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Comparison of workload and academic performances of transfer and

native students in an Asian educational context

Post-secondary admission and community college (CC) transfer are two common
routes of entry to baccalaureate study. Previous studies comparing the academic
performances of native and transfer students have generated inconsistent findings,
and furthermore they were largely conducted in Western educational contexts. This
study compared the workloads, grade point averages (GPA) and attrition rates of
native and transfer students in an Asian educational context. Various measures
related to GPA, credit load and attrition rate were collected from the institutional
dataset of a Hong Kong university in 2019; this dataset contained records of 14,141
native students and 7,308 transfer students enrolled between 2012 and 2018.
Results show that the transfer students experienced transfer shock and had heavier
study loads but lighter non-academic loads than the native students. Despite the
transfer shock, they attained a higher award GPA and had a lower attrition rate than
their native counterparts. Discussion and implications are presented, in relation to
transfer shock and transfer student success. In particular, this paper argues that CC
education does not necessarily produce academically inferior degree-seeking

students and that CC transfer is a viable pathway to baccalaureate study.

Keywords: community college transfer; transfer students; academic performance;

GPA; attrition rate

Introduction

For degree-seckers under the massification of higher education, two common routes of
entry to university studies are via direct post-secondary admission or through community
college transfer (CCT), leading to the differentiation between native students (hereinafter
NS) and transfer students (hereinafter TS) (Archambault, 2014). In this study, NS refer
to those admitted to baccalaureate degree studies directly after graduating from secondary
education, whereas TS are those articulating from community colleges. In our ongoing
review, we found only about 30 studies that compared the two groups. Most of these were

conducted in Western cultures, particularly in the U.S., and little research has been done



in Asian educational contexts. Thus far, being an objective and easily accessible indicator
of student success (LaForge & Hodge, 2011), academic performance has been the most
frequently used measure in the field (Glass Jr & Harrington, 2002; Laband et al., 1997,
Maino, 2015; Stewart & Martinello, 2012; Palmer, 2011; Xu et al., 2018). A review
showed that the grade point average (GPA) of TS are either comparable or better than
their native counterparts, even though the findings have not always been consistent
(Palmer, 2011). Other comparative studies have argued that the transfer pathway is
“insufficiently structured and supported”, owing to the lack of agreements on credit
transfer and articulation between community colleges and universities (Xu et al., 2016:
p. 37). This undesirable observation could be the evidence from TS’ heavy study loads
brought about by the inadequate recognition of prior learning from community colleges
(CCs) (Mehr & Daltry, 2016), lack of time to participate in extra-curricular activities, and
receiving less resources and support from universities (Wang & Wharton, 2010). As a
result, TS tend to have higher attrition rates than NS (Aulck & West, 2017). On the other
hand, NS pursuing the straightforward pathway to four-year baccalaureate degree studies
are often the beneficiaries of the “one-size-fits-all” policies and practices in universities
(Tobolowsky & Cox, 2012).

As mentioned, existing studies were mainly conducted in Western contexts. The
transfer pathway, however, also occurs in Asian countries such as China, Malaysia,
Thailand and Vietnam (Farnsworth & Cissel, 2006). Western TS are demographically
more diverse than those in Asia (Maino, 2015), which makes the case of TS in an Asian
educational context an essential research direction. To contribute to the literature on
academic performances of TS in Asia, and to fill the research gap of inconsistent findings,

this study explored and compared the workloads and academic performances of TS and



NS in the Asian educational context. Specifically, this study addressed four research
questions:

RQ1: Do TS and NS in an Asian educational context have different workloads?

RQ2: Do TS in an Asian educational context experience transfer shock?

RQ3: Do TS and NS in an Asian educational context have different GPAs?

RQ4: Do TS and NS in an Asian educational context have different attrition rates?

