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CHAPTER I 

INTRODUCTION 

With the coming of the Civil Rights movement of the 1960s, an 

important means of upward mobility for minority groups has been a 

college education. Affirmative Action programs have made this interest 

in higher education for minority groups an issue for college adminis

trators as well, especially where the underrepresentation of minorities 

in university enrollment is concerned. This underrepresentation is the 

case at Texas Tech. In an area where the proportion of Chicanos in the 

population is approximately 20 percent, the proportion of the university 

population that is Chicano is under 5 percent. This study was begun to 

try to explain some of the reasons for this low proportional represen

tation. In particular, the study explored factors related to Chicano 

retention rates. 

Several methodological assumptions of the study should be 

stated at the outset. First, because of the lack of research done on 

Chicano college students, it was felt that a flexible data-gathering 

technique such as open-ended, structured interviews would not pre

maturely limit the data. Second, the explanatory factors were 

assumed to be social, not exclusively academic. Third, it was 



assumed that configurations of traits, such as is done in a typology, 

are intuitively and heuristically more satisfactory as explanations 

than are the traits seen in isolation. This, then, outlines the 

study: interviewed subjects were asked questions dealing mainly with 

social adjustment, and the data were structured into a typology to 

explain retention rates. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Unfortunately, there has been little research reported on the 

plight of the Chicano student in a predominantly Anglo university. 

What information is available must be pieced together from studies 

on college dropouts without regard to "race, creed, or color," assimi

lation and marginal status studies, and studies of the Chicano predica

ment in the Southwest. 

Tinto's (1975) flow model of the decision-making process, 

which includes the channels of college entrance and exit, most closely 

resembles that used in this study. He sees the situation as basically 

one of integrating oneself into a particular environment and, based 

on that integration, making the necessary commitments to continue in 

it or not. Success in that environment involves two necessary kinds 

of commitments--social and academic. Figure 1 is his model of the 

process. 

How this integration process described by Tinto occurs with 

Chicano students is the question this study explores. Most researchers 

have felt that a Chicano student from a traditional Latin background 

finds himself in an alien environment attending a large, impersonal. 
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predominantly Anglo campus. If the student is from a traditional 

background, much of the literature suggests that there are certain 

values he brings with him which conflict violently with the university 

culture. This cultural conflict, it is claimed, concerns areas that 

Influence In many ways the adjustment the Chicano student is able to 

make to the university. Some of these values identified in previous 

studies (Madsen, 1964; Schwartz, 1971; Karl and McGuire, 1969; 

Brussel, 1967; Anderson and Evans, 1970; Chandler, 1974) are fatalism, 

present-time orientation, familism, harmonic relation to nature, 

caution in secondary relationships, dependency, machismo, personal ism, 

and a low evaluation of education in general. 

However, many researchers now are questioning the validity of 

the idea that there is, in fact, such a thing as a "Mexican Anerican 

Culture." Penalosa (1967) has said: 

Existentially there is no Mexican American community as 
such, nor is there such a "thing" as flexican American cul
ture. This group is fragmented socially, culturally. 
Ideologically, and organizationally. It is characterized 
by extremely important social class, regional and rural-
urban differences (pp. 405-406). 

Casavantes (1969) goes further to Identify many of the charac

teristics normally associated with Mexican American culture as actually 

a product of their lower socioeconomic class and lists the following 

characteristics as the only truly ethnic ones: 

(1) The majority are from Mexico or have parents or grand
parents from Mexico; (2) They speak the Spanish language, 



and many have a distinguishable accent; (3) They belong 
to the Roman Catholic Church and much of their personal 
behavior is guided by Church dogma; (4) Many have darker 
skin, dark hair, and brown eyes that distinguish them 
from white Anglos; (5) They live in the five southwestern 
states of the United States; (6) The average educational 
level is less than eight years of schooling for those 
over twenty-five; (7) Between 30 and 40 percent of the 
families earn less than $3,000 per year; thus, they may be 
said to be living in the culture of poverty (table B). 

In short, what Gordon (1964) has called "ethclass"—"the subsociety 

created by the intersection of the vertical stratifications of ethnicity 

with the horizontal stratifications of social class" (p. 51)--may 

account for the feelings of marginality a Chicano student night 

experience in a predominantly Anglo and middle-class institution. 

Whatever conflicts a Chicano student feels on campus might possibly 

be the result of his lower socioeconomic background and the rejection 

he may experience having a darker skin, speaking with an accent, and 

having a Spanish surname. 

Studies are fairly consistent in regard to the process 

suggested by which a student integrates himself into the culture of 

the Anglo, middle-class university. The consensus seems to be that. 

In the past at least, an upwardly mobile member of an ethclass group 

integrated himself into a higher ethclass group by leaving behind as 

much as he saw as necessary of the characteristics of his former eth

class Identity and fitting himself to the core culture (Gordon, 1964; 

Child, 1943; Madsen, 1964; Kerckhoff, 1959; Kerckhoff & McCormick, 

1955; Parker & Kleiner, 1964). The reactions to these expectations 



of the dominant culture that he change can be sources of considerable 

conflict and alienation. 

The perceptions of the extent and direction that the adjust

ment should take are dependent to a large extent on a familiar socio

logical concept—that of past and present reference groups. Past 

reference groups, or the process known as anticipatory socialization, 

have the effect of preparing the student in some way for his entrance 

into this Anglo, middle-class world. Kahl (1953), in "Education and 

Occupational Aspiration of 'Common Man' Boys," and Sewell and Shah 

(1968) in "Social Class, Parental Encouragement and Educational 

Aspirations," both rely on the importance of parental encouragement 

In educational planning of students. In fact, Kahl finds that those 

"Common Man" boys aspiring to college often have parents dissatisfied 

with their own positions in the stratification system and encouraging 

their children to seek upward mobility by means of a college degree. 

Also, Farris and Bryner (1970, p. 421) find that Chicano students 

persisting through high school have an exceptionally high evaluation 

of education, normally perceived of as an Anglo value. They hypothe

size that the Chicano students managed to "make it" by "out-Angloing 

the Anglo." 

The importance of the present reference group of the student, 

his perception of how well he "fits" into his environment, has been 

attested to by many of the researchers on college dropouts 



8 

(Thistlewaite & Wheeler, 1966; Wallace, 1965; Davis, 1963; Trow, I960; 

Sanford, 1962; Pervin & Donald, 1964; Cope & Hewitt, 1971). But, 

because an Anglo campus may be perceived of as particularly hostile, 

the reference group a minority student chooses will be crucial. 

Yates (1973) focuses on the isolation a marginal student might 

experience, saying, "The already strong peer group bonds among the 

black students are reinforced in the pressured and security-starved 

environment of the university" (p. 22). Regarding Chicano students 

Angel (1969) has said, "The student needs to have some group on campus 

with which he can identify. The impersonality and anonymity of 

dormitory life, of large classes bear heavily on continuance in 

college" (p. 64). The reference group is thus critical in the 

struggle to determine the style and worth of adjustment, for it can 

either facilitate the process by providing support for the student or 

Impede it by presenting him with conflicts antagonistic to his adjust

ment to the academic world. 

