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Abstract

The Inventario de Comportamiento de Estudio, the Spanish version of the Study Behavior Inventory, was administered to a convenience sample of 322 Hispanic students at Miami-Dade Community College.  Results were compared with data obtained from two Mexican universities and a sample of U.S. students using the SBI.  MDCC students responded to the instrument similarly to Mexican public university students.  The investigators concluded that study behaviors were determined by students’ socioeconomic characteristics, which affected the institutional culture of their colleges.  

The Effects of Institutional Culture on Study Strategies of Hispanic Students

as Measured by the Inventario de Comportamiento de Estudio, the

Spanish Version of the Study Behavior Inventory
In his report to the Pew Hispanic Center, Latinos in Higher Education:  Many Enroll, Too Few Graduate, Fry (2002) noted that despite the large numbers of Hispanic students entering institutions of higher education, these students experience higher rates of attrition than other racial/ethnic groups.  He found this phenomenon at both 2- and 4-year institutions.   The situation has attracted attention at the highest levels of the U.S. federal government.

On October 12, 2001, President Bush created the President’s Advisory Commission on Educational Excellence for Hispanic Americans to advise his administration on how to close the academic achievement gap, including the low rate of college completion.  This report suggests that the first step towards achieving that goal should be to increase the retention and graduation rates for Latinos already enrolled in college. (p. 1)
Although Hispanic people enter higher education at rates higher than any racial/ethnic group except Asians/Pacific Islanders, their enrollment rates are not reflected in high rates of degree attainment.  In 2001, 37% of White non-Hispanic high school graduates between the ages of 25 and 29 years had received a bachelor’s degree while 21% of African-American high school graduates and 16% of Hispanic high school graduates in the same age group had received bachelor’s degrees (U.S. Census Bureau, 2001). Clearly, there is a need for research and policy initiatives to investigate and solve the problem of this low level of success in higher education of U.S. Hispanic students.  Fry (2002) pointed out one important area of inquiry when he notes that

Solid academic preparation is clearly a prerequisite to finishing a four-year degree. How much are academic deficiencies contributing to the low graduation rates for Latinos? To what extent can remedial courses at the college level make up for such deficiencies while keeping students on track for degree completion? (p. 19)

While Fry, an economist, clearly alluded to subject matter deficiencies, practitioners and researchers in pedagogy and andragogy will quickly realize that the academic skills and knowledges needed to be successful in higher education go beyond knowledge of subject matter.  There are sets of skills and behaviors that are not content specific that successful college and university students must bring with them to higher education in order to increase their probability of success.  Among these are sets of behaviors that successful students use when preparing for academic tasks.  These study behaviors are both theoretically and empirically related to academic success in higher education.

Examining Study Behaviors as a Strategy for Lowering Attrition Rates Among Hispanic College Students
In 1975 Tinto presented a model of the process by which college students make decisions about whether or not to remain at institutions of higher education.  He suggested that there exist two types of student characteristics that will influence these decisions.  One of these types involves characteristics that students bring to the college when they first enroll.  These prematriculation characteristics include such things as levels of academic achievement in the various subject areas, the ability to understand the language of instruction, and the demonstration of appropriate study behaviors when preparing for academic tasks.  Tinto’s model also suggests that there is a set of characteristics that students develop once they are enrolled in institutions of higher education.  One of these, level of goal commitment, is a strong determiner of whether or not students will decide to remain at the institution.  The model suggests that students’ grade point averages are one of the key determinants of their levels of goal commitment.  Based on this model, it can be assumed that interventions that can raise students’ grade point averages will improve the likelihood of their remaining at the college until they reach their academic goals.

Measuring study behavior.  Bliss and Mueller (1986, 1987, 1993), Bliss, Vinay, and Koeninger (1996), and Villa (1998) have consistently found moderate to high correlations between measures of students’ use of appropriate study behaviors and their grade point averages among students both in the United States and México.  Bliss and Mueller (1987) noted that there is often some confusion between the terms “study skills” and “study behaviors.”  They distinguished between them in the following way.

Study skills are the potentials for action while study behaviors are the observed actions, themselves.  A student may have all the skills required, that is he or she may be able to take good notes in class (possession of a study skill) but simply sits in class doodling (the lack of a study behavior).

