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ABSTRACT 

Tinto's Model of Student Departure has been tested in various types of post-

secondary institutions. Researcher's have not, however, examined Tinto's model in 

Christian institutions of higher education. The need for research on student attrition 

fi-om Christian colleges and imiversities is motivated by the deficiency in the 

literature and the following two questions: Is Tinto's model valid at Christian 

institutions of higher education? Would any additional variables unique to these 

institutions add to the predictive validity of Tinto's model for use at these particular 

schools? 

The pvupose of this study is to test three core constructs of Tinto's (1993) 

Model of Student Departure in a Christian institution of higher education. In addition, 

this study will add a spiritual integration variable to Tinto's model that could 

potentially help to better explain retention and attrition at Christian institutions of 

higher education. 

The sample for this study consists of the students who completed the Student 

Information Form, the Institutional Integration Scales, and the spiritual integration 

measure. These students were tracked for one year, fi-om their initial enrollment in the 

fall semester of 2000 through the fall semester of 2001. Students were then placed 

into one of two groups. One group consists of persisters, students who have 

reenrolled for the fall semester of 2001. The second group is termed withdrawers, 

students who did not return for the fall 2001 semester. 
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Survey research and quantitative data analysis was utilized to gather 

information and answer four research questions. The surveys used in this study 

include the Student Information Form (2000), the Institutional Integration Scales 

(Pascarella and Terenzini 1980) and a spiritual integration measure (Schreiner 2000). 

The integration surveys were distributed in the Spring 2001 semester during the 

twelfth week of classes to first-year students enrolled in a required Bible course. 

This study found that two variables contained in the Academic Integration 

construct (student's cumulative G.P.A. and the Academic and Intellectual 

Development Scale), two variables contained in the Social Integration construct 

(Peer-Group Interactions Scale and the student's average number of hours per week 

spent in extra-curricular activities), as well as the constructs of Goal and Intuitional 

Commitment and Spiritual Integration were significant predictors. 
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CHAPTER 1 

INTRODUCTION 

More students leave their first attended higher educational institution in the 

United States than those who stay and complete a degree (Tinto, 1993). Thus, for the 

past three decades student retention has been and still is a major issue at colleges and 

universities throughout the country. The reason for this heightened concern is simple: 

The effects of attrition extend not only to the individual, but the institution, and society 

as a whole (Tinto, 1993; Wade, 1995). This negative trickle down effect, therefore, has 

placed institutions of higher education on the defense. 

Christian institutions of higher education, the focus of this study, are acutely 

aware of the impact of student attrition. The average five-year graduation rate at 

Coimcil for Christian Colleges and Universities (CCCU) institutions was 46.5% 

compared to a 53.9% average graduation rate for four-year colleges with traditional 

admissions standards (Schreiner, 2000). In addition to low graduation rates, many 

Christian institutions of higher education are facing financial concerns. These concems 

include shrinking revenues, rising costs, increased competition, and a constantly 

changing marketplace (Berme, 2001; Council for Christian Colleges Quality/Maguire 

Associates, 2001). These challenges pose real dangers; the Chronicle of Higher 

Education regularly reports church related college closings and financial difficulties. 

Realizing that increased student retention may aid in a solution. Christian colleges and 

universities are turning to research for answers and preventative strategies. 



One of the greatest contributors to the understanding of student persistence and 

withdrawal behavior has been the development of explanatory conceptual models 

(Pascarella, Duby, & Iverson, 1983). Beginning in the 1970s, conceptual models have 

emerged that have attempted to explain why students leave higher education. One of 

the first theories was proposed by Spady (1970), who linked attrition to lack of 

academic and social integration. Tinto (1975) elaborated on Spady's theory, directing it 

at four-year students in residential settings, and adding a longitudinal time element. 

Other retention researchers include Bean and Metzner (1985), who are credited with 

developing a model aimed at explaining the retention and attrition of nontradifional 

students. In addition, Tinto's model has been reconceptualized (Pascarella, Duby, & 

Iverson 1983) and revised (Tinto, 1993). Of all the conceptual models that have been 

produced to explain college student withdrawal, Tinto's model has been the one that 

has been most widely tested, and thus a rather large body of research has resuhed 

(Pascarella, Duby, & Iverson, 1983). 

Tinto's (1993) model, the model examined in this study, attempts to explain 

why some individuals come to leave their chosen institution prior to degree completion 

(Tinto, 1993). The centi-al proposition of this theory is that students have various pre-

entiy attributes that interact with as well as integrate into the academic and social 

systems of the institixtion. Tinto (1993) postiilated that these interactions either lead to 

positive (integrative) experiences that heighten intentions and commitments to the 

instihition, or lead to negative (malintegrative) experiences that weaken intentions and 

commitment to the institution. 



One specific deficiency in the research is the lack of attention to retention and 

attiition problems at Christian institutions of higher education. Tinto's models core 

constiiicts have not been tested in a single Christian institutional setting. Are Tinto's 

primary constiiicts valid at Christian institutions of higher education? Would the 

additional variable of spiritiial integration add to the understanding of retention at these 

particular schools? A review of the ERIC database and the Dissertation Abstracts 

database from 1970-2001 using "Tinto," "stiident departiire," and "Christian higher 

education" as keywords revealed only four studies that have relevance to these 

questions. 

Theoretical Perspective 

As previously stated, Tinto's (1993) model (Figure 1.1), attempts to explain 

why some individuals come to leave their chosen institution prior to degree completion 

(Tinto, 1993). The central proposition of this theory is that students have various pre-

entry attributes that interact with as well as integrate into the academic and social 

systems of the institution. Tinto (1993) postulated that these interactions either lead to 

positive (integrative) experiences that heighten intentions and commitments to the 

institution, or lead to negative (malintegrative) experiences that weaken intentions and 

commitment to the institution. 