Some studies have mentioned specific problem areas for the 

Chicano student in which a reference group could provide support, 

such as poor high school preparation, inadequate command of English, 

poor study habits, financial problems, poor self-concept, conflicts 

with the home environment, lack of "belonqingness" to the university, 

and relations with peers ("A Report of the University of New Mexico's 

College Enrichment Program," 1971; "Los Angeles City College Peer 



Counseling Program," 1970; Medieros & Rech, 1974; Murray & Pettibone, 

1972). Thus, past and present reference groups can be seen, then, as 

constraints on the interpretation the student makes of the adjustment 

process. 

Although there are no models dealing particularly with minor

ity students in majority universities, there are several broad 

theoretical concepts available as an aid in organizing this study. 

One can, for example, see adjustment to university life as a process 

of assimilation Into a university subculture, though not necessarily 

Into Anglo culture at large. Gordon's (1964) model shown in figure 2 

suggests a group of process variables for assimilation. Most impor

tant, this model does not suggest that total assimilation into campus 

culture is necessary or even desirable. Rather, it is a catalogue of 

variables which, if present at one time in a single group, would indi

cate a complete loss of identity. The purpose in proposing this model 

Is to find which variables are considered necessary to the students 

themselves for a satisfactory adjustment to university life. The fact 

seems to be that the rhetoric of Chicano movements, as well as that of 

other ethnic groups, suggests a preference for a pluralistic society 

rather than an homogeneous one, or at the least a greater tolerance for 

ethnic differences. 

Gordon's model was used by Patrick Gallo in his recent book, 

Ethnic Alienation: The Italian Americans. Gallo, however, is writing 
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Subprocess or Condition 

Change of cultural patterns to 
those of host society 

Type or Stage of Assimilation 

Cultural or behavioral 
assimilation 

Large-scale entrance into 
cliques, clubs, and institu
tions of host society on 
primary group level 

Structural assimilation 

3. Large-scale intermarriage Marital assimilation 

Development of sense of 
peoplehood based exclusively 
on host society 

Identificational assimilation 

5. Absence of prejudice Attitude receptlonal 
assimilation 

6. Absence of discrimination Behavior receptional assimila 
tion 

7. Absence of value and power 
conflict 

Civic assimilation 

Fig. 2. The assimilation variables 

SOURCE: Milton Gordon, Assimilation in American Life: The 
Role of Race, Religion, and National Origins (New York: Oxford 
University Press, 1964), table 5, p. 71. 
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about the political alienation rather than the educational alienation 

of Italian Americans as it relates to their level of assimilation. 

His (Gallo, 1974) description of political alienation demonstrates 

how fruitful the concept of alienation can be when used with that of 

assimilation: 

Political alienation, as employed in this study, is the 
rejection by the individual of the dominant roles, values, 
and Institutions of society based upon a real or perceived 
exclusion of the individual from the political processes 
of society by other individuals, groups, or the power 
arrangements in that society (p. 14). 

Several studies have dealt more particularly with the alienated 

college student. Cope and Hewlett (1971) found, for example, that 

their Social Press factor, including such things as "feeling lost," 

"not finding congenial groups," "difficulty with students who had 

different standards," was the most important factor in predicting a 

student's dropping out. Similar to Gordon's concept of ethclass, a 

study dealing with lower class college student isolation was conducted 

by Ellis and Lane. Intriguingly, they found that the feelings of 

Isolation, as well as objective indicators of estrangement, persisted 

for most of these lower class students throughout their college careers, 

in spite of the students' successes in meeting academic and athletic 

criteria and of anticipatory socialization. In another study, using 

a technique similar to the one later explained in this paper, Gottlieb 

and Ramsey (1964, p. 192) describe a typology made of university stu

dents. Later this typology was used by Knop (1967) to explain college 
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dropouts. The type with the most chance of success was the Academic, 

because as Knop theorized, they met the expectations of three sig

nificant reference groups: their parents, peers, and professors. 

Finally, Jan Hajda's study of college intellectuals con

sidered alienation from a position most closely resembling that used 

In this study. Alienation, according to Hajda (1961) is an "indi

vidual's feeling of uneasiness or discomfort which reflects his 

exclusion or self-exclusion from social and cultural participation" 

(p. 758). Hajda's argument is basically one of congruous reference 

groups: 

According to this proposition, the intensity of the feel
ing of alienation should vary with (1) the number of quali
tatively different collectivities an individual belongs to 
and thus the number of subcultures he participates in; 
(2) the extent to which the membership in these collectivi
ties is concentrically coordinated with, grows out of, or 
is supported by the personal primary groups, such as one's 
family and one's childhood, adolescent, and adult peer 
groups, as well as by the ties to one's birthplace, neigh
borhood, or community of residence; (3) the degree to which 
the ties to chronologically earlier membership groups are 
not discarded or attenuated in favor of a commitment or 
attachment to new and substantially different social ties. 
I.e., the extent of continuity of cormitment and attach
ment during one's life cycle; and, finally, (4) the extent 
to which the membership collectivities to which one belongs 
represent or symbolize the main body of the society and are 
Infused with the prevalent values, norms, beliefs (p. 759). 

Hajda links this usage of alienation to assimilation as well, saying 

of the unassimilated minority: 

The more distinct the minority, the more abrupt the transi
tion, and the greater the likelihood of the individual's 
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alienation from the larger society. On the other hand, 
successful self-inclusion into the majority puts the indi
vidual in the midstream of his society and its traditions, 
customs, and interests. It is the process that has been 
discussed in the sociological literature under the head
ings of assimilation, acculturation, and amalgamation 
(p. 762). 

Summarizing, then, it is the purpose of this research to show 

how adjustment styles, defined by assimilation and feelings of aliena

tion, influence retention rates and, in turn, how these adjustment 

styles are affected by past and present reference groups. Formal 

hypotheses may be stated as follows: 

I. The Chicano student's type of adjustment to life at Texas 
Tech will differ significantly according to his assimila
tion style and feelings of alienation. 

II. The type of adjustment will be related significantly to 
whether Chicano students will stay at Texas Tech until 
graduation. 

III. The Chicano student's type of adjustment will be deter
mined by past (anticipatory socialization) and present 
reference groups. 

Figure 3 outlines these relationships. 
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CHAPTER III 

METHODOLOGY 

The choice of variables to measure adjustment styles and 

social relationships was suggested from the studies cited earlier. 

Past and present reference groups were frequently referred to in the 

literature. For example, Kahl (1953) found parental encouragement to 

be an Important factor in "Common Man" boys' going on to college. 

