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CHAPTER I 

STATEMENT OF THE PROBLEM 

Introduction 

In January of 1987, Texas Tech University's Admissions and Retention 

Committee reported that 33% of Texas Tech University's freshmen in 1983 were 

conditionally-admitted, confirmed that 41% of the 1984 class were conditionally-

admitted, and predicted that 2,000 students would be admitted conditionally for 

the Fall 1987 semester. It was also predicted that a third of these 2,000 students 

would fail academically. 

At the urging of the Division of Continuing Education, the Office of 

Academic Affairs sponsored a pilot program designed to prepare conditionaDy-

admitted students for college classes and student life. This program was designed 

by a committee composed of representatives from the PASS Center, Housing and 

Dining Services, the University Library, Recreational Sports, the Mathematics 

Department, the English Department, Advanced Technology Learning Center, the 

Counseling Center, the Division of Continuing Education, student interns from the 

Higher Education doctoral program, and the Health, Physical Education and 

Recreation Department. The resulting program was administered by the Division 

of Continuing Education. 

The resulting Texas Tech Transition Program was an intensive three-week 

resident program for 34 males and 25 females who were conditionally-admitted 

freshman students. These students responded to a program announcement sent 

to 2,000 conditionally-admitted applicants to the University who were selected by 

class rank and college entrance test scores. The ethnic composition of 

responding students was 8 Hispanic students, 2 Asian students, and 48 Anglo 



students. The 17% minority participation was slightly higher than the 14% 

minority representation in the Fall 1987 freshman class at the University (Wiggins, 

1989). The students came from a variety of high schools: large and small, urban 

and rural, public and private. The students' ranks in their graduating classes varied 

as did their college entrance test scores. The students came from Texas, 

California, Colorado, Missouri, and New Mexico. 

The participants received instruction in mathematics and English; the 

syllabi were based on course descriptions used for resident students in Math 1300 

and English 1300. Each class was limited to fifteen students. A counselor attended 

with each class of 15 students to assist the instructors, so that individualized 

instruction was possible. The math and English courses were taught by full-time 

members of the Texas Tech University faculty, and the standards for the 

Transition students were the same as for students enrolled in longer semesters. 

A variety of activities supplemented the students' academic instruction. 

Instruction in study skills, library skills, computer use, personal development, and 

career selection were part of the program. Student services at the University 

were explored. Student activities such as a pizza party, a trip to a play, and a dance 

were provided to meet the goal of participant socialization. Students attended 

classes in regular academic buildings and became familiar with campus facilities. 

They and their counselors were housed in one co-educational dormitory. 

Other universities had been developing programs of their own to meet the 

needs of this emerging segment of the student population. When the 

demographic changes of the 1970s and 1980s began to affect colleges, retaining 

current students and attracting new students who would persist became 

increasingly important. In the 1990s, colleges provide a variety of academic and 

personal support for students to help them earn passing grades. Mezack and 



Copeland (1990) conducted a national survey of 1,821 senior colleges and 

universities in America in 1988. The study found that 82% of the 720 respondents 

offered remedial or developmental education. The programs that are being 

offered include: English (70%), math (68%), study skills (60%), reading (56%), 

history (3%), and other classes (27%). More recently, many campuses now offer 

second chance programs similar to Texas Tech University's XL Program to 

recoup students who have failed academically. Texas House Bill 2182, which 

mandated state-wide testing of freshmen and which required institutions of higher 

education to offer and monitor remediation work, affected Texas colleges and 

universities, and similar legislation impacted institutions of higher education 

throughout America. 

Time and resources are invested by the university in recruiting those 

students whom the universities believe will persist not only until baccalaureate 

graduation but into graduate school as well. Retention and attrition have emerged 

as major considerations in institutions, especially those experiencing enrollment 

declines (Astin, 1975; Tinto, 1975; Lenning, Beal, & Sauer, 1980). Indeed, Mingle 

(1981) believes that retention may be the key issue in enrollment planning, not 

just as a way of increasing enrollments but as a necessary means of dealing with the 

greater numbers of low-ability students on many campuses. 

The Research Problem 

For four years from 1987 to 1991, the researcher would encounter 

conditionally-admitted students from the Texas Tech Transition Program in the 

library, at the University Center, in the bookstore, or in line at the bursar's office. 

The students reported enjoying classes and making progress toward their chosen 



degrees and they asked about the status of the Transition Program as well as 

commenting on how it had helped them. 

Logan's 1989 study of the effect of the Transition Program after a year 

found that in comparison to a control group of conditionally-admitted students 

who participated in Freshman Orientation, the Transition Program made no 

significant difference in the first year academic performance, persistence, or 

social adjustment and institutional attachment of the participants. This finding, 

however, did not seem to be congruent with the personal reports of the 

participants. 

Dewey (1933) defined a problem as anything that "perplexes and 

challenges the mind so that it makes belief ..uncertain" (p. 27). Guba (1978) 

defined conceptual problems as ones that stem from "two juxtaposed elements 

that are conceptually or theoretically inconsistent" (p. 45). The apparent success 

of these conditionally-admitted students perplexed and challenged the concept of 

conditional admission, and the success of the participants seemed inconsistent 

with the findings of the first evaluative study of the Transition Program. 

Changing populations for higher education also suggested a research 

problem. The number of traditional college-age students is declining. Levine 

(1990) believes that the sharpest drop is currently occurring. The number of 

adults 25 and older is increasing, but between 1988 and 2000, the pool of adults 

who are most likely to attend college will fall by about eight percent. An influx of 

immigrant students to fill the gap seems unlikely, according to Levine, and foreign 

student enrollment in higher education will probably gain only slightly. In short, 

Levine believes that, with the exception of the Depression years and World War 

II, the next few years could be the most difficult time in this century for colleges 



and universities. After 1992, until the end of the century, enrollments will increase 

somewhat but will not remrn to 1989 levels. 

Not only are the numbers changing, but the characteristics of the students 

are also changing. In the student pool, Levine documents that the largest of the 

nonwhite groups, the Hispanics and blacks, have the highest rates of poverty and 

the lowest rates of educational attainment. The Asians vary in the extremes: some 

fare very well in school, and others do poorly in education, income, and 

employment. 

An increasing number of underprepared students is expected to want to 

enroll at colleges and universities. The educational and political environment is 

such that institutions need or are willing to accept these underprepared students. 

Making administrative decisions about conditionally-admitted students is difficult, 

partly because this is a relatively new population about which little is known. 

Professionals rely on information ascertained from a variety of other studies. 

Justification for the Study 

First, many programs are built on the assumption that being better 

grounded in the academics of writing and computation will increase the student's 

college success. The Texas Tech Transition Program assumed that addressing 

conditionally-admitted students' weaknesses at the beginning of their academic 

career would increase their chances of academic success and, ultimately, of 

graduation. Evaluation of this program with the implications for other similar 

programs was necessary. 

Second, in February of 1991, Dale E. Grusing, Director of Undergraduate 

Admissions at Texas Tech University, provided the actual enrollment figures for 

1987 through 1991. The 1987 Admissions and Retention Committee's prediction 



of 2,000 conditionally-admitted students for Fall '87 was actually short 1,173 

students; see Table 1. 

Table 1. Total Number and Percentages of Conditionally-
Admitted Students by Year. 

Semester Number of students admitted Percentage of Freshman Class 
conditionally 

FaU 1987 3173 46% 

Fall 1988 3326 43% 

FaU 1989 3105 44% 

FaU 1990 3112 36% 

Higher admission standards went into effect for the Fall 1989 students. The 

number of conditionaUy-admitted students is still present. They comprise over a 

third of the current freshman class. Learning more about conditionally-admitted 

students is thus important. 

Third, this case study contributes to a growing body of research on student 

persistence; thus, it is hypothesis-generating. It helps educators to understand the 

process of the persistence of conditionally-admitted students and helps educators 

discover the context and characteristics that influence that persistence. It also is a 

means of understanding, informing, and improving practice. Information about 

conditionally-admitted students might assist colleges and universities to evaluate 

admission standards, to assist students, and to invest in those student service 

programs which improve retention and, consequently, maintain enrollments. The 

study also gives direction to student services as to which students may need 

additional help and which programs are effective. 



7 

The results are of interest to high schools, to parents, and to students in 

junior high schools and high schools. Benefits to a university for studying 

conditionally-admitted students and addressing their needs include: increased 

enroUments, especially in upper-level courses as retention is increased; increased 

revenues through additional fees and tuition income; and support in the 

community for addressing the needs and helping to reach the potential of the 

underserved and unserved. Insights into the process and context of persistence 

can have direct influence on policy, practice, and future research. 

Definition of Terms 

Attrition 

Attrition is the loss of enrollments when students does not re-enroll. The 

opposite of attrition is retention is the opposite, the maintaining of enrollments 

when students continue to enroU in classes. 

High-risk students, at-risk students, underprepared students 

High-risk students, at-risk students, and underprepared students are those 

students whose test scores and class rank put them in the lowest 10 to 15 percent 

of the total incoming class of freshmen. Even universities with high admission 

requirements have a bottom rank of students who are underprepared in 

comparison to the other students. 

Nonnersister 

A nonpersister is a student who is not enrolled for the Spring semester 

1991 and who has not been graduated; the student may be a drop-out or a stop-

out who may subsequently return to school. 
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Texas Tech Transition 

Texas Tech Transition, offered in the summer of 1987 to 59 conditionally-

admitted students, was designed to provide a foundation for success in coUege. 

The intensive three week summer program offered instruction in English 1300 

and Math 1300, the remedial level courses, to help the students place out of these 

courses and begin with courses that would count toward their graduation. The 

instruction in personal management skiUs, time management, study techniques, 

test preparation, computer use, library skiUs, career selection, and goal setting was 

designed to help students succeed in coUege. Learning about Texas Tech 

University regulations, programs, and sources of help was included to give the 

students a head start. The inclusion of extracurricular activities was to help 

students establish a support group and a bond with the university. 

Traditional student 

The traditional student is close to eighteen years of age who enters college 

from high school. The student is enroUed for at least 12 hours. The traditional 

student persists for approximately four years and is then graduated. A 

nontraditional student is one who is older and/or attends part-time. 

Persister 

A persister is a student who is stiU enroUed in a coUege or university or has 

completed a baccalaureate degree. A student who has dropped out and then 

returned is also a persister. 



Success 

Success is indicated when the student is currently enroUed or has 

completed a baccalaureate degree. For this study, success is thus Umited to the 

persistence of the student. 

Support, remedial, developmental courses 

Support, remedial, and developmental courses are those college classes, 

usuaUy in English and mathematics, which prepare students for the beginning 

freshman-level course in that subject. These often count toward grade point 

average but not toward hours for graduation. 

Unconditional admission 

Unconditional admission to Texas Tech University is based on high school 

class rank and entrance test scores. In 1987 when this study began, students in the 

upper 25% of their high school graduating class were admitted to the university 

unconditionally. Those in the second 25% of their class had to have a minimum 

Scholastic Aptitude Test (SAT) score of 900 or a minimum American College 

Testing (ACT) score of 20. Students in the third quarter of their class had to have a 

minimum of 1000 on the SAT or 24 on the ACT. From the fourth quartile of the 

graduating class, students could be unconditionally admitted to the universit\' only 

if they had an 1100 on the SAT or 24 on the ACT. Students who did not meet 

these standards for unconditional admittance to the university were admitted as 

conditionally-admitted students. 
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Purpose of the Study 

The purpose of this research study was to foUow the 59 conditionaUy-

admitted students who participated in the 1987 Texas Tech Transition Program, to 

look at their process of persisting, and to ascertain the characteristics that the 

persisters have that enabled these students to complete or be working toward 

their degrees. This longitudinal study was necessary to evaluate the effectiveness of 

the program and the correcmess of the assumptions upon which it was built. 

Insights into the process and context of persistence may have a direct influence 

on policy, practice, and future research. 

Research Questions 

The research questions are in part based on the assumptions of the 

committee when it designed the pUot program. This study answered the 

foUowing questions: 

1. Is there a difference between the coUege entrance test scores of the 

persisters and the nonpersisters? 

2. Is there a difference between the high school rank of the persisters 

and of the nonpersisters? 

3. Is there a difference between the class rank in a college transition 

study skUls class between persisters and the nonpersisters? 

4. Is there a difference between the IQ of the persisters and the 

nonpersisters? 

5. Is there a difference between the reading comprehension scores of 

the persisters and the nonpersisters? 

6. Is the ability to write a passing entrance essay an indicator of student 

persistence? 
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7. Is basic mathematical abUity an indictor of student persistence? 

8. Do persisters have a different student learning style than the 

nonpersisters? 

9. Do students from one size of high school tend to persist more in a 

given situation than students from high schools of other sizes? 

10. Does one gender persist more than the other? 

11. Does participation in a transition program improve persistence? 

12. Is there a difference between the educational level of the parents of 

the persisters and the nonpersisters? 

13. Does any factor recur in the interviews as an indicator of success? 

14. What do the nonpersisters believe could have kept them at Texas 

Tech University? 

Limitations of the Study 

The study is Hmited to the 59 students who participated in the 1987 Texas 

Tech Transition Program. The study is further limited to those participants who 

are stiU enrolled at Texas Tech University and those who could be located in 1990-

91 for the telephone interview. 

Although it wiU not be possible to generalize the results to much larger 

populations, the results have vaUdity for Texas Tech University, a research 

institution of some 25,000 students. For example, a similar study at Western 

CaroHna University found that the highest rate of nonpersistence was among 

freshmen who were undecided about their academic programs; so the school 

devised a career-planning program with substantial faculty involvement (Mingle, 

1981, p. 54). 
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Summary 

Like other universities, Texas Tech University responded to an increase in 

conditionally-admitted students by offering a program to help prepare these 

students. The design included the best features of other programs and the 

committee's own ideas based on their assumptions about conditionally-admitted 

students. Earlier evaluation showed that the Transition Program made no more 

difference than Freshman Orientation, but participant comments suggested 

otherwise. Continued growth in the number of potential conditionally-admitted 

students as documented by Levine (1990) substantiated this population as a 

research area. A study was needed to determine if these support programs 

worked, to learn more about conditionally-admitted students who continue to be 

a substantial part of the freshmen classes, and to help educators understand the 

process of persistence. A definition of terms and presentation of the research 

questions as weU as a recognition of the limitations of the study prepared for the 

research project. 

The second chapter of this study wUl provide a review of literature dealing 

with the admission of conditionally-admitted students and their retention. 

Chapter III outlines the design and methodology of the study. Results from 

analyses of the data will be given in Chapter IV, and a discussion of these results 

wiU be submitted in Chapter V. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Introduction 

The underprepared student has been part of American higher education 

since its beginnings. This chapter examines the historical responses to 

underprepared students as well as the more recent responses of coUeges and 

universities. This chapter also reviews relevant Uterature on college drop-outs, 

attrition, conditional admission, student persistence, and student motivation. 

Historical Responses to Underprepared Students 

Colonial America 

In 1635 the Boston Latin School opened; it was not only the first Latin 

grammar school in America but also the first secondary school in the colonies. 

School attendance was not compulsory in colonial America, and even though the 

Massachusetts Bay Colony passed a law in 1642 requiring parents to teach their 

children to read, this reading was limited to accessing BibUcal scripture. The 

majority of youth learned a trade through apprenticeships, but the wealthier 

parents hired private tutors (usuaUy ministers), sent their children to tuition-based 

day schools patterned on EngUsh models, or sent their children to England for a 

formal education. Students went to coUege when their tutors felt that the students 

were ready; consequently, students who arrived at coUege came from a diversity of 

backgrounds and with very different trainings. 

The philosophy of the colonial colleges was that only those young people 

who could afford to pay for higher education and who needed to be educated in 

order to maintain their station in Ufe should be admitted. Poor students, ethnic 

minorities, and women did not go to coUege because they had neither the time, 

13 
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the funds, nor the background to be students. Many of the students who did 

enroll were not prepared for coUege work; consequently, Dempsey (1985) 

concludes that underprepared students have indeed been a part of American 

higher education since the seventeenth century. 

According to Roberts (1986), early college classes required primarUy 

memorization and recitation, and the coUege felt no obligation to provide learning 

assistance to underprepared students who were expected to meet the same 

requirements as the other students. His research into institutional records, 

archives, histories, faculty papers, student pubUcations, and alumni coUections 

reveals that faculty and administrators considered some students to be "far below 

the acceptable coUege level" (p. 2). 

Revolution and Enlightenment 

At the turn of the eighteenth century, one of the purposes of higher 

education was the preparation of an educated clergy, so admissions requirements 

included proficiency in Latin and Greek, the languages in which the curriculum 

was taught. Dempsey (1985) reports that proficiency in EngUsh was not required 

because most early textbooks were also exclusively in Latin and Greek; a 1723 

catalog of the Harvard library contained 250 books of which 65% were Latin titles 

(p. 1). 

