miami Dade College shows that its graduates who transfer to Florida
public universities perform well compared with students who begin at the state
universities, even outperforming native state university system students in disciplines
such as visual and performing arts, education, public affairs, and foreign languages
(Miami Dade College, 2008).
Miami Dade College has been successful in earning the recognition of many other
institutions across the country. In addition, it has transfer agreements with all of the state
universities as well as numerous out-of-state colleges and universities. Its successful
graduates are welcomed in many of the nation’s most reputable institutions, including, for
example, the University of Wisconsin–Madison, Georgia Tech, Smith College, the
Massachusetts Institute of Technology, Columbia, and the University of Texas. Similarly,
the institution has worked hard in creating partnerships with local and national businesses
and industries to streamline the workforce pipeline of the graduates of its associate in
science degrees and many certificate programs.
An interest in minority-serving institutions—and the recent addition of Hispanicserving institutions to our American higher education landscape specifically—led the
researcher to this study. The background and aggregate complexity of Miami Dade
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College led the researcher to select this case for study. This approach is consistent with
other case selection approaches in qualitative research. As noted by Patton (2002),
“Researchers and intended users involved in the study think through what case they could
learn the most from and those are the cases that are selected for study” (p. 233).
Development of the West Campus
The West Campus came about as a result of Miami Dade College’s strategic
planning process. The mission of Miami Dade College is to provide accessible,
affordable, high-quality education by keeping the learner’s needs at the center of
decision-making and working in partnership with its dynamic, multicultural community
(Miami Dade College, 2008). The community in this area was growing rapidly, as
described by the Miami Dade College Substantive Change Prospectus (2005b):
The establishment of the West Campus will provide for the higher education
needs of students and business community in an area of dramatic growth in
Miami-Dade County. Data reported by Miami-Dade County’s Planning Office
show the county population at 2,253,362 representing approximately 47,000 more
residents than originally estimated. In 2015 the county population is projected to
grow by 500,000. The area of western Miami-Dade County has been identified as
the area of fastest population growth to exceed 238,000 residents by the year
2015.
Miami Dade College West Campus opened its doors in 2006 in a renovated
building on an almost 10-acre site in the western part of central Miami-Dade County. The
campus had a limited opening in late spring 2006, serving just fewer than 150 students.
As a testament to many factors discussed in chapter 4, by fall 2007 enrollment was
hovering over 2000, and in fall 2008 it exceeded 3200 (Miami Dade College, 2008).
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The campus currently has a basic organizational structure with an executive
director, a director of administrative and student services, and a chair of academic
programs. Goals to expand administration and faculty are ever present as the campus
grows. The campus has indeed experienced unprecedented growth—and not solely from
its immediate community, the City of Doral, but from the central and western stretches of
both Miami-Dade and Broward Counties.
Among the components of Miami Dade College, the West Campus has the
highest percentage of students attending college for the first time. Currently, the West
Campus is not considered a stand-alone college, as it cannot award degrees. In the near
future, Miami Dade College West Campus will submit to its accrediting body, the
Southern Association of Colleges and Schools, a request for substantive change
equivalent to a branch campus that can award degrees. These next few years will be used
to build up the full-time faculty and resources necessary and appropriate for a campus of
its caliber.
The West Campus that presently exists and was examined in this research is full
of life, vibrancy, and youth. This research served to examine this new campus with this
explosive growth and student affinity in a relatively young community.
Data Collection
To increase the quality of the case study and its analysis, this researcher used
multiple sources of evidence for the analysis: document analysis (including archival
records and the strategic plans) and, most importantly and primarily, semi-structured
interviews. As stated by Yin (1984), “For case studies, the most important use of
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documents is to corroborate and augment evidence from other sources” (p. 86). The data
collected from the various sources was used first to corroborate the information and
analysis and second to substantiate any implications gleaned from the analysis.
Document Analysis
Although interviews were the primary source, documents “prove valuable not
only because of what can be learned directly from them but also as stimulus for paths of
inquiry that can be pursued only through direct observation and interviewing” (Patton,
2002, p. 294). It was important to remain flexible and unbiased in determining which
documents to include and which to exclude.
The following items were the foundation of the document analysis: (1) Miami
Dade College Prospectus for Substantive Change—Establishment of West Campus; (2)
Miami Dade College Strategic Plan 2000–2005; (3) Miami Dade College Strategic Plan
2004–2010; (4) college equal employment opportunity statement; (5) West Campus
planning committee meeting notes (2004 to 2006); (6) Miami Dade College West
Campus institutional research assessments; and (7) “A Deficit of Understanding:
Confronting the Funding Crisis in Higher Education and the Threat to Low-Income and
Minority Access.” These documents and program records made available many of the
program processes and provided archival information to substantiate the information
from the interviews.
As relevant, additional documents were examined as well: letters, memoranda,
additional operational and administrative reports, the title III and V applications,