Stoddard, in Mexican Americans (1973), has listed three important 

reference groups influencing the student--"his family, his peer group, 

and the school functionaries" (p. 134). Hajda (1961), in his aliena

tion questionnaire, investigated social status of parents, size of 

community or origin, relations with parents, parental expectations, 

participation in high school peer groups, and emulation of faculty. 

Similarly, this researcher derived variables from preliminary inter

views with Chicano students and advisors which suggest the importance 

of certain reference groups for this particular university. 

Ideas for the assimilation style and alienation questions 

came primarily from two studies. Child (1943) and Gallo (1974), both 

of which dealt with Italian Americans. Some precedent can be found 

for comparing Mexican American to Italian American modes of adjustment 

15 
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Penalosa (1967) has said: 

Current changes appear to indicate a metamorphosis of the 
group from a lower ethnic caste to a minority group resemb
ling a European immigrant group of a generation or two aao, 
such as, for example, the Italian Americans in New York, 
Boston or San Francisco (p. 415). 

Although he did not print his interview schedule, it can be surmised 

from Child's book that he was particularly interested in differences 

In cultural patterns (language, food, physical beauty, social rela

tionships), experiences of prejudice and reaction to it, marital 

preference, and relations with Anglos in specific areas of friendship, 

dating, and formal and informal groups. Gallo printed his lengthy 

Interview schedule from which many ideas were taken and used in this 

study. Of particular interest were his questions dealing with resi

dence, education, family relations, religion, satisfaction with 

economic status, and use of the Italian language. 

The random sample drawn for this study included 150 Spanish 

surname undergraduate students who enrolled at Texas Tech from Fall 

1973 to Spring 1975. This number represents about 20 percent of the 

entire Spanish surname population enrolled at that time. Of that 150, 

complete, usable interviews were obtained from 85 individuals. In 

the unobtained 65, 14 were found to be ineligible for the study, 

usually because they were not Chicano (by the definition of this 

study, a Chicano is someone of Mexican ancestry who is in this 

country on a permanent basis), 3 were refusals, and 29 were never 
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located. Another 14 were found to be living outside the state and 

were sent letters asking them to comment on their experiences at 

Tech as Chicano students. Of the 85 obtained interviews, 49 were 

either currently students at Tech or had graduated (Retainees), and 

36 had either dropped out of college altogether or had transferred 

to another college (Dropouts). Although the 85 are not a strictly 

random sample. It is felt that the selection of this group is not 

biased according to two important criterion dimensions. The proportion 

of dropouts was approximately the same, about 40 percent, as that 

found In the total population of 800. In addition, the proportion of 

West Texas residents to the total (79 percent) was about that found in 

the random sample of 150 (72 percent). 

Initial contact for all subjects was by letter (see app. A). 

followed by either a telephone call or home visit to arrange for an 

Interview. The interviews were all done by this researcher and took 

from one to three hours to complete. They were conducted at the sub

ject's convenience either on campus, at his work, at his home, or at 

the researcher's home. 

To gather data for this study, an open-ended interview was 

used. This method has been recommended under two conditions, both of 

which applied to this study: (1) when the investigator is conduct

ing a study of opinions or attitudes, especially when those atti

tudes are complex and emotional; and (2) when the investigation 
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Is exploratory (Parten, 1950; Merton & Kendall, 1964; Moser, 1959). 

Thus, the schedule (see app. B) was composed of nondirective questions 

with specific probes Included to be sure that all areas under investi

gation were covered. 

The organization and analysis of this kind of qualitative 

Information presented special problems. The first step was to get 

the data from the Interviews coded into computer readable form. This 

coding was done by the researcher with the intent to define ordinal 

scale values for the variables. When the coding was spot-checked by 

three Independent coders for reliability on a random sample of five 

of the Interviews, these interviews were coded identically about 85 

percent of the time. 

The major conceptual tool for analysis of the now coded data 

was to be an empirically verified typology of adjustment styles. 

This typology was to be constructed from the intersection of three 

dimensions. To reduce the data to the three dimensions, factor analy

sis was used. Because of the ordinal nature of the variables and the 

uneven distribution of values, several accommodations had to be made: 

the correlations used in the factor analysis were Spearman correla

tion coefficients on the variables dichotomized at the median. Using 

Distributions of variables and dimensions are in app. C. For 
a discussion of factor analysis on less than interval level variables 
see Rummel, 1970, pp. 216-226, 296, 297; and Comrey, 1973, pp. 197-
211. 
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varimax rotation and calling for three factors, figure 4 shows the 

variables that organized themselves into the dimensions. Table 1 

shows the factor loadings, communalities, and percent of variance 

accounted for in the three factors. 

Next, the variables in each dimension were checked to see if 

they could be put into an additive scale. This was done by using cross-

tabulations of each variable by the sum of every other variable in the 

scale. If the percentage of that variable in each cell of the scale 

as it went from low to high was progressively greater for the higher 

value, the variables were assumed to be additive. For the total of 

ten variables, this process was perfect for seven and was off by no 

more than four percentage points for adjoining cells for the other 

three. Each scale was then dichotomized again at the median. A 

dichotomization was decided on because the number of values of each 

dimension of the type is the basis for determining the number of types 

possible. For example, if the values had been trichotomized, the num

ber of types would have jumped from eight (2^) to twenty-seven (3-^). 

Before discussing the typology as a whole, the dimensions in 

isolation, their relations to each other and to retention, will be 

examined. Table 2 shows the relationships between the different 

dimensions. The dimensions, then, prove to be statistically 

Independent. 
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!• Identity with Ethnic Group 

Variable 1 How many Chicano organizations on campus the subject 
belonged to 

Variable 2 The ethnic group the subject felt closest to 

Variable 3 Whether the subject preferred the same label he thought 
other Chicano students preferred 

Variable 4 The number of times the subject mentioned feeling 
excluded from the Chicano group on campus 

II. Perception of Prejudice 

Variable 5 What new political approaches might be recommended by 
minority groups to better their position 

Variable 6 How the Tech administration reacts to complaints by 
minority students 

Variable 7 Whether a Chicano president of the Tech student body 
could represent other Chicano students 

Variable 8 How many times the subject mentioned prejudice against 
Chicanos 

III. Commitment to Scholarship 

Variable 9 How the subject's grades compared to most other students 

Variable 10 How the time the subject spent studying compared to most 
other students 

Fig. 4. Variables in dimensions of the typology 
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TABLE 1 

FACTOR LOADINGS, COMTiUNALITIES, AND PERCENT OF VARIANCE ACCOUNTED FOR 

Variables 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

Percent 
of 

Variance 

Loadings 

Dimension I 

.42 

-49 

.71 

.46 

.03 

.09 

.11 

.32 

.01 

.05 

47% 

Dimension 

.15 

.04 

.05 

.05 

.46 

.43 

.38 

.75 

.14 

.11 

27% 

II Dimension 

.10 

.10 

.11 

.13 

.03 

.09 

.14 

.05 

.49 

.77 

26% 

III 
Communalities 

.20 

.26 

.51 

.23 

.21 

.20 

.17 

.66 

.26 

.61 



TABLE 2 

RELATIONSHIPS BETWEEN DIMENSIONS 

22 

Low High 

Perception of Prejudice 

Ethnic 
identity: 

Low 

High 

Ethnic 
identity: 

Low 

High 

Perception of 
prejudice: 

Low 

High 

20 

15 

26 

34 

Commitment to Scholarship 

23 

21 

23 

18 

18 

26 

17 

24 

X^ = .06 

p = .80 

X^ = .02 

p = .89 

X = .03 

p = .87 
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Next, the relationships between each individual dimension and 

retention are examined in table 3. One sees from this table that 

some of the dimensions predict retention much better than others, 

perception of prejudice being the best and ethnic identity being by 

far the worst. Nevertheless, it was decided to keep ethnic identity 

In the typology because of the large amount of the variance it pre

dicted in the factor analysis. 