The impact of the American and French Revolutions and the new ideals of 

the Enlightenment resulted in demands for an expanded curriculum to include 

newer subjects along with the classics. Most American coUeges established during 

the colonial period failed to respond to these needs; thus, new non-sectarian state 

and national universities opened which offered more equality of educational 

opportunity. These schools, Roberts (1986) observes, had hopes of giving more 
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advanced instruction and of permitting students to specialize and to enjoy the 

privUeges of election. Unfortunately, these universities did not become all that 

they were intended to become, Roberts declares, because of the low quality of 

secondary education. The training of students at the academies and secondary 

schools was not sufficient to prepare them to undertake the European-style 

universities. These schools soon estabUshed preparatory departments to help 

students develop skUls needed for success in higher education. Roberts reports 

that there were often more students enrolled in these preparatory departments 

than in the regular classes (p. 6). 

Before the Revolutionary War, there was only Harvard University. When 

the War ended, 17 new institutions of higher learning had emerged in the seven 

years from 1776 to 1783. In 1785 Georgia chartered the first state university. Since 

the University of Georgia actually opened for classes 15 years later. North Carolina 

University which opened in 1795 became the first state university to hold classes. 

As American higher education was moving from the colonial period to the 

national period, the underprepared student who was well-discipUned could often 

succeed in coUege because the method of study was so highly structured. 

Students were not required to write well; expression was through recitation. 

Reading speed and comprehension were not important since books were very 

scarce. The reading assignments of today's classes were unknown during the 

seventeenth and eighteenth centuries in American higher education. Managed by 

unlucky faculty members, libraries were often cold and damp with Umited hours 

of operation. Carlton (1907) writes of Harvard's extensive regulations concerning 

the Ubrary including the admonishment that "No academical exercises shaU be 

allowed in the library. It shall never be lighted or iUuminated" (p. 484). At 

Harvard the library was off-limits to aU students except seniors (Shiflett, 1981). In 
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response, speaking clubs, debating societies, and Uterary clubs formed and 

created their own libraries where club members had unUmited access and control 

of acquisitions. 

After the Revolutionary War, many Americans were deeply concerned 

with the problem of creating a unified nation. Their attempts to promote unity 

had two important effects on education: the development of standardized 

textbooks and the buUding of state pubUc school systems. Both of these 

measures helped to send better prepared students to coUeges and universities and 

to widen the gap between those who were well-prepared and those who were 

underprepared. 

The Yale Report 

The first of the century saw new educational opportunities. According to 

Cremin (1980), in CornwaU, Connecticut, in 1817, the Foreign Mission School was 

established by the American Board of Commissioners for Foreign Missions; this 

school was for "heathen" youth from all over the world. In 1821 Boston opened 

the nation's first public high school despite the fact that some people thought it 

was Ulegal to use pubUc funds to support secondary schools. 

In 1828 the Yale Report called for an end to admissions of students with 

"defective preparation" and reported that colleges that admitted academicaUy 

underprepared students used methods of instruction that were more appropriate 

for the secondary or preparatory schools of the times. Editor Benjamin SUliman 

published the report containing the Yale faculty's written response to critics of 

the classical curriculum. These critics preferred a vocational or practical studies 

approach and specifically opposed the retention of the "dead" languages. In the 

report the faculty responded that new "modes of instruction" and "whole 
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sciences" had been introduced, and the report continued: "By raising the 

qualifications for admission, the standard of attainment has been elevated. What 

then is the appropriate object of a coUege? Its objea is to lay the foundation of a 

superior education...^' (Hofstadter, 1961, p. 278). Despite Yale's determination to 

cling to the classical languages, EngUsh was being introduced into the coUege 

curriculum, and coUege study was becoming bibUocentric. As higher education 

began to change and as reading became a more necessary skiU, the Umited abiUty 

of students became more apparent. 

Jacksonian Democracy 

In 1828 Andrew Jackson, a symbol of the grassroots democracy that was 

sweeping every part of the country, was eleaed President of the United States. 

This frontier spirit dUuted the Yale Report, and American coUeges began to open 

their doors to students of even more diverse geographical and educational 

backgrounds. Many came from communities lacking quaUty schools that could 

teach students the basic skUls necessary for coUege work. 

In 1835 Oberlin CoUege became the first coeducational coUege in the 

United States. Some the female students who were admitted were underprepared 

and joined the growing ranks of struggling scholars. 

An awareness of the underprepared student fortunately extended beyond 

just placing blame on him for slowing the progress of the coUeges. Dempsey 

(1985) reports that in 1836 John Todd wrote The Student's Manual which 

addressed the needs of academically underprepared students. Considered to be 

the first how-to-study book written for students, the manual provided 

information on such topics as the importance of study, time management, 
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finances, exercise, diet, ideals, and aspirations. It also included the predecessor of 

the Survey, Question, Read, Recite, Review (SQ3R) study technique. 

German Universities 

In 1852, when Henry PhiUp Tappan became president of the University of 

Michigan, he brought to the university the goal of creating a German-style 

research university. According to Brubacher (1976), Tappan denounced in his 

inaugural address the "dUution of course content" in coUeges in order to meet the 

needs of underprepared students (p. 157). Tappan, who felt that a true university 

should be similar to the University of BerUn, did not beUeve that a university 

should merely teach general knowledge; instead, it should advance knowledge. 

American colleges with their concern for the underprepared did not compare 

with the European institutions which chose higher, more exclusive standards for 

admission. The American schools refleaed the more democratic approach of 

meeting the needs of aU students. 

To improve the quaUty of American universities, Tappan believed 

instruction should be offered only on a level appropriate for a scholarly institution 

of higher education. If a student were not prepared to participate at the level 

Tappan considered appropriate for university work, he felt that the student 

should not be admitted to the university. Tappan was concerned that coUeges 

were too much involved in teaching rudimentary courses for the poorly 

prepared. 

Despite the high standards of President Tappan and others, inadequate 

secondary school preparation required that the universities establish and maintain 

preparatory departments designed to help students develop the skUls necessary 

for success in higher education. Roberts (1986) explained that it was common for 
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more students to enroU in these preparatory departments than in the classes 

offered in the regular curriculum. In 1865, for example, the University of 

Wisconsin registered 331 students. Forty-one of these students were enroUed in 

regular classes whUe the remainder of the students were assigned to preparatory 

departments or were classified as special students (p. 4). 

CivU War 

After the Civil War, American society wanted improvements in higher 

education, and higher education demanded an improved level of student. 

Although the dream of having German-style research universities did not 

materialize in America, one influence did become firmly entrenched in the 

American curriculum: the emphasis on research. The result was an increase in 

reading assignments and a demand for better skiUed students to participate in 

research. The library became the headquarters of scholars. In this new 

environment, it soon became apparent that many students had difficulty with 

reading and comprehending. 

Morrill Act 

When Lincoln signed the Morrill Act in 1862, he not only created the land-

grant coUeges to teach agricultural and mechanical courses, but he also established 

an entirely new philosophical premise to the purposes of higher education and 

attracted a new population of underprepared students who increased the need for 

preparatory courses. Liberal education began to replace classical training, and the 

education of the common man began to supplant the education of the elite. 

Tax-supported high schools were not yet realities in many states; 

Brubacher (1976) explains, therefore, that preparatory departments were found 

in most midwestern and Central Plains colleges in the late nineteenth centur>'. 
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These midwestern colleges, the first truly American institutions, attempted 

to meet the diverse needs, interests, and abUities of a heterogeneous student 

population. The colleges stood for the principle that every American citizen is 

entitled to receive some form of higher education. Brubacher (1976) observes 

that "Together with the first state universities and municipal coUeges, the early 

land-grant coUeges represented the force of democracy working as a mighty 

leaven in the world of American higher education" (p. 64). 

Cornell 

Cornell was estabUshed in 1868 to allow any person to find instruction in 

any study, and the school admitted its first class, the largest ever admitted to an 

American institution of higher education. Although Cornell rejected a number of 

students who faUed to meet the admission requirements, others were stUl admitted 

as special students with conditions to be met outside the standard curriculum. 

CorneU offered students the opportunity to work and to help finance their 

education. Roberts (1986) reports that Cornell ministered to the needs of the 

underprepared students by utiUzing various techniques including subsections of 

coUege courses, special student status, adjustable degree requirements in individual 

cases, provision of supplementary instruction in high risk academic areas, addition 

of extra class sections, tutorial support, and aUgrmient with specially developed 

preparatory schools. Although the university never instituted a preparatory 

school, certainly Cornell's actions led to greater opportunities for underprepared 

students and to increased interaction between the university and secondary 

schools. 
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EUot at Harvard 

Charles Eliot, president of Harvard in 1869, declared in his inaugural 

address, "The American coUege is obligated to supplement the American school. 

Whatever elementary instruction the schools fail to give, the coUege must supply" 

(Hofstadter and Smith, 1961, p. 603). Eliot's actions matched his words, for he 

introduced the elective system at Harvard to meet the diverse needs and different 

ability levels of the students, and he dropped all freshman required courses in 

Latin and Greek. This was a radical departure from the totally prescribed coUege 

curriculum; the result was a more relevant and meaningful experience for students 

who were aUowed to choose courses that they believed would be helpful to them 

rather than taking courses because the courses were deemed to be good for 

them. The elective system aided the underprepared students by aUowing them to 

choose the courses they felt would be best for them according to their individual 

abilities and personal needs. 

Harvard's sensitivity to the needs of underprepared students continued. 

Roberts (1986) documents that in 1874 the coUege began offering a simpUfied 

freshman course in English as a result of requests from faculty members 

concerned about the unsatisfactory writing skiUs of many new students. 

Admission requirements were raised steadily during EUot's administration 

by requiring higher attainments in the traditional trinity of Classics, Mathematics, 

and Modern Languages and by adding new requirements in such subjects as 

EngUsh, History, and Science. 
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Legislation 

The Michigan Supreme Court decision of 1874 ruled that local governments 

could tax property to support secondary schools as well as elementary schools. 

This was good news for the nation's coUeges because the level of education in 

secondary schools would not only improve but also become more standardized. 

Vassar's Preparatory Studies 

Vassar College had been established in 1861 to provide collegiate education 

for women. The coUege had many underprepared students because of the stiU-

prevalent Colonial attitude that the education of women was unnecessary. In his 

annual report to the board. President Raymond said that the first students 

represented "every grade...from that of a respectable College Junior down to a 

point lower than there was any convenient way of indicating" (Roberts, 1986, p. 

7). An almost complete reorganization effort was necessary to bring some 

simiUtude of order out of the chaos created by the great diversity of academic 

deficiencies in Vassar's first students. Rejecting the suggestion that he solve his 

problems by simply raising entrance standards. President Raymond preferred to 

keep his enrollment up by providing preparatory education, so in 1872, the 

Preparatory Studies Program began. According to Roberts (1986), 45% of 

Vassar's total 1875 enroUment was in this remedial program. But the problems 

did not end here, for the controversy continued with faculty, alumni, financial 

supporters, and the community. Faculty who taught the preparatory classes were 

considered inferior to those who taught regular classes. The alumni felt the "sub-

freshman" classes should be eliminated. The regular students were embarrassed 

by the "prep" students. The community felt that Vassar was becoming half-

coUege and half-academy. The pressure did have an effect, and Vassar tried to 

reduce the number of underprepared students. This was accomplished by 
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working with secondary schools, and the Preparatory Studies Program at Vassar 

was soon aboUshed. 

Reading and Research 

Johns Hopkins, founded in the spirit of research and modeled after the 

German research universities, required more reading from students. Dempsey 

(1985) asserts that "Few concepts in modern education have so increased the 

reading load or demanded more strategies and skiUs in studying than has the idea 

of research" (p. 7). As colleges made the transition from learning through oral 

recitation to learning through research and investigation, the need for instruction 

in reading was apparent. In 1877 the editor of Library Toumal. which was 

pubUshed to promote the pertinency of reading in higher education, wrote an 

article highlighting the reading problem. 

Negro CoUeges 

One result of the Civil War was the estabUshment of Negro coUeges. These 

new schools were neither adequately staffed nor adequately financed. The Negro 

colleges served the most seriously academically disadvantaged segment of 

American society. Early Negro colleges were trying to educate former slaves who 

came with poor secondary skiUs and, in some cases, with no skiUs. Morison 

(1946) believes that black institutions did not become truly higher education 

institutions until the first of the twentieth century. The curriculum at black 

colleges was more pragmatic: agriculture, manual and mechanical arts, 

homemaking, teacher preparation, theology, and, of course, basic skills education 

courses in an academy or preparatory department. 

According to Cremin (1980), the efforts of the dominant white Anglo-

American-Christian community to educate the blacks and the Indians produced 
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one of many forms of a discordant education - "an education in which at least two 

conflicting configurations of education sought to inculcate in the same individuals 

quite different set of values and attitudes via quite different pedagogies" (p. 323). 

Cremin also explains that the dynamics of discordant education were present in 

numerous other cultures—the Irish-CathoUcs, the German Lutherans, as weU as 

the Mexican and Chinese immigrants. Most students from these groups, deprived 

of quaUty education, arrived at institutions of higher education as underprepared 

students. 

A second Morrill Aa, that of 1890, increased federal aid to land-grant 

coUeges and state colleges for implementing programs in appUed sciences and 

mechanical arts. A new dimension in higher education was mandated by the 

Congress of the United States for "aU of the chUdren of all of the people." What a 

difference this was from the colonial coUege phUosophy. Roberts (1986) stresses 

the difference when he writes, "These truly American institutions attempted to 

meet the diverse needs and interests of a pluralistic society and the abiUties of the 

heterogeneous student populations who enroUed in them" (p. 6). Legislation 

combined with the liberal education movement to free American higher 

education from the traditionalism of the past and push it into the future. 

CoUege Entrance Examination Board 

In response to the general dissatisfaction of colleges with the academic 

level of the students who were matriculating, in 1890 the College Entrance 

Examinarion Board attempted to make coUege admission requirements uniform. 

The attempt to standardize admissions lacked early success because coUeges 

needed students. As President Raymond of Vassar stated, it was "financially more 
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equitable to have underprepared students than to have no students at aU" 

(Roberts, 1986, p. 7). 

For some years. President Eliot of Harvard had been urging uniformity in 

coUege entrance examinations. Harvard entrance examinations were given at 

more than fifty different places in the United States. According to Morison 

(1946), the CoUege Entrance Examination Board threatened to isolate Harvard as 

far as secondary school preparation was concemed, so in 1906 the faculty of 

Harvard decided that the Board's standards were sufficiently exacting and 

accepted their examinations in aU subjects (p. 369). 

The abiUty to identify students in need of increased general academic 

coUege preparation resulted, according to Roberts (1986), in the addition of the 

first specific developmental education courses for freshmen at WeUesley CoUege 

in Massachusetts in 1893-94 (p. 11). 

At the beginning of the century there had been mainly reUgious schools for 

men. By the end of the century, state coUeges, scientific and technical institutes, 

professional and graduate schools, coUeges for women and blacks, and 

coeducational institutions were providing higher education. By the end of the 

1800s, 31 of the 45 states had school-attendance laws which increased the pool of 

secondary students for these institutions of higher learning. 

The Dawn of the Twentieth Century 

Private institutions which needed tuition income to survive were tempted 

either to enlarge their admissions or to trim their instructional expense. 

At even so wealthy an institution as Chicago, President 
Harper sought deliberately in 1903 to increase the size 
of class enrollments without affecting the faculty 
payroll. The strain upon academic standards was 
heightened if, as in one instance in Ohio, an 
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enthusiastic donor offered money to a coUege when its 
numbers might reach a certain figure. Everywhere the 
size of enrollments was closely tied to admission 
standards. In order to assure themselves of enough 
students to make a notable "splash," new institutions 
often opened with a welcome to nearly aU comers, no 
matter how Ul prepared; this occurred at ComeU, 
Stanford, and (to a lesser degree) at Chicago (Veysey, 
1965, p. 357). 

In 1907 more than half of the students at Harvard, Yale, Columbia, and 

Princeton faUed to meet admission requirements, according to Dempsey (1985), 

and by 1915 the United States Commissioner of Education reported 350 colleges 

had coUege preparatory departments, academies, or high schools directly 

connected with them (p. 8). Students who were academically underprepared 

were usually required to attend the coUeges' preparatory programs for one or two 

years. 

Emulating Johns Hopkins' system of faculty advisors and Harvard's board 

of freshman advisors, coUeges in the early 1900s implemented counseling and 

guidance programs. By the 1920s most colleges and universities had some system 

of freshman counseling, freshman week, or faculty advisors; these actions were 

necessary to meet student needs which had once been met simply by a more 

student-oriented faculty, according to Rudolph (1977). 

President John Bradley of IlUnois CoUege wrote a controversial opinion 

about the importance of specific courses. "Whatever views we may hold 

concerning the educarional value of different subjects, aU agree that it is less 

important what one studies than how he studies" (Dempsey, 1985, p. 9). This 

statement reflected the growing awareness of the importance of good study 

habits and the corresponding acknowledgement that students lacked study skiUs. 

Dempsey (1985) documents that the first formal attempt to improve 

learning skills of coUege students began with the inclusion in the curriculum of 
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developmental courses at Harvard in 1915 (p. 10). The students' parents were 

complaining that their chUdren did not succeed because they did not know how 

to study. The university acknowledged that not only failing students but also a 

great majority of all students needed help and direction in learning to study. As is 

so often the case, once Harvard had a developmental program, others emulated 

them; soon colleges across the country had developmental programs. 