56

institutional research data, organizational charts and budgets, institutional survey data,
and newspaper articles.
A Focus on Strategic Planning
Based on President Padrón’s efforts in strategic planning and the importance of
the process in the college’s culture, it was determined that the 2000–2005 and 2004–2010
strategic plans would be the primary documents analyzed.
The 2000–2005 plan had 11 areas of emphasis: (1) physical plant: access to
campus programs and outreach centers; (2) workforce (and occupational cluster)
development; (3) welfare to work (WAGES); (4) transfer and honors programs; (5)
student services; (6) resource development; (7) technology; (8) professional development
and training; (9) legislative support; (10) cultural affairs; and (11) diversity.
The 2004–2010 strategic plan was structured around five principal themes that
served to support and advance the college’s ability for success: (1) access to the college;
(2) student achievement and success; (3) serving the community; (4) resource
development and allocation; and (5) employees.
Qualitative Interviewing
Qualitative interviewing was used to better understand experience in its
complexity. Seidman (1998) stated that interviewing is a powerful way to gain insight
into a particular educational experience through the process of understanding the
experiences of those professionals whose lives constitute education. Interviews were
conducted with administrators, faculty, staff, students, and community stakeholders of
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Miami Dade College West Campus so as to formulate an understanding of the nature of
Miami Dade College West Campus as an HSI. Qualitative interviews also allowed the
juxtaposition of opinions of various users and stakeholders through a series of semi
structured questions. Survey data or observation would not have provided the richness of
information that was sought.
Semi structured Format
A semi structured interview protocol was used (see Appendix E), which allowed
for consistent collection of specific data, as well as flexibility and the ability of individual
respondents to become a key informant. “Such persons not only provide the case study
investigator with insight into a matter but also can suggest sources of corroboratory
evidence—and initiate the access to such sources” (Yin, 1984, p. 89).
Qualitative interviews typically use various types of questions to provide clarity
for both the interviewer and the participant. Patton (2002) recommended six kinds of
questions: experience and behavior questions, opinions and value questions, feeling
questions, knowledge questions, sensory questions, and background questions. The
interview protocol began with knowledge and background questions and then moved
towards experience and behavior and opinion and value questions. The protocol also
allowed time for participants to address other issues or concepts they considered relevant.
Participants
Interviews were sought with the primary administrative authority or, as noted in
the strategic planning and organizational literature, the dominant coalition. Appendix F is
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a sample participant invitation letter. Of the 16 individuals invited to participate, 14
accepted. One participant left town due to a family emergency and asked to be withdrawn
from consideration.
In the end, 13 interviews were conducted. Interviewees included essential
administrators at the campus, key individuals in the planning process, faculty members
(including founding faculty), staff, members of the Doral community, and West Campus
students. All interviewees provided informed consent (see Appendix G), and the overall
study was approved by the institutional review board (see Appendix H).
Timing and Process
The interviews were conducted over a 4-week period. Each interview was
approximately 60 minutes or more in length and took place at the participant’s office or,
for students, at the college.
An electronic device was used with the interviewees’ permission to record the
interviews. This allowed the researcher to take precise, strategic notes and to focus on the
quality of the interview, including nonverbal expressions. During some interviews,
participants were preoccupied with the tape recorder, and recording may have altered the
nature of their conversation. This is one of the cons of recording such events. This con is
far outweighed by the ability to capture and use direct quotes to support the analysis—
which, according to Patton (2002), is “the prize sought by the qualitative interviewer” (p.
380). The copious notes taken proved helpful for one interview conducted in the college
café, in which interference in the recording made transcription difficult.
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Follow-up
At the conclusion of each interview, participants were asked if they wanted to add
any notations or participate in a follow-up interview. One third of the participants elected
to review the draft findings, and two participants scheduled a follow-up phone conference
to discuss the findings. Although this does not strictly constitute member checking,
nevertheless the ability to confirm and validate findings and assumptions with a selfselected group of participants contributed to the credibility of the research.
Confidentiality
To preserve the confidentiality and anonymity of each participant, findings were
aggregated when possible to groupings such as administrators, faculty members, students,
or community members. In some cases, there were not, for example, multiple founding
administrators or student government leaders, or the quote provided identifying
information. In such cases, attempts to maintain anonymity were made, even at the
expense of descriptive data. In chapter 5, the founding executive director of the college
was named, with permission. Her name is a matter of public record, and the discussion
specifically ensued around her leadership abilities.
Coding and Analysis
Recorded interviews were transcribed and coded. Six interviews were transcribed
by the researcher using HyperTranscribe; due to time constraints, the balance were
transcribed verbatim by professional transcribers. Data collected from the interviewees
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were coded line by line using HyperRESEARCH, a computer program that assists with
the organization, indexing, and retrieval of data.
Through the computer-aided process, the researcher coded text and was able to
add codes, delete codes, change codes, and collapse codes, as well as link codes to
themes. During the first phase of coding, the interviews were coded line by line using
codes from the literature on historically black colleges and universities, tribal colleges,
and HSIs, as well as other codes that emanated from the data. During this first phase, 79
codes were identified. During the second phase, based on these preliminary findings, 31
codes were collapsed and six new codes were created. This resulted in 54 codes, which
were used to generate themes. The codes and corresponding themes that were generated
from the data are included as an Appendix.
To achieve inter-researcher reliability, as the conclusion of my initial coding was
complete, an social science researcher experienced with HyperResearch assisted in two
ways: he read and coded one interview and also took a finding and ‘worked backwards’
to trace the ancestry of the finding from the various codes. The primary goal of this effort
was to provide some assurance that the codes were acceptable. As a secondary benefit,
this review may serve to strengthen the reliability of the research.
According to Patton (2002), “Making sense out of what people have said, looking
for patterns, putting together what is said in one place with what is said in another place,
and integrating what different people have said” is the key component of data analysis (p.
380). Indeed, coding is not the analysis; it is the foundation for analysis. It is in the
relationships among and between the codes that meaning can be generated.
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Strengths and Limitations
Strengths and limitations of research studies have been discussed widely and
thoroughly throughout research literature. Irrespective of the research design, researchers
must consider widely understood, but often debated, concepts such as representativeness,
sampling, generalizability, reliability and validity, to name a few. This research was
designed as a case study, and as such has both strengths and limitations commonly
associated with the research design and specific to this case, Miami Dade College West
Campus. Depending on perspective, often a strength can also be considered a limitation,
and they may not always be discernible from each other. However, for clarity, I will
discuss them each separately.
Strengths
One of the strongest aspects of this case analysis is its ability to provide a voice of
experience with respect to HSIs—where such experience is limited. Through this case
study I hope to have added to the limited literature on Hispanic-serving institutions, as
Miami Dade College West Campus is one member of this group of minority serving
institutions. An understanding of the thoughts and perceptions of the members of the
dominant coalition as they plan, build and sustain the institution might be welcome to
others. Oftentimes, the concerns or ideas on specific issues are addressed within a group.
The demographic and cultural shifts that are taking place indicate that those institutions
that are currently not Hispanic-serving will soon become such and are not benefiting
from the experiences of their soon-to-be colleagues.
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A second strength of this study is related to its range of participants. The
perspectives of various campus administrators, students, and community members, both
individually and collectively, provide valuable insight into the leadership needs and
issues regarding an important situation in American higher education: educating the
underserved, often in underfunded institutions. The research in higher education is filled
with interviews and vignettes of campus presidents from institutions that have historical
significance, campuses that have strong endowments, and campuses that are on every
other campus’ aspirant list. The voices of leaders from a new, small campus such as
Miami Dade College West Campus may serve to address some of the more common
issues facing higher education leadership today. The in-depth, richness of information
gathered from this case, at the very least, is helpful to understanding Miami Dade College
West Campus more clearly.
A third strength of this research can be associated with the methodology used.
Participant interviews were utilized, on a voluntary basis. Although this can be
considered a limitation, which I discuss in the next section, it can also be considered a
strength for the richness of information that can be received by voluntary participants.
The experiences, attitudes, and perceptions of these individuals provide greater insight
because of the nature of the participants’ involvement, commitment, and understanding
of the institution in its complexity. As the findings of this study emerge, it may be that
since the more committed, dedicated, engaged, and knowledgeable members of the
institutional community participated, then the findings may have more significance than
would otherwise be attainable.
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As a researcher I also sought to increase the validity of the data from the
interviews by approaching the research methodology in two distinct ways: (1) I
attempted to reduce bias in my own reporting and coding by only considering findings
that were supported a number of times by other interview participants and to address and
limit any preconceived notions that may shape the findings; and (2) the findings were
corroborated through review of supporting documentation and they were reviewed with
the participants who were interested in doing so, as a quasi-form of member checking.
Another strength of this research is the case study design, itself. This approach is
used to gain an in-depth understanding of HSIs. The Miami Dade College West Campus
was chosen in part because of its administrative support, which is distinctive and renown
within the higher education community for its education of Hispanic students. Burton
Clark (1970) researched institutions for their distinctiveness and, in doing so, was a
catalyst in the transformation of research in higher education. His research is a foundation
for this study. In Grant and Riesman’s Perpetual Dream, they too explored specific
institutions. As they explained, “This book is not so much prescriptive as it is descriptive
and analytical” (1978, p. 2). This research serves as a descriptive and analytical case of
Miami Dade College West Campus.
Limitations
Although the case study design can be a strength, it also has a related limitation—
a lack of generalizability. Scientific research is based on quantifiability, repetition, and
generalizability. This research provides a detailed amount of information about a specific
set of people and a unique kind of institution. It does not have the generalizability that is
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often sought after in research. However true this limitation, Patton (2002) defends the
position that, “The vicarious experience that comes from reading a rich case account can
contribute to the social construction of knowledge that, in a cumulative sense, builds
general, if not necessarily generalizable knowledge” (p. 583).
The recruitment method also presents limitations. Reliance on purposeful
sampling compounded by voluntary participation among a cross-section of professional
individuals and extremely busy community members raises questions about the inherent
characteristics of the participants. Although this research was successful in reaching
sufficient participation for data saturation, both sampling size and voluntary participation
should be noted. According to Patton (2002), “sample size adequacy, like all aspects of
research, is subject to peer review, consensual validation, and judgment” (p. 246). It
should be noted that the voluntary disposition of the participants may have had an impact
on the findings. It is possible that those who chose to participate were more engaged and
committed to the institution, its students, and the community. Since this study does not
purport representativeness but highlights this particular case, this limitation should be
noted as worthy of consideration only when considering the findings.
Yet another limitation inherent to this study surrounds the nature of the primary
data collection: the interview. Interviews require interaction between the researcher and
the participant. Wherever an opportunity for interaction presents itself, it may be
considered a limitation, as critics of qualitative methods believe that the data are
influenced by such interactions. According to Patton (2002):
Interview data limitations include possibly distorted responses due to personal
bias, anger, anxiety, politics, and simple lack of awareness since interviews can be
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greatly affected by the emotional state of the interviewee at the time of the interview.
Interview data are also subject to recall error, reactivity of the interviewee to the
interviewer, and self-serving responses (p. 306).
It has been stated that this kind of research is only as a good as the instrument, in this
case, the researcher. Another inherent limitation of this study is that as research for a
doctoral thesis, I would not be considered by any member of the research community to
be an “expert researcher”. Therefore the quality of the interview protocol, and interview
themselves are appropriately considered a limitation. Patton (2002) asserts that, “The
quality of the information obtained during an interview is largely dependent on the
interviewer” (p. 341).
Another limitation of this study was the omission of an interview of Dr. Eduardo
Padrón, President of Miami Dade College. Dr. Padrón was not asked to participate in this
case study and he was not given the opportunity to confirm or disconfirm the information
presented through this case study. As the researcher I decided that information gleaned
from other stakeholders was more important. In addition, as the process sponsor of the
College’s strategic plan, a review of the strategic plan inherently includes Dr. Padrón’s
position.
In terms of validity, this study was designed to gain understanding in a field with
limited information. It was not an attempt to provide a comprehensive look at HSIs. It
was also not meant to be interpreted or extrapolated as an all-inclusive expedition into
effectiveness in higher education. A multi-institutional case involving interviews of
personnel from various institutions would have provided opportunities for triangulation
and increased validity, but this research was not so designed. With this single case study,
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efforts to adhere to vigilance in coding and context served to reduce misconceptions,
reduce researcher bias, increase understanding, and enhance validity as much as possible.
The implication for this research is the ability to provide valuable information to
future HSIs. The applied research and evaluative elements of qualitative inquiry enhance
this study and should be useful in informing future action, and the general knowledge
gained may be applicable to other institutions as they begin to serve more Hispanic
students.
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CHAPTER 4:
FINDINGS
This chapter presents the findings from this case study of Miami Dade College
West Campus. Qualitative interviews were conducted, supported by secondary document
analysis. Four themes emanated from this research: (1) campus-community
interdependence, the interrelationship that exists between Miami Dade College West
Campus and the City of Doral; (2) comprehensive diversity, the importance of and
emphasis on racial and ethnic diversity across the college; (3) leadership, the ways
leaders’ roles and relationships shaped the institutional landscape; and (4) studentcentered institutional culture, the campus’s focus on the student.
To assist with the presentation of the data for each of theme, subthemes are
presented that compose the foundation of the primary themes. While themes and
subthemes can be identified, there are common characteristics throughout these
findings—and, thus, other possible ways of organizing the data. The interrelatedness of
the data may lead to multiple appropriate interpretations; this overlapping of qualities and
characteristics is a common finding in the literature.
Campus-Community Interdependence
Every interviewee noted the relationship between Miami Dade College West
Campus and the City of Doral. In a variety of examples and for a multitude of reasons,
participants expressed the positive nature of the relationship and the strength they
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believed it brought to either or both. The coding derived three subthemes: (1)
responsiveness, (2) geography, and (3) communal character.
Responsiveness
College administrators, faculty, and staff felt that the college had been successful
in its efforts to respond to the needs of the immediate community. An integral piece of
the relationship between Miami Dade College West Campus and the City of Doral was
the apparent underlying assumption that the college somehow filled a void within the
community. When discussing the programs offered, both noncredit and credit-bearing,
Miami Dade College West Campus was described by one administrator as such:
It’s diverse in programs and its population. I mean, every and everything that the
college can offer, we’re able to offer. We try to accommodate the needs of the
community.
According to the data collected, the college made concerted efforts to understand
its community, anticipate its needs, and respond with programs that were not only
appropriate but wanted and needed by the community. This awareness in building the
relationship with the community was also evidenced by a founding faculty member when
discussing a student’s trajectory from college to work:
We want to be able to provide quality instruction so that when they get out to the
community they can say this is a Miami Dade College student who went to school
here in Doral and is working in here and can give something back to the
community. Whether it’s to the City of Doral, to the Parks and Recreation, the
cultural, you know, the golf resort—whatever job they go to, they can say I was a
graduate of Miami Dade West Campus in Doral, and I have come through the
ranks and this is where I am.
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This example speaks to not only the value of the education but how the college
provided a viable workforce for the immediate community. The expectation from this
faculty member, and restated throughout many interviews, was that this collegecommunity relationship was nurtured: The college would educate the students with what
the community needed, and the students would find success and give back, via
employment and professional success, within and among the immediate community.
Geography
The old adage “location, location, location” was also a common thread woven
throughout the interviews when discussing the nature of the relationship between the
college and the community. The college sits geographically from north to south in the
heart of the City of Doral and off to the west. It is accessible by a main thoroughfare that
accesses the central expressway artery of Miami Dade County. More importantly, Miami
Dade College West Campus sits adjacent to the Florida turnpike, which allows for easy
access and egress from all other points north and south. It is important to note that within
a span of 6 miles, there are two other public Florida institutions of higher learning and
one other campus, the main campus of Miami Dade College.
When asked about it, the respondents intertwined the location of the campus with
the City of Doral. For instance, when discussing the nuance of a particular course that
had not met its capacity, an administrator noted that the students did not want to take
classes at another campus. She described it in this manner:
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You know what these people around here tell me? They say I’m right in their
backyard and they’re not going to want to go down there. . . . We eventually had
to shift things around, and we’re still having the class here now.
The focus on the location went beyond driving distance and related more to the
identity students assumed from this particular campus. The students described who they
were through the location of the campus—and more importantly did so without realizing
the attribute that they were assigning and acquiring. The students in some form or another