In explaining this theory, Tinto organizes variables into five chronological 

categories that lead to a departure decision. The first category consists of a student's 

pre-entry attributes. This category incorporates a set of variables that include the 

student's family background, skills and abihties, and prior schooling. 



PRC-ENTRV ATTRIBUTES GOALS/COMMITMENTS 

FAMILY 

BACKGROUND 

SKILLS 

AND 

ABILITIES 

PRIOR 

SCHOOLING 

T lMEfT) • 

INTENTIONS 

z 

GOAL 

and 

INSTITUTIONAL 

COMMITMENTS 

EXTERNAL 
COMMITMENTS 

INSTITUTIONAL EXPERIENCES INTEOHATION OOALS/COUHITMENTS OUTCOME 

ACADEMIC SYSTEM 

FORMAL 

ACADEMIC 
PERFORMANCE 

FACULTY/STAFF 
INTERACTIONS ACADEMIC 

INTEGRATION 

FORMAL 

EXTRACURRICULAR 
ACTIVITIES 

PEER GROUP 
INTERACTIONS 

INFORMAL 

SOCIAL SYSTEM 

/ 

\ ! 

SOCIAL 
INTEGRATION 

ACADEMIC SYSTEM 

1 INTENTIONS | 
i \ 

GOAL 

and 

INSTITUTIONAL 

COMMITMENTS 

. 

EXTERNAL 
COMMITMENTS 

DEPARTURE 
DECISION 

Figure 1.1 Tinto's (1993) Model of Student Departure 

The student also has entering dispositions that Tinto categorizes as goals and 

cominitments(initial). Tinto states," Intentions or goals specify both the level and type 

of education and occupation desired by the individual. Commitments indicate the 

degree to which individuals are committed both to the attainment of those goals (goal 

commitment) and to the institution into which they gain entry (institutional 

commitment)" (p. 115). In addition to goals and commitments, students also bring 

external commitments, or outside factors that could influence students to stay or leave. 

A student's goals and commitments, along with their pre-entry attributes, are 

brought to the institutional setting. These variables interact with Tinto's next category, 

institutional experiences (see Figure 1.1). Tinto divides institutional experiences into 



variables related to the academic system or the social system. Within the academic 

system, the student's academic performance (formal) and interaction with faculty/staff 

(informal) leads to either positive experiences that help to integrate the student into the 

intellectual community, or negative experiences that isolate the student. Similarly, 

within the social system, the student's involvement in formal extracurricular activities 

and informal peer-group interactions also lead to positive experiences that lead to 

integration, or negative experiences that lead to disconnection. The academic and social 

integration that occurs or does not occur falls under Tinto's next category of variables, 

integration. 

The student's experiences in the social and academic systems of the institution, 

if positive, will serve to reinforce Tinto's next set of variables: goals and commitments 

(subsequent), and therefore strengthen the student's decision to remain at the 

institution. If the student's experiences in the academic and social systems are more 

negative, a student's goals and commitments will be weakened and the student will be 

less likely to remain at the instihition (Tinto, 1993). The decision to stay or to depart is 

the final category in Tinto's model. He labels this category outcome. It is at this point in 

Tinto's (1993) model that the stiident leaves a particular institiition of higher education 

or they continue on. 

Significant research has been conducted that supports the utility of Tinto's 

model of student departiire. In several major studies (Pascarella &Terenzini, 1980; 

Terenzini, Lorang, & Pascarella, 1981; Getzlaf, Sedlacek, Kearney, & Blackwell, 

1984), Tinto's constiiicts of academic integration, social integration and goal and 

institutional commitinent have been found to significantly predict stiident retention at 



four-year residential institutions. Other studies have produced results that are " highly 

supportive of the major constructs and casual linkages in ...[the] model" (Terenzeni, 

Pascarella, Theophilides, & Lorang, 1985, p. 335). 

As mentioned earlier, four studies have applied Tinto's model or similar person 

environment fit models to church-related institutions and small private college settings. 

In one of these studies. Cash and Bissel (1985) tested Tinto's model on two Midwestern 

church-related campuses. These authors found that the general explanatory power of 

Tinto model was upheld in these settings. 

In a second study, Diggs (1986) adapted Tinto's model to examine first-year 

attrition at a private church-related institution. Diggs found that an adapted model 

(based on Tinto's) was useful in determining variables that are associated with 

freshmen to sophomore persisters and withdrawers at a private, church related 

institution. 

In anotiier stiidy, Brandt (1991) also tested Tinto's model at a small private 

religiously affiliated college, hi this stiidy, Brandt (1991) rephcated an earlier stiidy by 

Terenzini, Lorang, and Pascarella (1981) that tested Tinto's model at a large pubhc 

university. Brandt operationalized the academic integration, social integration, and 

institiitional and goal commitinent variables of Tinto's model by using a scale created 

by Pascarella and Terenzmi (1980). The results of this stiidy indicate that this scale 

(designed to measure the constiiicts of Tinto's model) may be usefiil in predicting 

persistence or voluntary dropout behavior. 

Finally, Walter (2000) has applied a "person-environment fit" model to CCCU 

institiitions. Her multi-institiitional stiidy found that stiident level characteristics such as 
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class level, graduate or professional school aspirations, living on campus, satisfaction 

with academic life, satisfaction with social life, and satisfaction with religious life all 

has a positive impact on persistence rates (Walter, 2000). 

Based on the previously mentioned research, it is reasonable to suggest that 

Tinto's model could be usefiil in understanding retention and attrition at a Christian 

institiition of higher education, and tiiat due to the unique natiire of Christian education, 

a "Spiritiial hitegration (SI)" variable may fiirther help to explain retention and attiition 

at a Christian institution. 