The liberalization of the curriculum and enrollment growth produced far-

reaching changes in postsecondary education in the United States. Veysey (1965) 

explains that quantity did tend somewhat to inhibit quaUty. The presence of large 

numbers of students on a campus, most of them lacking inteUectual motivation, 

could easily affect academic standards. As EUot once remarked in a sUghtly different 

connection, American coUege students could "neither be flogged nor imprisoned"; 

their actual wUlingness to study inevitably became one of the crucial determinants 

of the work that was demanded of them (p. 357). 

In 1917 Congress passed the Smith-Hughes Act. This was the first act to 

provide federal funds for vocational education below the coUege level. 

The University of Chicago attempted to improve the silent reading of 

freshmen. Educators were studying reading abiUties, reading habits, and reading 

instruction of coUege freshmen. 

The 1920s and the Ivory Tower 

FoUowing World War I, short-term study improvement courses came into 

being and were offered through the English, education, and psychology 

departments. Studies investigating reading abilities, reading habits, and reading 

instructions of college freshmen affirmed the need for college orientation courses 

to assist students in mastering study skills. The first reading tests specifically 
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designed for college students were pubUshed by the University of Mirmesota, and 

norms were established for these tests. 

After the success of psychological testing during World War I, the CoUege 

Entrance Examination Board changed its examination. Previously, the test 

measured abiUty to assemble information, power of expression, inteUigence, 

appreciation, and courage to express judgment; the new examination included 

those measurements as well as tests to estimate potential and aptitud--*. Brubacher 

(1976) reports that the use of this revised examination made it possible to 

anticipate coUege success "to save the prospective misfit from the humiUation of 

faUure at college, to search out the gifted early, and to predia the kind of 

curriculum a student should pursue" (p. 246). 

Depression and CoUege in the 1930s 

In 1930 Frank Parr for his doaoral thesis did a survey which he sent to 

every state university in the United States. Dempsey (1985) records that Parr 

received 40 repUes; nine schools indicated offering remedial instruction. These 

were mostly how-to-study courses. 

High school and coUege enrollments climbed during the Great Depression. 

Many young people who were unable to get jobs decided to continue their 

educations. Some evidence of change arose in 1930 with the establishment of a 

university in the city of New York; Dempsey (1985) relates that New York 

University was planned as "a preparatory coUege in which should be taught 

mathematics, physical and moral science, EngUsh literature, and belles letters, not 

to the exclusion of classical learning" (p. 5). Later, Wesleyan University was 

founded in Middletown, Connecticut, and its president, Wilbur Fisk, caUed for the 
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smdy of English instead of Latin and Greek. This was but one manifestation of the 

debate between classicism and UberaUsm that continued untU after Worid War I. 

An emphasis on reading developed in the 1930s. One reason there was 

such a need for instruction in reading was the popularity of survey courses in the 

college curriculum and the resulting need of students to read more and more. The 

development of the tachistoscope enabled reading instructors to teach phrase 

reading, and other speed reading aids assisted students with reading assignments. 

The emphasis in the public schools on remedial reading reinforced the impetus 

for the establishment of college reading cUnics. The centers served not only as 

teacher training centers but also gave direa cUent support to students. Since 

many underprepared students came from "good famUies," the colleges tended to 

attribute the student's inadequacies to immaturity and lack of self-discipline in 

organizing and utiUzing coUege-type study habits instead of attributing the 

inadequacies to a lack of abiUty. Part of the emphasis on reading deficiencies was 

also the result of the administration of standardized tests. 

Some state legislatures, Uke Minnesota, mandated that state universities 

admit graduates from state high schools regardless of class standing. The 

University of Minnesota was thus forced to establish a General CoUege for 

underprepared students. 

The 1940s - War, Peace, and Education 

From 1941 to 1945, enroUments dropped as coUege students and high 

school students enlisted in the armed forces or were drafted. Many other 

students went to work in war industries, according to Veysey, (1965). Armed 

forces personnel, however, were required to attend coUege for brief periods of 

time. Soldiers needed to learn technical information in a short period of time; 
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and they came with differing abUities. Robinson fully developed the SQ3R study 

methods. The method was carried over into post-war years to teach students 

enroUed in study skills and reading improvement classes. Dempsey (1985) 

explains that, after a careful analysis of students' problems, however, most 

institutions faUed to provide systematic group or individual instruction plans 

(p. 22). 

Congress passed in 1944 the first GI BUI granting funds to veterans to 

continue their educations. This legislation had a lasting effect on higher education. 

Returning GIs were more mature students and resented the application of the 

term "remedial" to courses they were taking. The schools responded by shifting 

the instruction in basic skUls from the academic departments to the counseling 

services. An expansion of learning assistance resulted from the shift in thinking 

from seeing learning assistance as appropriate for only the Ul-prepared to the idea 

that assistance could help aU students. Roberts (1986) reports that developmental 

courses and programs in the 1950s were primarUy to diminish the educational 

differences between students. 

Security and Seeds of Disorder in the 1950s 

After World War II, improved information and data gathering revealed the 

true dimension of the post-war college enroUment boom. Dempsey (1985) 

explains that the personal, demographic, and academic characteristics and traits of 

these new students revealed the scope of the differences. Remedial and 

developmental courses and programs attempted to diminish the educational 

differences in the students, and programs expanded to include more than just 

academic concerns. 
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In 1954 the U.S. Supreme Court ruled in Brown v. Topeka that pubUc 

schools segregated by race were unequal and, therefore, unconstitutional. SputnUc 

brought about a new emphasis on math and science and created a flood of new 

underprepared sttjdents facing acceleration in these courses. In the 1950s student 

services grew beyond the purely academic concerns that had been the focus of 

earUer programs. New programs addressed psychological, sociological, and 

cultural factors that might impede academic success. 

At this time the differentiation between low-abUity students and 

underachievers began. The achievement test enabled instittitions to begin to 

counsel students who were identified as being underprepared or of low ability. 

However, the schools then helped the underachievers, and no provisions were 

usuaUy made for the low abUity students. As a result, the underprepared students 

rarely lasted past their second semester in coUege. 

The Violent Decade—ChaUenge and Change in the 1960s 

In the eariy 1960s, Roberts (1986) recounts that only a few students were 

being served by remedial programs, and these were mainly offered through the 

EngUsh and education departments. Services through the counseling programs 

were starting to offer personal and skUls development. In 1961, of the 506 

schools surveyed, a total of 242 schools reported that they were currently offering 

a reading skills improvement program; 84 of these had been in operation 10 or 

more years. However, 40% of the institutions offered no remedial help or had 

discontinued those programs (Dempsey, 1985, p. 36). 

Underprepared students often came from backgrounds marked by 

poverty. The Elementary and Secondary Education Act, passed by Congress in 

1965 furnished local school districts with funds to help educate children from low-
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income famiUes. The National Defense Education Act of 1958, the Higher 

Education Act of 1965, and the Education Amendments Act of 1972 also provided 

large sums for higher education. 

In the 1960s the baby boomers descended upon college and university 

campuses. With the increase in students, all the difficulties of being an 

underprepared student were magnified. The diversity of students was 

acknowledged and graduaUy accepted in higher education. At the end of the 

decade, there was a movement to permit students to "do their own thing" and to 

have the right to their own language. The era of peace and love came to the 

classroom. 

The two-year junior and community colleges were conceived with an open 

door. They were growing because, as Roberts (1986) explains, they attraaed 

students with their pledge to "give the disadvantaged high school graduate another 

chance to break the poverty cycle and give the minority student a chance to 

extend his skiUs and reaUze wider career opportunities" (p. 14). In 1965 more 

than 60% of the students attending community coUeges ranked at or below the 

30th percentile on the School and CoUege AbiUty Test (p. 15). By 1968 most of 

the junior and community colleges had programs for academically underprepared 

students in place. In fact, these courses comprised the preponderance of 

curriculum offerings in the junior coUeges (Dempsey, 1985). Rousche (1986) 

documents that by the end of the decade, the most popular courses in 

community colleges were remedial reading, remedial writing, and remedial 

arithmetic (p. 26). The success of these institutions in maintaining remedial 

students was marginal. As many as 90% of the remedial students withdrew from 

or failed the remedial courses which were considered to be watered-down 
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versions of regular courses. This high rate of faUure led the institutions to be 

labeled as "revolving door" institutions. 

Learning theory, political necessity, and technological reaUty combined to 

foster the learning center concept. Even some prestigious universities enlarged 

their special admission programs to include low-income groups, especially 

minorities and women. 

Growth in the 1970s 

In the 1970s the language changed; the terms were "developmental 

education" and "learning assistance programs" as learning centers replaced 

reading laboratories and study skUls programs on the coUege campus. Some 

institutions replaced remedial courses which had isolated students from the 

regular college curriculum with adjunct courses and programs designed to help 

students utUize learning skiUs in content-area courses. Junior and community 

colleges were leading the way in the estabUshment of learning centers. 

The new students of the 1970s, according to K. Patricia Cross (1976), were 

those scoring in the lowest third among national samples of young people on 

traditional tests of academic abUity as weU as women and young people from 

various ethnic minorities. These students were from blue coUar homes where the 

students' parents had never attended coUege; the college experience was new to 

these famUies. These students did not come to college with strong high school 

backgrounds. Their motivation for coming to coUege was not to learn or to excel 

as scholars but to acquire a better job and a better way of life than their parents 

had. 

The decade of the 70s saw the advent of technology in student assistance. 

Videocassettes and computer programs were developed to provide student-
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paced, individual programs in assistance labs. The short term courses of the 

thirties came back as mini-courses. Assistance programs were becoming 

centraUzed on campus. From one central office, the sttjdent could receive 

assistance in reading, writing, and study skiUs as well as tutoring in math and social 

studies. Personal counseling referral was also avaUable, and peer tutoring was 

sometimes a part of the program. 

Many colleges adopted programs direaed at improving retention of high-

risk freshmen. Most of these programs were remedial; the most common 

configuration was an academic core teaching basic reading, writing, or math skiUs. 

Curriculum designers tried to accurately assess the individual student's needs. 

There was usuaUy academic support outside the regular classroom. Morrison 

(1974) reported that more than two-thirds of all coUeges tailored their remedial 

programs to student's needs by supplementing compensatory academic course 

work with various types of counseling and guidance services. 

In 1972 Congress passed the Education Amendments Act, which granted 

funds to almost every institution of higher learning to use as it wished. This 

funding often helped set up programs for the underprepared. In 1978, the U.S 

Supreme Court ruled that coUege and university admission programs could not 

use specific quotas to achieve racial balance but could give special consideration to 

members of minority groups. Viet Nam war refugees were coming to the United 

States and graduating from American high schools. Unusually adept at math and 

science, they were nonetheless underprepared in EngUsh and in sociaUzation 

skiUs. 

The developmental programs may have grown because larger percentages 

of entering freshmen were less able to do college level work. Also, some colleges 

were lowering admission standards to maintain or increase enrollment. Cross 
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(1971) identified civil rights legislation (which charged the schools with the task of 

removing racism and discrimination in one generation) and the open admission 

policies of the late sixties as two factors which fostered lower admission 

standards, thus increasing the number of at-risk students on college campuses. 

Whatever the factors behind the 124-percent growth in coUege enrollments in the 

sixties (Carnegie Commission, 1971), a direct result was a large decline in retention 

rates (Cross, 1976). To combat this trend, coUeges responded by initiating 

support programs (Cross, 1976), and both pubUc and private institutions added 

them in larger percentages (Wright, 1985). 

The 1980s - Action and Reaction 

In the decade of the 80s, lack of basic skiUs necessary for a successful 

coUegiate experience pervaded the country without respect for race, sex, 

ethnicity, social standing, financial status, parents' educational level, or even the 

student's high school grade point average. Consequently, the 1980s saw another 

phenomenal growth in study skiUs programs. David ElUs's How to Become a 

Master Student became the core for many programs on campuses nationwide. 

The 80s.revealed that more than half of aU institutions of higher education were 

involved in programs of learning assistance, and 75% of four-year pubUc 

institurions had learning assistance centers (Dempsey, 1985, p. 18). Retention 

became important; even the most prestigious schools and the professional 

schools had learning centers. 

Wright (1985) reported that of 2,785 American colleges surveyed in 1983-

84, 82% offered the academically-underprepared student at least one 

developmental course in reading, writing, or math. However, while many of these 

programs shared similar approaches for helping the academically underprepared 
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smdent, avaUable literature suggested wide disagreement among professional 

educators on how best to approach this problem. Because there was no 

consensus, a vast variety of form and content existed within the field of support 

instruction with extensive experimentation and diversity of curriculum design 

being the norm. These programs were built on the assumption that being better 

grounded in the academics of writing and computation would increase the 

student's coUege success. 

The National Institute of Education pubUshed its report, Involvement in 

Learning: Realizing the Potential of American Higher Education, in 1984. One of its 

recommendations was the reaUocation of faculty and other institutional resources 

toward increased service to first and second year undergraduate students. This 

concept, called "front loading," would increase student learning and encourage 

persistence during a student's first two college years. 

During 1983-84, 25% of aU coUege freshmen took at least one support math 

class according to Wright (1985). CoUege students sought developmental 

programs based on personal needs not just academic needs identified by 

academic admission criteria. 

Students, whether at risk or not, did not always make the transition to 

coUege. Boyer (1987) explains that "Some, for the best of reasons, transfer or 

drop out, planning to return. Others drift away from campus because of an 

absence of a 'feeling of belonging or fitting in at the institution'" (p. 45). 

Underprepared students, who were the most likely to drop out, were also among 

the most responsive to support programs. The greater the student's social and 

academic adjustment, the more intense the student's commitment to college 

became. Special programs helped students cope and persist. "Further, as new 
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and quaUty of the educational experience is strengthened" (Boyer, 1987, p. 47). 

Even as the pool of traditional-aged students shrank, improving retention 

helped institutions hold enroUments steady. Evidence mounted that orientation 

or support programs helped retain students (Lenning, Sauer, Beal, 1980; Ramist, 

1981; Beal & Noel, 1980). 

The United States' educational system provided entrance somewhere to 

virtually aU who wished to enroU and offered an almost unlimited choice of 

subjects to be studied. It was not surprising then that there was such a need for 

developmental education. The numbers of traditional students were decreasing 

while the numbers of nontraditional students who needed assistance were 

increasing. More adult students, minorities, foreign students, and women needed 

assistance. Despite all the debates about what should be, the reaUty was dear that 

American colleges had accepted responsibUity for helping students overcome 

weaknesses in academic backgrounds. Through a variety of support programs 

and through a diversity of programs, institutions responded. The universities 

faced the dual problems of less funding and falUng enrollments. The increased 

importance of retention fueled the drive to continue to admit underprepared 

students and to keep learning centers in operation. 

Interestingly enough, the library became involved in the learning assistance 

program by providing a centraUzed location for the campus learning center. The 

Ubrary provided resources for both learning and instruction. Although the center 

was frequently housed in the Ubrary, it was rarely administered by the library 

personnel. Currently students who do not meet admission standards are required 

to enroll in developmental courses at most colleges and universities (Wright, 1985). 

Some schools, like Texas Tech University, have raised academic entrance 
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requirements, but these higher admission standards have not eliminated the 

academically-underprepared students of the University. Actually, raising 

standards increased the number of students classified as underprepared. 

The 1980s was a decade of attempting to keep a balance between rigorous 

academic standards and accessibility to education. When one point of view 

became too strong, the democratic system corrected itself Then the pendulum 

swung back the other way. Many questions about higher education's response to 

underprepared students were unanswered or given only tentative answers. Firm 

answers were difficult when the questions involved institutions that were intensely 

alive and growing. 

Summary of Historical Responses 

K. Patricia Cross (1971) traced the changes from the nineteenth century to 

the 1980s, and she concluded that, for the most part, the effort had been from 

isolated, narrowly conceived, and poorly-funded efforts to integrated, broadly 

conceptualized, and regularly-budgeted programs. Before 1940 academic support 

programs were largely how-to-study courses developed in response to a rather 

simplistic perception of the causes of ineffective educational performance. In the 

80s well-integrated programs addressed a number of personal and academic 

factors affecting success. Cross also concluded that in the future there might be 

an even greater need for developmental education. This dramatic growth in 

support programs for freshmen students to assist with their adjustment to college 

was important for the colleges and universities; it will probably continue as 

retention of students becomes more and more important. Not only the 

conditionally-admitted but also subpopulations of nontraditional students, 

minority students, and athletes need special programs to meet their special needs. 
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Programs which address not only academic issues but also adjustment to campus 

life, peers, and faculty would appear to be a growing need. 

The common themes of poor reading skiUs and the need for preparatory 

classes runs throughout the history. Consistently, schools have created these 

programs, or new schools have opened to meet the need. 

College Dropouts 

In the mid-twentieth century, the concern about coUege dropouts and the 

loss of potential was so great that a conference was called at Princeton for 

October 1964. The conference also examined how to recognize and develop 

talent. The conclusions included the observation that dropouts cut across aU 

specialization lines and affect the entire university. The reasons for dropping out 

or failing to utUize talent were found not only in the student himself but also in the 

confUcting interests of the student and the college. The academic and personal 

interaction between the student and the school were important. One of the 

contributing factors to college dropouts was that "the vicissitudes of adolescence 

with its dual task of discarding the tendencies of chUdhood and coming to terms 

with the responsibiUties of adult life have by no means been left behind by 

students of coUege age" according to Pervin, Reik, and Dalrymple (1966, p. 245). 