referred to themselves as “Doral students,” and many of them noted that “they live here,
work here and stay here for school.” A more complete analytical explanation was
provided by a faculty member:
I think because the city is only 5 years old and we’re playing such a big factor
building the identity, people are looking to our campus to want us to—they want
to stay in the city. They like Doral. They don’t want to leave.
Communal Character
The communal character of the relationship between Miami Dade College West
Campus and the City of Doral was undoubtedly the strongest of these subthemes.
Participant after participant noted the impact of the continual presence of Miami Dade
College West Campus at city events and, even more significant, the representation of the
city at all college events. It was described in the following way:
It’s pretty much a give and take. I think even their presence is important when we
have events, that the mayor is here with the councilmen and the councilwomen
and, again, they’ve been here all the time, for anything important.
Statements were replete with affirmations of support from both campus and
community. The city was referred to as the college’s “partner” and “team member,” and
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likewise the college was referred to as the city’s “partner” when discussing its own
growth and development. When discussing this relationship, one administrator had the
following observation:
I think the City of Doral is trying very hard to create an identity for itself and a
real community feel. I think that West Campus is playing a big role in that.
Adding to this sense of relationship, the data revealed that the college had taken
active steps to reach out to the community. Where possible, the college built upon these
strengths, served the community, and served itself. A number of participants, faculty,
staff, students, and community members highlighted the college’s active role in the
cultural arts of the community. A student’s recap of the city’s first film festival was
revealing:
The city wanted to have a film festival and they did it here. They transformed the
first floor. The auditorium was turned into a theatre, and they put their gigantic
Oscar statuettes at the door and the red carpet. And it was a very exciting event.
Miami Dade College West Campus was a meeting place for members of the
community and for community events. In addition to the special events, participants
confirmed that regularly scheduled community meetings were hosted by Miami Dade
College West Campus. The campus made it a priority to become a “major player” in the
city’s events. Groups such as the Doral Business Council held their regularly scheduled
meetings in a meeting room in the college. This reflects how the institution nurtured its
relationship with Doral. The college has sought to enmesh itself and embrace the
community. The results thus far were quite impressive, as the community reciprocated in
a meaningful way. Quite a few respondents highlighted different events on campus, such
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as gallery nights and cultural activities that they had attended, and their impression was
that those events were partnered by the college and the community; the researcher could
not discern a clear line of distinction between the two. Another striking example was also
noted by a few participants and summed up in this manner:
Last year, the student government was organized, and the mayor of Doral came
out and gave the main address to the installation of the SGA [student government
association] president and her cabinet. So the community is pretty much involved
in what’s going on here.
The presentation of arms at the installation of a student body president and her
cabinet by the community’s legislative authority was inspiring for both community and
college members. As stated, the relationship was “reciprocal” and one of “give and take”
and appeared to be mutually beneficial.
All of these subthemes—responsiveness, geography, and communal character—
together support the predominant, broadly conceived theme that was found to be a
driving force at Miami Dade College West Campus: campus-community
interdependence. The interdependence was nurtured by both parties, who over the few
short years of their individual existence had come to rely and depend on each other. It
may be that, as noted earlier, these efforts have succeeded in inextricably intertwining the
two, and this cultivation has served to foster their mutual development.
Comprehensive Diversity
A second finding was defined as comprehensive diversity. Similar to the other
findings in this research, this theme was multidimensional. Comprehensive diversity
addresses the racial and ethnic diversity on campus; the diversity of programs utilized to
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foster and enhance the institution’s success in working with racial and ethnic minority
students; the diversity of its people, both faculty and staff, and the consequent role that
may have; and the overarching understanding of and respect for every individual’s
cultural and social diversity. Although the theme was broadly conceived, two subthemes
were identified to help categorize these data: (1) cultural consciousness and (2)
institutionalized affirmation.
Cultural Consciousness
Cultural consciousness speaks to a refined awareness of the various cultural
attributes that each diverse subset of students may bring to a campus and the effect of the
intersection of diverse cultures into one larger entity that is the student body. Miami Dade
College West Campus is indeed a Hispanic-serving institution. However, this researcher
found the campus to be attuned to the distinctive diversity of the campus, as well as to the
collective entity. The West Campus’s student body reflected the new migration of
immigrants from Central and South America. South Americans were the predominant
force on the campus, but there are differences, albeit subtle to an outside observer,
between Venezuelans, Colombians, Peruvians, Chileans, Argentines, Brazilians, and the
like. This research found that this campus made strides in purposefully accentuating
commonalities throughout and across these cultures—commonalities such as the
importance of family and establishing traditions.
For example, common to Hispanic culture is a comfort factor with close personal
physical proximity. Students and faculty alike commented on the fact that they liked the
West Campus because of its “smallness” and that everyone felt “close.” One participant
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stated that she would prefer not to expand the cafeteria, that it was “comfortable to her.”
Another participant, a student, liked the “small classes”; in addition to the more personal
attention she felt she received from the instructors, she felt she had a more “personal
connection” with her classmates. Another faculty member who taught at other institutions
as well anecdotally observed that her students “get to know each other better, because
they sit closer together here, and they don’t have a choice.” In her delineation she felt
there was a greater comfort factor with closer physical proximity than would occur with
predominantly Anglo-Saxon students or other cultures, such as Asian, whose cultural
definition of ‘personal space’ has been identified as larger and wider than that of
Hispanics. She went on to explain:
You have to understand the Hispanics are very close together. . . . If you go to
space that is too big, they seem to be kind of spread apart so they don’t feel so
together. They should have a feeling of belonging and together. In my teaching
I’ve compared and think it works better.
In addition to physical space and proximity, a greater cultural awareness was
evidenced on the campus through small details, as noted by a student:
You wouldn’t think it’s important, but I like when I go to the cafeteria that in
addition to the Cuban food, and I love their pastelitos, that they also have
tequeños. It makes me feel good; it reminds me of my mom’s cooking and of
home.
This may indeed be a small attribute, but it may not. The student went on to note that she
usually ate a slice of pizza, but the fact that this option was there, the fact that the café
staff took the time to offer a variety, made her “like the student cafeteria more.”
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Many respondents also commented on a comfort factor. As a researcher I did note
that that the building, and everything inside, was relatively new, and this may be a factor
here. Nevertheless, a feeling of comfort emanated strongly from a variety of
respondents—staff, administrators, and students. This comfort level is also reflected in
the building ambiance and décor. Students commented on the color scheme in the interior
hallways, stating that it was “warm and inviting,” that there was art and designs that were
“similar to their own decorating style” or “reminded them of home.” Students and faculty
alike stated that they were comfortable with the variety of languages heard and spoken
outside of the classroom. There was not a “sense of taboo” at this institution, as one staff
member noted:
It’s not like other places, where we’re ashamed to speak our language. Everyone
respects everyone else. We do our work in English and reinforce in our students
that they need to command the language for success, but when we’re in the
hallways, I easily hear students and staff smiling and exchanging weekend
adventures or recipes in English, Spanish, Portuguese, Indian, and Jamaican—it’s
very diverse and wonderful. I’ve lived elsewhere; I’ve worked at other schools in
Miami. It’s not the same. In some places it’s frowned upon and discouraged, but
not here.
All of these various facets of cultural awareness—the nuances, the flavors, the
décor, the language—helped to sustain an atmosphere that reflected and accentuated what
students saw as a comfortable atmosphere. This “comfortability”—a term that has been
noted in the literature on culture and acculturation—was noted by an administrator with
many years of experience: “It’s not only about serving a specific group; it’s more about
making it comfortable.” This comfort helped to engender foster the emotional attachment
that students had for the campus.
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Institutionalized Affirmation
Institutionalized affirmation of diversity is more than a recognition or nod to the
concept. It is an embracing of diversity based on sincere efforts and goals that have been
realized. This affirmation was evidenced in a variety of ways in this study.
Miami Dade College West Campus celebrated diversity in ways common across
America. Hispanic Heritage Month, for example, in October, was celebrated often with a
variety of events. But according to the research, the campus excelled:
Hispanic Heritage Month, which is the college wide activity, is very big here.
We’ve tried to really focus on those large college wide events. . . . Doing the art
gallery openings focusing on Hispanic artists is, plays a very big role in that.
We’ve done several things with that and, again, that’s community outreach and
bringing the community in. But we don’t stop in October; we try to have
something year-round. We are always looking for opportunities.
During Hispanic Heritage Month, a variety of celebrations and events were held,
both academic and cultural. In addition to bringing in one kind of Hispanic event, as
noted above, the campus had a series of art gallery events featuring a diverse group of
Hispanic artists, artists who represented the various countries and regions that were
reflected in the students. As another faculty member noted, “These are not one ethnicity
fits all; we understand there are many types of Hispanics.” Another administrator
continued to explain her personal beliefs, which she felt were echoed by the campus:
A diverse population has no comparison with a homogenous [one] because of the
richness. . . . You’re getting the parts of the world together into one, and I think
we learn so much from each other.
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According to various accounts gathered during this research, in addition to the
celebration of Hispanic Heritage Month, all year long there were celebrations and events,
and at every opportunity, the diversity of the students and the community was celebrated.
The campus, although young, was already creating and building traditions. For
instance, the campus recently began to collect the flags representing its student body, as
noted by its administrator:
I’m proud to say we have now purchased 26 and there’s about 10 more to go. I
wouldn’t be surprised if next year we have to buy more. . . . I wanted to display
them all, as an exhibit. They are downstairs in the 1101 gallery. The students and
staff love it.
The campus was also building a tradition of becoming an unofficial cultural arts
center for the City of Doral. It exhibited various art and artists all year round and often
celebrated with the community. This tradition was serving to build the campus identity.
The students and faculty loved it and, according to one community member,
I look forward to receiving my Doral magazine to see what MDC West will be
having at its next exhibit. It’s now something my family attends together, and we
don’t have any children there.
The surrounding community of South Florida provided a diversely rich population
from which to select employees. More importantly, the college purposefully set out to
achieve representativeness at every level. The campus had diversity among its adjunct
faculty, staff, and support personnel. In addition, the college’s policies supported
contracting with outside vendors that were also representative of the community. On
discussing the diverse complement of staff and students, one administrator explained:
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It’s nice but it’s more than that. It’s really that you want to mirror as much as you
can that that is their reality—you want their reality to be your reality and vice
versa—because if you don’t then what you do is detrimental. What you’re doing
if you don’t is you are telling them without telling them in words that you want
the melting pot rather than a salad bowl. A salad bowl tells them that they have
value and you value their worth as a culture.
These various pieces provided the structure for this broadly conceived concept of
comprehensive diversity. The cultural awareness on campus—not only awareness, but the
development of a culture of consciousness, the promotion of student activities, the role
modeling, and the value placed on individuals and the richness of diversity—created
something special, something beyond the “serving” of “Hispanics.”
Leadership
The interviews sought to understand the roles and relationships of the leadership
of the institution; leaders’ connection with the campus, the students, and the community.
Leadership was found to have a profound impact on the development and success of the
campus. The interview findings resulted in two subthemes: (1) administrative
competencies and (2) inspirational elements. Together these subthemes comprised the
essential function that is the leadership of this institution. While discussing leadership,
one of the founding faculty members described the role of the president:
The president is the ultimate leader and facilitator—and one doesn’t normally use
those two words in the same sentence—but it’s a delicate balance because that
president has to be flexible enough to empathize with the needs of his or her
faculty, yet continue to tow the lines.
The delicate balance that this faculty member so tactfully described actually delineated
the two subthemes. “tow the line” may refer to responsibilities associated with
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administrative competencies, and “flexible” and “empathize” may refer to the
inspirational elements.
Administrative Competencies
Invariably in every interview, participants spoke of the “hard work” and
“commitment” that occurred at every level on campus. When indicating pride in the
success the West Campus was able to achieve in such a short time, an administrator
noted, “[Success] has not been without hard work, and everyone recognizes that. There is
a leadership of commitment here, an authentic leadership of commitment.”
Participants also recognized the great task before the campus—that of
accreditation. And with that came the realization of the amount of work necessary.
According to the data gleaned from the research, “everyone is part of a team here” and
“we are all willing to do whatever it takes.” This was further supported by one
administrator who noted:
I think it’s [leadership] the reason why nobody has left this job once they got it,
even though we’re all putting in, you know, then, 12-hour days. It’s why people
are beating down the door to get here.
Teamwork, collaboration, a positive atmosphere, and pride were all common
descriptors used by interview participants. These words were not only used but believed,
lived, and realized on a daily basis.
Inspirational Elements
The term “inspirational elements” was conceived to denote the very strong
personal qualities and characteristics that, according to the research interviews, abounded
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at Miami Dade College West Campus. In particular, the research mainly spoke of the
campus’s executive director and the team that she built. This subtheme may be the reason
for everyone’s hard work and dedication.
According to one of the executive director’s immediate staff members:
She looks to us as her team and she listens to us, and we make decisions together
as a group. I think that’s why it’s my dream job. I’ve always wanted a job like
this. I think that’s why I’m so happy here. I’m like, okay, whatever. I don’t fight
the hours because she allows us to do what we need to do, and I almost think
that’s why the majority of the people are very—I can’t speak for everybody, but
they are very happy here.
The research also found that in addition to being “liked,” “admired,” and an
“ultimate professional,” the executive director was very nurturing—and that was
reflected in how she treated the campus. She was described as “the mother,” “the
nurturing one,” and “full of passion.” According to one faculty member,
She’s done a lot with very little, very little. But because she has a real love for the
place, she’s been able to accomplish the impossible. . . . This is her baby.
A colorful example was provided by a fellow administrator when discussing the
high peak times during registration:
Even though it’s very crowded at peak times—registration and all of that—
they’re amazing, this staff. They’re so dedicated. They don’t mind the long lines.
. . . But then she comes out and she is like Little Red Riding Hood with a basket
of little things to eat. And she’ll go around and she’ll say, “I’m so sorry you have
to wait. We’ll want to make it okay for you. Would you like something to eat or
drink?” It is that kind of care that people have flocked to and, I imagine, will
continue to.
The interview questions were not directed at the executive director specifically,
but invariably each participant when discussing leadership lauded her as the example to
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uphold. The praise was echoed by all members of her staff, her superiors and the central
administration, and her colleagues and benefactors within the community. For example, a
student said she “treats it [the campus] like her house” and “her strength and vitality are
amazing”; an administrator referred to her as “electric,” “completely dedicated,” and “in
everything—wherever something’s occurring with the campus or with Doral, she is
always there”; and one of her staff members summarized her leadership style as follows:
Yeah, she’s on top of us and she knows what’s going on. But she gives us the
freedom to make decisions without micromanaging us to the point where we
couldn’t function. I think that’s her biggest gift as an administrator: that she
knows how to work with the key players and build that team-ship and make them
understand the mutual benefits of working with the college. But it’s more than
that—it’s her personality. People gravitate to her. People want to work with her.
From the study data, it was clear that while the West Campus leaders maintained
professionalism and dedication, the inspirational elements were able to inspire others to
action, whether through dedication or donations.
Student-Centered Institutional Culture
Without exception, every single participant mentioned in some form the positive
atmosphere that existed for the students and the perceived happiness of the students who
attended. These claims were difficult to ascertain. But nonetheless, the one common
denominator was the student. The culture that was established and nurtured was entirely
student centered. As one administrator explained upon discussing student interactions
with faculty and staff during high peak times, “Whatever he or she does, he or she has to
continue to remember that whatever else is said or done, it all boils down to, it’s all about
the student.” The students were the focal point of the institution. Two subthemes emerged
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from the data: (1) dedication to student’s academic development and (2) emphasis on
student’s personal growth and development.
Dedication to Student’s Academic Development
The students interviewed attested to the following: “The professors expect a lot
from us,” “they make us work,” and “they really care about our learning.” There was a
commitment to ensuring students’ academic success. According to one faculty member:
We don’t push—we try to engage them in the reality of what we’re living and
make the choices that they have to do. We just cannot afford to have them pass
through all these years of college and do something else.
The students’ academic development and success was central to the work of the college.
Although the campus was young and the staff was stretched thin while the student
body had grown exponentially from 150 in 2006 to over 3200 in 2008, the focus
continued to be the success of the student. As one faculty member noted,
Miami Dade West Campus is this open gate for this new life that these students
should have and deserve. . . . When they come in, they finally get their voice and
get to choose what they want to be.
This purpose in higher education was part of its ‘greater good,’ but Miami Dade
College West Campus understood its student population and strove to ensure their
success. Students in this community often enrolled with insufficient English language
skills. Instead of allowing them to struggle with their language or to take a standardized
English as a second language course, students were encouraged to take a class called
English for Academic Purposes. This course assisted students in learning the English
language in order to facilitate continuing education. Such a course was integral with a