Theoretical Framework

This study was guided by a synthesis of various theories and concepts related to students’
workloads and academic performances, including transfer student capital (Laanan et al.,
2010), the model of student attrition (Tinto, 1975), the longitudinal process of degree
completion (Cabrera et al., 2005), and transfer student success (Fauria & Fuller, 2015).
The concept of transfer student capital refers to the experiences and academic
performance of TS brought from the community college to the university (Laanan et al.,
2010). This concept focuses on the importance of students “setting transfer-related
academic goals” and the university providing timely, accurate and appropriate academic
support services to TS (Rosenberg, 2016). Baccalaureate degree completion, for both NS
and TS, is described as a longitudinal process spanning students’ college-related decision-
making, experiences and outcomes (Cabrera et al., 2005). In particular, college decision
making involves students’ pre-university academic preparation and their aspirations
(Adelman, 1999). College experience entails both academic and social involvement
(Wang & Wharton, 2010), and academic performance (e.g., GPA, persistence, etc.).
Related closely to student persistence, Tinto’s model of student attrition (1975), often
applied to studies of TS, states that students’ successful academic and social integration

into university leads to a higher level of commitment to university study and thereby a



lower likelihood of attrition (Carter et al., 2006). Academic integration is often
determined by the students’ level of workload and their academic performance (Nevill &
Rhodes, 2004). Transfer student success specifies that GPA, as a pivotal measure of

academic performance, is one of the indicators of student success (Fauria & Fuller, 2015).

Related Work

Academic performance of transfer students

Student success in higher education has been studied through measuring GPA (Day et al.,
2018), persistence (Ajjawi et al., 2019), retention (Naylor & Mifsud, 2019), and dropout
rates (Danaher et al., 2008). Among the various measures, GPA and attrition rates have
been exploited widely due to their universally agreed objectivity and their accessibility
from institutional data (Aulck & West, 2017; LaForge & Hodge, 2011). A common
phenomenon named “transfer shock™ (Hills, 1965) describes a post-transfer drop in TS’
GPAs during their first semester of university, resulting in lower performances than NS
(Palmer, 2011). Transfer shock has been attributed to demographic factors (e.g., students’
socio-economic status) (Eggleston & Laanan, 2001), academic under-preparation or
inferiority (Xu et al., 2018), psychological challenges (e.g., poor self-concept) (Mehr &
Daltry, 2016), stress, and anxiety (Chin-Newman & Shaw, 2013). Transfer shock is also
shown to increase the risk of attrition in TS (Glass & Harrington, 2002).

On the other hand, some other studies have found that TS either did not show
evidence of any transfer shock, or even showed “transfer ecstasy” which refers to post-
transfer improvement in academic performance (Aulck & West, 2017). This phenomenon
serves to counter the argument that TS are academically under-prepared when compared
to their native counterparts (Rhine et al., 2000). Another common indicator of meso-level

academic performance is the attrition rate of a student population (Rienks & Taylor,



2009). Attrition is defined by Tinto (1987) as the withdrawal of students from an
academic institution before the completion of their baccalaureate degree study. Both GPA
and attrition rate should be considered when exploring the academic performances of

baccalaureate degree-seeking students (Melguizo et al., 2011).

Academic performance of native and transfer students

There is a host of studies comparing the academic performances of NS and TS in
universities. In earlier investigations, it was shown that NS achieved better GPAs than TS
(Porter, 1999;). From the beginning of this millennium, research findings have shown a
gradual shift, with TS being either comparable to (Carlan & Byxbe, 2000) or even
outperforming NS academically (Glass Jr & Harrington, 2002; Xu et al., 2018). With
regard to completion of study, there has also been a lack of consensus on which group of
students is more likely to graduate. Some studies have identified that TS had higher
attrition rates than NS (e.g., Porter, 1999) while others have found the reverse (e.g.,
Drewes et al., 2012), and some have found no significant differences between them (e.g.,
Lee et al., 1993). In the literature, NS outscoring TS is often attributed to transfer shock
(Rhine et al., 2000), their lack of academic rigor in their prior study in CCs (Carlan &
Byxbe, 2000), and personal factors (e.g., family obligations during study) (Maino, 2015).
On the other hand, TS success, arising from their outperforming their native counterparts,
is sometimes attributed to the retention of the strongest CC graduates (who successfully
transferred to universities) (Laband et al., 1997) and the academic backgrounds they
acquired in their CCs (Maino, 2015).

To the best of the authors’ understanding, existing studies on the academic performances
of TS were conducted in Western countries, predominately in the U.S. Much less research
attention has been diverted to community college transfer in the Asian educational

contexts (Farnsworth & Cissel, 2006), particularly in the research direction of comparing



the academic performances between NS and TS. This study aims to fill the research and

knowledge gaps.