These editors also pointed out that either the common assumption that "the 

coUege dropout necessarily suffers from ominous character or psychiatric 

disturbance," or that "the student with outstandingly high grades is well on the 

road to mauirity" (p. 245) are false. Dropouts were seen in a negative Ught, 

although dropping out was sometimes the best immediate course of action for 

some students who wished to devote themselves to the single-minded 

exploitation of a talent or who used having school as a constructive alternative to 
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stalemate or serious psychological disequUibrium. The editors reported the 

consensus of the conference: dropping out "...need not be interpreted as a sign 

that a student's education has been halted for Ufe" (p. 246). 

Ogbu (1989) writes that the concept of being "at-risk" is a popular term 

which simpUfies a complex problem. This term does not help professionals 

understand that the reasons for dropping out are complex and individual and 

cannot be understood by a singular reference to "the dropout issue." 

In agreement, dropping out of postsecondary education should not be 

seen as a social problem, according to Manski (1989), since coUege is not 

compulsory. Students may decide to enroll not knowing whether completion is 

either desirable or practical. The decision to enroll can be viewed as an 

experiment. PoUcies to raise the probabUity of completion, such as tutoring 

programs, wUl induce more new students to enroU, and ironicaUy these programs 

can increase the drop out rate if the completion probabiUties of the new students 

are lower than those of earUer students. 

Attrition 

Attrition is a major problem for American coUeges and universities 

according to Jones (1990), and efforts to retain students are stymied and made 

complex because an increasing number of students fit the socioeconomic and 

demographic profile of "high-risk" students. This issue is critical for the nation as 

a whole because the increasing enroUment of high-risk students including 

minorities, females, low-income, and disabled individuals is expected to continue 

into the 21st century. High-risk students have a major impact on both institutions 

of higher education and society in general. Specifically, attrition affects patterns of 

funding, planning for facUities, and the long-term academic curricula of institutions 
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of higher education. Attrition affeas the future labor market because students are 

unprepared for the required roles and responsibiUties. 

The cause of attrition is complex, according to Jones (1990). Academically, 

it appears that all students do not receive equal preparation in elementary and 

secondary schools. Instructional approaches used by teachers of high-risk 

students tend to be inefficient. Nonacademic factors like teachers' negative 

attitudes and students' low self-esteem result in pregnancy, dropping out, and/or 

delinquency. 

It has been suggested that the odds against a traditional-age student's 

making it to graduation are 8 to 1 if he or she has a C+ average from an urban high 

school and combined SATs of less than 800 (Nemko, 1990, p. 9). Underprepared 

students' experiences at coUege are typically non-stop assaults to their self-

esteem. 

Conditional Admission 

Gordon and Wilkerson (1966) reported that in a study of 610 responding 

colleges from a field of 2,093, only 224 reported some type of remedial academic 

program. Twenty years later, Wright's report shows 2,300 colleges involved with 

some type of remediation. Furthermore, Wright's study shows that between 1978 

and 1984, 63% of the reporting schools offering remedial course work 

experienced enrollment increases in these programs greater than 10%, with 19% 

of these schools experiencing increases larger than 30%. Thirty-three percent of 

the schools reported no significant changes in program enrollment, and only 4% 

reported enroUment decreases greater than 10%. 

Nemko (1990) cites a Carnegie Foundation survey which finds that 

professors rate three-quarters of their students as "lacking in basic skUls." 
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Graduation rates at most colleges average 40%, and among the underprepared, 

rates run between 5% and 20%. 

A large number of people enroll in college without the basic skiUs needed 

to complete coUege-level work points out Kraska ( 1990, p. 14). McCabe (1983) 

stated that, "The skUls of Americans have declined dramaticaUy" (p. 3). Academic 

deficiencies pose serious problems for coUeges and universities. Henry (1986) 

found that: "two-year and four-year coUeges and universities of aU types across 

America continue to attempt to come to grips with learning deficiencies brought 

to them by students, who for myriad reasons are not prepared to successfuUy 

navigate coUege-level work" (p. 46). Henry (1986) also reported that "almost aU of 

the two-year and four-year coUeges have some type of remedial or developmental 

education services" (p. 46). 

Bock, Clowes, and BeUi (1990) found in their study of 311 pairs which 

matched nonremedial students with remedial students that the remedial students 

earned fewer credits and had lower GPAs than did the exempt students. The two 

groups differed in persistence only at the two-year colleges where more of the 

exempt students than of the remedial students persisted over four semesters. 

Interviews with 16 remedial students who persisted revealed that they attributed 

their academic progress mainly to attention from instructors, attitudes of 

instructors and staff, and the remedial education program. This held true for both 

two and four year school students. 

More recently, Wright (1985) reports 90% of all schools offer support 

services such as diagnosis, learning assistance labs, tutoring, and counseling to the 

high-risk students. These results have been uneven; the simple addition of a 

counseling component is not enough to successfully address a complex problem 

that is not yet fully understood. Indeed, the scale of curriculum design problems 
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manifests itseU ,̂ not only by professional educators' inabUities to agree on the 

needs of the high-risk student but also in the most fundamental aspects of 

describing and identifying the factors that constitute the high-risk student 

population. This problem is intensified because, despite the variety of programs 

in use and the on-going debate about their effectiveness, the use of support 

programs is growing. 

Student Persistence 

Much of the early research on those students who do not persist focused 

on describing institutional variables that significantly related to dropout behavior. 

However, Durkheim's theory of suicide, on which Spady and later Tinto buUt, 

assumes that persistence or withdrawal behavior is a function of the students' 

commitment to the institution and his educational goals and the students' 

integration into the social and academic systems of the academic institution: the 

person-environment fit. 

Spady (1971) found that frequency of student-faculty informal contact and 

college persistence were related. The quality of the contacts was as important as 

the quantity of these interactions to the student's institutional integration and 

UkeUhood of persisting in coUege. This underscores the importance of faculty in 

both formal teaching and informal nonteaching roles as sources of influence on 

freshmen students and their decisions to persist or to withdraw from a particular 

college or university. 

When Tinto built on Spady's work, the result was an explanatory, 

predictive model. This model is longitudinal and is based on the assumption that 

persistence is a function of the quality of a student's interactions with the 

academic and social systems of the college. Tinto's conclusion was that given 
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"individual characteristics, prior experience, and commitments...it is the 

individual's integration into the academic and social systems of the college that 

most directly relates to his continuance in that college" (1975, p. 96). 

PascareUa and Terenzini (1980) explained the Tinto model this way: 

The model asserts that students come to a particular institution with 
a range of background characteristics such as sex, race, academic 
abiUty, secondary school performance, and family social status and 
that the students also come with goal commitments such as an idea 
of the highest degree they expect to earn and concepts about the 
importance of graduating from college. These background 
characteristics and goal commitments influence not only how the 
student wiU perform in college but also how he or she wiU interact 
with, and subsequently become integrated into, an institutions' 
social and academic systems (p. 60). 

This theoretical, explanatory model of student persistence or withdrawal 

developed by Tinto has become the dominate perspective underlying research in 

student persistence and attrition. 

Terenzini and Pascarella's early studies in 1977 and 1978 support Tinto's 

conclusions. Their 1980 study examined the predictive validity of a measure of 

social and academic integration based on the elements of Tinto's conceptual 

model; the hypothesis was that the model would significantly discriminate 

between freshman year persisters and voluntary dropouts with the influence of 

students' entering characteristics held constant. The quality of students' 

interactions with faculty were broken out into two factors: interactions with 

faculty, which focused on faculty accessibUity to the students and the impact of 

student-faculty informal contacts, and students' perceptions of faculty concern 

for student development and teaching. Using their new scale, the researchers 

were able to correctly identify about 75% of the persisters and voluntary drop 
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outs in a cross-vaUdation sample. The student-faculty relationship was a 

particularly strong predictor of persistence. 

Pantages and Creedon (1978) believed that intervention with counseling or 

other university programs before the student decided to withdraw was important. 

More recently, Tinto (1986) refers to his interactional theory of student departure 

in which both individual and organizational attributes are reflected. He takes the 

view that student departure reflects "individuals' experience in the total culture of 

the institution as manifested in both the formal and the informal organization of 

the institution" (p. 365) and "the interpretation and meaning that individuals 

attach to their experiences within the institution" (p. 366). The use of his model 

has facilitated understanding the importance of students' social and academic 

involvement within the institution and how these interact in affecting students' 

subsequent decisions following coUege matriculation. 

Ethington (1990) discusses an alternative approach to the study of student 

persistence which is offered in the psychological literature. The psychological 

models of student attrition present a general model of achievement behaviors also 

referred to as a model of academic choice. Although these are not specifically 

developed for the study of student attrition from postsecondary institutions, they 

offer promise for application. The models elaborate causal relationships that 

suggest the utility of path analytic methods for model testing. 

Eccles and her coUeagues (1983) drew from the theoretical and empirical 

work of decision-making, achievement, and attribution theorists like Atkinson, 

Crandall, and Weiner to develop an integrative theoretical model of achievement 

behaviors. These behaviors are defined as persistence, choice, and performance. 

This model provides a framework that specifies causal relationships among 

aptitude, socialization, attitudinal factors, and affective factors. The model assumes 
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that "the effects of past achievement and socialization experiences are mediated 

by one's interpretations of those events in light of cultural influences and a fairly 

stable perception of oneself (Meece et al., 1982, p. 334). 

The two components of the general model are a psychological component 

and a sociaUzation component. The psychological component specifies causal 

relationships between various student cognitive factors. The central constructs 

are expectations for success and the subjective value of the outcome; the 

socialization component includes faaors associated with the beliefs and attitudes 

of students' parents and teachers. Ethington (1990) used this framework to study 

coUege students' persistence/withdrawal behavior. Her focus was on student 

motivational and attitudinal beUefs that are hypothesized to influence persistence. 

The study concluded that if the students' goal orientations were business/financial 

or humanitarian/social, then the goal exerted influence. However, the level of 

degree aspirations had as strong a direct influence on persistence as did the value. 

Degree aspirations served as the dominant mediator of the indirect influence of 

self-concept. Ethington (1990) writes: 

One of the major premises of the theoretical model is that prior 
achievement does not influence achievement behaviors directly but 
only indirectly by exerting influence on family encouragement, seÛ -
concept, and perception of difficulty. These results found prior 
achievement to have the strongest total effects of any of the 
variables in the model. Not only does it have approximately the 
same direct influence on persistence as value, but it exerts one of 
the strongest indirect influences as weU (p. 291). 

The effect of family socioeconomic status was direct and positive and as 

strong as that of value. Apparently, students whose parents have higher levels of 

socioeconomic status attend college for different reasons than those from lower 
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status backgrounds. Students from lower status backgrounds tend to place 

greater value on coUege attendance and tend to have higher expectations for 

success than do students from higher status backgrounds, all other things being 

equal. 

The studies on the Tinto model usually have found the influence of 

background to be indirect. It influences the type of institution attended and the 

social and academic behaviors within the institution. In both the Ethington and 

the Tinto studies, level of degree aspiration or commitment to the goal of college 

completion is vaUd. In order to enhance the likelihood of students' persisting in 

college, early interventions should be directed at helping students formulate and 

articulate their goals. The next step is to help students see how college helps 

them attain these goals. Staats and Partlo (1990) found in their review of Uterature, 

especially in the studies of Hallenbeck (1978), Johnson (1987), and Okun, Kardash, 

Stock, Sandler and Baumann, (1986) that perceived quality of academic life is 

emerging as one important factor in college retention. 

Tobias (1990) studied specifically the retention of students in science; 

however, her findings are appUcable to retention in other fields of study as well. 

She writes: 

College retention strategies cannot be left to chance. Even if -
especiaUy if - the nation achieves the massive educational restructuring 
proposed, tomorrow's recruit to science wUl not be of like mind and 
motivation as yesterday's. Restructuring or no restructuring, we need 
new thinking about 'who wUl do science' and 'why,' thinking that may 
challenge coUege science teachers to grapple with issues they have not 
focused on before. These are how to recruit, teach, reward, and 
cultivate different kinds of students to science, students who are not 
younger versions of themselves" (p. 14.) 
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Of these successfijl students Tobias (1990) says, "And, until we know who they are, 

we dare not decide in advance who they are not" (p. 92). 

Freshman persistence can be improved if information is gathered at 

registration concerning goals, commitment, and weaknesses. A six-hour 

orientation with information about the school, support groups, services, and 

layout and culture of the campus is effective. Faculty and students should help 

answer questions, and undeclared majors need mentors assigned. Another way to 

improve retention is to require a seminar course as part of the freshman 

curriculum that covers college culture, Ubrary resources, test-taking and study 

skills, academic regulations, selection of a major, and related topics (Drew, 1990). 

Webb (1990), in his study for predicting student degree persistence at 

four-year commuter coUeges, found partial support for Tinto's model of student 

degree persistence for residential students, but commuter students gave partial 

support for Bean and Metger's model. Murphy's research has shown that 

participation in freshman seminar courses (there are five models currently used in 

American schools) can increase student persistence, familiarity with campus 

resources, and academic achievement (1989). 

Student Motivation 

Kohne, Nestel, and Karmas (1976) related Tinto's understanding of 

persistence to student drive and motivation. Student motivation is an important 

variable in attempts to discover factors influencing attitudes toward college, 

involvement in campus activities, and academic success (Ramist 1981; Tinto, 1987). 

CoUege success is intrinsically linked to students' commitment and motivation 

(Astin, 1985; Pace, 1988). Motivation has been measured using degree level 

aspiration (Terenzini and Wright, 1987) and reason for enrolling (Gordon, 1982, 
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and Stage, 1988). These factors have been significantly related to satisfaction, 

success, and persistence. Another way of examining motivation is through 

individual commitment to work toward the attainment of goals. Goal 

commitment was defined by Institutional commitment refers to the student's 

commitment to the college or university in which he or she is enrolled. It serves 

as an indicator of the degree of effort individuals are wUling to exert to achieve 

goals that they have set within a given higher educational institution (Stage and 

WiUiams, 1990). Researchers who conducted longitudinal studies of coUege 

student success in the last decade found significant influences between these 

commitments and coUege achievement factors (PascareUa and Chapman, 1983; 

PascareUa and Terrenzini, 1983). 

Most studies have explored to what degree students are motivated, not the 

more difficult question "What motivates students to attend college?" Astin (1985) 

reported that two decades of research into new college students' lifetime goals 

found, in general, a growing egocentric orientation and less concern with 

intellectualism and with the plight of humankind. 

Is motivation tied to involvement on campus or academic success? 

Traditional-aged first-year students' reasons for enrolUng in college were 

certification, cognitive growth, community service, change, social 

recommendation, and escape (Stage and WiUiams, 1990). Changes in motivation 

continue after the first year. Students often come to college as idealists, and their 

original reason for enrolling seems less important at the end of that first year. 

Baird (1990) concludes that, in general, it appears that the level of activity and 

involvement for American undergraduates is concentrated in classwork and 

studying. Relatively few students have rich intense college experiences. As A r̂in 

(1985) has argued, the lack of involvement may have serious negative effects. 
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Pike and Askew (1990) studied the impaa of fraternity and sorority 

membership on academic involvement and learning to see if membership in a 

Greek organization promoted involvement and learning. Their study found that 

Greeks interact with fellow students at a higher rate than non-Greeks and function 

in groups more effectively than students who are not members of a fraternity or 

sorority. This suggests that individual involvement with smaller groups within a 

larger community may be an effeaive means for developing interpersonal skiUs. 

Academic outcomes between independents and fraternity or sorority members 

were not substantively meaningful. The research conclusion was that, to the 

degree that student involvement in learning is a desirable goal, universities may do 

well to promote Greek membership. 

According to Freeman (1967), student motivation and maturity take longer 

currently than in previous years due to the increasing complexity of westem 

society. The period of life to be devoted to the state of student or the role of 

seeker or learner are being extended and aaivities of self-examination and social 

examination and of individual and social experimentation are becoming 

increasingly important throughout the whole Ufe span. Freeman explains his 

concept this way: "As we have seen in the case of inteUectual development, those 

individuals who are going far often take a long time to get there." And he 

continues, "If educators can help young people to tolerate uncertainty, ambiguit>', 

and confusion in their quest for self-development, I believe that they wUl be 

contributing immeasurably to the fullness of life for each individual student and to 

the ultimate enrichment and betterment of American society" (p.37). 