83

student population of immigrants or students whose native language was not English. The
students were provided with every tool and opportunity for success, and this was
continually reinforced. According to another faculty member:
It’s our responsibility to let the students know. We tell the students, this is just the
beginning. The students recognize the need for an education. Not only that,
Miami Dade has things in place that motivate the students, not only to come here,
but to pursue higher degrees. . . . We have articulation agreements, and we tell
students they can do anything they want.
The pivotal focus on the students’ academic success—whether through special
classes or reinforcement through the teaching philosophy of the faculty—remained
central to how the college identified its own success. As another faculty member
explained her understanding of the campus administration,
It’s a 24/7 job. But, the common denominator is . . . they want the students who
pass through the halls of Miami-Dade College to leave with a solid, valid
education. That’s it.
Emphasis on Student’s Personal Growth and Development
In addition to the focus on students’ academic development, the college attended
to the students’ other needs for personal growth and development; this was the
complement that the college believed was part of attending to the complete self. Students
were given a level of personal attention that, according to reports from faculty, staff, and
students, was rare at other institutions or campuses. Both students and faculty reported on
the quality personal attention they received. Students stated that they “did not want to
leave,” that “they liked the advising and personal contact they have with staff,” and that
they were “happy here.”
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From the account of an administrator:
Students come over here and they’ll say to me, “Oh, my God. You’re the first
person who really explained this to me and why this is happening and how I
can—” or really sit down with them and help them. So I think for the most part,
for the student service part, they’re very, very happy.
The faculty, staff, and administration treated the first student in the same manner
as they did the 3000th. It was understood at this campus that all students mattered.
Borrowing from the corporate world, one respondent commented: “We can’t look at
widgets only, outputs, and treat this like a factory; students may wait, but what they wait
for is worthwhile.” Another support staff noted, “We treat our students very well, with a
lot of respect, and we try to really help them look for a solution to their problems.” As a
result, another administrator confirmed:
I’m not too sure what it is, but people have told us that students prefer to wait here
for 2 hours to see an advisor instead of going to the other campuses. Maybe
because of how we’re set up—our locations are accommodating. . . . [If] we see
long lines, we put out extra chairs, we put out water. And when it’s over, we have
a good job done on their behalf.
One student recounted that for 2 previous semesters he attended another campus and “no
one” could explain how his pre-requisite courses would “fit with this major or that major”
He stated, “I really wanted a general business degree, but no one could tell me how that
play into an BS in Accounting. When I came here, the advisor explained it to me,
showed me where to look on the website and gave me her card, in case I had more
questions. It was great, now I understand”. This ability to provide an atmosphere of
support and respect and quality service facilitated the personal growth and development
of the student.
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In addition, the college addressed this personal development through the
academic process as well. All degree-seeking students were required to take a course
called Psychology of Personal Effectiveness. As explained by a faculty member who
taught the course,
We talk about self-esteem. We talk about perceiving reality, taking care of our
stress. We talk about motivation and emotional challenges. We talk about career
effectiveness.
This course was a mechanism the college utilized to be able to rely on the structured
academic setting of the classroom to confront personal issues that otherwise were only
seen individually. The college capitalized on the educational moment to capture the entire
student body in the hopes of preventing additional personal crises and stressors on its
students. This course was just one piece of the puzzle that the college put together to
improve its ability to foster and nurture the success of its students.
The capacity of the Miami Dade College West Campus to create multiple
opportunities to foster and nurture the whole student, both the personal and the academic,
was what laid the foundation for the student-centered institutional culture. Much like its
own microcosm of society, its citizens—the faculty, staff, and administration—served to
protect its greatest assets, its students.
Throughout these various opportunities at both the more structured academic level
and the more free-form attention given on an individualized basis, the college also
managed to achieve another goal: to build and strengthen the affinity and emotional
attachment of the student for the college. The pride and value the college placed on the
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student’s success served to enhance the level of dedication the student had to his own
success. At every level, the college adopted the student as its utmost responsibility.
Social activities, academic activities, and the campus’s general ambiance,
compounded by a great sense of pride and respect for all, facilitated this
institutionalization of the culture that encompassed and embraced the students. Across the
landscape of the entire campus, there was an all-encompassing sense of criticality in
ensuring the success and future of the students.
Strategic Planning
As noted in chapter 3, Miami Dade College’s strategic planning process truly
began to take form with the presidency of Dr. Eduardo Padrón. As defined by the
Institutional Research Office, the strategic planning process consisted of three main
goals:
1. Develop a Strategic Plan that responds to and anticipates changes in the
community, invites and includes employee and student suggestions, and
establishes strategic goals that are consistent with the College’s Mission and
Vision Statements.
2. Emphasize the importance of the strategic planning process as much as the
resulting plan, and encourage on-going collegial discussion about the plan and
MDC’s mission.
3. Ensure that the Strategic Plan is a “living” document that responds as needed to
changes while keeping College efforts and resources focused on the long-range
goals.
Miami Dade College’s Strategic Plan for 2004 to 2010 focused on five themes
derived from the mission and vision statements, with goals and objectives for each theme.
Progress toward the goals was reviewed throughout the year, was reported annually, and
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was revised as needed to respond to the changing needs of the college community.
College resources were dedicated to these reviews, which produced final reports,
progress on measures, and overall evaluations and directives for improvement.
To provide context for the four themes that emerged from the research, they were
evaluated from the standpoint of the college’s strategic planning process. This
perspective should offer insight from the planning and effectiveness establishment. It is
important to note that the strategic planning process reviewed here is in mid-cycle and the
plan continues to 2010. As a researcher this should be considered with respect to any
findings. However, the focus on the strategic plan was on its strategic management
process which provides institutions a greater amount of flexibility in dealing with issues,
both internal and external which could not be anticipated in any given 5 year cycle, such
as statewide budget shortfalls, or sudden leadership departures.
Campus-Community Interdependence
The campus-community interdependence theme addressed the pivotal and
seemingly mutually beneficial role that Miami Dade College West Campus and the City
of Doral developed. A foundational component was found directly within two of the
strategic themes of the college:
Access to the College: Our students are often parents and members of the
workforce, so MDC’s effort to establish convenient neighborhood campuses in
underserved areas of the county can make the difference in opening the door to
college.
Serving the Community: MDC’s mission statement underscores the importance of
the College’s relationship to the community. From inception, MDC strived to
attune itself to the higher education needs of a growing community. Forty-five
years later, the College remains true to that creed, embracing its central position
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in the community’s evolution. The Strategic Plan recognizes the enormous wealth
of interaction between the College and all elements of the community.
Evidenced in these strategic plan themes were the subthemes—responsiveness,
geography, and the communal character—that emerged from the research. “Access to the
College” addressed the location of Miami Dade College West Campus and the population
that it immediately embraced, the City of Doral. Rudiments of communal character can
be found within the broad concept of “serving the community.”
Comprehensive Diversity
The comprehensive diversity theme addressed the role of racial and ethnic
diversity on campus, the diversity of programs utilized to foster and enhance the
institution’s success in working with minority students, the diversity of its people,
faculty, and staff, and the overarching understanding and respect for every individual’s
diversity. The coding derived two subthemes: (1) cultural consciousness and (2)
institutionalized affirmation.
A primary component can be found directly within the strategic theme of “Student
Achievement and Success,” which had the following notation:
Our students comprise the most diverse population in all of higher education,
bringing a wealth of learning styles and cultural differences to the classroom. . . .
The Strategic Plan reasserts the College’s commitment to our most fundamental
challenge: to support individual students in their educational journey, and to
continue to uncover meaningful methods of measuring student learning.
Another supporting dimension can be found within the theme “Serving the
Community”:
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Partnerships in the years ahead promise benefits to our students, our community’s
economy and all our citizens in sharing the rich cultural diversity that defines our
community.
Although institutionalized affirmation was not addressed directly within the
strategic plan, its building blocks were indeed present. An understanding of and respect
for diversity and its inherent value served as the foundation of affirmation.
Leadership
The role of leadership and leaders’ relationships with the institution, the campus,
the students, and the community were addressed in the findings. The coding derived two
subthemes, administrative competencies and inspirational elements.
Principal ingredients of these two subthemes were evidenced in the strategic plan
themes of “Resource Development and Allocation” and “Employees and the College.”
First, resource development and allocation depends on qualities found in both subthemes:
the qualities of effective administrators and effective and inspirational leaders are both
critical in striving to achieve goals and access resources in times of difficult fiscal
constraints. Similarly, the need to command the field intellectually in higher education
and the ability to build, transform, and guide faculty and staff in these difficult times is
also an essential component.
Student-Centered Institutional Culture
Establishing, nurturing, and sustaining a student-centered focus was the fourth
and final finding in this research. All five themes of the strategic plan—“Access to the
College,” “Student Achievement and Success,” “Serving the Community,” “Resource
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Development and Allocation,” and “Employees and the College”—supported such a
focus. More important, however, was the overarching message that preceded the
discussion of the themes:
A college education is a journey. MDC’s 2004–2010 Strategic Plan addresses
each element of that journey, from a student’s approaching steps to the human and
financial resources that support each personal journey to completion.
This evidentiary statement epitomizes the conceptual framework that is the studentcentered institutional culture.
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CHAPTER 5:
DISCUSSION
The goal of this case study was to provide a detailed analysis of a single case, that
of Miami Dade College West Campus. Through an information-rich case study, this
researcher set out to examine how Miami Dade College West Campus could serve as a
new model for effective Hispanic-serving institutions (HSIs). Based on a need to better
understand HSIs, this study sought to provide an account of this one new campus
designed and developed with the support and infrastructure of Miami Dade College ,
located in one of the most diverse settings in the country, South Florida.
Interviews were conducted with members of the internal dominant coalition and
also included a cross-section of representatives from faculty, staff, and students, district
administrators and members of the community. According to Cameron (1978), “the
internal dominant coalition refers to representatives of the major subunits or interest
groups with the college or university (p. 306.)” The data collected from these sources
were analyzed and organized into four predominant themes. The themes were also
reviewed from the context of the college’s strategic plan. Based on the findings from the
study, conclusions have been drawn that are relevant to the HSI case, Miami Dade
College West Campus. This chapter’s design parallels the findings of the predominant
themes, and within each, and where relevant and appropriate, this chapter also includes
implications for policy and practice within Hispanic Serving Institutions. Where
appropriate, areas for further investigation are suggested.
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The first theme, campus-community interdependence, describes the
interrelationship between Miami Dade College West Campus and the City of Doral. The
college and the community developed a mutually beneficial relationship, and all
constituencies appeared to be acutely aware of this. The second theme, comprehensive
diversity, explains the importance of and emphasis on cultural and ethnic diversity across
the college. The college provided ample opportunities to reinforce the value and worth of
the students’ cultural and ethnic diversity. Likewise, diversity was also incorporated into
the academic and cultural community of the college. The third theme, leadership, refers
to the prominence and role that leadership encompasses and how effective leaders help to
define and shape this HSI’s institutional landscape. The discussions of leadership
centered on the specific leadership of the campus and both the academic and
administrative competencies required for this task, plus the inspirational elements that
defined the personal characteristics inherent to her success. The fourth theme, studentcentered institutional culture, refers to the central focus of the campus, which is the
student. Universally across the campus, from the security guards to the highest echelons
of the administration, the student was defined as the essential element of the student’s
mission.
Campus-Community Interdependence
The relationship that was nurtured and developed between Miami Dade College
West Campus and the City of Doral is a strong, mutually valued relationship whose
foundation was embedded in each entity. Timing may have played a role, since the
college and city developed together. Miami Dade College West Campus opened in 2006,
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and the City of Doral was incorporated in 2003. Each was young and was building its
identity. What was unique was that they sought to tie their identities together. This did
not have to be the case. Other local institutions were available to Doral, but Doral sought
out Miami Dade College West Campus. In fact, as noted across all interviews and
observations from spending hours of time on campus and within the community, and as
stated by an administrator:
We call it the Doral Campus. We can’t do that on official paperwork, of course,
but here, at the corner store, and even all across Miami, I’ve heard the term, Doral
Campus. It makes me smile to think we’ve had that kind of impact.
Impact indeed. The community stakeholders, members and students alike, did not
differentiate between the goals and aspirations of the college and the goals and
aspirations of the community. The college’s presence at almost every community event
was not necessarily a formality. Since members of the administration, including the
campus executive director, live in the community, when they attended events for personal
reasons, the community associates their presence with the College. Because
administrators’ role and relationship with Doral is so strong, there doesn’t appear to be a
distinguishable differentiation between their positions as citizens and as college
representatives. The executive director is a member of the Doral community, and that
may have facilitated the relationship. However, besides being a community member, she
made it a strategic goal in her formal role with Miami Dade College West Campus to
attend community events whenever possible. She was a member of many community
groups, was actively involved in the cultural and arts development of the community, and
when possible allowed community groups to use space in the college. This served to blur
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any schism that might exist between competing entities for involvement and for
resources. A genuine respect and trust was perceived to exist between the two groups. As
recalled by one faculty member after discussing this special relationship:
Even though we’ve dropped the ‘community’ from our title, it’s not gone from
our hearts. Like no place else that I’ve seen in my over 20-odd years, Doral is
where the word community makes sense; it fits here.
Miami Dade College West Campus is an example to be heralded for its towngown relations. It redefined the roles that each is supposed to play in tragic tussles for
physical space, parking, and complicated matters involving large masses of youth. The
community embraced the youth of the campus and actively sought to engage its youth in
higher education and return to develop the community and themselves.
The implications from this finding and discussion speak to the nature of the new
town-gown, the town-gown of the 21st century—a century where Hispanics will be the
majority-minority, approaching college age and changing the demographics across many
campuses. This institution may have taken a page from the history books to help define
its future. The land grants were originally based on this symbiotic relationship. This
concept, perhaps due to urban and suburban sprawl and high-density concentration, has
not been highly considered as of late. With respect to minority students and minority
institutions and their community interdependence, there is some research on HBCUs and
Tribal Colleges that can provide us with some support, and is addressed below as a
broader implication.
The literature on HBCUs talks not specifically about the town-gown, but refers to
the campus↔community interdependence as a means to provide a better environment.