Need for the Study 

Due to the impact that attrition has on individuals, society, and institutions of 

higher education, addressing this problem has been a top priority in Christian 

institutions of higher education. As evidence of this, the Council for Christian Colleges 

and Universities (CCCU) has recently created an initiative entitled the 

"Quality/Retention Project." This project first conducted a survey with member 

institutions to assess retention needs at CCCU campuses (Walter, 2000). From this 

assessment, the Quality/Retention project set forth the following five goals or needs 

(Council for Christian Colleges Quality/Retention Project, 1998): 

1. To identify the environmental factors on college campuses that facilitate the 
academic, social, and spiritual integration of students into the campus 
experience. 

2. To determine the personal characteristics predictive of student success and 
persistence on Christian liberal arts campuses. 

3. To enhance the ability of CCCU schools to design programs and services 
that will faciUtate student success and increase persistence to graduation. 



4. To sfrengthen the quality of Christian liberal arts colleges through the 
appropriate use of the data collected about individual students and the 
campus environment. 

5. To create, test, and disseminate a model of person-environment fit which 
facilitates student success and persistence. 

This study helps to contribute to some of these goals. 

In addition, this study is needed because of its uniqueness in relation to the other 

studies tiiat have applied Tinto's model or similar person environment fit models to 

Church- related institutions and small private college settings. This study differentiates 

itself in tiiat it is a single-institutional study designed to test the core constiiicts of 

Tinto's model as well as a "spiritual integration" variable at a Christian institution of 

higher education. 

Purpose 

The purpose of this study is to test three core constructs of Tinto's (1993) 

Model of Student Departure in a Christian institution of higher education. A Spiritual 

Integration variable is added to Tinto's (1993) model in an attempt to explore the 

influence of the religious aspect on the retention and attrition of students attending 

Christian institutions of higher education. This study focuses on freshmen to 

sophomore attrition, and does not test the external commitments variable in Tinto's 

model. In addition, in the "pre-entry attributes" category of Tinto's model "prior 

schooling" and "skills and abilities" was excluded. The exclusion of these variables will 

be more fully discussed in chapter three. 



Research Questions 

The research questions for this study are: 

Research Question 1 

After controlling for statistically significant pre-enrollment variables or 

covariates (the categories of Tinto's model termed pre-entry attributes and goals and 

commitments-initial), which include: gender, race, parents combined annual income, 

mother and fathers formal education, state of residence, composite ACT score, highest 

degree planned, highest degree expected at current institution, pre-em-ollment ranking 

of college choice), is academic integration a significant predictor of freshmen to 

sophomore persistence at a Christian institution of higher education? 

Research Question 2 

After controlling for statistically significant pre-enrollment variables is social 

integration a significant predictor of freshmen to sophomore persistence at a Christian 

institution of higher education? 

Research Question 3 

After controlling for statistically significant pre-enrollment variables are goal 

and institutional commitments significant predictors of freshmen to sophomore 

persistence at a Christian institution of higher education? 

Research Question 4 

After controlling for statistically significant pre-enrollment variables is spiritual 

integration a significant predictor of freshmen to sophomore persistence at a Christian 

institution of higher education? 



Assumptions 

The assumptions of this study will include the following: 

1. Students participating in the stiidy were correctly identified as second 

semester freshman. 

2. Students filling out the survey instruments will answer all questions 

truthfully and honestly. 

Delimitations 

This study will be reduced in scope to include only: 

1. One institution of Christian higher education. 

2. First-year students who completed both the fall 2000 and enrolled in the 

spring 2001 semester. 

3. This study will provide a comparison of selected variables associated with 

students who returned in the fall 2001 semester to those same variables for 

students who did not return. 

4. Students who were enrolled full-time. 

Limitations 

The limitations of this study may include the following: 

1. This study will use only one institution and therefore will only make 

recommendations to institutions with similar missions and student 

populations. 
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2. Otiier important variables that also contribute to college student persistence 

or withdrawal may not be measured. 

Definition of Terms 

Christian higher education - For this stiidy Christian higher education will be 

defined by the criteria used by the Council of Christian Colleges and Universities. The 

CCCU is a body of individual institutions of Christian higher education that state in 

their mission the centiality of Jesus Christ and the importance of integrating faith, 

academics, and student life programs. Institutions must meet the following criteria to be 

a part of the Council (CCCU website 2001): 

1. Institutional Type and Accreditation Primary orientation as a four-year college or 
university in North America with curricula rooted in the arts and sciences as outlined in 
this application. U.S. institutions must have non-probationary regional accreditation. 

2. Christ-centered Mission - A public, board approved institutional mission, or purpose 
statement based upon the centrality of Jesus Christ and evidence of how faith is 
integrated with the institution's academic and student life programs. 

3. Employment Policy - A continuing institutional hiring policy which requires of each 
full-tune faculty member and administiator a personal faith in Jesus Christ. 

4. Cooperation - A commitment to advancing the cause of Christian higher education 
through active participation in the programs of the Council, payment of the annual 
dues, and institutional practices which have been, are now, and will continue to be 
supportive of other Council members. 

5. Financial Integrity - Institutional fimd raising activities which are consistent with the 
standards of the Evangelical Council for Financial Accountability and demonstiation of 
responsible financial operations. 

Academic Integration - The academic integration variable will consist of a 

student's academic performance, academic and intellectual development, and faculty 

concern for student development and teaching. Academic performance will be 
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measured by a student's freshmen year cumulative grade point average. Academic and 

intellectual development will be measured by using a scale created by Pascarella and 

Terenzeni (1980) that was designed to operationalize this variable. Faculty concern for 

student development will be measured by using a scale created by Pascarella and 

Terenzeni (1980) that was designed to operationalize this variable. 