Pace (1S>90) asserted that the academically disengaged students, compared 

with the academically engaged students, are more likely to be males, to major in 

business or social sciences, are less likely to major in any science-related fields, are 
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less likely to aspire to an advanced degree, and are more likely to have relatively 

poor grades. The disengaged students also appear to be more affluent. There are 

no differences between the groups in the educational level of their parents or 

with respect to living in coUege housing. Their low grades are not attributable to a 

disadvantaged family background but seem rather to be attributable to low 

motivation for academic achievement and academic goals. These students spend 

much less time on learning activities Uke writing, going to the library, or taUcing 

with faculty, and these students spend the same amount of time at the student 

union, the recreation faciUties, and the residence faciUties. These academicaUy 

disengaged students have more time avaUable to participate in non-academic 

activities, yet the level of participation is not any higher than that of the student 

who has less time out of class. The academicaUy disengaged group is "coasting 

through college" (p. 112). However, these students feel that they are getting much 

from their coUege experiences, even in intellectual skiUs. In fact 22% are making 

As and B+s. "Moreover, these disengaged students are found in all of the five 

types of institutions. It is apparently possible to coast in the selective liberal arts 

college as well as in the larger and perhaps more impersonal places, to make 

passing grades, to gain many of the personal/social benefits of college life, and to 

enjoy the ride" (114). 

Summary 

The studies of coUege drop-outs and the resulting student attrition, of 

conditional admission, of student persistence, and of student motivation are aU 

relevant to this study of the persistence of conditionally-admitted students. The 

importance of these areas is underscored by the wealth of current studies 

avaUable to the researcher. 



CHAPTER III 

RESEARCH DESIGN AND METHODOLOGY 

Introduction 

This chapter discusses the design of the study, the selection of the subjects, 

and the sources of data. The methods of collection and the treatments of the data 

are also explained. 

Research Design 

Because description and explanation were the end results sought, because 

it was not feasible to manipulate the causes of behavior, and because the variables 

were not easily identified or were too embedded in the phenomenon to be 

extracted for study, the qualitative case study design was selected. This was a 

descriptive, non-experimental study designed to answer a set of selected 

questions about the persistence of conditionally-admitted students. This 

particular longitudinal case study describes the conditionally-admitted students 

who persisted four years after the pilot Texas Tech Transition Program. The study 

provides additional data and a comparative element in regard to the differences 

between those who persisted and those who did not. 

Subjects 

Texas Tech Transition Students 

The subjects were part of a "bounded phenomenon" or "bounded 

system" (Smith, 1978); the specific system was the pilot Texas Tech Transition 

Program. The subjects self-selected in the following manner. In May 1987 Texas 

Tech University Registrar Don Wickard supplied the Division of Continuing 

Education with a list of all students who were conditionally-admitted for the Fall 
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1987 semester; the list was selected by class standing and SAT/ACT scores and was 

sorted by class standing. From this list, the Texas Tech Transition Committee sent 

information about the pilot program to the parents of those 2,000 students who 

had the highest combination of entrance test scores and class rank. Information 

was also mailed to high school counselors. 

Once the information brochure was mailed in May 1987, the response was 

overwhelming; within a few days, the 30 places for which the program was 

originally designed were filled, and 70 names were on a waiting list. Dr. Donald 

Haragan, Provost of Texas Tech University, gave his approval for an additional 30 

places to be provided. The first 30 names on the waiting list were added to the 

participant list, and a waiting Ust of 60 more names was soon compiled. 

Thus, a total of 60 self-selected conditionally-admitted students were 

accepted on a first come first serve basis. Thirty-four males and 26 females 

registered; these registrations came from five states (California, New Mexico, 

Colorado, Missouri, and Texas) and from small towns and large cities (Houston, 

San Antonio, Dallas, El Paso, and Richardson). Ethnically, there were 29 male 

Anglo students, 21 female Anglo students, five male Hispanic students, three 

female Hispanic students, and two female Asian students. 

One female Anglo was dismissed from the program for disciplinary 

reasons, so the final subjects were 59 students (25 females, 34 males) who were 

conditionally-admitted to a major research university in the summer of 1987 and 

who participated in the Texas Tech Transition Program. At the conclusion of the 

program, all subjects consented to participate in follow-up studies and signed this 

statement of student responsibilities: "I understand that I was invited to 

participate in the pilot program of Texas Tech Transition and that I, in turn, have a 

responsibility to the program to attend the 3 short follow-up meetings in the fall 
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semester and to notify Texas Tech Transition of address changes for the next two 

years." 

Texas Tech University Legal Counsel advised that Texas Tech Transition was 

not experimenting and could coUect data; therefore, no human subjects release 

was needed. These students, their class activities, grades, test results, and answers 

to interview questions provide the data for this study. 

Freshman Orientation Students 

A second group of subjects was the control group in the study completed 

by Logan (1989). These students were conditionally-admitted freshman students 

for the Fall 1987 semester who chose to participate in summer Freshman 

Orientation. The students were matched with the Texas Tech Transition students 

on the basis of gender, high school graduation class rank, and SAT scores. 

Students for the matched pool were randomly selected from the sample students 

who met the selection criteria. 

Sources of Data 

One finding of Merriam's 1988 investigation was that "case studies tend to 

spread the net for evidence widely (p. 29). Vin (1984) adds that the case study 

design, which includes direct observation and systematic interviewing, has a 

unique strength in its ability to deal with a full variety of evidence: documents, 

artifacts, interviews, and observations (p. 19.) Both quantitative and qualitative data 

for this study were collected from the subjects during the summer Texas Tech 

Transition Program, during their first academic year (1987-1988), and in December 

1990 and January 1991. The data were primarily of four types: direct observations, 

results of standardized tests, student performance, and interview responses. 
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Direct Observation 

The researcher was actively involved with the subjects daily during the 

Texas Tech Transition Program both as a staff member and as an instructor. In 

the fall semester of 1987, the researcher met with the subjects for three foUow-up 

meetings. From 1988 to 1991, the researcher occasionally saw and conversed with 

the persisters on the university campus and in the community. 

Standardized Tests 

Results from standardized tests were a second source of data. Three 

instruments were selected to gather this data. 

1. Nelson Denny Reading Comprehension, Form C 

This test was used to identify performance of a subject on two significant 

aspects of the reading function: reading speed and comprehension. Reading 

speed was calculated in words read per minute, and reading comprehension was 

evaluated by 36 content questions. The test yields a reading rate in words per 

minute and a comprehension score expressed in percentage of material 

understood. These tests "serve predictive, screening, and broadly diagnostic 

purposes" ( Brown, 1973, p. 3). 

2. Learning Styles Inventory (LSI) 

This inventory is a self-descriptive instrument designed to assess an 

individual's preferred learning style which indicates how that person deals with 

ideas and day-to-day situations. Kolb (1985) based the LSI on experiential learning 

theory which views learning as a process wherein concrete experience is 

translated through reflection and observation into abstract concepts. These 

concepts become the basis for choosing new experiences which then become 
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new concepts. According to Kolb (1976), both bipolar dimensions (concrete 

experience/abstract conceptualization and active experimentation/reflective 

observation) are required for effective learning. An individual develops patterns 

of information processing in a particular dimension through heredity and the 

process of sociaUzation, and these unique patterns become characteristic 

cognitive styles. The result of the LSI is one of four scores: concrete experience 

(CE) is an experience-based, involved approach to learning; abstract 

conceptualization (AC) is a conceptually-based analytic approach to learning; 

active experimentation (AE) is an action-based, active approach to learning; and 

reflective observation (RO) is an observation-based impartial approach to 

learning. This 12-item inventory yields a learning style of converger, diverger, 

assimilator, or accommodator calculated from the four scores derived from the 

bipolar dimensions. Claxton and Murrell (1978) write that matching learning 

experiences to student styles is particularly appropriate when working with 

poorly prepared students and with new college students, as the most attrition 

occurs in these situations (p. iii). 

3. Institute for Personality and Ability Testing (IPAT) Culture Fair Test 

The scores of this culturally nonbiased intelligence test are translated into 

IQ equivalents. The Culture Fair Intelligence Test measures individual intelligence 

in a manner designed to reduce, as much as possible, the influence of verbal 

fluency, cultural climate, and educational level. According to the Institute for 

Personality and Ability Testing (1973), the tests are non-verbal and require only 

that examinees be able to perceive relationships in shapes and figures. 
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Student Performance 

In addition to these standardized tests, information was gathered by 

assessing student performance during the subjects' summer Transition classes at 

Texas Tech University as weU as their Fall 1987, Spring 1988, and Febmary 1991 

grade point averages (GPA's). 

Study Skills Component of the Texas Tech Transition 
Program 

This data included the number of hours the subject reported spending in 

the Library, the number of hours reported in the Advanced Technology Learning 

Center, the grade earned on the final class paper, the total points earned, the final 

rank in class, and the final grade earned by each subject in the Study Skills class. 

English 1300 

For each student, the full-time Texas Tech faculty instructor assigned a pass 

or fail status. This status was based on the same standards that were used by the 

faculty of the EngUsh Department for students in regular enrollment in English 

1300 (presently the English 0301 course). Transition students who earned a pass 

were permitted to enroll in English 1301, regular freshman English composition, 

in the fall semester. 

Math 1300 

The Math 1300 instructor, a member of the Texas Tech University 

Mathematics faculty, averaged the students' grades and, according to the 

departmental standards, assigned each student a pass or a fail designation. Those 

students who earned a pass in the math course which is now Math 0301 were 
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permitted to enroll in a regular mathematics course rather than a remedial 

mathematics course in the fall semester. 

Grade Point Averages 

The grade point averages for the first semester's work (Fall 1987) and the 

second semester's work (Spring 1988) were included in the data for analysis. In 

February 1991, the cumulative grade point average for the 26 persisters at Texas 

Tech University were also obtained. 

Interview Responses 

Merriam (1988) reports that naturalistic inquiry, which focuses on meaning 

in context, requires a data collection instrument sensitive to underlying meaning 

when gathering and interpreting data (p. 3). This is the contribution of the 

interview responses. 

Follow-up Interview Questions 

First, these included the responses to the questions asked of the students 

during the three follow-up sessions in the 1987-88 academic year. Responses to 

the questions listed in the interview guide were asked of the students in telephone 

interviews during December 1990 and January 1991. 

Interview Guide 

"Research focused on discovery, insight, and understanding from the 

perspectives of those being studied offers the greatest promise of making 

significant contributions to the knowledge base and practice of education." 

(Merriam, p. 3). The interview is a commonly used and reliable device for 

obtaining information. It has some important qualities that more recent objective 
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tests, scales, and behavioral observations may not possess. The telephone 

interview was chosen as one of the research tools for three main reasons. 

First, according to Kerlinger (1986), when an interview is conducted with a 

well-conceived schedule, it can obtain a great deal of information; it is flexible and 

adaptable to individual situations; and it can often be used when no other method 

is possible or adequate. Kedinger says that the most important aspect is that the 

interview permits probing into the context and reasons for answers to questions 

(p. 440). 

Secondly, the telephone interview as a research tool involves the collection 

of data through direct verbal interaction between individuals. It is an adaptable 

tool; the well-trained interviewer can make full use of the responses of the 

subject. The interview allows for immediate feedback and results in more data 

and greater clarity. The interview can go into more depth, and the interviewer can 

gather more information than the subject would have reported in writing. 

Jackson and Rothney (1961) showed the advantages of the interview over the 

mailed questionnaire in a follow-up study. This study also indicated that the 

interview is likely to yield more complete information when open-ended 

questions pertaining to negative aspects of the self need to be asked. Since the 

interviewer for this research was an instructor in the Transition Program and 

knew the subjects, the telephone interview seemed the appropriate way to obtain 

the data. 

Finally, Graves and Kahn found significant advantages to telephone 

interviews including the ability to interview people who were geographically 

scattered and people from whom the researcher was collecting sensitive data. 

Bradburn and Sudman (1981) state that "Although it would seem easier to 
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establish rapport in a face-to-face interview, the physical presence of the 

interviewer may stimulate response distortion" (p. 155 ). 

Despite those subjects who may not have telephones and those who have 

unlisted numbers, Borg (1983) has shown that telephone interviewing reaches 

nearly the same proportion of the target population, obtains neariy as high a 

percentage of returns, and produces comparable information at about one-half 

the cost of personal interviews. For these reasons, the interview, although it is 

hard to standardize, is a major research tool for this study. 

Two additional concerns to be aware of when using the telephone 

interview are that it is not as accurate as college records for obtaining quantitative 

data and that it also allows subjectivity and possible bias. Eagerness of the 

respondent to please the interviewer, a vague antagonism that sometimes arises 

between interviewer and respondent, or the tendency of the interviewer to seek 

out answers that support preconceived notions are but a few of the response 

effects that may contribute to biasing of data obtained from the interview (Borg, 

1983, p. 438). 

The questions created for the interview reflect the five questions that 

Pitcher and Blaushild (1970) use as part of their Educational Diagnosis: 

1. Does the student have adequate potential to be successful in 

college? 

2. How does the high school preparation of the student 

compare with the level of preparation of other college 

students? 

3. Has emotional disturbance contributed to the academic 

problem? If so, what is the extent of the disturbance? 
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4. Do deficits exist in various language skUls which are intimately 

related to success in college? 

5. What does the student really value? Where is academic 

achievement in the students' hierarchy of values? 

Bradburn, Sudman, and Associates found that open-ended questions using 

a long introduction to the topic and wording familiar to the respondent obtained 

much higher levels of reporting and smaller response effects than short, close-

formed, standard questions. Asking questions about the behavior of friends in 

conjunction with questions about the respondents' own behavior increased 

responses. Assuring respondents of absolute confidentiality increased their 

willingness to answer threatening questions. The interviewer incorporated these 

techniques in the telephone conversations. 

The interview schedule was tried with students of approximately the same 

age as the subjects to test for vocabulary, respondent's understanding of the 

questions, reactions, and the amount of recording to be done. Some answers 

were then included on the interview response page to help make recording faster 

and more accurate. 

From this background, the researcher constructed an interview guide for 

the purpose of obtaining the data to answer the research questions and to 

standardize the responses. 

This "semi-structured questionnaire" (Borg, p. 442) first asked a series of 

structured questions and then probed more deeply by using open-ended 

questions to obtain more complete data. See Figures 1, 2, and 3. The first question 

was: "Are you currently enrolled in school?" The order in which the questions 

were asked was determined by the tone and flow of the interview. 
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NO, I AM NOT CURRENTLY ENROLLED 

1. Why are you not enrolled now? 

2. When did you leave Texas Tech? 

summer 88 fall 88 spring 89 summer 89 

fall 89 spring 90 summer 90 fall 90 

3. Why did you leave Texas Tech? 

4. What did you do when you left Tech? 
went to work 

went home 

got married 

transferred 

5. Have you attended any other school since leaving Tech? 

6. What was your reason for leaving Tech? 

7. Do you plan to go back to school? 

Why? 

8. When? 

spring 91 summer 91 fall 91 spring 92 other 

9. What could have been done to help you stay in school at Texas Tech? 

10. Who could have helped you? 
faculty staff resident hall counselor 

Figure 1. Interview Schedule for Nonpersisters. 



YES, I AM CURRENTLY ENROLLED 

1. What school are you enrolled in? 

63 

2. 

4. 

5. 

7. 

Texas Tech college community college other 

Have you transferred to other schools? 

Yes No 

3. How many semester credit hours have you earned? 

0 -30 31-60 61 - 90 

What activities do you participate in? 

Fraternity/sorority athletics church 

When do you plan to graduate? 

akeady have I991 I992 

What will you do then? 

91 - + 

scholastic other? 

1993 1994+ 

work graduate school marry other 

What is your major and what will your degree be? 

BS BA BBA other 

8. How are you doing academically? 

great okay could be better 

Have you been continuously enrolled since the fall of 1987? 

Figure 2. Interview Schedule for Persisters. 
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More open-ended follow-up questions 

1. Do you hear from any of the others who were in the Transition Program? 

2. Describe your present home and family environment. 

Are you married; do you have children? 

3. Describe your present economic environment. 

4. Do you have a mentor? 

5. Did your parents go to college? Did you feel that you had the support of your 
family? 

6, Were you academically and emotionally ready for college? Did you have a 
feeling of worth, a feeling that you would succeed? 

6. How do you feel about a college education? Do you value a college education? 

7. What size high school did you graduate from? 
A - A A AAA - AAAA AAAAA 

8. Who attended your high school graduation ceremony? Were grandparents 
and great-grandparents there? Did your family normally do things together 
like attend church or school functions? 

9. What could Texas Tech have done to keep you as a student^ 

Figure 3. Interview Schedule of Open ended Questions for All Respondents. 
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Research Methodology 

Case study is drawn from the philosophical assumptions of the qualitative 

or naturaUstic research paradigm. A qualitative case study is intensive, holistic, and 

descriptive; it is the analysis of a phenomenon. The qualitative case study is a 

particularly suitable methodology for dealing with critical problems of practice 

and extending the knowledge base of various aspects of education (Merriam, xiii). 

A case study approach is often the best methodology for addressing these 

problems in which understanding is sought in order to improve practice. 

(Merriam, xiii). This is a situation-specific qualitative case study; case study is 

particularistic, focusing on a specific situation or phenomena. Case study 

research, and in particular qualitative case study, is an ideal design for 

understanding and interpreting observations of educational phenomena (Merriam 

2). 

Data Collection 

Unlike experimental, survey, or historical research, case study does not 

claim any particular method of data collection or data analysis. Any and all 

methods of gathering data, from testing to interviewing, can be used in a case 

study (Merriam, p. 10). The importance of the researcher in qualitative case study 

cannot be overemphasized. The researcher is the primary instrument for data 

collection and analysis. Data are mediated through this human instrument, the 

researcher, rather than through some inanimate inventory, questionnaire, or 

machine (Merriam, p. 19). 