95

According to Brown & Davis (2001), HBCUs have, “a unique ability…to distribute
social capital and effectively structure environments that lead to greater achievement
outcomes for their students (p. 43). This ability of the institution to impact the students
environment beyond the academic halls is a derivative of the campus↔community
interdependence referred to in this research. In addition, “environmental support models
argue that these schools provide support so that students will become more confident, are
more involved in campus activities, and are more engaged with faculty” (Brown and
Davis, 2001, p. 43).
Additionally, the Tribal College literature also addresses this phenomenon. Tribal
colleges have built their success on cultivating resources to respond to community needs.
Pavel, Inglebret & Banks (2001) note that, “A common characteristic of TCUs is the high
level of commitment to culture and community, both locally and globally” (p. 57). Due
in part to their distinctive mission, tribal colleges and universities have also been referred
to as “serving as community vanguards”. Cunningham & Parker (1998) assert, “One of
the unique aspects of tribal college is that they are truly community institutions, and they
contribute virtually to every aspect of community life” (p. 48). In their concluding
remarks on tribal colleges and universities, Pavel, et al (2001) spoke more broadly
towards all minority serving institutions:
These institutions are by nature community oriented. There is a prevailing love of
family, culture, and land that typify institutions successful at increasing
postsecondary access and improving economic development. The alignment of
strengths is an important step to sustain initiatives, and the accumulated strengths
in alignment will correspond to likelihood of success. Team building and
partnerships are no longer choices (p. 68).
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Thus, one research and policy implication is for developing HSIs to reevaluate
and address the nature of the current town-gown relations. There may be some value in
considering targeted strategies to redefine the town-gown for the 21st century and for the
new waves of students who are tied emotionally, culturally, and geographically to their
‘towns.’ As noted by one of the students interviewed, “this is my home; I work here,
study here and live here.” The student was referring to the Doral community as he is a
student at MDC West Campus, lives with him family in a residential community known
as Doral Isles and works at the Doral Marriott Golf Resort and Spa. The
accomplishments thus far experienced by Miami Dade College West Campus may speak
to the fluid nature of the campus with the community that makes it consonant with the
Hispanic culture.
Comprehensive Diversity
Miami Dade College West Campus has been successful in its holistic approach to
comprehensive diversity. This broadly conceived, multidimensional framework addresses
diversity of races and ethnicities, diversity of opportunities in valuing the cultures on
campus, diversity of understanding in the nuances across the broad group that comprises
“Hispanics,” and diversity of role models and examples that must be prevalent and
relevant to our future. Critical to the success of Miami Dade College West Campus was
its ability to hone its cultural consciousness, as it served a diverse community of
Hispanics, and its affirmation of each student’s individuality and the individual worth
that each culture, race, and ethnicity brings. This affirmation of value and worth speaks to
addressing the students at their core sense of identity. One student stated:
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Maybe I was just being sentimental, but the first day I walked in and they had put
the flags up, and I saw the Honduran flag, I started to cry. I don’t know why. I
saw the flag and thought of my abuelita [grandmother]. I was meant to be here. I
was meant to do something. And know it flies together with my new flag, the flag
of the USA.
Perhaps this young lady was being sentimental. Perhaps that was the point. The ability of
an institution to influence and help to transform its student body is critical to the success
of both the institution and the student. As evidenced by the research by Miami Dade
College West Campus had sought to build on this ‘influence’ through the establishment
of traditions, and the flags are but one example. Another was the Doral film festival,
which although not originally planned for the campus, took place their and next year’s
event is already being organized. The traditions foster the relationship and identity of the
student and the institution.
Additionally, the ability of an institution, through the course of its academic
endeavors, customs, and traditions, to provide opportunities for students to see that the
campus reflects its student body in practice and in persons is concomitant to its
affirmation of comprehensive diversity. Miami Dade College West Campus appears to be
a model for HSIs, as indeed its experiences are consonant with the latinization of
traditions and rituals. West Campus is culturally bound by its distinctive understanding
and realization of its mission, and as such, is providing a wealth of experiences for its
students and is serving to develop its identity through its collegiate community. In her
discussion of community and Multiculturalism, Martínez Alemán (2001) asserts her
position that over the course of the last three decades, postsecondary education in
America has attempted to address diversity through “an additive policy” and often this
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addition of “new diverse populations into the common college culture has meant a ‘colorblind’ attitude and conferring upon ‘diverse’ students those values consistent with the
normative liberal culture” (p. 489). More importantly, Martínez Alemán in providing an
alternative framework suggests that through a Deweyan perspective, within a truly
multicultural campus community, “universality and difference would alter and transform
each other, serving to promote the growth of the community. Thus, with each new
student, new faculty, or new staff, a college community continues evolving (p. 490).
Although this was not the focus of the research on Miami Dade College West Campus, its
findings suggest a need for more research in this area. The data derived from this
research on Miami Dade College West Campus suggests that through a combination of
its campus↔community interdependence, its latinization of the campus culture, its
comprehensive diversity and its uniqueness for its diversity within and across Hispanic
cultures as a “new HSI”, this institution may serve as distinctively Hispano-multicultural.
Since Hispanics are multi-cultural and multi-racial but are grouped under the larger
umbrella of Hispanic/Latino, Hispanic serving institutions can be, in effect, multicultural
institutions. This model may provide a real opportunity for the development of a truly
multicultural institution as a certain consequence of building a Hispanic [multicultural]
serving institution. This warrants further research.
The implications for understanding the value and the significance of
comprehensive diversity as exemplified by Miami Dade College West Campus may be
more difficult in geographically and demographically less diverse areas, but its difficulty
should not detract it from being a significant goal of every new and burgeoning HSI. As
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is evidenced in the formation of more recent HSIs for example, they are now part of the
Washington state, Pennsylvania and Kansas higher education landscape; all areas not
historically known for their high Hispanic enrollment. From a policy perspective, HSIs
need to continue to partner with projects like the science, technology, engineering, and
mathematics (STEM) project and other agencies to nurture and develop a doctorally
prepared cohort that will address the needs of the upcoming numbers of college students.
For example, at the American Academy for the Advancement of Science, the Center for
Advancing Science & Engineering Capacity was established in 2004. Its goals are to
address:
The problem of underrepresentation, potentially exacerbated by the demographics
of the student population, creates common bonds across disciplines and sectors.
The AAAS Capacity Center seeks to reinforce those bonds. As a human resource
development consulting service, it provides institutions of higher education with
assistance in achieving their educational mission in STEM fields.
Similarly, institutions need to ensure that the staff, administration, and vendors associated
and contracting with the campus are representative of the community. Establishing and
nurturing important customs that are representative of the student body also deserves
practical consideration by new HSIs.
Leadership
Notable in the findings on leadership at Miami Dade College West Campus was
the gravitation of almost every interview towards the leadership of the West Campus’s
executive director, Dr. Maria T. Bilbao. It was affirmed at West Campus that it is critical
to command the competencies necessary for leaders in higher education. Most
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participants praised her inspirational elements, as a leader who comprises the qualities
that are often described as “transformational” and “charismatic” (Conger & Kanungo,
1998). A fellow administrator used a quirky example to highlight what she found to be
special about her leader:
I was in the cafeteria with her one afternoon and we were out. All of a sudden she
stops and walks over to a table of students who were sitting in the corner of the
room. One of the students was sitting in his chair on its hind legs and leaning
against the wall. She [Dr. Bilbao] did not reprimand him but went over kindly and
asked him to put the chair back and showed him how the back rail of the chair
was rubbing and marking up the wall. She was kind and empathetic and the
student did not feel threatened at all. She focused on the chair and referred to
cafeteria as "our kitchen in our home.” It was brilliant.
The administrator was awed not by what others would consider a reprimand, but
how she used a small moment to reinforce to her students how much she cares about the
campus, how her campus is their campus, and how together this is “their home” and they
are equally its defenders and caretakers. This kind of charisma and character has been
written about and researched extensively in the literature on leadership (Whetten &
Cameron, 1985). Can it be taught? This research did not set out to address that issue. But
it can be an implication.
Historically, we can look to the foundational research on organizational
effectiveness when discussing leadership. According to Whetten & Cameron (1985):
While no author has yet proposed a universal, unified model of effectiveness for
institutions as a whole, research on this topic has shed considerable light on the
characteristics of effective administrators in higher education (p.459).
Although this research study did not attempt to address leadership systematically or
empirically, the abundance of data and emphasis placed on the Executive Director has
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directed my attention to this specifically. In 1985, Whetten and Cameron identified eight
characteristics of effective administrators. These are:
1.
2.
3.
4.
5.
6.
7.
8.