Research Context

Pathways to university studies in Hong Kong

As part of a cross-institution project on enhancing the learning experience of TS, this
study was conducted in a comprehensive university in Hong Kong (HK). Starting from
2012, secondary school leavers sit for a public examination named the HK Diploma of
Secondary Education (HKDSE). This is recognized internationally and benchmarked to
the General Certificate of Education Advanced Level (GCE A Level) examination from
the U.K. Through the Joint University Programmes Admissions System (JUPAS), those
who have fulfilled the minimum requirements in their HKDSE results can be admitted
directly to the degree programmes offered by the eight local public universities, as first-
year freshman entrants (i.e., NS) to complete their undergraduate studies within the
duration of four years.

Those who fail to fulfil these requirements can opt to enroll in CCs, to pursue sub-
degree studies. For the purposes of providing an “alternative route to higher education”
and more learning opportunities for “acquiring skills and qualifications” to enhance
employability, the American CC model was pioneered in HK in 2000, with existing
universities and new tertiary institutions starting to offer sub-degree programmes (Lee,
2014: p. 608). Those who have obtained an associate degree or a higher diploma with a
competitive GPA are qualified to articulate to the degree programmes offered by the eight
public universities. These TS are to complete their undergraduate studies in two years,
somewhat similar but not equivalent to the junior and senior years of NS. In HK, a quota

is assigned to public universities to accommodate these CC TS. The university in which



this study was conducted contains the largest proportion of TS of all the eight public

universities.

Credit structure: academic and non-academic loads

In the university where this study was conducted, there are three major blocks of credits
for completion of an undergraduate program ([redacted for double-blind review], 2020).
The first block represents the general university requirements. For instance, they are
required to take a service-learning subject for serving to the community. The second block
is for discipline-specific (i.e., for “Major”) requirements. Besides the subjects taken in
the classroom, the students are also required to take part in a work-integrated-education
experience by working full-time or part-time or having clinical placements for a given
number of hours in a working environment (e.g., a company, hospital). The third and last

blocks house the free credits dedicated to the study of a minor subject and free electives.

Research Design and Methodology

Research Design

To compare academic performances of NS and TS, this study adopted both quantitative
and comparative research methodologies. Workload was measured by the numbers of
academic and non-academic credits. Academic performance was measured quantitatively
by students’ various GPA-related variables and their attrition rates. A descriptive
comparative research design serves to describe differences between groups in a
population without any manipulation (Cantrell, 2011; Pallant, 2007). It was appropriate
for the present study as both groups of students were undergraduates, even though from

different routes of entry.



Data Collection and Analysis
Ethical approval (HSEARS20180104005-02) was granted by the Data Access

Committee. As requested by the researchers of this study, institution-wide individual-
level data that had been de-identified and pseudonymized, including students’
demographic information, credit loads, and their academic performances, were obtained
from the university’s Academic Registry in 2019. Both the Committee and Registry were
aware of the purpose of the data collection. The process of requesting approval and
gathering data took about eight months. There was a total of 27,293 valid student records
in the dataset. The student population with data that were relevant was restricted to all
local full-time NS (N = 14,141) and TS (N = 7,308) who had been enrolled in the
university between 2012 and 2018. It should be noted here that in 2012, universities in
HK were converted from “three-year institutions” to “four-year institutions” following a
major curriculum reform, through which the duration of undergraduate study was
changed from three to four years (Evans, 2018). Non-local students and students who
were not admitted through local post-secondary admission or CC transfer were excluded
from this study.

To answer the research questions, various measures of workload and academic
performance were collected and analyzed, including the total number of academic and
non-academic credits per year of study, number of subjects per semester, GPAs in various
semesters, award GPAs attained in sub-degree and baccalaureate studies, average subject
grade points, percentages of students on academic probation, and attrition rates. Award
GPA is the final GPA value awarded to a student for his/her graduation, where both the
pre-transfer and post-transfer award GPAs were scaled to a maximum of 4.0. The average

subject grade points were calculated for the purpose of this study according to the



university’s grade conversion scale'. The award GPA takes into consideration the credit
values of subjects (e.g., higher for a major subject) in that weights are applied to
calculating the subject grade points. In this study, the subject grade points were not
affected by these weightings. Academic probation is a prior warning given to a student
who attains a cumulative GPA below 2.0 for a semester. Those on academic probation
are required to retake subjects in order to attain the minimum required GPA, or will
otherwise be de-registered from the university. The institutional dataset did not provide
the direct information as to which students had been withdrawn from their studies (i.e.,
attrition). Therefore, this study considered a student to have dropped out if his/her year
of study was shorter than the normal duration required by his/her programme and if he/she
did not have an award GPA.