Departure Decision - See the definition for "Persistence" and "Withdrawal." 

Family background - This group of variables include: sex, race, parents 

combined armual income, mothers formal education, fathers formal education, and state 

of residence (in-state vs. out-of-state). Family Background will be measured using data 

collected from Astin's Student Information Form 

Goal and Institutional Commitments - initial - These variables will consist of 

a student's highest expected academic degree, highest expected academic degree at that 

particular institution, and a students pre-enrolhnent ranking of college choice. Goal and 

Institutional Commitinents (initial) will be measured using data collected from Astin's 

Student Information Form. 

Goal and Institutional Commitments - subsequent - Goal and institutional 

commitinents (subsequent) which include a student's intent to reenroU (intentions) will 

be measured by using a scale created by Pascarella and Terenzeni (1980) that was 

designed to operationalize this variable. 

Persistence - This term will be defined as first-year students, who successfully 

complete the fall 2000 semester and the spring 2001 semester, reenroU in the fall of 

2001. 
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Pre-college schooling - This variable was to be measured by a stiident's high 

school class rank. Due to unavailable data, this variable was excluded. 

Skills and abilities - This variable will be measured by a stiident's composite 

score on the ACT (American College Test) or SAT (Scholastic Achievement Test). 

Social Integration - The social integration variable will consist of a stiident's 

extra curricular activities, peer group interactions, and interactions with faculty and 

staff. Extia-curricular activities will be measured by a students response to the question, 

" In the past academic year, approximately how many hours per week, on the average, 

did you spend in organized extra-curricular activities" (i.e., organizations, athletics). 

The peer group interactions variable will be measured by using a scale created by 

Pascarella and Terenzeni (1980) that was designed to operationaUze this variable. 

Faculty/staff interaction Avill also be measured by using a scale created by Pascarella 

and Terenzeni (1980) that was designed to operationalize this variable. 

Spiritual Integration - The spiritual mtegration variable consists of the 

following: (1) a students perceptions of their development of a Christian worldview, (2) 

their level of faith development and identity formation, and (3) how satisfied they are 

with their ability to talk to faculty about faith issues, grow spiritually, get involved in 

ministry opportunities, and integrate their faith and learning in the classroom 

(Schreiner, 2000). A spiritual integration scale created by Schreiner (1999) will 

measure this variable. 

Withdrawers - This term will be defined as first-year students, who 

successfiiUy complete the fall 2000 semester and the spring 2001 semester, do not 

reenroll at the same institution in the fall of 2001. 
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Significance of the Studv 

It is believed that the answers provided to the afore mentioned research 

questions will aid leaders at Christian institutions of higher education in making policy 

decisions related to stiident retention. The results of this study will also be useful to 

Christian higher education researchers interested in student retention. Finally, this study 

will also be significant to individual Christian higher educational institutions that are 

interested in examining or improving retention at their institution using Tinto's model 

of student departure or a modified version of this model. 

Summary 

This chapter has infroduced a basic foimdation for this study, which tests three 

core constructs of Tinto's Model of Student Departure at a Christian University, and 

also tests a spiritual integration variable that may be usefiil in explaining retention and 

attrition at Christian institutions of higher education. In establishing a foundation for 

this study, this chapter has explored the theoretical perspective used in the study, the 

purpose statement, the need for this study, the four research questions this study 

addresses, the boundaries of the study, the key definitions used in the study and the 

significance of the study. 

The next chapter (Chapter II) will contain a review of the relevant literature on 

various topics related to this study that will help to further establish a framework for 

this study. Chapter HI will contain a presentation of tiie methodology to be used for this 

study. In Chapter IV, the findings of this study will be reported, and in Chapter V, 
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research limitations, conclusions, and implications for practice and recommendations 

for fiitiue study will be presented. 
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CHAPTER n 

REVIEW OF LITERATURE 

Introduction 

This review of literature will address several key topical areas that help to 

further establish a framework for this study. To help the reader understand conceptual 

models of student retention, the chapter begins with a description of the four most 

predominant models used to study student retention in higher education, as well as 

Tinto's (1993) model, the model to be examined in this study. In the second section of 

this chapter, the author explores Tinto's model more thoroughly by examining Braxton, 

Sullivan, and Johnson's (1997) summary of studies that direcly test Tinto's model. The 

next section of this chapter contains a comprehensive examination of the individual 

variables associated with or contained in Tinto's (1993) model, thus many of the 

variables to be examined in this study. In the final section, the author discusses the 

literature related to the variable of spiritual integration, the additional variable that is 

tested in this study, in order to share with the reader the results of other studies that are 

closely related to this study. 

Theoretical Models of Student Retention 

As previously stated, the development of explanatory conceptual models has 

significantly contributed to the understanding of student retention and attrition. In the 

literature, four models of student retention emerge as the most widely discussed and 

explored. The first was developed by Spady (1970). This model adapted certain aspects 
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of Durkheim's theory of suicide to explain student retention. Durkhiem beheved that 

breaking one's ties with society (suicide) stems from a lack of integration into the 

common Hfe of that society (Spady 1970). Spady's (1970) model primarily focuses on 

the student's interaction with and integration into his/her environment. Spady (1970) 

states, "The interaction that results provides the student with the opportunity of 

assimilating successfully into both the academic and social systems of the college" (p. 

77). Spady (1970) predicted that withdrawal would occur when the student perceived 

insufficient rewards within either the social or academic systems. 

DTopout 
Decision 

Figure 2.1: Spady's (1970) Theoretically Based Model of the Undergraduate Dropout 
Process. 