This distinction is not trivial.  Students are often placed in college and university developmental education programs because it is assumed, based on high school grades, admissions tests, and placements tests given at the time that they do not exhibit appropriate study behaviors (i.e. they do not take adequate notes; they do not use the library efficiently; they do not use study time well) and a large component of these programs are activities designed to develop skills such as note taking skills, library use strategies, and time management ability.  It is assumed that students do not exhibit study behaviors because they do not possess the appropriate study skills.  This assumption may often be unjustified.  (p. 16)

College and university faculty and administrators can develop strategies for assessing study behaviors of students when they initially enroll at the institution and use these results to place students whose study behaviors are less than appropriate into support services where they can learn more appropriate study behaviors.  The increase in the use of appropriate study behaviors by students may very well lead to increases in their grade point averages which can increase levels of institutional commitment.  Increased levels of institutional commitment, according to Tinto’s (1975) model, should result in an increase in the probability that these students will persist in their programs until they have attained their educational goals.  

The Study Behavior Inventory (Bliss & Mueller, 1986, 1987, 1993) is an English language instrument that measures the study behaviors of students enrolled in colleges and universities.  It is currently used in over 300 institutions in the United States and in English language institutions outside of the U.S.  These institutions use the instrument primarily for the screening process described above.  

The need for a Spanish language measure of study behaviors.  As soon as the Study Behavior Inventory was completed, the need for a Spanish language version became apparent.  The need is even greater, now.  The scale of immigration into the United States of people from Latin American and Spanish speaking Caribbean countries and the efforts on the part U.S. colleges and universities to integrate immigrants and their children into higher education in this country is easy to see on most college campuses.  In fact, the 2000 US census showed the Hispanic population of the United States to be 32.8 million people (Therrien & Ramirez, 2000) which represents a 60% increase over the Hispanic population reported in the 1990 census (Schmit, 2001).  While part of this increase is certainly due to natural growth in the number of US Hispanic residents, a large part of it is due to immigration, primarily from Latin America.  This increase in the growth of the number of Hispanic people in the United States is reflected in a sharp increase in the number of Hispanic students enrolled in 2-year colleges.  In 1980 there were approximately 471,700 students who identified themselves as Hispanic in U.S. institutions of higher education.  By 1999 that number had increased to approximately 1,316,600 students, an increase of almost 180% (Chronicle of Higher Education, 2000).  This explosive growth in college enrollment of Hispanic people makes it important for faculty, administrators, and developers of study behavior measures to be aware of the special characteristics of this group of students.

Characteristics of Hispanic College Students

Who are Hispanic people?  The issue of racial/ethnic classification constantly bedevils attempts to use such classifications as variables in research.  In a similar manner, attempts by the U.S. Census Bureau to classify residents of the United States according to race and/or ethnicity have lead to varying levels of satisfaction.  In the 2000 census, the Bureau decided to simply ask respondents, “Is this person Spanish/Hispanic/Latino?”  Both because much of the information used in this paper comes from census data and because ethnicity is a socially constructed variable, participants in this study were considered to be Hispanic students if they identified themselves as Hispanic students.  

Having identified Hispanic students, what are the characteristics of these students and in what ways might they differ from other groups of students that would lead us to believe that they may differ in their approach to studying?  

Hispanic students tend to be part-timers.  Fry (2002) noted that, with the exception of students who are older than 34 years, Hispanic college students (at both 2-year and 4-year institutions) are the most likely to be enrolled part-time of any group of students.  He noted that among traditional aged college non-Hispanic White and African-American students, 85% are enrolled full-time while only 75% of the same age group of Hispanic students are full-time students.  He notes that the tendency to study part-time is particularly noticeable in immigrant families and seems to be a function of economic need.  The U.S. Department of Education considers part-time enrollment to be a “risk factor” for dropping out of higher education before students’ educational goals are achieved.  

Hispanic students tend to be older than other students. Fry (2002) noted that while enrollment of Hispanic students in institutions of higher education is relatively high, it is low among people who are between the ages of 18 and 24 years, the traditional ages of undergraduates.  Thirty-five percent of Hispanic U.S. residents who are high school graduates in this age group are enrolled in colleges and universities compared to 46 % of non-Hispanic White and 40% of non-Hispanic African-American U.S. residents.  Students in the traditional age range are more persistent in their higher educational studies than are other students (National Center for Educational Statistics, 2001). 