First, the registrar was contacted in September 1990 to determine, by using 

social security numbers, which of the students were still enrolled at Texas Tech 

University. The names of 20 persisters were listed. Using the Texas Tech 
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University telephone directory, addresses and phone numbers for the students 

StiU enrolled were recorded. For those students not presently enrolled at Texas 

Tech University, home addresses and telephone numbers from the summer 

following their senior year in high school were used. 

Students were contacted by telephone, and the questions on the interview 

guide were asked. Subjects' answers were written on copies of Figure 1, Figure 2, 

and Figure 3. These forms aUowed space for quickly writing student comments. 

By placing the three sheets across a desk top and talking with responders on a 

telephone system which had a handsfree mute feature, the researcher was able to 

write very complete responses even when the conversations jumped from 

question to question. While making the telephone calls, the researcher spoke 

with many parents who said that the subject could be reached in Lubbock. After 

three caUs like this, the researcher used the Texas Tech telephone directory, the 

Lubbock directory and Southwestern Bell Directory information operators to 

locate three more persisters. On January 15 , the researcher sent letters to those 

subjects for whom no current phone number was found. Six of the letters were 

returned. The question on the interview schedule that asked if the subject were in 

touch with other participants helped the researcher locate more subjects for the 

survey. The researcher talked with the parents of the two subjects who were in 

Saudi Arabia. The parents suppUed addresses, and the researcher mailed the 

survey. Both young men responded. 

Information gathered from the students when they were in the program 

was divided into two sets: results for persisters and for nonpersisters. 

Information was then put into the case record for analysis. 

Bogdan and Bilken (1982) make three recommendations for the collection 

of data: make decisions that narrow the study, assess which questions are relevant 
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and which should be reformulated, and write observations and comments and 

memos while coUecting the data. For this research, it soon became apparent that 

some questions on the interview schedule should be dropped. It was difficult to 

make decisions that would narrow the study because each interview suggested 

more items to investigate. Writing observations on the interview response forms 

and making notes about possible relationships were excellent suggestions and 

became part of the data collection. 

Treatment of Data 

Merriam explains that the case study data is analyzed as it is collected (p. 

xv). Once collected, the data for this study were analyzed for answers to the 

research questions. The treatment included two different approaches: the 

statistical treatment of data and the qualitative analysis of data. 

Statistical Treatment of the Data 

A case study can include quantitative and qualitative data (Merriam, p. 2). 

Appropriate statistical analyses of the findings of this study were performed. 

Analysis of variance and chi square were the statistical procedures used. Because 

this study had a small group of subjects, it was important to recognize that the 

small (n) indicated the unlikelihood of having a statistically significant result. In 

that case, the results were examined for indications of trends or possible 

relaUonships. 

Variables 

Case studies include as many variables as possible and portray their 

interaction, often over a period of time (Merriam, 124). The dependent variable 

was whether the student was presently enrolled or persisting at the university. 
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The independent variables were college entrance test verbal and math 

scores, rank in high school class, rank in transition study skills class, IQ, reading 

rate and reading comprehension rate, writing and mathematical ability as 

measured by pass/fail status in English and math class, learning style, gender, and 

size of high school. 

Oualitative Analysis of Data 

In addition to the statistical analyses, the techniques of qualitative analysis 

were used. Content analysis was done on the telephone interview responses. To 

answer the research questions, the researcher looked for the recurrence of 

descriptors which characterized the persisters. Comparative elements of the 

study also sought differences in an attempt to answer the question "What was the 

difference between those who persisted and those who did not?" The researcher 

examined, tallied, compared, and contrasted responses. 

One of the phUosophical assumptions of qualitative research is that there 

are multiple realities. The world is not an objective thing out there but a function 

of personal interaction and perception (Merriam, p. 17). 

Summary 

The case study design using both quantitative and qualitative analyses was 

selected as the most effective design for answering the research questions. The 

subjects were limited to those students who participated in the Texas Tech 

Transition pilot program in the summer of 1987. Data were obtained through 

direct observation, standardized test results, student performance, and student 

responses to the questions on the interview schedule which was constructed 

specifically for this study. The research methodology included gathering data and 



69 

then applying the appropriate statistical treatments and qualitative analyses. The 

data are presented in Chapter IV. 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

Introduction 

As the case record, Chapter IV contains the case data which has been 

organized into a comprehensive primary resource package. According to 

Merriam (1988), in a qualitative case study, the process of data collection and 

analysis is recursive and dynamic; consequently, the presentation and analysis are 

often interwoven. The analysis became more intensive once all the data were 

collected. In this chapter the subjects are described and the research questions 

are examined. 

Description of the Subjects 

Of the 60 students who were accepted for the pilot Texas Tech Transition 

Program, 59 completed the project. Of these, 58 enrolled in Texas Tech 

University for the fall semester of 1987. In December 1990 and January 1991, 48 of 

these 59 subjects were located for a telephone interview. Twenty-six have 

persisted at the original institution. 

Twelve other subjects were enrolled at other institutions: two were at 

Midwestern State University, two were at Southwest Texas State University, and 

one was at each of the following institutions: the University of Texas El Paso, Texas 

Wesleyan University, the Art Institute of Houston, the University of North Texas, 

West Texas State University, the University of Houston (Houston campus), the Art 

Institute of DaUas, and San Antonio Community College (see Figure 4). 
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M = Male 

60 
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F = Female 

59 

34M 25F 

26 12 10 
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home 

Texas Tech 

14M 
12F 

Elsewhere 

6M 
6F 

Nonpersisters 

4M 
6F 

Nonresponders 
lOM 
IF 

Figure 4. Study Population and Categorical 
Breakdown by Gender. 

Ten subjects were not currently enrolled in an institution of higher 

education. Of these 10, two were serving in the armed forces in Saudi Arabia with 

Operation Desert Storm. One subject, a lance corporal, wrote: "After a year at 

Tech, I joined the Marine Corps and am presently on the front lines of Saudi 

Arabia with an infantry battalion. I can honestly say, I had a much better time at 

Tech than I am having here in a war zone." Eight of the nonpersisters were 

working, but only one was in a career position. He was ranching with his father in 

South Texas, raising registered dogs, and guiding hunting parties into Mexico to 

hunt for jaguars and mountain Uons. The other seven subjects were working by 

the hour for minimum wage; however, all were planning to return to school. One 

subject was working at two part-time jobs in a mall; she had never worked before. 

She said. 
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Working is hard. Now I reaUy want to go to school; I don't want to do 
this the rest of my life. I want to go to Rice and get a Ph.D. in English. I 
Uke the coUege environment. I was a physical therapy major, but my 
teacher said to go into English because I was such a good writer, so I 
changed my major. Remember Jim Foster who taught us English? I 
loved him and learned so much from him. I guess I'm too much of a 
free spirit; I want to teach and discuss and make a difference. 

Eleven subjects, one female and 10 males, were not located. The two 

student athletes in the pilot program were included in this group. Eight 

nonresponders were Anglo, and two were Hispanic. Figure 5 below shows the 

percentages of persisters and nonpersisters. 

18.64% 

16.95% 

44.07% 
• Porsisters at Tech 26 

D Persisters elsewhere12 

B Nonpersisters 10 

H Nonrespmnders 11 

20.34% 

Figure 5. Study Population Persistence and 
Nonpersistence by Percentages. 
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Ethnic Distribution 

The ethnic breakdown showed that the eight Hispanic students divided 

equally between the groups: two persisted at Texas Tech University, two 

persisted at hometown schools, two were not persisting, and two were not 

located. The two Asian subjects also split; one was persisting, and one was trying 

to get back into school. 

Gender Distribution 

Comparison by gender revealed that 41% of the males persisted at Texas 

Tech University, and 48% of the females were still enrolled at the University. 

Eighteen percent of the males and 18% of the females were persisting at other 

institutions. Currently, 12% of the males and 24% of the females were not 

enroUed. Of the males, 29% were not located as compared to 4% of the females 

who were not located. See Figure 6 below. 

Nonresponders 

Nonpersisters 

Persisters elsewhere 

Persisters at Tech 

10 12 14 

Figure 6. Study Population Persistence and Nonpersistence by Gender. 
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Marital Status 

Some of the subjects were now married. One female persister was 

married, one female nonpersister was married, one male nonpersister was 

married, and one male persister was divorced. One female persister planned to 

marry after her May 1991 graduation. 

Participation 

Of the 48 students who were located for the survey, only one nonpersister 

did not participate. This subject's mother later told the interviewer that the 

student did not want to talk with anyone from Texas Tech University. 

Ouantitative Examination of Research Questions 

To conduct the quantitative examination of the interview results. Analysis 

of variance (ANOVA) and Chi square (X^) techniques were used. Additionally, 

subjects who were contacted by telephone and confirmed their enrollment were 

categorized as persisters. Those subjects who reported that they were not 

currently enrolled were tallied as nonpersisters. Information about subjects who 

could not be contacted was not included in the statistical analysis. 

Research Question 1 

The first research question addressed whether there was a difference 

between the college entrance test scores of the persisters and the nonpersisters. 

ANOVA reveals no significant difference between the combined entrance test 

scores of the persisters and the others (f=2.51, df= 5, p>.05) See Table 2 for the 

full table of results. 
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Table 2. Persistence and Nonpersistence by College Entrance Test Scores. 

Sources of Variation Sum of Squares df Mean Square F-raUo P 

Between groups 76.42 5 15.28 2.51 >0.05 

Within groups 36.5 6 6.08 

Total 112.92 11 

Of the 59 students in the pilot program, none had combined SAT scores of 

over 1000. The score of 980 was the highest. The student who made this score 

was not currently enrolled. She was majoring in mathematics and minoring in 

education and business. "I went straight through and I just burned out. Going to 

class on Saturdays in the summer was just the last straw," she said. Six subjects had 

scores between 900 and 980; four were persisting. Eleven subjects had combined 

scores in the 800s, and six were known to be persisting. Thirteen had scores in 

the 700s, and eight were stUl in school. Of the thirteen subjects who had 

combined scores from 600 to 690, eight were enrolled. Only five had scores in 

the 500s, and four of these reported that they were currently in school. The only 

one who reported a score under 500 could not be located for this study. With this 

exception, in each group more than half of the subjects persisted. 

The telephone interview schedule did not include a question about SAT 

scores; however, many students brought these test scores into the conversation. 

About SATs one persister at Texas Tech University commented, " I don't 

understand those SATs. I took the Naval test for nuclear physics and made 95%. I 

took the military intelligence test for the CIA and made 90%. Explain why I did so 

bad on the SAT!" Another persister who had compiled a 3.35 GPA as a pre-med 

major at Texas Tech University said that she just could not take "those 
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standardized tests"; she was not apprehensive about university classes, however, 

because she felt that "aU I needed was a chance." Another persister believed that 

SATs were not significant once a student was admitted; she continued, "It [success 

in school] aU depends on motivation and determination." When asked about her 

ftjture plans, another persister confided that "I'm a TYC [Teacher of Young 

Children] major, but I'm really worried. I don't test well, you know, like the SAT, 

and so I may not be able to teach, the ExCET, you know." One persister at 

another school felt strongly that the SAT shouldn't label students at the school or 

in their own perceptions: 

When the university sees someone doing poorly and on academic 
suspension, that student needs a one-on-one contact the first 
semester to show the reality; I have even considered being the 
counselor myself to help others feel this feeling of success. Even if 
you don't break 1000 on the SAT, you don't have to be mediocre. 

Finally, one persister at another school summed up the frustration of low SAT 

scores: "It was so hard knowing and feeling that those scores didn't reflect what I 

knew and what I could do." 

Research Question 2 

The second research question investigated the difference between the high 

school rank of the persisters and of the nonpersisters. ANOVA showed no 

significant difference between the two groups (F=.79, df=2, p>.05 ). See Table 3 

for the full table of results. 
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Table 3. Persistence and Nonpersistence by High School Class Rank. 

Sources of Variation Sum of Squares d.f Mean Square F-ratio P 

Between groups 200.33 2 100.17 0.79 >0.05 

WiUiin groups 379.84 3 126.61 

Total 580.17 5 

The high school ranks ranged from the 6th percentile to the 74th percentile. The 

subjects graduating in the bottom 10th percentile included 1 nonpersister and 1 

nonrespondent. From the 11th to the 25th percent there were 3 subjects 

persisting at Texas Tech University, 2 subjects persisting elsewhere, 2 

nonpersisters, and 3 nonrespondents. From the 26th to the 50th percentile there 

were 14 persisting at Texas Tech University, 3 who were persisting elsewhere, 6 

nonpersisters, and 8 nonresponders. In the group from the 51st percentile to 

74th percentile, there were 7 persisting at Texas Tech University, 3 persisting 

elsewhere, and 1 nonpersister as well as 1 nonrespondent. 

Research Question 3 

The third research question asked if there was a difference between 

persisters and nonpersisters in the class rank in a college transition study skills 

class. ANOVA revealed that there was no significant difference between the two 

groups (F=.005, df=3, p>.05) See Table 4 for the full table of results. 
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Table 4. Persistence and Nonpersistence by College Study Skills Class Rank. 

Sources of Variation Sum of Squares d.f Mean Square F-raUo P 

Between groups 0.37 3 0.12 0.005 >0.05 

WiUiin groups 89.5 4 22.38 

Total 89.87 7 

The top ten percent of the study skills class resulted in four Texas Tech University 

students and two subjects who were not currently enrolled. Of the bottom ten 

percent, one was enrolled at Texas Tech University, three were not in school, and 

two were not located. 

Research Question 4 

"Is there a difference between the IQ of the persisters and the 

nonpersisters?" was the fourth research question. ANOVA indicated that there 

was no significant difference (F=1.85, df=2, p>.05). See Table 5 for the full table of 

results. 

Table 5. Persistence and Nonpersistence by IQ. 

Sources of Variation 

Between groups 

Within groups 

Total 

Sum of Squares 

70.33 

57 

127.33 

df 

2 

3 

5 

Mean Square 

35.17 

19 

F-ratio 

1.85 

P 

>0.05 

The student with the highest IQ also had the highest SAT score and was currently 

not enrolled but working full time as a waitress. The subject with the lowest IQ 

was working part-time in data entry and studying accounting at a community 
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college. The student with the second lowest score was enrolled at Texas Tech 

University as a General Studies major with a 2.02 cumulative GPA, and after 

graduation he planned to go into business with his brother as an oil broker. 

Research Question 5 

The fifth research question asked if the persisters had a greater ability to 

read with good comprehension than the nonpersisters. Percentage of reading 

comprehension was measured by the Nelson-Denny Reading Comprehension 

test. The Chi square test indicated no significant difference between the two 

groups (X2=.02, df=2, p>.99). 

Research Question 6 

Research question number six measured whether the ability to write a 

college level essay was an indicator of student persistence. This writing ability was 

evaluated by the exit essay written by the subjects and evaluated by three full-time 

faculty members in the Department of English at Texas Tech University. This was 

the same procedure used to evaluate student work at the end of each semester of 

English 1300. The evaluators used the same criteria and standards that they would 

use with a regular English 1300 class. The score was either pass or fail as 

determined by the panel of evaluators. Testing with Chi square reveals no 

significant difference (x2=2.8, df=l, .05<p<.10). Of the 59 subjects, only six failed 

the exit essay for the remedial English class. Of these six, only one persisted at 

Texas Tech University. One persisted at Texas Wesleyan, one was not persisting, 

and three were nonresponders. 

Research Question 7 

The next research question was similar to the previous question but 

directed to mathematical ability; it asked, "Is mathematical ability an indicator of 
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student persistence?" The mathematics instructor evaluated the students' 

performances on a final examination comparable in difficulty to the ones given in 

regular resident sections of developmental mathematics; the students were 

assigned a grade of pass or faU. Chi square evaluation revealed no significant 

difference between the performance of the persisters and the others on the 

mathematics examination (x2=1.06, df=l, .30<p<.50). Of the 58 subjects receiving 

grades in the mathematics class, 32 passed and 26 failed. Of those who passed and 

those who failed, six in each group were nonresponders, and five in each group 

were nonpersisters. Twenty-one students who passed mathematics persisted, 

and fifteen who failed the summer mathematics class persisted. 

Research Question 8 

The next research question probed student learning style by asking "Do 

persisters have a different student learning style than the nonpersisters?" Chi 

square testing revealed that there was no significant difference (x2=4.01, df=3, 

.20<p<.30). The subjects for whom the Active Experimentation (AE) score was 

highest comprised the largest group (24), and this group had the most persisters 

(14). The Reflective Observation (RO) group had 11 subjects and 8 persisters. The 

Concrete Experience (CE) and Abstract Conceptualization (AC) groups each had 

10 subjects; however, 7 of the CE persisted while only 5 of the AC group 

persisted. Persisters had higher totals on AE and CE than nonpersisters; however, 

ANOVA of the AE-RO revealed no significant difference. See Table 6 for the full 

table of results. 
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Table 6. Persistence and Nonpersistence by Student Learning Style. 