Place Equal Emphasis on Process and Outcomes
Low Fear of Failure—Willingness to Take Risks
Nurture the Support of Strategic Constituencies
Don’t Succumb to the Tyranny of “Legitimate Demands”
Leave a Distinctive Imprint
Error in Favor of Overcommunication, Especially During Times of Flux
Respect the Power of Organizational Cultures
Preserve and Highlight Sources of Opportunity at any Institution—At Any Cost

While I cannot assign these characteristics to the Executive Director as a function of the
case study data, I do find support in the research study for qualities that could be
attributed to the follow qualities: nurturing the support of strategic constituencies, the
distinctiveness of her imprint, reliance on overcommunication during high peak or
difficult times, #respect for organizational cultures and finally, the ability to highlight
sources of opportunity for her institution.
Additionally, the literature on transformative and charismatic leaders and the discourse
that has recently emanated from the corporate world with bestsellers such as Jack:
Straight from the Gut (Welch, 2001) and Good to Great (Jim Collins, 2001) may indeed
offer an opportunity in higher education. It is now popular to discuss the various
characteristics that an effective leader must employ, regardless of whether the setting is
the corporate world or the public sector.
More recently, Excelencia in Education’s report Modeling Hispanic-Serving
Institutions highlighted the role and dedication of 12 leaders. As noted in that report:
The leadership at these HSIs created a vision, culture, and commitment at their
institutions to balance access and quality while also meeting the needs of their
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surrounding community. As part of this vision, the institutional leaders were open
to reinventing institutional practice and tailoring them to the characteristics of
current students. (Santiago, 2008, p. 20).
Higher education must not abandon the lessons and foundational work provided
by scholars such as Whetten and Cameron, 1985. The HSI community must also take
hold of and embrace this new level of discourse and capitalize on the direction of
emerging leadership training opportunities across the country. Current HSIs must
continue to be vocal in their support of agencies such as the Lumina Foundation and
Excelencia in Education to provide an academic credential to the work and research on
leadership for these institutions, so that it may continue. This cannot be overlooked.
Student-Centered Institutional Culture
The student was at the heart and hub of every initiative on campus. This
atmosphere and ambiance engrained into everyday life at Miami Dade College West
Campus was evidenced to have been adopted by faculty, staff, and students, and the
results have been the institutionalizing through transformative means of a studentcentered culture. As with other campuses, there was a strong focus on the student’s
academic development, but additionally there was a strong focus on the personal growth
and development of the individual. Miami Dade West Campus actually served the ‘whole
student’. The focus on the student may come from the community college repertoire, but
Miami Dade College West Campus seemed to excel at this.
The students, staff, and faculty all noted their personal connection to the campus
in one form or another. The students appeared generally happy. Although students shared
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comments of trouble or concern, invariably those concerns or troubles were addressed by
someone at the campus, and that was deemed to be important. The positive atmosphere
fostered on the campus appeared to transform itself into a positive outlook. Staff and
faculty welcomed the opportunity to teach there. One particular administrator, on
discussing why she decided to work at West Campus, verified it in this manner:
I wanted a place where I think my mission statement, my personal mission
statement, matched the institution. Really, that is, students first. I know that
you’re probably hearing that a lot, but I think there is a sense of mission here.
Directing the institution motivated by its mission statement has been critical to this
institution’s effectiveness. Miami Dade College West Campus was living its mission
statement and in its young history should be inspiring to others.
As noted in chapter 4, the findings were interrelated and inextricably intertwined
and thus could have been reorganized in another format. Had it been necessary to choose
just one over-arching theme, however, that would have had to have been student-centered
institutional culture. The West Campus was all about the student. Central to
understanding why a positive campus and community relationship is paramount to the
future; central to understanding the value and worth of affirming a comprehensive
approach to diversity; central to understanding that to be effective as a leader you have to
not only command the content but also believe in people and gain their trust; central to
understanding the power of institutionalizing the mission—central to all of these is the
student. That is what all the interviews revealed, and that is what was evident throughout
the strategic plan document analysis.
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The implications of this finding are almost endless. Campuses should focus on
cultivating and nurturing an atmosphere of respect where the bottom line is always the
student. Often documents and plans such as mission and vision statements are written by
a small committee of institutional leaders and vetted through a bureaucratic process—and
therefore ownership within the larger institutional community may be lacking. Based on
this research, which showed the prominent role that the mission had in the day-to-day
operational activities and the campus’s success, HSI’s should give further consideration
to the planning process and the development of their mission statement. This
recommendation was confirmed by the 2008 Excelencia report, Modeling HSIs: “Selfreflection, adaptation and continuous improvement are necessary if institutions of higher
education are to meet the challenges of today and tomorrow” (Santiago, 2008, p. 20).
Strategic Planning Implications
The findings from this case study of Miami Dade College West Campus validated
the work of the strategic plan and the planning process adopted and utilized by the
college. Dr. Padrón is the consummate leader of the entity that is Miami Dade College.
Under the leadership of Dr. Eduardo Padrón, the larger entity that supports this campus
had refined its planning process. In the strategic planning literature, as noted by Bryson
(2004), he is considered the “process sponsor”. According to Bryson, “Process sponsors
typically are top positional leaders. They have enough prestige, power, and authority to
commit the organization to undertaking strategic planning and to hold people accountable
for doing so” (p. 300). As stated earlier in this study, it was under Dr. Padron’s new
leadership that he redesigned and committed to the strategic planning process currently
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utilized by the College. The fruits of this labor have been evident in the areas in which
Miami Dade College West Campus excelled, as the identification and creation of Miami
Dade College West Campus came about as a direct result of the strategic planning
process.
As stated in chapter 3, the results of a case study are used to better understand the
case itself. Thus, the analysis of the strategic planning process on this campus is not
generalizable to other campuses. However, we can accept, as Patton (2002) affirmed, that
in rich, specific case studies there is “general knowledge” that can be built and if
applicable, to be shared with other institutions. This knowledge is tied to the direct
effectiveness of the institution through the strategic planning process. The strategic
planning process as adopted by Miami Dade College provided the foundation for West
Campus to thrive in a tenuous situation. As a new institution, under-funded, and itself
located in a young community, West Campus could rely on the backbone of the strategic
plan to guide its path and provide steering for its course. This researcher believes that the
correlation between the mission of the institution which is student-oriented, and the
student-centered institutional culture found on West Campus is not arbitrary. The strength
of the strategic plan and its process allowed the campus administrators to excel in the
development of this campus and focus on the needs of the community and the students.
According to Bryson (2004):
At its best, strategic planning requires broad-scale yet effective information
gathering, clarification of the mission to be pursued and issues to be addressed
along the way, development and exploration of strategic alternatives, and an
emphasis on the future implications of present decisions. Strategic planning can
facilitate communication and participation, accommodate divergent interests and
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values, foster wise and reasonably analytical decision making, and promote
successful implementation and accountability (p. 6).
The data gleaned from this research supports the position that Miami Dade College West
Campus has been able to excel because its foundation was fortified with a strategic
planning process that was “at its best”. The implications from this finding should be
noted by other HSIs. In only one strategic planning cycle after Dr. Padrón’s ascension as
college president, the institution was able to realize such gains. Additionally and
specifically attuned to the future Hispanic Serving Institutions, this researcher asserts that
the strategic planning process fills a void that has not been experienced by HBCUs and
Tribal Colleges. The strategic planning itself provides for a dedicated and systematic
infrastructure that in the case of Miami Dade College West Campus was guided by the
campus’ mission. Since HSIs are not mission driven, the strategic planning provided the
foundational support that is otherwise absent in HSIs.
With an implication such as this, is it important to return to the review of
literature where Bryson and his work were first introduced in this study. Through
thoughtful and appropriate use, an institution will begin to implement these needed
changes through the Strategy Change Cycle (See Appendix). Noted earlier in the
analysis of the findings through the strategic planning perspective was the important
consideration that the strategic plan is indeed a plan from 2004 through 2010 and is such,
currently in mid-cycle. However important this notation, it is mitigated by the
opportunity to provide a greater understanding of the process that underlies the strategic
plan. This becomes more important to future HSIs, as indeed, it may be that an institution
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would like to address a few changes at a time, a phased-in approach or maintain certain
pieces of their current strategic plan, and incorporate certain goals with respect to serving
these populations. As an explanation offered by Bryson (2004):
The Strategy Change Cycle becomes a strategic management process—and not
just a strategic planning process—to the extent that it is used to link planning and
implementation and to manage an organization in a strategic way on an ongoing
basis (p. 31).
The power of this implication is grounded in the evidence provided by the Miami Dade
College West Campus and the flexibility afforded to institutions that may prefer or need
to make a series of changes through a systemic means; the strategy change cycle provides
just this opportunity. Institutions that find relevance in this research may seek to better
understand the Strategy Change Cycle, Bryson’s method for implementing organizational
change in a fluid, iterative, and dynamic process. The cycle provides for the flexibility
and guidance that is warranted by institutions. As so explained, “It is designed to
organize participation, create ideas for strategic intervention, build a winning coalition
and implement strategies” (Bryson, 2004, p. 32).
Broader Implications
In its few short years in existence, Miami Dade College West Campus has proven
to be an agent of transformational change not only for its students, but also for its
community. Since its inception in 2006, West Campus has continually exceeded
expectations at all levels. The future of the Doral community and the greater South
Florida community will be impacted by the presence of Miami Dade College West
Campus. In its own right, this HSI will become a major player for educating the future.
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Miami Dade College West Campus has experienced exponential growth and
success in an extremely short period of time. This is not luck but achievement based on a
fabulous combination of effort and innovation. The institution may be reminded that
viability and sustainability must be achieved through a marathon and not a sprint. The
pace, workload, and dedication offered by every member of the faculty, staff, and
administration interviewed in this case study cannot be maintained ad infinitum. It is
critical that steps be taken to ensure that the formational blocks instituted by these
founding members are reinforced strategically to continue the momentum.
Miami Dade College West Campus also is at the forefront of something new and
exciting in the evolution of HSIs: serving the new waves of immigrants. The Hispanic
Association of Colleges and Universities has made great strides in serving the needs of
the “Hispanic” community. However, under the umbrella of “Hispanic” are dozens of
nationalities, a variety of races, and, as in the case of Brazil, a large emerging nation
whose native language is not Spanish. This researcher recommends that the strategies and
research on HSIs allow for the flexibility and dynamism that are Hispanic cultures.
Miami Dade College West Campus serves as a model of serving these diverse groups, a
model that may become particularly relevant as other regions begin to experience a
similar amalgamation of Hispanics in the next few years. This topic was not the purpose
of this study but warrants attention and future study. Other research should also include
case studies of Hispanic Serving Institutions to determine if the findings of this study
have resonance with HSI populations across the country. Additionally, the findings of
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this research on Miami Dade College West Campus as an HSI should be considered with
respect to other cultures such as institutions that serve large numbers of Asian students.
With respect to the federal designation of HSI, Debra Santiago (2008) stated,
“The category of HSIs was created on the theory that a critical mass of individuals from a
group—in this case Latinos—influences organizational change at institutions of higher
education to address this mass” (p. 6). While this study did not address the designation of
HSIs specifically, the findings from Miami Dade College West Campus indicate that
change and planning were strategically undertaken by the institution and did not happen
as a matter of “influence.” Policymakers are cautioned to not assume that organizational
change will just “happen.” History and the literature are rife with evidence that higher
education institutions are not only difficult in structure to change but are often
recalcitrant to do so. Leaving these institutions with only a designation may
longitudinally have little value. Since these institutions are not mission driven by
definition, as were historically black college and universities and tribal colleges, further
research is needed to understand how Hispanics choose HSIs over other institutions and
whether Hispanics are more successful at HSIs than elsewhere.
The most salient difference between Historically Black Colleges and Universities,
Tribal Colleges and Universities and Hispanic Serving Institutions is that the former are
distinctly mission driven. The findings of this case study highlight the achievements of
Miami Dade College West Campus in asserting its future in the education of these
diverse populations. Their focus was indeed driven by their mission—the student. Future
research may indeed determine that a distinct mission for serving HSIs would provide the
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impetus and support needed for their success in educating in the 21st century. In addition
to mission-specific status, and if substantiated by further research, policymakers and
practitioners alike may consider the long term gains in educational achievement by
institutions through the establishment of a Hispanic Land Grant status or similar to
HBGIs, a Hispanic Graduate Institution status.
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APPENDIX A:
HISTORICALLY BLACK COLLEGES AND UNIVERSITIES