Last, the three dimensions v/ere ordered into the eight possi

ble combinations and crosstabulated with retention. When that was 

done, the types were ranked according to those most likely to result 

X T 4.4.- U..U r-i-i- r 1 Retainees - Dropouts 
in successful retention by the following formula: Retainees + Dropouts 

per type. The results of that process may be seen in table 4. 



TABLE 3 

INDIVIDUAL DIMENSIONS BY RETENTION 

24 

Retention 

Dropouts Retainees 

Perception of 
prejudice: 

Low 

High 

Cormitment to 
scholarship 

20 

16 

Low 

High 

Ethnic 
identity: 

Low 

High 

23 

13 

21 

15 

15 

34 

21 

X = 4.35 

p = -04 

X̂  = 2.83 

28 

25 

24 

p = .09 

X^ = 0.20 

p = .65 
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TABLE 4 

TYPOLOGY BY RETENTION 
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I (Comfortable) Low High High 

II (Disinterested Committed) High High Low 10 

III (Interested Committed) 

IV (Interested Observers) 

V (Uncomfortable) 

VI (Scholars) 

VII (Unlnvolved) 

VIII (Uncommitted) 

High High High 8 

High Low High 9 

High Low Low 7 

Low High Low 4 

Low Low 

Low Low 

X^ = 15.28 
p = .03 

Low 

High 

1 

3 

3 

4 

6 

6 

6 

7 

CO 

+ .71 

+ .54 

+ .45 

+ .38 

+ .08 

-.20 

-.20 

-.75 

NOTE: In looking at a typology of this nature, an interesting 
but perhaps esoteric relationship becomes apparent. Theoretically, the 
perfect proof of a typology ranked as this is, in terms of prediction of 
some variable, would be for the type that most strongly predicts posi
tively, the first, to be the direct opposite of the type that most 
strongly predicts negatively, the last; then for the type that next 
most strongly predicts positively, the second, to be the opposite of 
the type that next most strongly predicts negatively, the next to last, 
etc. There are several problems with this occurring in this typology. 
For one thing, the tie in ranks between Types VI and VII makes this 
criterion Impossible to fulfill. Secondly, Types I and V are the 
opposites of each other instead of Types I and VIII, as theoretically 
predicted. Nevertheless, in this typology each type in the first 
half. Types I through IV, is the opposite of a type in the second half, 
a less stringent version of this criterion. 



CHAPTER IV 

FINDINGS AND DISCUSSION 

Hypothesis I—The Typology 

To make discussion of the types easier, they have been given 

names. Type I is called the Comfortable because they seem to feel 

themselves so much at home at Tech. While identifying themselves 

with their ethnic group, they do not perceive prejudice existing 

against that group on campus. They also value scholarship, an impor

tant value for university adjustment. Type II is called the Dis

interested Committed, for while they see a lot of prejudice they do 

not see themselves as part of that disenfranchised group. Like the 

Comfortable, they value scholarship. Type III has been called the 

Interested Committed. Unlike the Disinterested Committed, they iden

tify themselves with the disenfranchised group. Type IV, the Inte

rested Observers, shares the Interested Committed's viewpoint about 

prejudice but does not value scholarship. The Uncomfortable, Type V, 

see themselves as part of the group against whom there is a lot of 

prejudice and do not value scholarship. Type VI is called the 

Scholars because the only Interest they show seems to be in learning. 

Type VII, the Unlnvolved, does not show even this interest. Type VIII, 

26 
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on the other hand, is called the Uncomnitted because they identify 

themselves with their ethnic group but see no prejudice on campus and 

do not value scholarship. 

Before going further, an evaluation of what has been accom

plished in terms of the original hypotheses is in order. The first 

hypothesis stated that certain patterns in adjustment would differenti

ate Chicano students in terms of their assimilation style and feelings 

of alienation. The second hypothesis stated that those differences 

would predict retention rates. What this typology represents so far, 

then, may be seen as the patterning of assimilation styles and feel

ings of alienation at the university. Basically, to review, the 

factor analysis revealed three dimensions. The perception of prejudice 

deals with the feelings of alienation a person as a member of a particu

lar ethnic group feels towards the campus at large. The other two 

factors, ethnic identification and commitment to scholarship, deal 

with the assimilation of an individual into first that group of college 

students sharing a high evaluation of the task of college, scholar

ship; and, secondly, that group of college students sharing his eth

nic Identity. Supporting Hypothesis II, assimilation style and feel

ings of alienation were found to be related to retention at the .03 

level of significance. 

In agreement with Knop's typology, the student most likely 

to persist in college, the Comfortable (Type I), is that student most 
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at home in the sense of feeling supported by more university values. 

He Is the one who feels his ethnic group is accepted by the university, 

has a high commitment to scholarship, and identifies strongly with his 

own ethnic group. Yet, if Types I (the Comfortable) through IV (the 

Interested Observers) are collapsed as the types most likely to 

successfully complete college, a slightly different picture emerges. 

The modal values of the dimensions remain the same for commitment to 

scholarship, a high commitment, and ethnic identity, a strong identi

fication; however, for perception of prejudice, the modal category 

becomes a high perception of prejudice. Looking at tables of indi

vidual dimensions by retention, one finds this to be generally the 

case. Why a high perception of prejudice, or strong feelings of 

alienation, should engender retention is an unexpected finding that 

needs an explanation. In reviewing the interviews one finds in the 

Disinterested and Interested Committed (II and III) a remarkable 

motivation; 44 percent of the current students reported never even 

considering quitting school as compared with 23 percent for the other 

types. The sources of this motivation seem often to lie in overcoming 

the prejudice they see around them. 

A student who was carrying a full course load, working eight 

hours a day, practicing a musical instrument, and occasionally spend

ing time with his wife and child, had the following comment when 

asked about people who tried to disguise their Spanish surnames: 
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"I would be even more proud if I made it with my own name" [41]^. 

Another, a female, replied when asked what her goals were when she 

came to college said: "To be a but to prove I was a Chicana 

and I was going to make it" [641. Still another, a man with four 

children, very involved in the Catholic church answered the question 

about what gaps college had created for him by saying: "r.'one, every

one I know knows why I am coming to school" [15]. 