Sources of Variation 

Between groups 

Within groups 

Total 

Sum of Squares 

93.95 

45.78 

73.41 

d f 

4 

1 

3 

Mean Square 

23.49 

45.77 

24.47 

F-raUo 

0.175 

P 

>0.05 

Research Question 9 

The ninth research question asked whether students from one size of high 

school persisted more than students from other sizes. ANOVA revealed no 

significant difference (F=1.70, df=2, p>.05). See Table 7 for the full table of results. 

Table 7. Persistence and Nonpersistence by Size of High School. 

Sources of Variation 

Between groups 

Within groups 

Total 

Sum of Squares 

280.33 

247 

527.33 

d f 

2 

3 

5 

Mean Square 

140.17 

82.33 

F-ratio 

1.70 

P 

>0.05 

Thirty of the students attended large 5A schools; many were graduated in classes 

of 900 or more. Twenty-four of these were persisting, sixteen at Texas Tech 

University. All three of the subjects who were graduated from 4A schools were 

persisting; one was enrolled at Texas Tech University. Of the five subjects who 

were graduated from a 3A school, three remained at Texas Tech University, one 

transferred to a smaller college, and one was not enrolled but planned to return to 

Texas Tech University. Of the two students who were graduated from a 2A 

school; one was still enrolled at Texas Tech University and one was returning to 

the campus in the fall of 1991. Three males were graduated from small lA 
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schools; one has graduated from Texas Tech University, one was currently 

enrolled, and one was pursuing his career. The smaller one and two A schools 

were either private schools, a military school on an air base, a smaU rural school, 

or a special school for students with learning disabilities. 

Research Question 10 

The tenth research question addressed gender differences: "Is one gender 

more persistent than the other?" Chi square analysis revealed that there was no 

significant difference (x2=1.09,df=l, .20<p<.30). Of the 59 subjects, 34 were males 

and 25 were females. Twenty of the males and 18 of the females were persisting. 

Research Question 11 

The next research question evaluated the Transition Program's effect on 

persistence. The question asked, "Does participation in a transition program 

improve persistence?" Logan (1989) matched Transition Program participants 

with conditionally-admitted students who attended Freshman Orientation, and 

found through Chi square analysis, that no significant difference existed in the 

persistence of the two groups (x2=1.28,df=l,.20<p<.30 ). Of the matched pairs, 

20 of the Freshman Orientation students were persisting at Texas Tech University 

as compared to 26 of the Transition students who were persisting. Unsolicited 

comments from the Transition students during the telephone interviews included: 

• "It did help me; my friends didn't know where anything was." 

• "Transition helped me find things and make friends—so it helped. I had 

never been to Lubbock before the transition program." 

• "You should have the program as an option for anyone who wants to 

take it." 
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• "That summer really helped me because I placed out of English and 

math." 

• "That program made the difference for me. I had goals after it. I knew 

some people." 

• "The English class was the best; I've written great papers since then. Did 

I tell you I made a 3.7 last semester?" 

Research Question 12 

Research Question 12 explored the influence of the family's educational 

background by asking "Is there a difference between the educational level of the 

parents of the persisters and the nonpersisters?" Chi square analysis confirmed 

that there was a significant difference for students whose parents went to college 

(x2=4.83, df=l, p<.05). There was also a significant difference for those students 

whose fathers but not mothers went to college (X^=6.66, df=l, p<.01). For the 28 

subjects who came from families where both parents went to college, 22 were 

persisting. Of the ten subjects who came from families in which neither parent 

went to college, six were persisting; the one graduate of the group was a first 

generation college student. For ten of the subjects, the father went to college but 

the mother did not; aU ten of these students were currendy enrolled. One first-

generation persister has been on scholastic probation at two different schools 

and was now taking twelve hours of classes; however, they were not courses that 

counted toward a degree plan. In no case did the mother go to coUege and the 

father not. 

Research Question 13 

The study also examined whether any other factors emerged from the 

respondents' answers to interview questions and the open-ended questions as 
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indicators of success. One factor, grades earned the first two semesters, was 

treated statistically. The other factors were examined using qualitative analysis and 

foUow in the section tided "Qualitative Examination of Research Questions" below. 

The first factor concerned the relationship between the grades earned the 

first two semesters and persistence. Of the 58 freshmen at Texas Tech University 

in the fall of 1987, a significant difference exists between those who persisted and 

those who did not based on die fall GPA. See Table 8 for the full table of results. 

Table 8. Persistence and Nonpersistence by Grades 
Earned First Two Semesters. 

Sources of Variation Sum of Squares d.f Mean Square F-ratio P 

Between groups 18.13 1 18.13 175.67 0.000 

WiUiin groups 3.82 37 0.103 

Total 21.95 38 

Those Students who "made their grades" and avoided scholastic probation the 

first semester persisted at Texas Tech University into dieir fourth year. The same 

findings held true for the spring semester grades. Those students who succeeded 

in the spring semester persisted. Those who did not succeed left Texas Tech 

University. See Table 9 for the full table of results. 

Table 9. Persistence and Nonpersistence by 
Avoidance of Scholastic Problems. 

Sources of Variation 

Between groups 

Within groups 

Total 

Sum of Squares 

11.95 

0.003 

11.02 

df 

4 

1 

3 

Mean Square 

2.98 

0.003 

3.67 

F-ratio 

9.54 

P 

0.000 
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Oualitative Examination of Research Ouestions 

In addition, fifteen other factors emerged from the respondents' answers 

to interview questions and the open ended questions as indicators that influenced 

persistence. These included selection of majors, learning disabilities, foreign 

teaching assistants, others' expectations, graduation dates, family involvement, 

first suspension, transfers, extracurricular activities, employment, career plans, 

academic records, support group, and mentors. 

Majors 

First, discussion of majors was a factor. It appeared that many students 

who found their interest, i.e., their major, were excited about school and 

motivated to succeed. Although the Transition Program tried to help them define 

career goals, it did not appear to have succeeded. Most subjects reported that / 

they decided upon their majors approximately two years later. 

One detriment to persistence may have been the subjects' perceptions of 

the early pressure to declare a major. One persister, an elementary education 

major who was the current president of the Association for Childhood Education 

(ACE) and who planned to go to law school after teaching for three years, spent 

two years as a Mass Communications major. During Freshman Orientation he was 

in the group whose last names began with A-C which met in the Mass 

Communicarion BuUding; he perceived that there was pressure to declare a major, 

so he wrote down the name of the building he was in! Another subject who was 

not currendy enrolled but who planned to continue her education in the Fall of 

1991 after marrying in the summer said, "I didn't have a major, no burning desire 

or direction; it was hard for me to focus on why I was there." Additional 

comments included: 
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• "I was forced to declare a major too eariy. There is really poor advising 

at Tech." 

• "I went to school for my parents; what else was there to do?" 

• "I needed some time to figure out what I wanted to do," said one 

subject who married in June 1990 and is planning on going to nursing 

school in a year. 

• "I was out a semester and went to LCU iLubbock Christian University]: I 

just had the wrong major. I really only got interested after I was 

suspended." 

• "I changed my major and lost 40 hours—reaUy depressing! And being 

in freshman level classes when I was a senior was the pits." 

Five of the persisters changed their majors to Restaurant, Hotel and 

Institutional Management (RHIM). 

Learning Disabilities 

Second, learning disabilities emerged as a possible factor influencing 

persistence. Although this was not a question in the interview, seven of the 

students reported having dyslexia. Three knew they had a learning disability when 

they arrived for the Transition Program. The other four were diagnosed during 

their college years. 

• One subject said with relief: "I finally went to Dr. Carter for testing for a 

learning disabiUty; spelling is my downfall." 

• One successful persister said, "Can we talk later? I'm on my way to 

finish my testing for dyslexia. I can't take a standardized test and I've 

got the MCAT coming up." 
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• One subject who had a difficult time at Texas Tech University and then 

at another university is now "happy for the first time! I really look 

forward to going to classes!" This student was diagnosed as dyslexic and 

is now enrolled in an art institute. 

Advising 

A third factor that emerged concerned student advising. General 

frustration was reflect in their remarks. 

• "There was no good advising." 

• "I could never find an advisor. Each semester they just put me 

somewhere." 

Expectations 

Another idea expressed by eight persisters was a response to others' 

expectations. Many of the subjects commented that the "bright and shining 

stars" of their high schools had not persisted and that the people at home were 

often surprised that the conditionally-admitted students had done so well. 

"Nobody thought I'd be the one going on to graduate school," was a typical 

comment. One persister said, "I made up my mind to do well. I respected the 

professors; it was a challenge. The people back home thought I'd never make 

it.". 

Graduation Dates 

The subjects' projected graduation dates cover a five-year span. One 

subject was graduated from Texas Tech University in December 1990 and was 

currendy studying for the LSAT. He was applying to law schools. Five persisters 

planned to be graduated in May 1991. These students all attended summer 
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sessions at one time or another in order to graduate at this time. Nine persisters 

planned to graduate in December 1991, and thirteen planned to complete in May 

1992. Five persisters planned to graduate in December 1992, and fifteen other 

subjects, including four persisters who transferred to other schools, hope to 

complete their degrees at a later date. See Figure 7. One nonpersister said, "I 

guess there have been a lot of things I've done and been through since I left Red 

Raider country, except graduate. I'll complete that goal in due time. I guess you 

can say I needed four extra years of transitioning." 

Dec-90 
May-91 

Later 

Dec-92 

Dec-91 

May-92 

Figure 7. Graduation Dates of Persisters by Percentage. 

.<;nspension 

Of the 17 students who were suspended from Texas Tech University at die 

end of two semesters, nine were persisting. Three of these returned to Texas 



89 

Tech University. Of the six who were persisters elsewhere, two were persisting at 

art institutes. Of the nonpersisters, one subject was active duty military, one was 

working for a temporary service until she marries in the spring of 1991 and moves 

to Boston where she planned to return to school, one was a waitress, and one was 

hoping to be hired as a recreational director on a cruise ship. The final 

nonpersister was a clerical worker who was eager to return to Texas Tech 

University; she said, "The longer I work, the more I regret not studying." Four 

subjects who were suspended after the second semester were not located for this 

study. 

Transfers 

Thirty of the 48 subjects who participated in the follow-up interview have 

transferred to other schools. Ten transferred to another school permanently to 

earn a degree. One subject who was persisting at Texas Wesleyan said, "I always 

wanted to come here [Texas Wesleyan], but I was afraid it was too expensive and 

too hard. I could graduate sooner here, so it really isn't more expensive." Four 

subjects (two persisters and two nonpersisters) transferred for only one semester 

to rebuild grade point, and 16 subjects transferred to attended summer sessions at 

other institutions. The schools the students attended were: Midwestern State 

University, the University of Texas at Ariington, San Antonio College, Incarnate 

Word, Lamar University, Houston Community College, El Paso Community 

College, South Plains College, Tarrant County Community College, Lubbock 

Christian University, Richland Junior College, University of Houston, Victoria 

College, Austin Community College, Colin County Community College, and 

Harvard University. 
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Aldiough most subjects went home for the summers and attended 

community colleges or branches of the University of Texas in their communities, 

one persister spent a summer at Harvard University in a program for minority 

pre-medical students. She extoUed the summer experience saying, "The 

atmosphere there was so wonderful. Everyone wanted to learn and wanted to 

help me learn. There wasn't competition like there usually was between pre-med 

majors." 

Extracurricular Activities 

The persisters participated in a variety of extracurricular activities. Nine 

were in scholastic organizations or honoraries; for example, one persister was the 

president of a national organization for students who planned to be elementary 

teachers, and one subject was an active member of a foreign language club and 

planned to go to Europe to study in the summer of 1991. Two were members of 

a freshman scholastic honorary. Four were active in professional organizations, 

and one was president of the society for marketing majors. Two were members 

of a fashion board. Three were active in church activities. Fifteen subjects 

pledged a national fraternity or sorority. Four persisters pledged the same 

national fraternity; among them they have served the organization as treasurer, 

pledge trainer, and social chairman. Another persister pledged a different 

fraternity and has served as lodge chairman and vice-president. Other subjects 

pledged a total of five different sororities. Two sorority members held executive 

offices. Three subjects pledged a spirit organization, and one became active. One 

persister was a Homecoming Queen nominee in 1989. One persister played with 

the marching band and was an active member of the band sorority. One was 

involved in student government, a member of a service organization, and a 
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hospital volunteer. One was the president of the university polo team which 

competes throughout the Southwest. Three subjects played intramurals, and four 

report going to the Recreation Center regularly. One persister at the University of 

North Texas was a body builder. A total of 36 persisters reported being involved 

in one or more extracurricular activities. 

The nonpersisters did not report being as active as the persisters. Two 

pledged a social fraternity or sorority, two worked, and four declared that they 

had no outside activities while they were enrolled. See Table 10 for the full table 

of results, a frequency tabulation in which one student may be involved in more 

than one activity. 

Table 10. Comparison of Activities by Persisters and Nonpersisters. 

Persisters Nonpersisters 

Scholastic Organizations 

Fraternity or Sorority 

Marching Band 

Student Government 

Service Organization 

Hospital Volunteer 

Athletics 

Intramurals 

Recreation Center 

9* 

15 

0 

2 

0 

0 

0 

0 

0 

0 

0 

Work 11 

No Activities 2 4 
* Totals equal more than 38 persisters due to multiple responses from 

some students. 
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Only two of the 37 persisters responded that diey have no outside acrivities. A 

much greater number of nonpersisters, 4 of die 10, on the odier hand, reported 

no outside activities. Of the persisters, 95% reported some outside activity. 

Employment 

Eleven of the persisters reported that they were employed. Most worked 

part time in the hospitality industry, but one was working for the state senate in 

Austin. One works as a research assistant on a university research project 

designing robots for competition. One was a referee on Friday nights during high 

school football season. One persister lived in Lubbock and worked for a firm in 

Dallas by doing billing on a computer in his apartment. One was a body builder, 

working at a nutrition store in a mall. One, a marketing major, did the marketing 

for his father's pet supply company; he said, "It's real and I like it." One was 

working in juvenUe probation and reports "learning so much!" One persister, 

however, worked 40 hours a week and took a full load as an accounting major. He 

reports that it ruined his GPA. 

Career Plans 

After graduation most of the persisters planned to work or continue their 

educations. Twenty-two persisters planned to go to work. One planned to go 

into a home building business widi his father. Anodier planned to go into 

business widi his brother who was an oil broker. One planned to use her Spanish 

skills by going to Mexico and working with children. One was hoping to work at 

Chrysler and design cars. One's career goal was to produce children's educational 

television programming for Public Broadcasting stations. One planned to go to 

Europe and work for a clothing designer. Four planned to be elementary 

teachers. 
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Nine persisters report planning to return to school after earning a bachelor 

degree. Of these nine, law school was the goal for diree, and one was headed for 

physical therapy school. Another was applying to attend die Maritime Academy. 

One hopes to be commissioned in the Army as a lieutenant, pursue a masters 

degree in Chemical Engineering, and help dispose of toxic wastes from military 

hospitals. The other five did not report specific goals for graduate school. Two 

other persisters were "undecided" One persister planned to marry, and one 

planned to "hang out." 

Two current nonpersisters planned to go to graduate school. Both 

planned to earn Ph.D.'s, and teach on the college level! 

Academic Record 

Some of the persisters have achieved high academic goals. "I've made the 

Dean's List and the President's List!" one announced, and six others could make 

the same claim. Three reported making a 4.0 in the Fall 1990 semester. One 

persister at Texas Tech University who made the Dean's List said, "Once I broke 

up with my boyfriend, my grades got better. Now I'm in bed by 10:00 for my 

8:00 classes. No boys diis semester—they hurt my GPA, and I want to go to Spain 

on an internship." One student commented, and many other persisters echoed, 

that "After that first bad semester at Tech my grades have gotten better every 

semester." Anodier often repeated comment was "It gets easier as you near the 

end." 

Odier persisters have maintained grades just high enough to stay enrolled. 

One subject, whose grandparents graduated from Rice, whose father graduated 

from Swanee, and whose mother graduated from Barnard, came to Texas Tech 

University as an Interior Design and Architecture major. The first semester her 
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grades were "bad," according to her interview response; however, her records 

indicate diat she had a Fall GPA of 2.4 and a Spring GPA of 2.1. Her healdi was 

poor, she ended up on scholastic probation, and was dropped from her sorority. 

She changed her major to RHIM and planned to be graduated in December 1992. 

She said, "I'm doing okay, but I'm still dragging that bad GPA behind me." A 

persister at Texas Tech University said, "Calculus II in the summer ruined me. I 

changed my major, but I've never been quite the same since then." 

One nonpersister wrote, "I have been contiplating tsic] where to go back 

to school. I still have two years remaining in the Marines and have all intentions to 

return to school and want a degree. Could you answer some questions I have? Do 

I have to take an SAT again? WUl most schools accept me knowing I will be 

coming in on a G.I. Bill? Do you have any school recommendations in the state 

other than Tech? I would very much like to return to Tech but I'm afraid my GPA 

would be so low that I would constandy be digging out of a hole just to stay in 

school. I need a school who wUl give a fresh start unless Tech would be willing to 

give that to me." Of the persisters at Texas Tech University, four had cumulative 

grade point averages from 1.11 to 1.98, 18 had cumulative GPAs from 2.01 to 2.92, 

and four had from a 3.0 to a 3.38, die highest. See Figure 8. 