Tinto's (1975) model of retention (Figure 2.2) builds on Spady's (1970) model 

by also using Durkheim's theory of suicide, and adding tenants from Van Gannep's 

notion of "rites of passage" to predict stiident attrition. This longitiidinal model is 

17 



aimed at fraditional college age students residing on campus and focuses on two 

domains of the student's collegiate experience: the academic and the social. In further 

describing Tinto's model, Terenzini, Lorang, and Pascerella (1980) stated: 

Tinto conceived of the college student attrition process as a series of 
socio-psychological interactions between the characteristics students bring with 
them to college and the nature of their experiences while enrolled. According to 
Tinto, students pre-college tiaits lead to varying initial levels of goal and 
institutional commitments which, in turn, interact with the social and academic 
environment of the institution, resulting in varying levels of integration in the 
institution's social and academic systems, (p. 1) 

Tinto (1975) posited that the greater the academic and social integration of the 

stiident into the campus community, the greater the chance of persistence. 
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Figure 2.2: Tinto's (1975) Model of the Stiident Departure. 
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Pascarella, Duby, and Iverson (1983) reconceptiialized Tinto's (1975) model 

after testing it in an urban commuter university setting. They found that certain aspects 

of the model worked well in this setting, while other aspects did not. In light of this 

finding, tiieir reconceptualized model entailed four primary changes from Tinto's 

original model. The first change was a greater emphasis on the influence of students' 

background characteristics on persistence. The second change was the establishment of 

a direct relationship between institutional commitment, academic integration and 

subsequent institutional commitment. The third revision took into account the 

decreased opportunities for social integration at commuter institutions. The final change 

was the addition of an "intent to continue" variable to the model (Pascarella, Duby, & 

Iverson, 1983). 

Also influenced by Tinto's work. Bean and Metzner's (1985) created a model 

(Figure 2.3) aimed at non-tiaditional students over 25 years of age who are attending 

part-time, or living off campus. Bean and Metzner (1985) argued that the main 

difference in the attrition process of traditional and nontradifional students is that 

nonfraditional students are affected more by their extemal environment. This model 

attempts to account for this difference proposing that seven sets of variables can be 

used to assess the persistence of nonfraditional students. The seven sets of variables 

entail the following: background, academic, environmental, social integration, 

academic outcomes, psychological outcomes, and intent to leave. 

Background and defining variables include: age, enrollment status, residence, 

educational goals, high school performance, ethnicity, and gender. Academic variables 

include: study habits, academic advising, absenteeism, major certainty, and course 
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availability. Environmental variables include finances, hours of employment, outside 

encouragement, family responsibilities. In addition. Bean and Metzner's model 

includes social integration variables (faculty and peer interactions), academic outcomes 

(grade point average), psychological outcomes (utility, satisfaction, goal commitment, 

and stiess) and intent to leave. 
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Figure 2.3: Bean and Metzner (1985) Model of Nonfraditional Stiident Retention 
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Throughout the past several decades, Tinto has continued to build and modify 

his model to it's present form. At its core, this model is longitudinal in natiire and is 

designed to explain how students with various pre-entry attiibutes interact with, as well 

as integrate into the academic and social systems of the instihition. Tinto (1993) 

postulated that these interactions either lead to positive (integrative) experiences that 

heighten intentions and commitments to the institution, or lead to negative 

(malintegrative) experiences that weaken intentions and commitinent to the institution. 
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Figure 2.4: Tinto's (1993) Model of Stiident Departure 

In explaining this theory, Tinto (1993) organized variables into five 

chronological categories that lead to a departure decision or outcome, i.e., pre-entry 

21 



attiibutes, goals and commitinents, institiitional experiences, integration, and goals and 

commitments (subsequent). The first set of variables consists of a student's pre-entry 

attributes. These include the student's family background, skills and abilities, and prior 

schooling (Figure 2.4). 

As shown in Figure 2.4 the stiident with these entering attributes also has 

entering dispositions that Tinto (1993) labels goals and commitments. Tinto (1993) 

stated, "Intentions or goals specify both the level and type of education and occupation 

desired by the individual. Commitments indicate the degree to which individuals are 

committed both to the attainment of those goals (goal commitment) and to the 

instihition into which they gain entiy (institutional commitment)" (p. 115). In addition 

to goal and institutional commitments, students also bring extemal commitments, or 

outside factors that could influence students to stay or leave (Figure 2.4). 

A student's goals and commitments, along with their pre-entry attributes, are 

brought to the institutional settmg. These variables interact with Tinto's next category 

of variables called institutional experiences (Figure 2.4). Tinto divides this category of 

variables into the academic system and the social system. Within the academic system, 

the student's academic performance (formal) and interaction with faculty/staff 

(informal) leads to either positive experiences that help to integrate the student into the 

intellectual community, or negative experiences that isolate the student. Similarly, 

within the social system, the student's involvement in formal extracurricular activities 

and informal peer- group interactions also leads to positive experiences that lead to 

integration, or negative experiences that lead to disconnection. The academic and social 
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integration that occurs or does not occur falls under Tinto's fourth category of variables 

which he simply calls integration. 

The student's experiences in the social and academic systems of the institution, 

if positive, will serve to reinforce Tinto's next set of variables: goals and commitments 

(subsequent), and therefore sfrengthen the student's departure decision. If the student's 

experiences in the academic and social systems are more negative, a student's goals and 

commitments will be weakened and the student will be less likely to remain at the 

institution (Tinto, 1993). The decision to stay or to depart is the final category in 

Tinto's model. He labels this category outcome. 