The Inventario de Comportamiento de Estudio

The Inventario de Comportamiento de Estudio (ICE) is the Spanish version of the Study Behavior Inventory (SBI).  While institutions appropriately perceive one of their goals as helping their students develop English competency through programs of English as a second language, it is important to distinguish this goal from the goal of obtaining valid measures of students’ study behaviors. Simply put, the goal of any measurement instrument is to get accurate assessments of what is being assessed.  If students cannot completely understand what is being asked of them and do not clearly understand how to respond appropriately, the validity of the results of the assessment is in doubt.  The instrument may be producing inaccurate results because of participants’ lack of fluency or comfort with the English language.  In these cases it is perfectly appropriate, and even necessary, to have Hispanic students who are uncomfortable or less than fluent in English use a Spanish language form of an instrument that assesses study behavior.

The development of the ICE.  Bliss and Mueller (1986) described the development of the English language Study Behavior Inventory.  During this development, a large-sample study using this instrument yielded responses with high levels of test-retest reliability and validity. Factor analysis extracted three factors.  Factor 1 dealt with feelings of insecurity, efficacy as a student, and with levels of competitiveness in students when they were confronted with academic tasks.  Factors 2 and 3 included behaviors related to the appropriate use of time.  Factor 2 included behaviors related to routine, repeated academic tasks such as doing assignments and preparing for classes.  Factor 3 dealt with behaviors dealing with more long range planning such as studying for examinations and the preparation of papers and other long-term projects.  

Bliss, Vanay, and Koeninger (1996) described the process of developing a Spanish language version of the SBI.  The work of translating and validating the Inventario de Comportamiento de Estudio was done at La Universidad de las Américas (UDLA), a comprehensive university in Cholula, Puebla in México.  Using a sample of 1,046 students at la UDLA, four factors were extracted from the responses.  The items in the first three were almost identical with their counterparts in the English language SBI with some few exchanges of items between Factors 2 and 3.  The fourth factor, which was made up of only two items, contained items that had to do with students’ preferences for studying with other students or studying alone.  The instrument appeared to function in a manner similar to the Study Behavior Inventory.

However, Villa (1998), using a sample of 850 students from a public university in central México found that while a four factor structure was obtained from the responses of these students who completed the Inventario de Comportamiento de Estudio, a large number of items switched between the second and third factors. The variables loading highest on Factor 1 remained the same when the results were compared to those obtained by Bliss, et al. (1996) using the English language Study Behavior Inventory.

In providing a possible explanation for the differences between the two populations on the second and third factors it may be useful to recall that these factors both describe time management behaviors.  They differ in that in the SBI and the UDLA ICE scores the second factor contains behaviors used when preparing for every day, routine academic tasks while the third factor contains items describing behaviors exhibited when students prepare for more long range, single instance tasks.  In terms of test taking preparation, behaviors involving preparation for quizzes given during each class might be found in Factor 2 whereas those behaviors involving preparing for midterm and final examinations might be found in Factor 3.  La Universidad de las Américas consciously attempts to duplicate a United States university within México.  Classes are small, usually having no more than 30 students where there is opportunity for students to interact with the faculty. Professors provide students with many grade-producing activities throughout the semester.  On the other hand, public universities in México have huge student populations (the Universidad Nacional Autónoma de México in México City has over 100,000 students) and classes of many hundreds that meet in large lecture halls where there is little interaction between the professor and students.  Students listen to the lecture and read assigned texts.  Since lectures are primarily from the texts, many students do not bother attending lectures.  These classes generally have only one grade producing activity, which is a final examination or term paper.  This institutional culture is typical of traditional European and Latin American universities.  

While the U.S. model is gradually being adopted in many of these areas, this movement has been slow.  What is very possible, however, is that successful time management strategies in classes where there are many, almost daily, grade producing activities are likely to be very different from successful strategies in classes where there is a single grade producing activity.  For instance, reviewing notes before each class may not be as important in these universities as it is at U.S. model institutions that have frequent tests throughout the semester. Such differences in institutional cultures could account for the movement of items between Factors 2 and 3 in the two Mexican university populations.  If this were the appropriate explanation, Hispanic students at Miami-Dade Community College would be expected to have patterns of study behaviors that are similar to those at la Universidad de las Américas.   