Support Group 

Some persisters have kept in touch with other Transition students. The 

one male who married and two years later divorced had as his best man his 

Transition Program roommate. Four persisters were fraternity brothers. One 

mixed gender group of five who were friends during the program has kept in 

touch; and three of these expressed concern about one of the group who was 
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Figure 8. Grade Point Averages for Persisters at Texas Tech University. 

"into a bad scene, dealing coke; the last time I saw her she embarrassed me." One 

subject had been in school in upstate New York and came then to Texas Tech 

University. As he got to know his randomly assigned roommate, he discovered 

that they were cousins. Aldiough divorce had separated the family, the subjects 

have remained close friends. Two persisters have remained in close contact; and 

two nonpersisters have kept in touch. A nonpersister was the one who knew die 

whereabouts of the most subjects. 

Mentors 

Most of the subjects were familiar widi the term mentor, but only die 

persisters discussed persons who might qualify as mentors. One student who 

transferred said she had a mentor; "a professor in sociology has really helped me; 

she has worked with me, and she got me a job in a probation office." A Texas 
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Tech University student said, "I was in B.A., but I was unhappy and lost in that big 

school. The madi teacher helped me die most; he was in his office. So now I'm a 

math major." One subject found a potential mentor only after transferring to an 

art institute; anodier reported diat die secretary in die College of Education was 

"sort of her mentor because she was available and could answer her questions 

about her degree program. Two persisters believed diat their older roommates 

who earned good grades were mentors. One roommate was an All-American 

football player; the other was a friend who was a year older and from the same 

hometown. 

Many reported having to work things out for themselves. One reported 

that his fraternity big brother was probably his mentor. One persister 

responded, "Mentor? Even the advisors were no help." A similar response was, 

"I wish [I had had a mentorl, but I had to learn from my own experience." When 

asked if he had a mentor, one student replied, "No, I've just done it, and it's been 

tough." Another responded, "My fraternity helped, but I've really just played it 

by ear." Finally, one persister said, "My problem was internal, motivational; no 

mentor would have made a difference." 

Research Question 14 

Finally, the nonpersisters do not believe that the university could have 

done anything differendy to have kept them enrolled. Nonpersisters made the 

following comments: 

• "Tech was just too big, so I left." 

• "It was just too big; the profs were just doing a job; they didn't care." 

• "It was so big and impersonal. My roommate and her boyfriend were 

always having sex in our room; it was embarrassing—they didn't care!" 
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• "Tech was too big and I wanted to be closer to my parents." 

• "I really miss Tech; it gets a hold of you; the people are all so great. I'll 

be back there for graduate school in political science." 

• "Tech treated me better than any odier college; it did more for me. I 

Uke the people at Tech." 

When the students arrived at Texas Tech University for the Transition 

Program, they were newly graduated; they had just completed their senior year 

and were enjoying their success. These students had been told all through high 

school that they had to study or they would fail. They did not study much, and 

they did not faU. When they heard the same message about college, they just did 

not beUeve it. When they began to believe it, they didn't know how to study 

(despite the study skills classes offered during the Transition Program), and they 

had not developed the personal discipline necessary to study. 

Summary 

This chapter has presented the data collected on 59 conditionally-admitted 

students in the Summer of 1987 during die Texas Tech Transition Program and in 

December 1990 and January 1991 during telephone interviews. For this study 

persisters were compared to nonpersisters. Persistence was a process rather 

than a product; it occurs widi the passage of time. The next chapter will present 

the conclusions drawn from the data. 



CHAPTER V 

DISCUSSION OF RESULTS 

Introduction 

After assembling, organizing, and integrating the data, the results of the 

systematic inquiry are presented in this chapter. Stake (1981) says that case studies 

are heuristic: they iUuminate the reader's understanding of the phenomenon 

under study by bringing about the discovery of new meaning, by extending the 

reader's experience, or by confirming what is known. Previously unknown 

relationships and variables can be expected to emerge from case studies, and 

these often lead to a rethinking of the phenomenon being studied. Additionally, 

insight into how things get to be the way they are can be expected to result from 

case studies. This research is limited to the specific case under study, the 

participants in the Texas Tech Transition Program, and thus the results may not be 

generaUzable to larger populations. This chapter presents the conclusions from 

the study and the recommendations for future study. 

Validity 

Internal validity, die extent to which findings are congment widi reality, has 

been addressed by using triangulation as suggested by Merriam (1988). By using a 

variety of data, by balancing bodi quantitative and qualitative research, and by 

checking interpretations with die individuals who were interviewed, internal 

validity was acknowledged Odier measures supporting internal validity include 

die linear nature of the study; portions of the data were collected over a period of 

three and one-half years. Additionally, five of the committee members who 

98 
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helped design Texas Tech Transition were available to discuss the emerging 

findings. Involving the respondents in the research proved to be easier than 

anticipated. Eight of the respondents called back to contribute additional data. 

Most respondents asked questions and requested the results of the study. 

External validity, the extent to which the findings of a case study can be 

generalized to other situations, continues to be the object of much debate 

(Merriam, 1988). Naturalistic generalization and user or reader generalizability are 

alternatives to the statistical notion of external validity which involves generalizing 

from a sample to the population from which it was drawn. Drawing on tacit 

knowledge, intuition, and personal experience is Stake's (1978) notion of 

naturalistic generalization. People look for patterns that explain their own 

experience as weU as events in the world around them. Stake explains that "full 

and thorough knowledge of the particular" allows one to see similarities "in new 

and foreign contexts" (p. 6). This process of naturalistic generalization is arrived 

at "by recognizing similarities of objects and issues in and out of context and by 

sensing the natural covariations of happenings" (p. 6). These generalizations 

develop from experience and can guide but not predict one's actions. 

Another way of viewing external validity, one that is particularly suited to 

case study research, is to think in terms of the reader or user of the study. Wilson 

(1979) believes that reader or user generalizability involves leaving the extent to 

which a study's findings apply to other situations to the people in those situations. 

Walker (1980) supports this arguing that "It is the reader who has to ask, what is 

there in this study that I can apply to my own situation, and what clearly does not 

apply?" (p. 34). This is a common practice in law and medicine where the 

applicability of one case to another is determined by the practitioner. Wilson 

(1979) proposes a "continuum of usefulness starting within the setting where the 
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information was gathered and stretching to dissimilar settings," because 

"generalizability is ultimately related to what die reader is trying to learn from die 

case study" (p. 454). 

Ethics 

The burden of producing a study that has been conducted and 

disseminated in an ethical manner lies with die individual investigator. The 

individual researcher's accountability is the essence of ethical conduct. Protecting 

respondents from harm, protecting their rights to privacy, and having their 

informed consent are elements of ethical research. Complying with these ethical 

practices was supported by the researcher's personal knowledge of each subject. 

The teacher-student relationship made the respondents more than just numbers 

in a survey. 

Results 

The study produced these results, some of which confirm the findings of 

prior research. 

1. There is no significant difference between the persisters and the 

nonpersisters when comparing for college entrance test scores, rank in high 

school class, rank in a college study skills test, IQ scores, percentage of reading 

comprehension, ability to write a college-level essay, ability to pass a basic 

mathematics examination, preferred learning style, high school size, gender, or 

participation in Texas Tech Transition Program. A high entrance test score or 

high school rank or similar score may indicate success, but a low score does not 

necessarily mean the opposite. 
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2. There is a significant difference between the persisters and the nonpersisters 

when comparing for parents' coUege attendance, fadier's college attendance, first 

semester coUege GPA, and second semester GPA. 

3. Currently 44% of die respondents are persisting at Texas Tech University. 

When die students who are persisting elsewhere are added, 64% of die 

respondents are persisting. Those who were not located may be persisting 

somewhere. As a matter of comparison the persistence at Texas Tech University 

for undergraduates from Fall 1985 to Fall 1989 was 48.71% (Wiggins, 1991). Nemko 

(1990) states that nationwide 40% of students are expected to graduate while 5-20% 

of underprepared students are expected to graduate. 

4. Of the 10 nonpersisters, nine plan to enroll in an institution of higher 

education in the next few years. The one exception believes that he cannot return 

to school for 10 years due to family obligations, but he would like to enroll again. 

This supports contention of Boyer (1987) that some students "for the best of 

reasons, transfer or drop out, planning to return" (p. 45). The finding also 

reinforces the conclusion that dropping out "need not be interpreted as a sign 

that a student's education has been halted for life" (Pervin, Reik, & Dalrymple, 

1966, p. 246). 

5. Of the respondents, 44% are enrolled at Texas Tech University, yet 53% 

percent of the respondents live in Lubbock. Even when these respondents no 

longer attended Texas Tech University, they stayed in Lubbock. When the 

respondents were on scholastic probation, eight stayed in Lubbock, and four 

attended South Plains College or Lubbock Christian University. 

6. The 12 respondents who are not persisting at Texas Tech University did not 

transfer to business schools or technical trade schools. With the exception of one 

persister who is currently attending a community college in preparation for 
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returning to a university and two persisters who have learning disabilities and are 

enrolled at art institutes, the respondents, even if they were suspended, returned 

to Texas Tech University or anodier four-year college or university. 

7. One hundred percent of those respondents whose modiers did not go to 

college but whose fathers did are persisters. 

8. Persisters tended to became involved widi the university and/or widi some 

group or activity at school; nonpersisters were less active and involved dian the 

persisters. This result supports die findings of Baird (1990) and Astin (1985) who 

state that the lack of involvement may have serious negative effects on student 

persistence. 

9. The students whose Learning Style Indicator showed that they are divergers 

(high concrete experimentation and high reflective observation) go elsewhere to 

school, but they persist as much as the accommodator style students (high 

concrete experimentation and high active experimentation scores) who are still at 

Texas Tech University or are persisting elsewhere. The convergers (high active 

experimentation and high active conceptualization scores) and the assimilators 

(high reflective observation and high abstract conceptualization scores) are either 

persisting at Texas Tech University, or they are nonpersisters. The Abstract 

Conceptualization scores appear to relate to where the subject is enrolled. Those 

students who do not feel diat they fit at Texas Tech University may persist 

somewhere else because of a difference in learning style. When the 

nonpersisters and those who transferred from Texas Tech University were asked 

what the school could have done to have kept them enrolled, none of the 

respondents placed blame on the University for their lack of persistence. The 

students felt that the match with Texas Tech was not right or that they had not 

applied themselves. Boyer (1987) also found that some students drift away from 
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campus because of an absence of "a feeling of belonging or fitting in at the 

institution" (p. 45). 

10. Twenty-eight respondents plan to be graduated five years after they began 

their programs. For the respondents, 10% were graduated in four years and 47% 

will be graduated in five years. According to figures provided by the Department 

of Institutional Research at Texas Tech University, 24% of the students entering the 

College of Agriculture in Fall 1984 received a degree in four years and 17% received 

a degree in five years. For the College of Arts and Sciences, 15% earned a degree 

in four years and 16% earned a degree in five years. The College of Education had 

lower percentages: 11% for four years and 4% for five years (Wiggins, 1991). If die 

Transition respondents who report that they will complete their programs in 

1991 do so, their completion rate wiU be much higher. Participation in the Texas 

Tech Transition Program may have influenced persistence. 

11. Thirty-one of the Texas Tech Transition Program students had SAT scores 

below 700. At many universities, perhaps all of these students would have been 

screened out by the application of admission standards. At Texas Tech 

University, 21 of these low SAT students are known persisters. Of those widi 

SATs in die 600s, 62% are persisting and of those with SATs in the 500s, 80% are 

persisting. Moreover, as the pool of traditional college students shrinks, students 

such as diose found in die Transition Program will be a portion of die institutions' 

future students. The more colleges and universities know about this population, 

the more likely it is diat diey will be able to help these students succeed. 

12. Of die Transition Program females, 32% were suspended at the end of two 

semesters; of the whole Texas Tech female freshman population beginning in Fall 

1989, 18% left Texas Tech University widi less dian a 2.0 GPA. Of die males, 26% 

of the subjects were suspended as compared to 22% of the males who left Texas 



104 

Tech University with less than a 2.0 GPA. Although the female participants in the 

Transition Program appear to differ from the larger population, the male 

participants do not seem to differ. 

13. In this study, neither gender nor edinic background seem to be a factor in 

persistence. 

14. Conditional-admittance may be an indication of learning disabilities. 

15. It appears that it is increasingly difficult for students to graduate in four years 

unless they attend summer school and do not lose credit hours by changing their 

majors or transferring to anodier school. Only five of the 37 persisters, 13.5%, are 

graduating in May 1991 after four years of study. Additionally, employment seems 

to be a part of the young adult student experience in this study. The respondents 

are working not just for spending money but for socialization. In fact, one subject 

met her fiancee while they were both working as waiters at a country club. The 

respondents also said that they work to fill their spare time. Some were surprised 

when asked if they would spend more time studying and preparing for class if 

they were not working. Many respondents are working in the hospitality 

industry. 

16. Many of the subjects' parents attended college, but none of the respondents 

mentioned their parents as mentors or role models. In fact, there appeared to be 

an absence of strong role models. Those students who did have mentors 

persisted. This supports the findings of Bock, Clowes, and Belli (1990) and dieir 

conclusions that attention and positive attitudes from instructors and staff aided 

persistence. 
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Recommendations for Future Study 

This case study examines a specific instance, but it also illuminates a general 

process of persistence. Even with die findings, there is still much to learn about 

persistence. The following studies might be conducted: 

1. A follow-up study of the same group of subjects after five years to determine 

if the nonpersisters are stop-outs who in time become persisters. 

2. A follow-up study to determine if the subjects achieve their career goals. 

3. A study to determine the relationship(s) between student learning styles and 

persistence. 

4. A study to examine learning disabilities in reference to entrance test scores, 

class rank, and other indicators. 

5. A comparison study between students who receive an exit interview including 

counseling to determine specific plans of action the student will take in order to 

return to school and students who are summarily suspended from the institution. 

6. A study to determine if a bimodal distribution of persisting conditionally-

admitted students exists. It appears that the students with the highest scores stay 

at the university and that the students with the lowest scores stay if they can, but 

the students with the middle scores do not persist. 

Summary 

The outcome of the Texas Tech Transition Program is that all the 

respondents may be persisters in time; when, and why, and how diey persist is 

the process of persistence. Consequendy, persistence is not limited to a 

consecutive enrollment process that is completed in four years but is also an 

attitude about education that brings the students back to campus after an 

academic suspension. 
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Metaphors and analogies, according to Merriam (1988) are appropriate to 

the case study. These conditionally-admitted students were in some respects like 

persons addicted to alcohol. Treatment programs and good intentions usually 

prove ineffective until the individual decides to break the addiction. Likewise, all 

the support on the campus appeared useless until the student decided to succeed. 

As the respondents said, 

•"I always knew I'd graduate, but I just wasn't ready to study ...until now." 

•"It depends on your motivation and determination." 

•"I just made up my mind to do it." 

These statements echo Harvard's President Eliot, who remarked at the turn of the 

century that the students' actual willingness to study inevitably became one of the 

crucial determinants of their success (Veysey, 1965). One phrase that recurred 

was "I always wanted to...." One subject "always wanted to go to Texas Wesleyan;" 

one subject "always wanted to be a nurse;" and one other "always wanted to be a 

teacher." It took diree years for the students to act on their desires, but they did 

eventually act. They did not pursue their dreams originally because they assumed 

that the school was too expensive, that the curriculum was too hard, or that their 

parents would not approve. The strength of their own desires eventually 

influenced their persistence. 

This study has validity through congruence and naturalistic generalization. 

One strengdi of the study is die anecdotal information which reinforces the 

statistical findings. Findings from diis study which confirm prior research include 

Nemko's assertion (1990) diat approximately 40% of die college students graduate, 

Boyer's findings (1987) diat many drop-outs plan to return, Baird's concept 

(1990) and Astin's (1975) concept that active students persist, Boyer's writings 
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(1987) about student-university fit, and Bock, Clowes, and Belli's conclusions 

(1990) about faculty attitudes. 

Previously unknown relationships and variables which emerged from the 

study include finding diat conditionally-admitted students persisted at 

approximately the same rate as the entire student body, diat students often 

remain in the geographic area even when not enrolled, that students who transfer 

from the university seek another similar institution, that students whose fathers 

but not mothers attended college persist, that students with low SATs can and do 

persist, and that there is an absence of mentoring for undergraduates. 

Finally, the research confirmed what the Texas Tech Transition staff 

observed about the participants in the summer of 1987. The staff seemed to be 

more concerned about the students' academic success than the conditionally-

admitted students were about their own abilities and persistence. The staff was 

bewUdered by the high career goals the participants selected despite their low 

academic records. The participants did not believe in the necessity of studying-

or for that matter-in the value of making grades above a C. The staff concluded 

that the participants measured themselves by a different set of criteria which were 

obviously not an academic one. 

The study also confirmed the value of having an admission policy at Texas 

Tech University which allowed conditional admission because diis policy 

prevented the loss of talent of 38 students. Although diis study does not provide 

a way to identify these persisters at the time of admission, die findings support 

Tobias (1990) who said, "And, until we know who diey [persisters] are, we dare 

not decide in advance who they are not" (p. 92). 
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