These students seem to see college as a means of "bettering 

themselves," a phrase heard often, and, in the process, of helping 

their families. A frequent response was that they would be able to 

help their parents when they graduated to repay a little of what they 

had been given. "I would take them with me. They don't believe it, 

but I won't leave them" [81. To accomplish these goals, many 

obstacles are overcome--broken engagements, traditional fathers who 

think a girl should stay at home until she marries, an unsympathetic 

bureaucracy. Even though one woman (who held down two part-time 

jobs) felt she was originally denied admission because she was a 

Chicana, she said during the interview: "I don't hold it against 

them now. I have to make it on my own. No one else will help" [261. 

This kind of response to the prejudice they see can paradoxically 

motivate Chicanos to overcome it for themselves, their families, 

and their people. 

^The number in parentheses after a quotation is the case num
ber of the subject. 
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Hypothesis II--Retention Decision Dynamics 

There Is no doubt that seeing the dependent variable retention 

as it is defined here in terms of either being jil or out of college 

Is an oversimplification of the decision-making process. The dynamics 

Involved in decision-making can be seen in two ways, as changes in 

behavior patterns or as changes in mental processes. For example, 

six of the thirty-six dropouts had actually transferred to another 

college and seventeen of those currently in college had dropped out 

earlier and returned. Table 5 shows how these behavior patterns 

relate to the typology. It is interesting to note that even though 

the cell sizes are small, the types are still related to these 

behavior pattern dynamics. 

Another way to consider the dynamics of decision-making is to 

consider them as mental processes. How many current students are 

considering dropping out and how many dropouts are considering return

ing? The result of crosstabulating these dynamics by the typology is 

shown In Table 6. 

Hypothesis III—Reference Groups 

Characteristics of 
the Sample 

To better understand the implications of the third hypothesis 

dealing with reference groups, a look at some of the descriptive facts 

about the sample as a whole is important. Most of these facts point 
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TABLE 5 

DYNAMICS OF BEHAVIOR PATTERNS BY RETENTION 

Types 

I (Comfortable) 

II (Disinterested 
Committed) 

III (Interested 
Committed) 

IV (Interested 
Observers) 

V (Uncomfortable) 

VI (Scholars) 

VII (Unlnvolved) 

VIII (Uncommitted) 

Consecu 

4 

8 

6 

7 

6 

3 

4 

0 

Retainees 

tive 

Tau 

Non-

-o
 

o 
II 

II 

•consecutive 

2 

2 

2 

2 

1 

1 

0 

1 

.31 

.0002 

Dro| 

Transfers 

0 

2 

1 

0 

0 

2 

0 

1 

lOUtS 

Dropouts 

1 

1 

2 

4 

6 

4 

6 

6 
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TABLE 6 

DYNAMICS OF MENTAL PROCESSES BY RETENTION 

Types 

I (Comfortable) 

II (Disinterested 
Committed) 

III (Interested 
Committed) 

IV (Interested 
Observers) 

V (Uncomfortable) 

VI (Scholars) 

VII (Unlnvolved) 

VIII (Uncommitted) 

Reta 

Committed 

6 

10 

8 

8 

7 

4 

4 

0 

Tau 

inees 

Undecided 

C = 
p 

0 

0 

0 

1 

0 

0 

0 

1 

= .32 
= .0001 

Dropouts 

Intend 
Return 

0 

1 

0 

2 

1 

1 

2 

2 

to Don't Intend to 
Return 

1 

2 

3 

2 

5 

5 

4 

5 
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up the practical difficulties involved in a Chicano getting a college 

education. Perhaps the most decisive fact about the sample is their 

mean age, 25.6 years of age. From this alone, it can be seen that 

very few students came to college directly from high school. Because 

the group is older, it is not surprising that 53 percent are married. 

By far, most of the students are from Lubbock and the surrounding 

area, probably because it is much cheaper to live at home while going 

to college than in a dormitory. The map in figure 5 shows the major 

concentrations of students by hometown. The mean years of schooling 

of their parents, 5.84, is comparable to the 5.5 median years of school

ing for Lubbock County reported in the 1970 census for Spanish surname 

population. The census further lists the mean family income of this 

group as $5,502. 

The age of the sample and income level of their families 

bring up an often overlooked reality of college life--how it is 

financed. This becomes particularly important when one realizes that 

40 percent of the dropouts cited financial hardship as the reason for 

dropping out of college. Table 7 shows different sources of income 

by retention. Several things become obvious in looking at the table. 

For one thing, only around one-fourth of the Chicano students are 

receiving any financial support from their parents, and near 90 percent 

are working at least part-time to help pay their college expenses. 

The biggest differences in the Retainees' and Dropouts' sources of 
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Fig. 5. Geographic concentration of students by hometown 
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TABLE 7 

SOURCES OF INCOME BY PERCENT RETENTION 

Sources of Income Percent Retainees Percent Dropouts 

•k 

Parents 24.5 27.8 

Own work 89.8 86.1 

G. I. Bill 28.6* 8.3* 

Scholarship 34.7* 11.1 

Grant 28.6 30.6 

Loan 40.8 27.8 

N= 49 N= 36 

2 
*X significant at .05 level of significance on raw 

frequencies. 
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Income are the 6. I. Bill and scholarship recipients. Unlike the 

other forms of outside financial support such as grants or loans 

which are given out on the basis of need, the G. I. Bill and scholar

ships require some past effort to have been expended, either in a 

military duty station or by past accomplishments in high school. 

This show of extra commitment, as well as the maturity of the students, 

can be seen as evidence of their own intense desire to "better 

themselves." 

Past Reference Groups 

Two past reference groups will be considered in seeing what 

influences from the past might have encouraged the students' coming 

to college; their family of origin and their high school teachers and 

peers. 

Table 8 shows the relationship between the number who reported 

feeling as they were growing up that their parents planned for them to 

go to college and the typology of adjustment styles. As the table 

demonstrates, there seems to be no significant relationship between 

parental encouragement and the adjustment types. 

Table 9 is directed to how many subjects had brothers and 

sisters with some education beyond high school. There also seems to 

be little relationship between brothers and sisters having some post-

secondary education and the typology. In fact, the only type that 
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II 

III 

IV 

VI 

VII 

VIII 

TABLE 8 

PARENTAL ENCOURAGEMENT FOR COLLEGE BY TYPOLOGY 

No Parental Some Parental 
Types Encouragement Encouragement 

For College For College 

Comfortable) 4 3 

Disinterested Committed) 8 5 

Interested Committed) 6 5 

Interested Observers) 7 6 

Uncomfortable) 8 5 

Scholars) 5 5 

Unlnvolved) 5 5 

Uncommitted) 5 3 

Tau C not significant 



38 

TABLE 9 

SIBLINGS EDUCATED PAST HIGH SCHOOL BY TYPOLOGY 

J No Siblings Past At Least One Sibling 
^ P ^ High School Past High School 

I (Comfortable) 0 7 

II (Disinterested Committed) 5 8 

III (Interested Committed) 6 5 

IV (Interested Observers) 7 6 

V (Uncomfortable) 6 7 

VI (Scholars) 2 8 

VII (Unlnvolved) 2 8 

VIII (Uncommitted) 4 4 

Tau C not significant 
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does behave as expected is the Comfortable (I) in which fully 100 

percent had brothers and sisters pursuing higher education. 