To investigate any presence of transfer shock, paired-samples t-tests were used to
compare the TS’ GPAs across semesters. Independent-samples t-tests were employed to
compare the continuous data (i.e., GPA, credits) between the two groups and chi-square
tests of independence were used to compare proportions and percentages (e.g., attrition
rate). The level of statistical significance was determined at p < 0.05. The statistical
analyses were performed using SAS Version 9.4 for the Windows platform (SAS Institute

Inc., Cary, NC, USA).

Results

Student demographics

Table 1 shows the demographic information for the target student population. NS and TS

contributed respectively to 51.8% and 26.8% of the entire student population of the
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university. For every 1.94 NS, there was one TS. 52.8% of the NS and 52.3% of the TS
were female. The female-to-male ratios were statistically not different for both groups (p
= 0.528). The average age of TS on admission to the university (20.93 years) was
significantly higher than that of the NS (18.41 years) (p < .0001). Overall, the
demographics of the target student population were comparable to that of the entire
student population.

[Table 1 here]

Academic and non-academic loads

The number of credits received by students is often used as an indicator of their workload
in the university (Pogacnik et al., 2004). As shown in the statistics in Table 2, the average
number of credits taken by the TS per year of study (34.8) was significantly higher than
that of the NS (32.1) (p < .0001). In particular, the TS’ average number of academic
credits per year (33.0) also outweighed that of the NS (29.6) (p <.0001). On the contrary,
the NS’ average number of non-academic credits per year (2.98) was significantly higher
than the TS’ (2.8) (p <.0001). On another note, the average number of subjects taken by
TS per semester was significantly higher than that of the NS, in each semester.

[Table 2 here]

GPA

As suggested in the literature (Xu et al.,, 2016), before comparing the academic
performances of the two groups, the progression of students’ academic performances
across semesters within each group were explored. Table 3 shows the GPA statistics for
each semester for both groups of students and Table 4 shows the GPA progressions
throughout the semesters. The results of within-group paired-samples t-tests showed that

the TS’ GPAs had a statistically significant drop by 0.34 points from 3.39 in CCs to 3.05
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in their first semester in university (p < .0001). This indicates the “transfer shock”
phenomenon (Hills, 1965). In the first year of baccalaureate study, the TS’ GPAs dropped
by 0.04 from 3.05 in their first semester to 3.01 in their second semester (p <.0001), then
rose by 0.11 to 3.12 in the first semester of the second year (p <.0001) and rose further
by 0.02 to 3.14 in the second semester (p <.0001). This progression can be seen as starting

with the transfer shock in their first year, followed by a recovery in the second year.

[Table 3 here]
[Table 4 here]
Since both groups of students had different durations of baccalaureate study (i.e.,
4 vs. 2 years), only their award GPAs were compared. Table 5 displays the comparative
statistics for the GPA-related measures. Both the TS’ average award GPA (3.16) and their
average subject grade points (3.06) outperformed those of the NS (3.11;2.99) (p <.0001).
The proportion of TS on academic probation (2.1%) was significantly lower than that of
NS (7.2%) (p < .0001).

[Table 5 here]

Attrition rates

From the institutional dataset with student records from 2012 to 2018, 5828 NS and 4504
TS graduated between the academic years 2015/16 and 2018/19. 429 NS (6.9%) and 140
TS (3.3%) were found to have dropped out. A chi-square test of independence yielded

that the attrition rate of NS was significantly larger than that of TS (p <.0001).

Discussion and Implications

To our best knowledge, this is the first study to compare NS and TS in terms of their study

load and academic performances in an Asian educational context. In terms of workload
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(RQ1), results showed that TS received a higher number of both total and academic
credits per year. As indicated by GPA, the TS experienced transfer shock in their first two
semesters of their first year, but recovered from it in their second year (RQ2), whereas
the NS experienced GPA fluctuations throughout the several semesters of their first and
second years. Comparing the two groups academically (RQ3), the TS had a significantly
higher average award GPA and average subject grade points than the NS. Compared to
the NS, there was a smaller proportion of TS on academic probation and a lower attrition

rate was observed for them.