Tinto's (1993) model contains the basic structure and premise of his earlier 

model, however, one difference is a greater emphasis on the effects of a student's 

extemal commitinents. Tinto (1993) stated, "[the revised model] recognizes the very 

obvious fact that for many students going to college is but one of a number of 

commitments they have to balance over the course of a college career" (p.l 15). 

Another addition in Tinto's (1993) model was tiie reorganization of tiie 

academic system and social system components of the model. In tiie revised model, the 

academic system is comprised of academic performance (formal) and faculty/ staff 

interactions (informal). The social system of tiie model is comprised of tiie stiident's 

exfracurricular activities (formal) and peer group interactions (informal) (see Figure 

2.4). 

It is evident from the previous discussion of retention models, that different 

models emerged and evolved to provide various types of mstitiitions a better framework 

for looking at stiident retention issues. Tinto's model of stiident departure, (beginning 
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from 1975), is one of the most widely tested conceptiaal models aimed at predicting 

student persistence. Tinto's model was selected for this study because of its 

applicability to four-year residential institutions as well as the past empirical support 

behind the vahdity of this model. It is the extent of past empirical support for Tinto's 

model that will be examined next. 

The Extent of Empirical Support for Tinto's Model 

Braxton, Sullivan, and Johnson (1997) have accumulated the most thorough list 

of studies that have tested Tinto's model. Examining peer-reviewed studies from the 

past thirty years Braxton, Sullivan, and Johnson (1997) derived 13 testable propositions 

from Tinto's model, and assessed the level of support for each proposition. Table 2.1 

presents the level of support for each of the thirteen propositions. The authors rated 

support based on the following criteria: "stiong" (S), if 66 percent of the tests for a 

given proposition proved to be statistically significant, "moderate" (M), if between 34 

and 65 percent of tests for a given proposition were statistically significant, "weak" 

(W), if 33 percent or less of the tests for a given proposition were statistically 

significant, "no support" (N), if no tests produced a statistically significant result for a 

given proposition. 
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Table 2.1 Aggregate Magnitude of Support for Each Proposition by Multiple and Single 
Institutional Tests (Braxton, Sullivan, and Johnson, 1997) 

Proposition 
1.Student entry characteristics affect the level of initial 
commitment to the institution. 
2. Student entry characteristics affect the level of initial 
commitment to the goal of graduation from college. 
3. Student entry characteristics directly affect the 
student's likelihood of persistence in college. 
4. Initial commitment to the goal of graduation from 
college affects the level of academic integration. 
5. Initial commitment to the goal of graduation from 
college affects the level of social integration. 
6. Initial commitment to the institution affects the level 
of social integration. 
7. Initial commitment to the institution affects the level 
of academic integration. 
8.The greater the level of academic integration, the 
greater the level of subsequent commitment to the goal 
of graduation from college. 
9.The greater the level of social integration, the greater 
the level of subsequent commitment to the institution. 
lO.The initial level of institutional commitment affects 
the subsequent level of institutional commitment. 
11 .The initial level of commitment to the goal of 
graduation from college affects the subsequent level of 
commitment to the goal of graduation from college. 
12.The greater the level of subsequent commitment to 
the goal of college graduation, the greater the likelihood 
of student persistence in college. 
13.The greater the level of subsequent commitment to 
the institution, the greater the likelihood of student 
persistence in college. 
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As shown in Table 2.1, in tests conducted with multiple institutions, nine of 

thirteen propositions enjoy moderate or strong support. Similarly, in tests conducted 

with single institutions nine of thirteen propositions also enjoy moderate or stiong 

support. The next section will review many of the studies that support the variables tiiat 

25 



make up Tinto's model as well as the studies that directly test Tinto's model (on which 

Table 2.1 is based). 

Research on Tinto's (1993) Model Variables 

The Tinto (1993) model explaining student attrition provides the theoretical 

framework for this stiidy. Variables will be grouped into five general categories that are 

reflective of Tinto's (1993) model. These five categories include: (1) pre-entry 

attributes, (2) institutional and goal commitinents-initial, (3) institutional experiences, 

(4) integration, and (5) institiitional and goal commitment-subsequent. The first 

category of variables that is discussed is pre-entry attributes. 

Pre-Entrv Attributes 

In Tinto's model, the student's pre-entry attribute variable is broken down into 

the following three sub-areas: family background, skills and abihties, and prior 

schooling. The family background sub-area is defined by third level variables that 

include gender, race, parents combined annual income, parent's education level, and 

state of residence (in-state vs. out-of-state). The skills and ability sub-area is defined by 

standardized test scores. The final section under " pre-entry attributes," that will be 

covered will be prior schooling. This sub-area is defined by a student's high school 

class rank. Although many other "pre-entry attributes" could have been chosen, the 

attiibute studies that are reviewed in this section match the pre-entiy attributes chosen 

for investigation in this study. 
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hi this section, the author will first address studies that have found a direct 

relationship between certain pre-entry attributes and persistence/withdrawal, and then 

turn to studies that tested pre-entiy attiibutes as a part of Tinto's model. The first sub-

area in the pre-entiy attributes category that will be addressed is family background. 

Family Background 

Gender 

Past research on persistence differences between men and women have yielded 

conflicting results. Ramist (1981) suggests that there are no drop-out differences 

between men and women. Hilton, (1982) using data collected from a national 

longitudinal study on retention, also reported little if any difference between male and 

female drop out rates. Murtaugh, Bums, and Schuster (1999) also found that gender had 

no effect on attrition after four years. Feldman (1993) discovered that gender, when 

tested by itself, is associated with persistence. However, when other variables were 

included, the effects of gender on persistence were non existent. 

Other research shows that males drop out at higher rates than female students. 