The next past reference group considered deals with high 

school. First to be examined is the effect of school personnel. 

Table 10 demonstrates the relationship between school personnel influ

ence toward college and the typology. Once again, there seems to 

be no significant relationship between adult influence toward college 

and the typology except for the Comfortable (I) which has the largest 

proportion noting encouragement in high school for college 

attendance. 

Table 11 explores the relationship between having high school 

peers that went to college and the typology. There does seem to be 

a stronger relationship between the friends one had in high school 

who went on to college and one's adjustment type, but surprisingly 

the relationship is negative. Of course, from these data, it cannot 

be known whether or not the friends who continued on to college com

pleted their education. It is possible that having many high school 

friends going to college who later drop out may be more of a hindrance 

than a help. 

In general, past reference group support seems to have little 

effect on adjustment to college except for a few isolated types such 

as the Comfortable. The above average maturity of the individuals 

In this sample may weaken the relationship between past reference 
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TABLE 10 

HIGH SCHOOL PERSONNEL ENCOURAGEMENT FOR COLLEGE BY TYPOLOGY 

Types 
No Encouragement Some Encouragement 

for College for College 

I (Comfortable) 

II (Disinterested Committed) 

III (Interested Committed) 

IV (Interested Observers) 

V (Uncomfortable) 

VI (Scholars) 

VII (Unlnvolved) 

VIII (Uncommitted) 

2 

10 

10 

8 

7 

5 

3 

4 

3 

5 

3 

4 

2 

Tau C not significant 
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TABLE 11 

HIGH SCHOOL PEERS GOING TO COLLEGE BY TYPOLOGY 

Type 
No High School Some High School 
Peers to College Peers to College 

I (Comfortable) 

II (Disinterested Committed) 

III (Interested Committed) 

IV (Interested Observers) 

V (Uncomfortable) 

VI (Scholars) 

VII (Unlnvolved) 

VIII (Uncommitted) 

1 

5 

2 

4 

0 

0 

1 

1 

6 

8 

9 

9 

13 

10 

9 

7 

Tau C 

P 

.19 

.02 
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groups and adjustment styles. Quite possibly the present reference 

groups will be more important. 

Present Reference Groups 

The present reference groups considered are three--the stu

dent's spouse, work, and on-campus reference groups. 

The support of the spouse in a college career seems to be 

critical in the adjustment style of the student. Tables 12 and 13 

show the marital status of the students by types and, if married, the 

effect they think their marriage has had on their college careers. A 

supportive spouse, then, seems to be crucial to the choice of an 

adjustment style which encourages completion of college. 

Table 14 examines the influence of work associates upon the 

choice of an adjustment style. As evidenced in the table, work associ

ates seem to have no consistent effect on adjustment to college. 

Table 15 reviews the effect of on-campus reference groups upon 

continuance in college. An interesting fact is that over one-half of 

the subjects reported no college influences at all. Of the types, 

however, the Comfortable (I) again had the lowest proportion reporting 

no Influence, while the Unlnvolved (VII) and Uncommitted (VIII) had 

the highest proportions reporting no Influence in college. 

Another variable reflects this involvement with college life: 

the number of experiences such as counseling, recruiting, faculty 
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TABLE 12 

MARITAL STATUS BY TYPOLOGY 

Type Unmarried Married 

Comfortable) 3 4 

Disinterested Committed) 6 7 II 

III 

IV 

VI 

VII 

VIII 

Interested Committed) 3 8 

Interested Observers) 5 8 

Uncomfortable) 3 10 

Scholars) 9 1 

Unlnvolved) 7 3 

Uncommitted) 4 4 

Tau C = .21 p = .04 
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I 

II 

III 

IV 

V 

VI 

VII 

VIII 

EFFECT OF 

Types 

(Comfortable) 

(Disinterested Comm-

TABLE 

r^RRIAGE 

Itted) 

(Interested Committed) 

(Interested Observers) 

(Uncomfortable) 

(Scholars) 

(Unlnvolved) 

(Uncommitted) 

Tau 

ON 

C 

P 

13 

COLLEGE 

Good 
Effect 

4 

7 

7 

1 

3 

0 

0 

1 

= .62 
= .0000 

BY TYPOLOGY 

Neutral 
Effect 

0 

0 

0 

4 

2 

0 

1 

0 

Bad 
Effect 

0 

0 

0 

2 

2 

1 

2 

2 
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I 

II 

III 

IV 

V 

VI 

VII 

VIII 

TABLE 

SUPPORT OF WORK ASSOCIATES 

Type 

(Comfortable) 

(Disinterested Committed) 

(Interested Committed) 

(Interested Observers) 

(Uncomfortable) 

(Scholars) 

(Unlnvolved) 

(Uncommitted) 

Tau C not s 

14 

FOR 

No 
for 

igni" 

COLLEGE BY 

Support 
' College 

4 

7 

7 

10 

10 

4 

3 

5 

ficant 

TYPOLOGY 

Some 
for 

Support 
College 

3 

6 

4 

3 

3 

6 

7 

3 



TABLE 15 

NUMBERS OF COLLEGE INFLUENCES BY TYPOLOGY 
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I 

II 

III 

IV 

V 

VI 

VII 

VIII 

Type 

(Comfortable) 

(Disinterested Committed) 

(Interested Committed) 

(Interested Observers) 

(Uncomfortable) 

(Scholars) 

(Unlnvolved) 

(Uncommitted) 

] 

Tau 

No 
[nfluences 

C 

P 

3 

6 

6 

6 

6 

5 

7 

6 

• 

"' • 

15 
05 

One 
Influence 

3 

6 

5 

6 

6 

5 

3 

2 

Several 
Influences 

1 

1 

0 

1 

1 

0 

0 

0 
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hiring, minority courses, and programs which the student took advan

tage of. Table 16 demonstrates that the numbers of these on-campus 

experiences seem also to be related to adjustment types. 

In general, then, much of the reference group information was 

unexpected. Past reference group encouragements seem to have little 

effect on whether a student will make a successful adjustment to 

college life or not. Perhaps the maturity of this sample explains 

the weak relationship best. As people leave the home of their 

parents to go to work, or the Arrny, or marry, new influences modify 

those of home and high school. The choices made at these later 

stages seem to be much more important in forming an adjustment style. 