An alternative explanation for these differences in the factor structure of the results at the two Mexican institutions is that they are due to home culture of the student.  Students who attend public universities in México tend to come from working class and lower middle class homes (some of the large public universities in México City being exceptions to this rule).  Almost all have full-time jobs and attend part-time.  The majority of them attended public elementary and secondary schools.  Those attending the elite private la UDLA are primarily from upper middle class and upper class homes.  For the most part, they live on campus and attend full time.  They are primarily in the same age group as traditionally aged U.S. college students.  Virtually all of these students attended private elementary and secondary schools, have traveled extensively in the United States, Latin America, and Europe and are at least moderately proficient in English.  Almost all of them drive their own automobiles in a country where the minimum wage is under US$5 per day.  If this were the appropriate explanation, it is the culture of the student that determines patterns of study behaviors.  Hispanic students at Miami-Dade Community College would be expected to have patterns of study behaviors that are similar to those at the large public Mexican university. The current study is an attempt to begin to gather evidence to investigate these alternatives and to make recommendations for practice from the results.

Method

Research Design

This study was designed to identify the study behaviors of Hispanic students in the U.S. who have limited English skills and who are near the beginning of their higher education study at a large urban Hispanic-serving community college.  Many of the students at this Hispanic-serving community college are non-resident aliens or student visitors from South and Central America who have come to the U.S. to obtain a higher education. Many have been in the U.S. under 5 years and come from a variety of Spanish speaking countries. Most bring elements of their culture to their higher education and many adapt to the U.S. educational culture. Because of the student diversity at this community college it is a popular place to begin higher education study. Students can take advantage of the many services offered to ESL students and gain the necessary English language to integrate into colleges and universities in the U.S.

Research Setting and Participants

Miami-Dade Community College (MDCC) enrolls more Hispanic students than any community college in the United States.  Hispanic students make up 65% of the student body at Miami-Date Community College. Twelve percent of the students are self-identified as White non-Hispanics, 22 % as Black non-Hispanics. Two percent identify themselves as members of other groups. Of the over 5,000 degrees and certificates awarded, 61.1% were awarded to Hispanic students during the 2000-2001 academic year. With 3,211graduates receiving associate degrees in 2000-2001, MDCC ranked first among 2-year institutions in the awarding of degrees to Hispanics in the U.S.  While it is true that all students in the United States who identify themselves as Hispanic are not necessarily Spanish speakers, this study does, of necessity only consider the population of Hispanic students who speak Spanish.  Sixty-six percent of the 142,375 students who attended the college during the 2001-2002 academic year (when this study was conducted) were part-time students.  In terms of socioeconomic status, Hispanic students attending MDCC are more like students attending the Mexican public institution of higher education than they are like the Mexican students attending the elite private university.  However, the instruction at MDCC is similar to that found at the private elite university. The community college is characterized by small classes that meet once, twice, or three times per week and instructors provide students with numerous grade-producing activities throughout the semester.  This is also the pattern at U.S. 4-year institutions of higher education.

Procedure  
A convenience sample of 322 Spanish-speaking students who had earned at least 15 semester hours of credits attending Miami-Dade Community College was obtained based on referrals from faculty. Of these, 67% were part-time students.  Students listing 15 different countries of origin were included in the sample. The Inventario de Comportamiento de Estudio (ICE) was administered to each of these students and the students’ grade point averages were obtained from university records.  Students were also asked to indicate the length of time they had been in the United States.

Data Analysis

Factor analysis using a principal components extraction with a varimax rotation was used to determine the factor structure of the responses on the ICE.  This factor structure was compared to those obtained from the Mexican elite private university and the Mexican public university to determine if it resembled one of these structures more than the other. The correlations between the students’ grade point averages and their scores on the ICE and its factors were also determined. The correlation between the country of origin and the length of time in the U.S. was also analyzed.

Results
    Negatively worded items in the ICE were recoded so that high item scores represented positive study behaviors in the case of all items.  A principal components analysis with a varimax rotation resulted in 12 components with eigenvalues greater than 1.00.  A scree analysis suggested four components to be used in a restricted model.  Forcing four components yielded a four factor structure described in the following paragraphs.

The Factor Structure 

Factor 1 of this structure is almost identical to that found by Bliss, Vinay, and Koeninger (1996) at a private, elite university in México and by Villa (1998) using a sample from a Mexican public institution of higher education.  It is also very similar to the first factor found by Bliss and Mueller (1986, 1987, 1993) using the English Study Behavior Inventory.  This factor is composed of items that dealt with feelings of academic self-efficacy.  These include, “Mi preocupación acerca de qué tan bien contestaré los exámenes interfiere con mi preparación y desempeño” [“Worry about how well I will do interferes with my preparation and performance on tests.”], “Después de leer varias paginas de alguna lectura, no puedo recordar bien lo que acabo de leer” [“After reading several pages of an assignment, I am unable to recall what I just read.”], and “Aunque trabajo hasta el último minuto, no alcanzo a terminar mis exámenes en el tiempo proporcionado” [“Although I work until the last possible minute, I am unable to finish examination within the allotted time.”].