Randall (1999) reports that female students were more likely than male students to 

reenroll after 2 years in Maryland's four-year pubhc institutions. In addition, after 

examining cohort groups after a six-year period, Randall (1999) discovered that female 

students had higher graduation rates than male students. 

The conflicting resuUs of the previously mentioned studies make it difficult to 

ascertain whether or not gender is directly related to college student persistence. 
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Race 

Significant attention has been given to the attrition rates of minority students 

throughout the past three decades. The results of many of these studies show that 

minority students, especially African Americans and Hispanics drop out at higher rates 

tiian white students. In a study of Maryland four-year public institutions, Randall 

(1999) found that the six-year graduation rate for the entire 1992 cohort was 56 percent, 

while the graduation rate of the 1992 Afiican American cohort was 40 percent. Porter 

(1990) found that over a six-year period, African Americans and Hispanics were more 

likely to dropout than both Asian American students and white students. Carroll (1989) 

corroborates this evidence. Carroll (1989) reported that those students planning to go to 

college from the Class of 1980, by 1983, 56 percent of white students, 44 percent of 

Afiican American students, and 42 percent of Hispanic students had persisted. Feldman 

(1993) indicated that Afiican American students were 1.75 times more likely to drop 

out than their white counterparts. Astin (1975) found that Afiican American students 

are more likely to drop out of predominantly white colleges than they are at 

predominantly Afiican American colleges. Lenning, Sauer, and Beal (1980) reported 

that Spanish-speaking students drop out more frequently than other students. 

When socio-economic and ability variables are taken into account, however, the 

attrition pictiu-e is less clear (Hossler, 1984). Hilton (1982) and Ramist (1981) reported 

that when tiiese variables are considered, dropout levels between Afiican American and 

white students are about even. Johnson and Molnar (1997) compared retention rates for 

white, Afiican American, and Hispanic students at Barry University in Florida, and 
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discovered that when other variables were included in the analysis, race had little effect 

on attrition. 

In summary, many of the college student retention studies that were examined, 

race was a focal point, and in the majority of retention studies that were examined, 

certain races had higher attiition rates. 

Family Income Level 

The research relating family income level to dropout has been fairly consistent. 

Astin (1975) found that as family income level decreased, dropout from higher 

education increased. Tinto (1975) found the same inverse relationship between income 

level and dropout. Fetters (1977) similarly concluded that students with lower family 

incomes are more likely to leave college than students from more affluent homes. 

Ramist (1981) concured with the other studies, but adds that"... the inclusion of 

income in a regression analysis with parental education, student ability, and motivation 

failed to add anything over and above the contribution of other variables" (p. 9). Porter 

(1990) analyzing data from the High School and Beyond study, a national survey 

sponsored by the United States Department of Education's National Center For 

Educational Statistics found that students in the highest socio-economic quartile drop 

out at a much lower rate than students from the lowest socio-economic quartile. 

Parents Educational Level 

Pantages and Creedon (1978) reported that tiie educational level of the parent 

has Utile or no bearing on student persistence. Other researchers, includmg Astin 
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(1975), Tinto (1975), and Ramist (1981) disagreed. They argued that stiidents with 

educated parents tend to value education more and are thus more likely to persist. Astin 

(1975) added, "It seems likely that the more, educated parents exert stronger pressure to 

stay in college than the less educated parents" (pp. 35-36). 

State of Residence 

The final family background characteristic to be explored is the student's state 

of residence. Ramist (1981) reports that data consistently shows that the highest 

dropout rates are for those out-of-state students who are from states that are not 

contiguous to the state in which the college is located, the lowest dropout rates are for 

students from contiguous states; typically, dropout rates of m-state students are in the 

middle. 

Research on a student's home state helps to paint a small part of the retention 

picture in terms of a student's pre-entry attributes. Attention will now be given to skills 

and abilities and prior schooling. 

Skills and Abilities 

Standardized Test Scores 

The ACT and SAT college admission tests are designed to predict academic 

success in college. Numerous studies have also linked scores on these tests to 

persistence in higher education. Ramist (1981) points out that the freshman year drop

out rate of students scoring above 600 on the mathematical portion of the SAT is 9 

percent, and the freshman year drop out rate of students scoring below a 300 on the 
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mathematical portion of the SAT test is 27 percent. Porter (1989) also found that 

student ability, as measured by a standardized test, effects student persistence. Porter 

(1989) examined data from the National Center for Educational Statistics and 

concluded that, ".. .low ability students have little likelihood of completing a degree in 

a timely manner and a high probability of dropping out"(p. 24). A study conducted by 

the Oregon State System of Higher Education (1994) found a "clear and consistent" 

hnear relationship between SAT scores and college persistence. York (1993) similarly 

concluded that as SAT scores increased so did the percentage of students earning 

degrees. At the University of Minnesota, DesJardins (1999) reports that students who 

score below the entering class average of 22 on the ACT test account for a 

disproportionate number of dropouts. 

Prior Schooling 

High School Grade Point Average and Class Rank 

Anotiier measure associated witii persistence in college is high school grade 

point average. Grade pomt average not only sheds Hght on a stiident's ability, but also 

the student's work ethic, and general attitiide toward education. Thus, it is valued as an 

accurate predictor of success, as well as persistence and attiition in higher education. 

Numerous stiidies bear this out. Murtaugh, Bums, and Schuster (1999) found tiiat 

attrition was found to decrease with increasing high school grade point average. Astin 

(1993) conducted a longitiidinal stiidy of 39,243 stiidents from over 100 mstitiitions of 

higher education and discovered tiie following results: stiidents with a C- high school 

GPA and an SAT composite of below 700 were five times more likely to drop out tiian 

31 



students with an A average and SAT scores of 1300 or above. In a study examining the 

effects of pre-enrollment variables at a community college, Feldman (1993) also found 

that tiie lower the high school GPA, the greater tiie chance the student will drop out. 