Especially critical is the emotional support of one's spouse. Con

structive campus reference group involvement is also strongly 

related to adjustment type. 
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TABLE 16 

NUMBERS OF CAMPUS EXPERIENCES BY TYPOLOGY 

VIII (Uncommitted) 

Tau C = .21 
p = .0079 

Type None One Two Three Four 

I (Comfortable) 0 0 4 1 2 

II (Disinterested Committed) 2 3 6 2 0 

III (Interested Committed) 0 1 5 2 3 

IV (Interested Observers) 0 4 2 4 3 

V (Uncomfortable) " 2 5 4 0 2 

VI (Scholars) 3 1 3 2 1 

VII (Unlnvolved) 4 3 0 3 0 

2 0 



CHAPTER 5 

SUMMARY AND CONCLUSIONS 

In summary, types of adjustment for Chicano students were 

found which could be defined in terms of perception of prejudice, 

commitment to scholarship, and ethnic identification. These types, 

in turn, were found to have a significant relationship to retention 

rates. In general, the higher the Chicano student on the three factors, 

the more likely he was to complete college. The adjustment types were 

also related to certain present reference groups, such as spouse 

support of college, influences on campus to continue, and participation 

In campus affairs. Past reference group anticipatory socialization did 

not have the expected effect of determining positive adjustment types. 

Figure 6 describes the model of the decision-making process as borne 

out by research findings. 

Two major theoretical concepts mentioned in the literature, 

assimilation and alienation, take on a unique meaning when applied to 

the Chicano students studied. On the basis of the data gathered, 

Gordon's set of assimilation process variables can only be accepted 

with certain critical reservations. For example, the only cultural 

assimilation necessary for campus adjustment seems to be a commitment 

49 
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to scholarship, and it is debatable whether this is an exclusively 

Anglo value acquired by Chicano students. On the other hand, the most 

successful type of structural assimilation seems to be into the primary 

group of Chicano college students, just as the most successful identi

fication "assimilation" seems to be a sense of peoplehood based on the 

Chicano group. But most interesting is the fact that the perception of 

the absence of prejudice, discrimination, and value and power conflict 

seems to be not only unnecessary but actually detrimental to a success

ful adjustment style. Second, the data gathered on past reference 

groups do not seem to bear out Hajda's theory that feelings of aliena

tion will vary with the continuity of reference groups between life 

stages. In short, constructive assimilation into campus culture for 

a Chicano student means immersion in the issues of interest to them both 

as Chicanos and as students, while alienation from campus culture in 

terms of perceiving prejudice does not mean isolation or lack of 

direction. Quite the contrary, it can mean finding a direction that 

allows one to transcend the perceived inequities. 

Generally, then, one finds successful Chicano students taking 

the direction of a strikingly strong commitment to college. Many of 

the students have come to college after a military tour of duty, a 

family, or a job. Others have had to pursue an erratic college career 

in order to cope with family financial responsibilities. For those 

who have come to college directly from high school, the more successful 
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show their corTmitment through scholarships earned there. This comnit-

ment Is reflected in campus involvements such as forming relationships 

with professors or other students that support them in meeting the prob

lems of a minority college student and getting themselves involved in 

extra campus activities. 

Paradoxically, this strong commitment seems to be often fed 

by an awareness of prejudice against their ethnic group. Their anger 

at prejudice can be converted into an energy, a commitment, to over

come the prejudicial stereotypes they find so offensive. Anger that 

so converts itself seems to be a much more constructive force than 

denying that prejudice exists. 

This Interpretation raises many questions of interest to 

researchers. Because of the exploratory nature of this study, an 

open-ended Interview schedule was used. This technique resulted in a 

certain crudeness in the level of measurement of variables that was 

handled by dichotomization and appropriate non-parametric statistics. 

With the significant variables now isolated, measurement of the three 

dimensions can be refined and continuums developed. Other questions 

Involve the sample studied. How restricted is this relationship 

between awareness of prejudice and retention to a specific university 

In a given geographical region? In other words, what effect would 

a wider recruitment of Chicano students or a more extensive sample of 

universities have on the findings? 
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Questions of Interest to policy makers Involve such things as 

how much of the data can be accounted for by a general motivation to 

succeed rather than ethnic prejudice or campus involvements. Also, if 

Chicano students were as financially and academically prepared for 

college as many Anglos, how would the results be affected? Answers to 

these and related questions need to be formulated not only by researchers 

and administrators but by all those involved In multicultural education. 
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APPENDIX A: SAMPLE LETTER 

Off ice of the Vice President 
for Academic Affairs j\<i' 

TEXAS TECH UMMRSITY 
P.O. Box 4609/Lubbock, Ttxas 79409 

Phone (806) 742-6214 

Texas Tech University is interested in better meeting 
the needs of i t s ethnic minority students. With th is 
In mind, your name has been randomly selected from a 
l i s t of Spanish surname students enrolled at Tech from 
Fall 1973 to Spring 1975 as a par t ic ipant in a study 
designed to iden t i f y these needs. I would appreciate 
i t i f you v/ould allow me to v i s i t with you for a 
personal in terv iew, and w i l l be ca l l ing you soon to 
set up a convenient t ine and place. 

Looking forward to meeting and ta lk ing with you. 

Sincerely, 

/JLMJ^ Jyyui^ 

Research Assistant 
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APPENDIX B: INTERVIEW SCHEDULE 

1. Sex? Where and when were you born? 

2. Are you or have you ever been married? If yes, when did you 
marry? Do you have any children? If so, how many? Ages? 

3. If married, where and when was your spouse born? How nuch formal 
education does your spouse have? Is he or she working? If so, 
what is his or her occupation? 

4. What are you now doing? 
a. If in college, where are you in college? When do you expect 

to finish? Full time or part time? Major? 
b. If working, what is your occupation? Full time or part time? 

How long have you been working at your present job? 

5. Where are you now living? How long have you lived where you are 
now living? If recently moved, why did you move here? How do 
you feel about the town? 

6. Have you been in the military service? 

7. How many different places outside the military have you lived? 

8. What is the town you lived in the longest? Please describe it. 

9. Do any of your family or your spouse's family live in the town 
you now live in? How often do you visit with your family? 

10. Where did you live while at Tech (for current non-students)? 
How often did you visit with your parents then? 

11. How did your family feel about your coming to Tech—parents, 
siblings? 

12. How many brothers and sisters do you have? How many of them 
went to college? Where? 

13. As you were growing up did you feel that your parents had any 
special plans for you? If so, what? How did you feel about 
those plans? 
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14. Do you think your college grades are important to your parents? 
How do your parents fsel about your grades? 

15. What Is your father/mother's occuoation? What is the last grade 
they finished in school? What language is spoken in your home? 
What language do you now feel more fluent in? 

Now, please think back to the time you were in high school. 

16. What was your high school like? 

17. How would you describe yourself as a student then? 

18. Were there any teachers or other school personnel that particu
larly influenced you? If so, what was their influence? 