Factor 2 contains items similar to those found in the second factor in the study by Villa.  It is consistent with the third factor found by Bliss, Vinay, and Koenenger.  This factor contains items describing academic behaviors concerning preparation for very specific, long-range academic tasks.  These included, “Cuando tengo dudas sobre como presentar correctamente un reporte escrito, consulto modelos estándar que me sirvan como guía” [“When in doubt about the proper form for a written report, I refer to an approved model to provide a guide to follow.”], “Trato de relacionar y aplicar lo que aprendo en un curso con lo que he aprendido en otros cursos” [“I try to carry over and relate material learned in one course to that learned in others.”], and “Me esfuerzo por resumir, clasificar y sistematizar los datos aprendidos, asociándolos con el material aprendido previamente” [I try to summarize, classify, and systematize facts learned, associating them with previously learned materials and facts.”].
Factor 3 contains items similar to those found in the third factor in the study by Villa.  It is consistent with the second factor found by Bliss, Vinay, and Koenenger.  This factor contains items describing academic behaviors concerning preparation for routine, everyday tasks.  Items included, “Pospongo la redacción de ensayos, reportes y trabajos hasta el último momento” [I put off writing themes, reports, term papers, etc., until the last minute.”], “Estudio más para el examen final que durante todo el curso” [I study harder for final exams than for the rest of my coursework..”], and “Se me hace difícil esforzarme para terminar mi trabajo en un determinado tiempo;  lo dejo incompleto, deficiente o no lo entrego a tiempo” [I find it hard to force myself to finish work by a certain time; work is unfinished, inferior, or not on time.”].

Factor 4 consisted of only two items.  These were “Me gusta estudiar con compañeros en algunas de mis clases” [“With some of my courses I like to study with others.] and “Prefiero estudiar solo que con otros” [“I prefer to study alone rather than with others.”].  This factor dealing with the social aspect of studying has been found in the two studies involving the ICE, but did not show up in the English version of the Study Behavior Inventory.

The factor structure of the responses of Miami-Dade Community College students on the Inventario de Comportamiento de Estudio closely resembles the factor structure obtained when the ICE was administered to students in the large Mexican public university.

Relation of ICE Responses to Country of Birth

Participants were asked to indicate the country in which they were born.  Those who indicated that they were born outside of the United States were placed into one of three regional areas: 1) México and Central America; 2) South America; and 3) the Caribbean.  An analysis of variance was conducted on the overall ICE scores and the scores on each of the four factors using area of birth as the independent variable.  The results are shown below.  Tables 1 – 4 show the ANOVA source table for the ICE total score and the first three of the four individual factor scores grouping the participants by area of birth.  Factor 4 was made up of only two items and was, therefore, not included in the analysis since aggregate scores would be meaningless.

Place Tables 1 – 4 about here

The only factor on which there were significant F values in the analysis of variance was Factor 2.  Students born in the Caribbean scored higher on this factor than students who were born in South America.  However, the accompanying effect size was so low (η = .083) that the finding can be considered negligible.  

Relationship of ICE Scores With Number of Years Living in the United States

Pearson’s correlations of the total ICE score, the Factor 1 score, Factor 2 score, and the Factor 3 score with the number of years that students were living in the United States were .335, .102, -.063 and .272, respectively.  Only the correlations with the total score and the Factor 1 scores were significant at the .05 level.  Factor 1 deals with feelings of academic self-efficacy and this finding is consistent with the idea that living in the United States for longer periods of time results in students being more familiar with both the culture of the region and country and with the culture of American schools.  This higher level of comfort is very liable to result in higher perceptions of students’ abilities and chances to succeed academically.

Relationship of ICE Scores With Grade Point Average
    Pearson’s correlations of the total ICE score, the Factor 1 score, Factor 2 score, and the Factor 3 score with the grade point averages of participants were .695, .603, -.603 and .584, respectively.  These moderately strong relationships between the possession of appropriate study behaviors and academic success are consistent with research on the efficacy of studying as an enabler of academic success (Gettinger & Seibert, 2002).