Transfer shock

We found that TS experienced a transfer shock, which is consistent with findings from a
recent study (Xu et al., 2018). Specifically, a typical Western TS experiences a drop of
0.30 GPA points in the first post-transfer semester (Xu et al., 2016). This implies that the
extent of transfer shock is similar in the Western and Asian educational contexts. This
commonly observed significant decline in post-transfer GPA can be explained by the so-
called inflated grading practices and lowered expectations in pre-transfer studies in CCs
(Behnke, 2018). It is noteworthy that the majority of existing studies of TS were
conducted in Western contexts and involved demographically diverse student
populations, whereas vertical TS in HK are largely fresh graduates from CCs (Lee, 2014).
In particular, TS in Western contexts (e.g., U.S.) tend to have family and financial
obligations, with full-time working experience prior to entering university (Maino, 2015),
while those in HK seem more likely to be fresh holders of an associate degree or higher
diploma articulating directly to university and have fewer commitments (Lee, 2014). The
demographic data from this study also support this observation, since these HK TS (mean

age = 20.93) were about two years older than their native counterparts (18.41), and both

12



groups were full-time students. Our results regarding GPA imply that transfer shock
occurs regardless of the TS’ personal backgrounds.

In addition, this transfer shock can be attributed to the commonly seen obstacle of
adjusting to the new academic environment of university (Melguizo et al., 2011; Wang
& Wharton, 2010). Our results also corroborate previous studies, in that TS recover from
transfer shock in subsequent semesters (Stewart & Martinello, 2012). Although the TS
were able to recover from transfer shock at a later timepoint in their studies, their eventual
average award GPA in university (3.16) was still much lower than that previously attained
in CCs (3.39; p < .0001). To alleviate transfer shock, we suggest not only should
universities cater counselling, tutoring and mentoring services to TS (Glass Jr &
Harrington, 2002) but they should also arouse the students’ awareness of these resources
and support services (Rhine et al., 2010). Additional resources should be allocated, at
least throughout TS’ first year of university study (Stewart & Martinello, 2012). For CC
transfer in HK or the broader Asian educational context, sub-degree holders are more
likely to articulate directly into university without any “gap years” (Heath, 2007), but,
according to the results of this study, they are still likely to experience transfer shock,
with a comparable extent as those in the West. It is therefore even more likely that TS in
Western countries will be affected by this post-transfer issue, as they are more likely to
have been away from the academic environment (e.g., in workplace) for a number of
years before returning to baccalaureate study (Maino, 2015). This reinforces the

importance of having the aforementioned resources and support for TS.

Transfer student success

Even though the students in this study experienced transfer shock during their first two
semesters in university, their average award GPA still outscored the NS. This can be

regarded as “transfer student success” favoured by university administration (Fauria &
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Fuller, 2015). CCs have been criticized for having a low institutional quality (Kurlaender
et al., 2016) owing to the faculty being “excessively nurturing” and inflation in grading
practices, thus producing graduates academically under-prepared and with low or
diverted educational aspirations (Carlan & Byxbe, 2000). Subsequently, TS are seen as
being academically inferior (Xu et al., 2018). This study has shown otherwise, that TS
might be more prepared academically than their native counterparts. In fact, when
compared to NS coming from secondary schools, these TS are inherently more resilient
and motivated, since articulation from CCs to universities places an “extremely high
emphasis” on academic performance (Lee, 2014: p. 620; Wang, 2009). The transfer
process entails a rigorous and competitive screening mechanism that “retains” the
strongest sub-degree holders (Jenkins & Fink, 2016). Moreover, in HK, those unable to
matriculate to baccalaureate studies “straight away” after secondary education perceive
themselves as “losers” (Wong & Tse, 2017: p. 279). Therefore, CC transfer acts as a
“second chance” that might motivate them to attain better academic performance in
university (Wong, 2016: p. 256).