4-Year Public Institutions

State

Organization

Alabama A&M University
http://www.aamu.edu/

Alabama

4-year public

Alabama State University
http://www.alasu.edu/

Alabama

4-year public

University of Arkansas at Pine Bluff
http://www.uapb.edu/

Arkansas

4-year public

University of the District of Columbia
http://www.udc.edu/

District of
Columbia

4-year public

Delaware State University
http://www.desu.edu/

Delaware

4-year public

Florida A&M University
http://www.famu.edu/

Florida

4-year public

Albany State University
http://asuweb.asurams.edu/

Georgia

4-year public

Fort Valley State University
http://www.fvsu.edu/

Georgia

4-year public

Savannah State University
http://www.savstate.edu/

Georgia

4-year public

Kentucky State University
http://www.kysu.edu/

Kentucky

4-year public

Grambling State University
http://www.gram.edu/

Louisiana

4-year public

Southern University A&M College
http://www.subr.edu/

Louisiana

4-year public

Southern University at New Orleans
http://www.suno.edu/

Louisiana

4-year public

Bowie State University
http://www.bowiestate.edu/

Maryland

4-year public

121

4-Year Public Institutions

State

Organization

Coppin State College
http://www.coppin.edu/

Maryland

4-year public

Morgan State University
http://www.morgan.edu/

Maryland

4-year public

University of Maryland Eastern Shore
http://www.umes.edu/

Maryland

4-year public

Alcorn State University
http://www.alcorn.edu/

Mississippi

4-year public

Jackson State University
http://www.jsums.edu/

Mississippi

4-year public

Mississippi Valley State University
http://www.mvsu.edu/

Mississippi

4-year public

Harris-Stowe State University
http://www.hssu.edu/

Missouri

4-year public

Lincoln University
http://www.lincolnu.edu/pages/1.asp

Missouri

4-year public

Elizabeth City State University
http://www.ecsu.edu/

North Carolina

4-year public

Fayetteville State University
http://www.uncfsu.edu/

North Carolina

4-year public

North Carolina A&T State University
http://www.ncat.edu/

North Carolina

4-year public

North Carolina Central University
http://www.nccu.edu/

North Carolina

4-year public

Winston-Salem State University
http://www.wssu.edu/

North Carolina

4-year public

Central State University
http://www.centralstate.edu/

Ohio

4-year public

Langston University
http://www.lunet.edu/

Oklahoma

4-year public

Cheyney University of Pennsylvania
http://www.cheyney.edu/

Pennsylvania

4-year public

122

4-Year Public Institutions

State

Organization

Lincoln University
http://www.lincoln.edu/

Pennsylvania

4-year public

South Carolina State University
http://www.scsu.edu/

South Carolina

4-year public

Tennessee State University
http://www.tnstate.edu/

Tennessee

4-year public

Prairie View A&M University
http://www.pvamu.edu/

Texas

4-year public

Texas Southern University
http://www.tsu.edu/

Texas

4-year public

Norfolk State University
http://www.nsu.edu/

Virginia

4-year public

Virginia State University
http://www.vsu.edu/

Virginia

4-year public

Bluefield State College
http://www.bluefield.wvnet.edu/

West Virginia

4 year public

West Virginia State University
http://www.wvstateu.edu/

West Virginia

4-year public

University of the Virgin Islands
http://www.uvi.edu/pubrelations/uvi/home.html

U.S. Virgin Islands

4-year public

4-Year Private Institutions

State

Organization

Concordia College Selma
http://www.concordiaselma.edu/

Alabama

4-year private

Miles College
http://www.miles.edu/

Alabama

4-year private

Oakwood University
http://www.oakwood.edu/

Alabama

4-year private

Selma University
Web address not available

Alabama

4-year private
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4-Year Private Institutions

State

Organization

Stillman College
http://www.stillman.edu/

Alabama

4-year private

Talladega College
http://www.talladega.edu/

Alabama

4-year private

Tuskegee University
http://www.tuskegee.edu/

Alabama

4-year private

Arkansas Baptist College
http://www.arkansasbaptist.edu/

Arkansas

4-year private

Philander Smith College
http://www.philander.edu/

Arkansas

4-year private

Howard University
http://www.howard.edu/

District of
Columbia

4-year private

Bethune-Cookman University
http://www.bethune.cookman.edu/

Florida

4-year private

Edward Waters College
http://www.ewc.edu/

Florida

4-year private

Florida Memorial University
http://www.fmuniv.edu/

Florida

4-year private

Clark Atlanta University
http://www.cau.edu/

Georgia

4-year private

Interdenominational Theological Center
http://www.itc.edu/

Georgia

4-year private

Morehouse College
http://www.morehouse.edu/

Georgia

4-year private

Morehouse School of Medicine
http://www.msm.edu/

Georgia

4-year private

Morris Brown College
http://www.morrisbrown.edu/

Georgia

4-year private

Paine College
http://www.paine.edu/

Georgia

4-year private

Spelman College
http://www.spelman.edu/

Georgia

4-year private
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4-Year Private Institutions

State

Organization

Dillard University
http://www.dillard.edu/

Louisiana

4-year private

Xavier University of Louisiana
http://www.xula.edu/

Louisiana

4-year private

Rust College
http://www.rustcollege.edu/

Mississippi

4-year private

Tougaloo College
http://www.tougaloo.edu/

Mississippi

4-year private

Bennett College
http://www.bennett.edu/

North Carolina

4-year private

Johnson C. Smith University
http://www.jcsu.edu/

North Carolina

4-year private

Livingstone College
http://www.livingstone.edu/

North Carolina

4-year private

Shaw University
http://www.shawuniversity.edu/

North Carolina

4-year private

St. Augustine's College
http://www.st-aug.edu/

North Carolina

4-year private

Wilberforce University
http://www.wilberforce.edu/

Ohio

4-year private

Allen University
http://www.allenuniversity.edu/

South Carolina

4-year private

Benedict College
http://www.benedict.edu/

South Carolina

4-year private

Claflin University
http://www.claflin.edu/

South Carolina

4-year private

Morris College
http://www2.morris.edu/index.asp

South Carolina

4-year private

Voorhees College
http://www.voorhees.edu/

South Carolina

4-year private

Fisk University
http://www.fisk.edu/

Tennessee

4-year private
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4-Year Private Institutions

State

Organization

Knoxville College
http://www.knoxvillecollege.edu/

Tennessee

4-year private

Lane College
http://www.lanecollege.edu/

Tennessee

4-year private

Lemoyne-Owen College
http://www.loc.edu/

Tennessee

4-year private

Meharry Medical College
http://www.mmc.edu/

Tennessee

4-year private

Huston-Tillotson University
http://www.htu.edu/

Texas

4-year private

Jarvis Christian College
http://www.jarvis.edu/

Texas

4-year private

Paul Quinn College
http://www.pqc.edu/

Texas

4-year private

Southwestern Christian College
http://www.swcc.edu/

Texas

4-year private

Texas College
http://www.texascollege.edu/

Texas

4-year private

Wiley College
http://www.wileyc.edu/

Texas

4-year private

Hampton University
http://www.hamptonu.edu/

Virginia

4-year private

Saint Paul's College
http://www.saintpauls.edu/

Virginia

4-year private

Virginia Union University
http://www.vuu.edu/

Virginia

4-year private

Virginia University of Lynchburg
http://www.vulonline.us/

Virginia

4-year private
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2-Year Public Institutions

State

Organization

Bishop State Community College
http://www.bscc.cc.al.us/

Alabama

2-year public

Shelton State Community College, C. A. Fredd
Campus
Alabama
http://www.sheltonstate.edu/

2-year public

Gadsden State Comm. College, Valley Street
http://www.gadsdenst.cc.al.us/

Alabama

2-year public

J. F. Drake State Technical College
http://www.dstc.cc.al.us/

Alabama

2-year public

Lawson State Community College
http://www.ls.cc.al.us/

Alabama

2-year public

Trenholm State Technical College
http://www.trenholmtech.cc.al.us/

Alabama

2-year public

Southern University at Shreveport
http://www.susla.edu/

Louisiana

2-year public

Coahoma Community College
http://www.ccc.cc.ms.us/

Mississippi

2-year public

Hinds Community College, Utica
http://www.hindscc.edu/

Mississippi

2-year public

Denmark Technical College
http://www.denmarktech.edu/

South Carolina

2-year public

St. Philip's College
http://www.accd.edu/spc/spcmain/spc.htm

Texas

2-year public

2-Year Private Institutions

State

Organization

Lewis College of Business
http://www.lewiscollege.edu/

Michigan

2-year private

Clinton Junior College
http://www.clintonjuniorcollege.edu/

South Carolina

2-year private

Source: U.S. Department of Education, 2008b.
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APPENDIX B:
STATES THAT CREATED DUAL SYSTEMS OF HIGHER EDUCATION
Alabama
Arkansas
Delaware
Florida
Georgia
Kentucky
Louisiana
Maryland
Mississippi
Missouri
North Carolina
Ohio
Oklahoma
Pennsylvania
South Carolina
Tennessee
Texas
Virginia
West Virginia

128

APPENDIX C:
TRIBAL COLLEGES AND UNIVERSITIES
Institution
Bay Mills Community College
Blackfeet Community College
Cankdeska Cikana (Little Hoop) Community College
Chief Dull Knife College
College of Menominee Nation
Diné College
Fond du Lac Tribal and Community College
Fort Belknap College
Fort Berthold Community College
Fort Peck Community College
Haskell Indian Nations University
Ilisagvik College
Institute of American Indian Arts
Lac Courte Oreilles Ojibwa Community College
Leech Lake Tribal College
Little Big Horn College
Little Priest Tribal College
Navajo Technical College
Nebraska Indian Community College
Northwest Indian College
Oglala Lakota College
Saginaw Chippewa Tribal College
Salish Kootenai College
Sinte Gleska University
Sisseton Wahpeton College
Sitting Bull College
Southwestern Indian Polytechnic Institute
Stone Child College
Tohono O'odham Community College
Turtle Mountain Community College
United Tribes Technical College
White Earth Tribal and Community College
Source: U.S. Department of Education, 2008a.

129

State
Michigan
Montana
North Dakota
Montana
Wisconsin
Arizona
Minnesota
Montana
North Dakota
Montana
Kansas
Alaska
New Mexico
Wisconsin
Minnesota
Montana
Nebraska
New Mexico
Nebraska
Washington
South Dakota
Michigan
Montana
South Dakota
South Dakota
North Dakota
New Mexico
Montana
Arizona
North Dakota
North Dakota
Minnesota

APPENDIX D:
HISPANIC-SERVING INSTITUTIONS LISTED BY STATE

State

Arizona

California

Institution
Arizona Western College, Yuma
Central Arizona College, Coolidge
Cochise College, Douglas
Estrella Mountain Community College, Avondale
Gateway Community College, Phoenix
International Institute of the Americas, Phoenix
International Institute of the Americas, Mesa
International Institute of the Americas, Tucson
Phoenix College, Phoenix
Pima Community College, Tucson
South Mountain Community College, Phoenix
Allan Hancock College, Santa Maria
Antelope Valley College, Lancaster
Bakersfield College, Bakersfield
Barstow Community College, Barstow
California State Polytechnic University-Pomona, Pomona
California State University-Bakersfield
California State University-Dominguez Hills, Carson
California State University-Fresno
California State University-Fullerton
California State University-Long Beach
California State University-Los Angeles
California State University-Monterey Bay, Seaside
California State University-Northridge
California State University-San Bernardino
California State University-Stanislaus, Turlock
Canada College, Redwood City
Cerritos College, Norwalk
Chaffey College, Rancho Cucamonga
Charles R Drew University of Medicine and Science, Los Angeles
Citrus College, Glendora
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State

California
(continued)

Institution
College of the Desert, Palm Desert
College of the Sequoias, Visalia
Cypress College, Cypress
East Los Angeles College, Monterey Park
East San Gabriel Valley Regional Occupational Program, West Covina
El Camino Community College District, Torrance
El Camino College-Compton Center
Evergreen Valley College, San Jose
Fresno City College, Fresno
Fresno Pacific University, Fresno
Fullerton College, Fullerton
Gavilan College, Gilroy
Hartnell College, Salinas
Heald College-Salinas
Heald College-San Jose, Milpitas
Heald College-Stockton
Humphreys College-Stockton
Imperial Valley College, Imperial
Interamerican College, National City
La Sierra University, Riverside
Long Beach City College, Long Beach
Los Angeles City College, Los Angeles
Los Angeles County College of Nursing and Allied Health, Los
Angeles
Los Angeles Harbor College, Wilmington
Los Angeles Mission College, Sylmar
Los Angeles Pierce College, Woodland Hills
Los Angeles Trade Technical College, Los Angeles
Los Angeles Valley College, Valley Glen
Los Medanos College, Pittsburg
Merced College, Merced
Modesto Junior College, Modesto
Mount St Mary's College, Los Angeles
Mt San Antonio College, Walnut
Mt. San Jacinto Community College District, San Jacinto
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State

California
(continued)

Colorado

Connecticut

Institution
Oxnard College, Oxnard
Pacific Oaks College, Pasadena
Palo Verde College, Blythe
Pasadena City College, Pasadena
Porterville College, Porterville
Reedley College, Reedley
Rio Hondo College, Whittier
Riverside Community College, Riverside
San Bernardino Valley College, San Bernardino
San Diego City College, San Diego
San Diego State University-Imperial Valley Campus, Calexico
San Joaquin Delta College, Stockton
San Jose City College, San Jose
Santa Ana College, Santa Ana
Santiago Canyon College, Orange
Southwestern College, Chula Vista
Taft College, Taft
The National Hispanic University, San Jose
University of California-Merced
University of La Verne
Ventura College, Ventura
Victor Valley College, Victorville
West Hills College-Coalinga
West Hills College-Leemore
West Los Angeles College, Culver City
Whittier College, Whittier
Woodbury University, Burbank
Yuba College, Marysville
Adams State College, Alamosa
Community College of Denver, Denver
Otero Junior College, La Junta
Pueblo Community College, Pueblo
Trinidad State Junior College, Trinidad
Capital Community College, Hartford