Conclusions 

Spanish speaking students at Miami-Dade Community College respond to the Inventario de Comportamiento de Estudio in a manner that is similar to students at the large public Mexican university.  What does this finding mean for U.S. college and university faculty and administrators in terms of their instructional strategies and provisions of institutional support for these students?  Does this finding tell us something that will allow colleges and universities in the United States to retain and graduate more Hispanic students?  To answer these questions it might be useful to more closely examine the factor structure of these students’ responses on the ICE and compare them to both sets of Mexican data obtained using the ICE and the factor structure obtained from responses of students on the English language Study Behavior Inventory.

The Factor Structure of the Inventario de Comportamiento de Estudio 
The first factor, which contains the highest proportion of the total variance for ICE scores of MDCC students, dealt with student feelings of academic self-efficacy and is also consistent with the results found by Bliss, Vinay, and Koeninger (1996) at a private, elite Mexican university.  It also appears in Bliss and Mueller’s work on the English Study Behavior Inventory (1986, 1987, 1993). 

Factor 2, a measure of use of time in preparing for long range, specific, academic tasks, appears in all four studies, as well.  However, it accounts for the second highest proportion of the variance of the total instrument scores among these US Hispanic students and in students at the public Mexican university while accounting only for the third highest proportion of the variance at the elite private Mexican university and in the broad based US standardization sample of the English language Study Behavior Inventory. 
Factor 3 in the factor structure obtained from the present sample appears to be a measure of the use of time in preparing for routine, everyday academic tasks such as preparing for class meetings and studying for quizzes and class recitations.  This factor appears as accounting for the third highest proportion of variance with the students at the Mexican public university, also.  However, it accounts for the second highest proportion of the variance of the total instrument scores at the elite private Mexican university and in the US standardization sample.

An interesting phenomenon seems to appear when the factor structure of the scores of the instrument is observed across the four settings noted in this study.  The first three factors are found across institutions.  What appears to differ is the order of the second and third factors in terms of their accounting for proportions of the variance within the different settings.  Specifically, at the US two-year public institution and the Mexican public university, the factor containing behaviors useful in management of time for long term academic tasks seems to account for the second highest proportion of the variance while only accounting for the third highest proportion of the variance at the private, elite Mexican university and in the standardization group for the English version of the instrument.  In comparing these two groups it is noted that a small number of items remain in Factor 2 between samples, but that most items that were in Factor 2 in one group appear in Factor 3 in the second group, while most Factor 3 items in the first group move from Factor 3 to Factor 2 in the second.  For instance, when comparing Factors 2 and 3 between the US two-year college sample and the private, elite Mexican university it is noted that 11 of the items loading on Factor 2 in the former are found in Factor 3 in the latter with 6 of the items staying in the second factor in both samples.  However, all but one of the items in Factor 3 in the public Mexican university and the US two-year college sample are found in Factor 2 in the elite, private Mexican university.
What appears to be happening is that the students at the Mexican public university and the Hispanic students at the US community college are more concerned about long term study behaviors and perceive the need to manage time over the long run as concerning them more than the need to manage time day to day.  On the other hand, the Mexican private university students and US students who were administered the Study Behavior Inventory find themselves viewing time management as more of a day to day phenomenon.  A tentative explanation for this difference might be found in the effects of socioeconomic status.  The students at the private Mexican university and the vast majority of students in 4-year U.S. institutions of higher education are full time students whose major occupation is being a college or university student.  Since their “jobs” consist primarily of going to classes and getting good grades on a day to day basis, these students may be more likely to see planning for daily, routine tasks as most important to them.  They would be most likely, therefore, to view academic tasks that at least theoretically might be seen as relating to both long- and short-term tasks as more likely to relate to short-term tasks.  So, these theoretically ambivalent tasks would go into the short-term group and result in a higher proportion of the variance being found in this group.

In contrast, students at Mexican public institutions of higher education and at two-year public colleges in the United States tend to come from working class homes and attend college and university on a part-time basis while supporting themselves and their families with full time employment.  Many balance their academic pursuits with concerns about their own jobs and families.  For these students, the day-to-day planning process is more liable to involve their families than it is to involve academic pursuits.  Rather, when these students plan they plan out their activities for the entire semester and center this planning on employment and family demands.  These students are more liable to relate the theoretically ambivalent tasks to long-term planning behaviors and this would account for these items loading on a factor containing clearly long-term planning behaviors. This phenomenon could account for this factor accounting for a higher proportion of the variance for these lower SES students.