Given the shorter duration of baccalaureate study for TS, their academic paths
(e.g., choices of majors) tend to be more focused compared to those of NS who can carry
out their planning and decision-making throughout their four years of study (Aulck &
West, 2017). A more focused academic path can lead to higher motivation for timely
graduation (Allen & Robbins, 2010). This also explains why one study identified a
smaller proportion of TS were on academic probation, thereby also a lower attrition rate
(Abele et al., 2013). Given their prior CC experience and the current level of support
provided to TS, their academic performances have already exceeded those of NS. This
suffices as empirical evidence that CC education does not necessarily produce

academically inferior students (Xu et al., 2018). With more resources and support from
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various stakeholders (e.g., student affairs office, academic advisors, counsellors, etc.),
CC transfer can be a viable pathway to baccalaureate study.

Although the TS in our study outperformed the NS, they carried heavier academic
workloads (c.f. Table 2), demonstrating consistency with previous findings on credit
loads (Xu et al., 2016). Although the number of credits students received in their prior
CCs was unknown in this study, the data infer that successful transfer were likely to have
heavy credit loads in their CC studies. An increased academic involvement of TS is
shown to improve their educational experiences as well (Wang, 2009). However, a heavy
academic load can still emerge as a challenge to TS in that their mental health could be
affected adversely, especially when they are already faced with the undesirable
experience of transfer shock (Chin-Newman & Shaw, 2013). For students on the whole,
participating in co-curricular and extra-curricular activities will not only enrich their
personal development but also reduce their stress levels (Kausar, 2010). For TS,
nonetheless, their heavier academic loads might have reduced the time and effort
available for non-academic engagement, thus a smaller number of non-academic credits
(c.f. Table 2). Our results also indicate that the TS had a heavier study load in the summer
semester, which otherwise could have been spent on other experiences such as overseas
exchange, campus activities (e.g., orientation camps), internship and other personal
pursuits. Previous studies have suggested the importance of both academic and social
involvement for TS to integrate into their campus life experience in university (Massi et
al., 2012). Our study infers that the academic performance of TS might have been attained
at the expense of their non-academic involvement. University administration and faculty
should strive to refine or restructure TS’ academic and non-academic requirements, so as

to allow them to spare time for other activities and commitments. Given the large
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proportion of TS in universities, funding bodies could allocate resources targeted at
helping this student population.

Considering the student demographics, existing studies have attributed TS success
to the maturation factor, in that they are more mature to face post-transfer “physical and
emotional changes” (Behnke, 2018: p. 108). Nevertheless, in recent large-scale studies
with over 70,000 student records (e.g., Aulck & West, 2017), the age difference between
NS and TS is 5.61 years, whereas in this study it was only 2.52 years. TS in Western
educational contexts, particularly in the U.S., often finish their CC studies in more than
two years, or undertake certain working experience before the transfer process (Maino,
2015). In the meantime, the majority of TS in HK articulate directly from their two years
of sub-degree pursuit to baccalaureate studies (Lee, 2014). The age range of TS in this
study are in effect comparable to that of third-year (i.e., junior-year) NS. Still, we opted
out of comparing TS directly with these third-year students, since this would have
presumed that TS’ prior two-year experience in CCs is equivalent to the first two years
of baccalaureate studies in universities. This presumption has been rendered invalid by
critiques of CC education in comparison with four-year institutions (Carlan & Byxbe,
2000; Kurlaender et al., 2016). By the same token, faculty should pay special attention to
TS by identifying them among junior-year students. Even if they are academically
superior to NS, they still belong to an under-represented group that deserves more
support. Given the important role of academic and social integration in students’
educational experiences (Wang & Wharton, 2010), even the simple acts of faculty-student
interaction can be “educationally purposeful” for helping TS adjust to and benefit from

their learning environment (Fauria & Fuller, 2015).
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Limitations and Future Work

There are several limitations in this study. First, covariates such as age, gender, non-credit
bearing subjects, and major subjects were not taken into consideration. More importantly,
students’ progress and performance are multi-dimensional and cannot be captured
entirely by a few measures such as GPA and attrition rate. Also, while TS success has
largely been measured through either objective indicators of academic performance (e.g.,
GPA, attrition rate) (Fauria & Fuller, 2015) or subjective indicators of the students’
perceptions (e.g., satisfaction with university experience) (Moser, 2012), both measures
should be considered at the same time in future endeavours. Second, since this study was
conducted in the university with the largest number of TS in HK, the interpretation and
generalizability of findings should be done with caution. Future work will explore the

factors that influence their academic performances.