132

Institution
Barry University, Miami
Broward Community College, Fort Lauderdale
Carlos Albizu University-Miami Campus
City College, Casselberry
City College, Miami
Florida
Florida International University, Miami
Jones College-Miami Campus
Miami Dade College, Miami
Nova Southeastern University, Fort Lauderdale
Saint Thomas University, Miami Gardens
City Colleges of Chicago-Harry S Truman College, Chicago
City Colleges of Chicago-Malcolm X College, Chicago
City Colleges of Chicago-Richard J Daley College, Chicago
City Colleges of Chicago-Wilbur Wright College, Chicago
Lexington College, Chicago
Illinois
Morton College, Cicero
Northeastern Illinois University, Chicago
Saint Augustine College, Chicago
Triton College, River Grove
Waubonsee Community College, Sugar Grove
Dodge City Community College, Dodge City
Donnelly College, Kansas City
Kansas
Seward County Community College, Liberal
Massachusetts Urban College of Boston, Boston
Hudson County Community College, Jersey City
New Jersey City University, Jersey City
Passaic County Community College, Paterson
New Jersey
Saint Peters College, Jersey City
Union County College, Cranford
Central New Mexico Community College, Albuquerque
Clovis Community College, Clovis
College of Santa Fe at Albuquerque
New Mexico College of the Southwest, Hobbs
Eastern New Mexico University-Main Campus, Portales
Eastern New Mexico University-Roswell Campus, Roswell
International Institute of the Americas, Albuquerque
State
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State

New Mexico
(continued)

New York

Texas

Institution
Luna Community College, Las Vegas
Mesalands Community College, Tucumcari
New Mexico Highlands University, Las Vegas
New Mexico Junior College, Hobbs
New Mexico State University-Alamogordo
New Mexico State University-Carlsbad
New Mexico State University-Dona Ana, Las Cruces
New Mexico State University-Grants
New Mexico State University-Main Campus, Las Cruces
Northern New Mexico College, Espanola
Santa Fe Community College, Santa Fe
University of New Mexico-Los Alamos Campus
University of New Mexico-Main Campus, Albuquerque
University of New Mexico-Taos Branch
University of New Mexico-Valencia County Branch, Los Lunas
Western New Mexico University, Silver City
Boricua College, New York
CUNY Borough of Manhattan Community College, New York
CUNY Bronx Community College, Bronx
CUNY City College, New York
CUNY Hostos Community College, Bronx
CUNY John Jay College Criminal Justice, New York
CUNY La Guardia Community College, Long Island City
CUNY Lehman College, Bronx
CUNY New York City College of Technology, Brooklyn
College of Mount Saint Vincent, Bronx
Long Island University-Brentwood, Brentwood
Mercy College-Main Campus, Dobbs Ferry
Professional Business College, New York
Vaughn College of Aeronautics and Technology, Flushing
Baptist University of the Americas, San Antonio
Brazosport College, Lake Jackson
Brookhaven College, Farmers Branch
Coastal Bend College, Beeville
Del Mar College, Corpus Christi
El Centro College, Dallas
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State

Texas
(continued)

Institution
El Paso Community College, El Paso
Galveston College, Galveston
Houston Community College System, Houston
Howard College, Big Spring
Laredo Community College, Laredo
Midland College, Midland
Mountain View College, Dallas
Northwest Vista College, San Antonio
Odessa College, Odessa
Our Lady of the Lake University-San Antonio, San Antonio
Palo Alto College, San Antonio
Saint Edward's University, Austin
San Antonio College, San Antonio
San Jacinto College-Central Campus, Pasadena
South Plains College, Levelland
South Texas College, McAllen
Southwest Texas Junior College, Uvalde
Southwestern Adventist University, Keene
St Mary’s University, San Antonio
St Philips College, San Antonio
Sul Ross State University, Alpine
Texas A & M International University, Laredo
Texas A & M University-Corpus Christi, Corpus Christi
Texas A & M University-Kingsville, Kingsville
Texas State Technical College-Harlingen, Harlingen
The University of Texas Health Science Center at San Antonio
The University of Texas at Brownsville
The University of Texas at El Paso
The University of Texas at San Antonio
The University of Texas of the Permian Basin, Odessa
The University of Texas-Pan American, Edinburg
University of Houston-Downtown, Houston
University of St Thomas, Houston
University of the Incarnate Word, San Antonio
Victoria College, Victoria
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Institution
Wharton County Junior College, Wharton
Heritage University, Toppenish
Washington
Yakima Valley Community College, Yakima
American University of Puerto Rico, Bayamon
American University of Puerto Rico, Manati
Atlantic College, Guaynabo
Bayamon Central University, Bayamon
Caribbean University-Bayamon
Caribbean University-Carolina
Caribbean University-Ponce
Caribbean University-Vega Baja
Carlos Albizu University, San Juan
Centro de Estudios Multidisciplinarios, San Juan
Centro de Estudios Multidisciplinarios, Humacao
Colegio Biblico Pentecostal de Puerto Rico, Trujillo Alto
Colegio Pentecostal Mizpa, Rio Piedras
Colegio Universitario de San Juan, San Juan
Escuela de Artes Plasticas de Puerto Rico, San Juan
U.S. Territory Humacao Community College, Humacao
of Puerto Rico Inter American University of Puerto Rico-Aguadilla
Inter American University of Puerto Rico-Arecibo
Inter American University of Puerto Rico-Barranquitas
Inter American University of Puerto Rico-Bayamon
Inter American University of Puerto Rico-Fajardo
Inter American University of Puerto Rico-Guayama
Inter American University of Puerto Rico-Metro, San Juan
Inter American University of Puerto Rico-Ponce, Mercedita
Inter American University of Puerto Rico-San German
Pontifical Catholic University of Puerto Rico-Arecibo
Pontifical Catholic University of Puerto Rico-Mayaguez
Pontifical Catholic University of Puerto Rico-Ponce
Puerto Rico Conservatory of Music, San Juan
Universal Technology College of Puerto Rico, Aguadilla
Universidad Adventista de las Antillas, Mayaguez
Universidad Central Del Caribe, Bayamon
State
Texas (cont.)
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Institution
Universidad Del Este, Carolina
Universidad Del Turabo, Gurabo
Universidad Metropolitana, Cupey
Universidad Politecnica de Puerto Rico, Hato Rey
University of Puerto Rico in Ponce, Ponce
University of Puerto Rico-Aguadilla, Ramey
University of Puerto Rico-Arecibo
U.S. Territory University of Puerto Rico-Bayamon
of Puerto Rico
University of Puerto Rico-Carolina
(continued)
University of Puerto Rico-Cayey University College
University of Puerto Rico-Humacao
University of Puerto Rico-Mayaguez
University of Puerto Rico-Medical Sciences Campus, San Juan
University of Puerto Rico-Rio Piedras Campus, Rio Piedras
University of Puerto Rico-Utuado, Utuado
University of Sacred Heart, Santurce
State

Source: U.S. Department of Education, 2007a.
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APPENDIX E:
THEMES DERIVED FROM CODING
Campus↔Community Interdependence

Campus as part of community
Campus represented within the community
Campus response to community needs
Feels like part of the community
Community involved in what goes on here
Community relationships
Community partnerships
Community responded to us
College as economic engine
Of South Florida/MDC West/Doral
Booster for Doral
Doral and MDC West – synonymous
People call it Doral
Development of the campus identity
Location
One college—one community
Surrounded by Doral
Doral is growing up with MDC West
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Comprehensive Diversity
Celebrate diversity often and in varied ways
Celebrate diversity and culture
Creating something special
Emotional attachment
All kinds of Hispanics – saturation & diversity
Positive atmosphere
Student prefer close proximity
Atmosphere reflects/ accentuates home
Comfortability factor
Promotion of student activities
Encourages freedom for students to interact and interrelate
Required class for all students
Richness of diversity
Small size emphasis
Symbolic representation
Emphasis-establishing traditions with students
Emphasis of diversity-via cultural opportunities
Value individual worth
Role modeling –across all sectors
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Leadership
Ownership – parental pride and responsibility – this campus is my baby
Nurturing
Becoming/legitimizing campus thru accreditation
Collaborative leadership
Teamwork
Completely dedicated
Democracy’s college ---message to students about future
Development of a master plan
Emotional attachment
Extremely proud
Founding members
Self-proclaimed—greatest accomplishment
Facilitator
Visionary
Accountability
Special affection for college
Commitment
Positive atmosphere
Foresight of administration
Responsibility to our students
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Student Centered Institutional Culture
All about the student
Attrition/retention of students is focal point (student success)
Sets high standards for students—expectations
Wants students to be happy
Comfortability factor
Emotional attachment
Pride/value in students’ dedication to their own success
Open access
Personal attention
Positive atmosphere
Student activities—as focus
Required class for all students
Solid and strong student services
Students like it here
This is home away home for our students
Students want to stay here
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APPENDIX F:
STRATEGY CHANGE CYCLE
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APPENDIX G:
INTERVIEW PROTOCOL
A. General questions to begin interview, establish rapport, and understand the
professional background of the interview participant
1. How long have you been at your current position?
2. Is this your first position at Miami Dade College?
a. If yes, where were you before?
b. If no, what was your previous position and how long had you served in
that capacity?
3. What is the current organizational structure within your office?
4. In a few words, how would answer the following question, “What is Miami
Dade College and what does it do?”
OR, If the participant is a community member, then the interview would begin:
A. General questions to begin interview, establish rapport. and understand the
professional background of the interview participant
5. What is it that you do in the community?
6. How long have you been at your current position?
7. Is this your first time being involved with a project at Miami Dade College?
a. If yes, what are your overall perceptions?
b. If no, what are some other projects you have been involved with?
8. What role do you see for Miami Dade College West Campus and your
community?
9. Do you believe that has been or will be realized in the near future?
10. In a few words, how would answer the following question, “What is Miami
Dade College and what does it do?”
B. Questions specifically about Miami Dade College and West Campus
1. I would like to talk with you about the general role of the position of campus
president. How would you define the role of the campus president to a
student?
a. To a community stakeholder?
b. To a funding agency?
c. To a colleague?
2. When you look at these definitions by audience, is there any aspect that is
common to all?
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3. What is the most pressing issue with respect to Miami Dade West Campus
today?
4. How does West Campus play into the larger role of Miami Dade College?
C. Questions about the title of Hispanic-serving institution
1. I would to talk with you about the MDC designation of Hispanic-serving
institution. Are you familiar with the designation? If so, what does that
designation mean to you?
2. Does your position require you to be actively involved in HSI issues and/or
HACU? If not, do you do so for your own personal and/or professional
growth?
3. In your opinion, what are some of the initiatives that spearhead or curtail the
goal of the HSI designation?
4. Along those lines, are there any specific issues that you are particularly proud
of with respect to being a Hispanic-serving institution?
5. Do you believe that West Campus is a Hispanic-serving institution? Why or
why not?
D. Questions about your role in Miami Dade College West Campus
1. If you had to place a title on your role with respect to the planning of West
Campus, what would that be?
2. Was your association/participation with the planning of West Campus an
assignment you volunteered for, or was it assigned to you?
3. If you did volunteer for the role, why did you?
4. Going back to those initial meetings in 2004 and 2005, what do you believe
was the greatest asset of the group? Why?
5. What do you believe was the weakest link?
6. What do you believe are the major goals for the next few years for Miami
Dade College West Campus?
7. Are there any policies or practices not being instituted that you feel would
provide assistance to this endeavor?
8. If you were asked to plan the next agenda for the Miami Dade College West
Campus Core Committee, what items would it contain?
E. Questions about the mission of the Hispanic-serving institution
1. I would like to continue the discussion we had earlier with respect to the HSI
designation. Do you see a distinct mission for institutions with this
designation?
2. Are you familiar with other institutions such as HBCUs and TCs that have
historically had to address similar issues in a similar context—issues such as
underfunding and under representativeness? How do these compare to some
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of the issues you have faced that we have or have not discussed? If not, if you
see HSIs as completely different from HBCUs and TCs? What makes them
so?
3. Would the creation of such a distinct mission help or hurt MDC West
Campus? What about other institutions that are just beginning to serve large
numbers of Hispanic students?
4. Given all that we have discussed today, what would you consider, with or
without the distinction, mission critical to the success of Miami Dade College
West Campus?
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APPENDIX H:
PARTICIPANT INVITATION LETTER
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APPENDIX I:
INFORMED CONSENT FORM FOR MIAMI DADE COLLEGE
WEST CAMPUS PARTICIPANTS
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APPENDIX J:
INSTITUTIONAL REVIEW BOARD – PROTOCOL AND APPLICATION
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