Differences by Regions
There were no significant differences by region found on the total ICE score or on Factors 1 and 3 and a small difference between students coming from Caribbean and South America was so small as to be of no account.   This is a particularly interesting finding since Caribbean Spanish speaking students living in South Florida tend to be of Cuban background and Cuban students are more likely than any other group of Hispanics to be full-time students and to come from middle class families (Fry, 2002).  Although one might expect, therefore, to find differences between these students and Hispanic students coming from other areas, this is not the case here.  This lack of differences cannot simply be accounted for by acculturation into the U.S. since the median of the time participants had lived in the United States was three years, a relatively short period of time.  Rather, the finding is consistent with the idea that it is the socioeconomic status of students, giving rise to specific sets of study behaviors, which affects the institutional climate of the university or college.  For instance, institutions with many part-time students who have jobs they work at during the day, such as Mexican public universities and U.S. community colleges enrolling large numbers of low socioeconomic status students, are more likely to schedule courses at night than colleges and universities that enroll primarily full time students.  In addition, these colleges are likely to schedule course meetings less frequently (once a week or even twice a month) than institutions that enroll primarily full-time students.  These latter institutions often schedule classes to meet two or three times per week.  This is the case at la Universidad de las Américas and at traditional U.S. 4-year institutions.  When classes meet frequently, students who develop appropriate study behaviors for preparing for short-range recurring academic tasks will have an advantage over those who do not exhibit these behaviors.  On the other hand, when classes meet less frequently, study behaviors that appropriately prepare students for long-range academic tasks might be more important.  This is an example of the interrelationship between student culture and institutional culture where student characteristics, at least partially, determine various facets of the institutional culture.  The institutional culture, in turn, determines to a great extent the efficacy of various study behaviors for increasing academic achievement.
The Relationship of ICE Scores with Grade Point Average
The correlations between the total score and the first three factor scores of the Inventario de Comportamiento de Estudio obtained from this sample of U.S. two-year college students are significant, but somewhat lower than those found in other studies referred to in this paper.  This phenomenon could be explained by the limited variability of the GPA values.   While these ranged from 0.96 to 4.00, 60% of the GPAs were 3.0 and above with a value of 4.00 the mode of the distribution.  Nevertheless, the fact that there is a moderate correlation between grade point average and the scores of these Hispanic students on the (ICE) is important since Tinto (1993) identified academic difficulty as a key factor in student attrition.

What the Inventario de Comportamiento de Estudio May Tell Us About Addressing the Needs of Hispanic College Students

The ICE tells us about the factors that make up the primary structure of study behaviors of Spanish speaking Hispanic college students.  They consist of an enabling factor that deals with the perception these students have of themselves as successful learners in higher education and two sets of behaviors dealing with time management.  The factor dealing with managing time for long-term, nonrecurring events accounts for the most variance of the two with the factor deal with managing time for routine, everyday events accounting for less of the variance of the total ICE scores.  This is the opposite order that has been found in the English language Study Behavior Inventory and in the ICE scores of students attending an elite private university in México.  

It has been noted that Miami-Dade Community College and most public Mexican universities are similar in the socioeconomic status of their students and in the related fact that students usually attend part-time while working to support themselves and their families.  These student characteristics strongly suggest that among available student support activities there should be opportunities for students to improve their planning behaviors for the management of time, both for long-term and short-term academic tasks.  In fact, while the U.S. Hispanic students may give more emphasis to long-range planning, there are situations in any institution of higher education that require students to plan for the routine, recurring activities that occur in classrooms at U.S. institutions.  This suggests that special care should be taken to insure that students develop appropriate study behaviors in this category.  

Discussion

The Hispanic students from a U.S. community college view study behaviors in a manner similar to students at a large Mexican public university.  It is clear from the results of this study that the nature of instruction at these institutions of higher education is not determining this viewpoint.  Rather, it appears that similarities in socioeconomic status between these two populations of students may be causing both groups of students to attend their institutions of higher education on a part-time basis.  Part-time students may have sets of priorities that cause them to view scheduling and other facets of time management differently than full-time students.  The result of this is that they view long term planning and time management as more important than day-to-day time management.  One reason for this could be that the often unanticipatable demands of jobs and families make day-to-day planning difficult to impossible.

It is noteworthy that Bliss & Mueller (1987) did not find this phenomenon when using the English version Study Behavior Inventory with community college students.  They found the factor structures for 2- and 4-year students virtually identical.  Fry (2002) suggested a possible explanation for this.