19. Do you feel that your high school adequately prepared you for 
college? If not, why not? 

20. Did any teachers or counselors ever advise you about college? 
If so, what was their advice? 

21. How did you get along with school authorities? Did you ever feel 
you were unfairly treated? If so, can you describe an incident? 
How did you feel about it? 

22. What extra curricular activities were you involved in? 

23. What were most of your friends like? 

24. What did most of your friends do after high school? If in college, 

where? 

Now, please think back to the time you first came to college. 

25. Is Tech the first college you attended? If not, how did the 
other college compare in your mind to Tech? 

26. Why did you originally decide to come to Tech? How do you now 

feel about Tech? 
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27. Depending on whether they graduated, are still in college, trans
ferred, or left, ask a, b, or c: 

a. Was there ever a time you felt like leaving Tech? If so, 
under what circumstances? Why did you decide to stay? 

b. Why did you leave Tech to go elsewhere? Did you like it 
better? Why? 

c. Why did you leave college? Do you think you would do the 
same thing again if you had the chance? 

28. Some people like to join a lot of different organizations; others 
like to limit their membership to only those organizations that 
Interest them personally; others prefer more informal groups. How 
do you think of yourself and organizations? 

a. Did you join any campus groups? If so, which ones? Did you 
have any special responsibilities? 

b. Were you a member of any off-campus groups? If so, which 
ones? Did you have any special responsibilities? 

29. Did you see different cliques on campus? If so, what groups? 
Which did you feel closer to, if any? Why? 

30. What were most of your friends like? 

31. Did you ever feel any pressure to associate with only a certain 
group of people? If so, which one? How did you feel? Did you 
ever feel any pressure iTOt to associate with any group? If so, 
which one? How did you feel? Did you find college any different 
from high school in this respect? 

32. How would you describe yourself as a student in college? 

33. What kind of students were most of your friends? 

34. Was there anyone on campus that particularly influenced you? 
What was their influence? 

35. Did you have a particularly hard time with any subjects? If so, 
which ones? What did you do about it? 

36. How did you finance your college? If worked, was there anyone on 
your job that especially influenced you? 
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37. Is your religion an important part of your everyday life? 

38. Are you a member of a particular church? If so, do you mind 
telling me which one? Does your church have a campus 
organization? 

39. Have your religious attitudes changed since early years? Has 
college affected your religious views in any way? If so, in 
what ways? How do you feel about that? 

40. Do you have a definite political party preference? Do you mind 
telling me which party? Have you ever worked for that party in 
any way? Does that party have an active campus organization? 

41. In the past few years do you think minorities have bettered them
selves politically? Why? 

42. Do you think any new political approaches should be tried? If 
so, what sort of new approaches? 

43. What sort of things did you like to do in your free time while at 
Tech? Did you find you were able to do them as often as you would 
have wished? 

44. If married, what effect do you think your marriage has had on 
your college career? 

45. Please Imagine that you are meeting someone for the first time. 
What sort of things about that person would make a difference in 
your conversation with them? 

46. If not answered above, how important do you think ethnic identi
ties are to you in first meetings? 

47. What ethnic label do you prefer to call yourself? What label do 
you think most people at Tech use? If different, what does that 
label mean to you? 

48. How do you think most people at Tech feel about (ethnic) students? 
Did you ever feel that any students looked down on yoj because 
you were (ethnic)? If so, would you mind describing an incident? 
Did you ever feel you were treated unfairly by any faculty or 
administration people because you were (ethnic)? If so, would you 
mind describing an incident? 
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49. How do you think people in the town of Lubbock feel about 
(ethnic) students? 

50. What are the major differences you see in (ethnic) and Anglo ways 
of life? 

51. Which do you feel closer to? If not (ethnic), why? 

52. Do you think Tech Is Interested in helping minority students? 
How do they react to complaints by minority students? 

53. How much experience have you had at Tech with the following ser
vices: counseling, student recruitment, faculty hiring, special 
courses, special programs? 

54. What sort of changes do you think should be made at Tech in these 
same areas? 

55. What strategy do you think is most effective for minority groups 
to take if they have a complaint against the university? 

56. What groups do you think run things at Tech? 

57. If a (ethnic) were elected president of the Tech student body 
in the near future, what sort of person do you think he or she 
would be? How possible do you think that is? 

58. How do you feel about strictly social organizations like sorori
ties and fraternities? Do you think (ethnic) students should 
have their own sororities and fraternities? 

59. Sometimes In the past Immigrants to this country have changed 
their names to more American sounding names. What is your opinion 
of such name changes? Particularly, for Spanish surnames? 

60. How do you feel about (ethnic) intermarrying with people of 
other backgrounds in this country? 

61. Would you want to raise your children any differently from the 
way you were raised? If so, in what way? 

62. Often one hears the term "social class," as in working, upper, 
and middle class. What do you think people mean by that term? 
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63. Do you think social class is important in this country? What 
differences do you think it makes? 

64. What social class would you say your parents are? What social 
class are most of your current friends? 

65. Do you think going to college has created any gaps between you 
and your family or old friends? How do you feel about that? 

66. What goals did you have in mind before you went to college? 
Have they changed in any way? If so, in what way? 

67. What do you expect to be doing in ten years? 

68. Do you think you will be economically better off than your 
parents are? How do you feel about that? 

69. How do you think your chances of achieving these goals compare 
with others in this country? 

70. Do you think college has helped or hurt those chances? In what 
way? 
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APPENDIX C: DISTRIBUTIONS OF SCALE ITEMS AND SCALES 

Var. 1 Var. 2 Var. 3 Var.4 Ethnic Identity 

0-63 1-45 1-69 0-18 4-21 
1-20 2-21 2-16 1-26 5-25 
2- 2 3-19 Mean-1.19 2-21 6-22 

Mean-.28 Mean-1.69 Med1an-l.ll 3- 8 7-10 
Median-.17 Medlan-1.44 4-2 8-7 

5- 3 Mean-5.44 
6- 5 Med1an-5.36 
9- 2 

Mean-1.92 
Medlan-1.44 

Perception of 
Var. 5 Var. 6 Var. 7 Var. 8 Prejudice 

1- 5 2-36 1-28 0- 9 4-17 
2-13 3- 4 2-20 1-5 5-18 
3-13 4-34 3-37 2- 5 6-18 
4-11 5-11 Mean-2.n 3-11 7-22 
5- 6 Mean-3.23 Med1an-2.22 4- 6 8-10 
6-19 Med1an-3.57 5- 9 Mean-5.88 
7- 3 6-11 Med1an-5.91 
8-15 7- 7 

Mean-4.69 8- 8 
Med1an-4.58 9-14 

Mean-4.96 
Med1an-5.22 

Commitment to 
Var. 9 Var. 10 Scholarship 

2-16 
3-25 
4-44 

Mean-3.33 
Median-3.53 

1-25 
2-49 
3-11 

Mean-1.83 
Median-1.85 

1-32 
2-26 
3-27 

Mean-1.94 
Med1an-1.90 
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