Conclusion

This study compared the workloads and academic performances of NS and TS in an Asian
educational context. The results show that the TS experienced transfer shock and had
heavier study loads but lighter non-academic loads than the NS, although they attained a
higher average award GPA and had a lower attrition rate than their native counterparts.
Our findings do indicate differences between transfer experience in Asian and Western
contexts. The results also imply that CC education might not necessarily produce
academically inferior degree-seeking students and that CC transfer can serve as a viable
pathway to baccalaureate study. Universities should, nonetheless, still provide timely and
adequate resources and support to these CC transfer students in both their academic and

extra-curricular (e.g., orientation, overseas exchange) integration to baccalaureate study.
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Table 1. Demographic information of student population

Gender Native students | Transfer students | All students
N (% to total)

Female 7463 (52.8%) 3805 (52.1%) 14175 (52.0%)

Male 6678 (47.2%) 3503 (47.9%) 13118 (48.0%)

Age at entry

Min 16 19 14

Max 36 51 51

Mean 18.41+0.86 20.93+1.41 19.30+1.64
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Table 2. Statistics for academic and non-academic loads in the university

Measures of workload Native students Itl;la(;l:lf:: Sig. t-test
Min 29.5 30.0
No. of credits per year Max 39.5 55.5 p <.0001
Mean £+ SD 32.1+1.4 34.843.2
Min 232 27.5
No. of academic credits per Max 348 50.0 < .0001
year Mean £SD | 29.6:2.5 33.042.4
Min 0.3 0.5
No. of non-academic credits Max 33 11.7 p<.0001
peryear Mean +SD | 2.98+2.35 2.64+2.17
Min 2.5 2.6
No. of subjects taken per Max 9 8 — 007
normal semester p=-
Mean £+ SD 5.66+0.57 5.69+0.73
Min 1 1
No. of subjects taken per Max 4 5 < 0001
summer semester p=-
Mean £+ SD 1.39+0.49 1.48+0.64
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Table 3. Statistics for GPA by semester

Native Transfer
Timepoint
Range Mean = SD Range Mean = SD

Sub-degree NA 1.83 —4.00 3.39+0.27
Y1S1 0.20 - 4.00 2.92 +£0.50 0.33 -4.00 3.05+£0.46
Y1S2 0.17-4.00 2.91+£0.52 0.21 -4.00 3.01 £0.47
Y2S1 0.17-4.00 2.89 £0.60 0.66 —4.00 3.12+£0.46
Y2S2 0.16 —4.00 2.93 £0.56 0.20 —4.00 3.14£0.46
Y3S1 0.25-4.00 3.02£0.55

Y3S2 0.14-4.00 3.04 £0.53

Y4S1 0.22 - 4.00 3.19+£0.50

Y4S2 0.40 —4.00 3.23+0.48
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Table 4. Statistics for GPA progression

Progression Native : Transfer :
Change | Sig. Change Sig.

Sub-degree 2> Y1S1 NA -0.34 p <.0001
YI1S1 2> Y182 -0.01 p=.004 -0.04 p <.0001
Y1S2 2 Y2S1 -0.02 p <.0001 +0.11 p <.0001
Y2S1 > Y2S2 +0.04 p <.0001 +0.02 p <.0001
Y2S2 2 Y381 +0.03 p <.0001

Y3S1 2> Y382 +0.02 p <.0001

Y3S2 2 Y4S1 +0.15 p <.0001

Y4S1 > Y4S2 +0.04 p <.0001
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Table 5. Statistics for GPA-related measures of academic performances

. Native Transfer .

Measures of academic performances students students Sig. t-test

Min 2.11 2.02
Award GPA Max 4.00 4.00 p <.0001

Mean + SD 3.11+0.33 3.16+0.32

. Min 0 0
A(:'i?]rtz;ge subject grade Max 450 450 < .0001
P Mean + SD 2.99+0.80 3.06+0.71
Native Transfer . .
students students Sig. Chi-square
. . N 1002 288
<

Academic probation % to total 6.9% 33% p <.0001
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