In a previous study, the Center documented extraordinarily high labor force participation rates for Latino young adults, including a large number of school-age youths who work even as they are enrolled in school. This is particularly true in immigrant households and would appear to be a simple function of economic need. Among low-skilled Latino immigrants, household incomes are often built to acceptable levels by combining the earnings of several workers who each might be taking home poverty-level

wages. Thus, there is intense pressure on young people, especially males, to contribute to the family welfare as soon as they are old enough to work.… The strong commitment to work and family does not stop Latinos from enrolling, even part-time, but it may help explain why so few enroll full-time. (p. 5)

This cultural explanation could explain the difference found between Hispanic and other 2-year college students who are less likely to be part-time students.

Finally, there is good reason to believe that the Inventario de Comportamiento de Estudio is a good measure of study behaviors when used with students in U.S. institutions of higher education. Faculty at institutions that use this instrument need to be aware of the emphasis these students place on long-term planning and be certain that they also have the knowledges, skills, and attitudes to effectively plan for every-day, routine academic activities. 

Limitations of the Study

This study measured study behaviors of Spanish-speaking Hispanic students at Miami-Dade Community College using the Inventario de Comportamiento de Estudio and compared their patterns of responses to those of two groups of Mexican university students.  The use of students from this single community college may limit the generalizability of the results that were obtained.  The college is situated in one of the largest Hispanic communities in the United States.  Hispanic students make up about 65% of its student population. Approximately 61% of its degrees were awarded to Hispanic graduates during the 2000-2001 academic year making it the number one 2-year institution in the granting of degrees to Hispanic students.  Clearly, Hispanic students attending Miami-Dade Community College live in communities that are untypical for the United States.  In addition, their numbers create attend a student culture that may be very different from that experienced by Hispanic students in Iowa or North Carolina.  Since the findings of this study are explained, to some degree, by suggesting an interaction between student and institutional cultures, research should now be conducted in other 2-year institutions to see if these results can be applied to Hispanic students attending U.S. 2-year institutions with more typical enrollments. 

Similarly, since Fry (2002) noted that Hispanic students who began their higher education at 4-year institutions were more than twice as likely to have attained a degree or still be enrolled three years after their initial enrollments, this study should be replicated using data from Hispanic students enrolled in 4-year institutions.  Does the interaction between student and institutional cultures function in 4-year institutions where institutional cultures may be less likely to respond to student cultures?

Further Directions for Future Research

Vernez and Abrahamse (1996) found that Hispanic foreign-born high school graduates were less likely to enroll in higher education than U.S.-born Hispanic high school graduates.  They found that 25% of these foreign-born students were enrolled in higher education compared to 40% of Hispanic students who were U.S.-born.  This pattern occurs across all national origin groups.  The present study, also, does not show differences among Hispanic students’ country of origin groups in scores on the Instrumento de Comportamiento de Estudio.  Portes and Rumbaut (2001) have suggested that generational enrollment differences in higher education are due to the accumulation of social capital, including the development of English language skills, by succeeding generations of Hispanic families and individuals.  Given this phenomenon, it may be that the study behaviors of succeeding generations of Hispanic college and university students become more consistent with those of U.S. mainstream students.  Research should be carried out to determine if patterns of study behaviors differ among students who are immigrants based on their generational distance from the immigrant experience.
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	Table 1

ANOVA Source Table (Total Scores)

	Source
	df
	F
	(
	p

	Area of origin
	2
	2.806
	.031
	.063

	       error
	178
	(142.65)
	
	

	Note:  Values enclosed in parentheses represent mean square errors


	Table 2

ANOVA Source Table (Factor 1 scores)

	Source
	df
	F
	(
	p

	Area of origin
	2
	1.800
	.020
	.168

	      error
	178
	(78.62)
	
	

	Note:  Values enclosed in parentheses represent mean square errors


	Table 3

ANOVA Source Table (Factor 2 scores)

	Source
	df
	F
	(
	p

	Area of origin
	 2
	8.065
	.083
	<.001*

	      error
	178
	(70.07)
	
	

	Note:  Values enclosed in parentheses represent mean square error

*p<.01



	Table 4

ANOVA Source Table (Factor 3 scores)

	Source
	df
	F
	(
	p

	Area of origin
	  2
	2.101
	.023
	.125

	      error
	178
	(15.01)
	
	

	Note:  Values enclosed in parentheses represent mean square error