After fracking 1722 stiidents for five years, York (1993) reported that high school GPA 

influenced degree outcome. Finally, a study conducted by the Oregon State System of 

Higher Education (1994) found a direct relationship between high school GPA and 

graduation rates. 

Similar to high school GPA and standardized test scores, high school class rank 

has also been used as an admission factor in higher education. Like the standardized 

test scores, and high school GPA, high school class rank has also been linked with 

persistence and attrition in higher education. DesJardins (1999) discovered that students 

who were in the bottom half of their graduating high school class dropped out 

disproportionately as compared to their counterparts who ranked in the top half of their 

high school graduating class. House (1994) also reports a significant correlation 

between high school class rank and persistence. 

When pre-entry attributes (such as the ones just discussed) are directly tested in 

Tinto's model, studies have indicated that student entry characteristics affect the level 

of initial commitinent to the institution (Pascarella, Duby, & Iverson, 1983; Pascarella 

& Terenzeni, 1983; Pascarella, Duby, & Iverson, 1983; Terenzeni, Pascarella, 

Theophilides, & Lorang, 1985; Braxton, Duster, & Pascarella, 1988), the level of 

initial commitinent to the goal of graduation from college (Pascarella, Duby, & Iverson, 

1983; Pascarella & Terenzeni, 1983; Terenzeni, Pascarella, Theophihdes & Lorang, 

1985) and directly affect stiident likelihood of persistence in college (Pascarella, Duby, 
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& Iverson, 1983; Getzlaf, Sedlacek, Kearney, & Blackwell, 1984; Halpin, 1987; 

Voorhees, 1987; Nora, Attinasi, & Matonak, 1990; Grosset, 1991). 

Institutional and Goal Commitment - Initial 

The second category of Tinto's (1993) model of student departure is the 

student's institutional and goal commitment. Institutional commitment refers to the 

student's commitment to the institution in which he or she is enrolled (Tinto, 1993). 

Further explaining institutional commitment, Tinto (1993) stated. 

Institutional commitment may arise in a number of different 
ways. It may arise before entry as a result of the impact of family 
fraditions upon college choice (e.g., the father or mother having attended 
the same institution), from family and/or peer pressure, or from the 
perception that graduation from a specific institution enhances one's 
chances for a successful occupational career (e.g., graduating from one 
of the elite colleges). It may also mirror the manner in which graduation 
from a particular institution is seen as an integral part of one's 
occupational career (e.g., graduation from a military academy or from an 
institution with a specific professional mission or program), (p. 44) 

The concept of institutional commitinent within Tmto's (1993) model has been 

particularly difficult to quantify. However, Terenzeni, Lorang, and Pascerella (1981) 

have pomted out that knowledge of a student's institiitional commitment provides one 

with information that fiuiher helps to identify leavers, particularly fransfer stiidents. hi 

addition, these authors have shown that individuals who have a stiong mstitutional 

commitinent are more likely to graduate from that particular institiition than tiiose who 

have been identified with low or no institutional commitinent (Terenzeni, Lorang, & 

Pascerella, 1981). 
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Along with institutional commitinent, Tinto (1993) placed commitment to 

educational goals as a key element of his student departure model. Research has 

confirmed the importance of a student's goals in his or her persistence in higher 

education (House, 1996; Lenning, Beal & Sauer, 1980; Pantages & Creedon, 1978). 

Tinto (1993) stated, "Generally speaking, the higher the level of one's educational or 

occupational goals, the greater the likelihood of college completion" (p. 38). Two 

recent studies help to back up Tinto's theory. Waggener and Smith (1993) measured 

factors in retaining students at two important benchmarks during the academic year. 

These authors found that at both benchmarks the most important factors associated with 

retaining students were the goal to obtain a degree, and a solid commitment to that goal. 

Similarly, Zhang and RiCharde (1998) discovered that one of the main reasons for 

freshman year attrition was the lack of a personal commitment to a college education. 

Many researchers have attempted to quantify education goal commitment in 

terms of major declaration, degree level goal, and vocational goals. Levitz and Noel 

(1989) reported that major uncertainty is one of the reasons that high ability students 

most frequently give for dropping out of higher education. Using data from the 

Admissions Testmg Program Summary Report to analyze degree level goals, Ramist 

(1981) concluded tiiat those who do not expect to obtain a four-year college degree are 

much more likely to drop out during thefr freshman year. In addition, Hossler (1984) 

reports that plans to enter graduate school are also related to persistence. 

When institutional and goal commitments are directly tested in Tinto's model, 

studies have indicated that initial commitinent to the goal of graduation from college 

effects the level of academic integration (Pascarella & Terenzeni; Braxton, Duster & 
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Pascarella, 1988), the level of social integration (Pascarella & Terenzeni, 1983; 

Terenzeni, Pascarella, Theophihdes, & Lorang, 1985; Pascarella, Terenzeni, &. Wolfe, 

1986), and the subsequent level of commitment to the goal of college graduation 

(Pascarella, Duby, & Iverson, 1983; Pascarella & Terenzeni, 1983; Terenzeni, 

Pascarella, Theophilides, & Lorang, 1985; Stage, 1988). 

In addition, studies have indicated that the initial commitment to the institution 

effects the level of academic integration (Pascarella, Duby, & Iverson, 1983), the level 

of social integration (Stage, 1988), and the subsequent level of institutional 

commitment (Pascarella, Duby, & Iverson, 1983; Pascarella «& Terenzeni, 1983; 

Terenzeni, Pascarella, Theophilides & Lorang, 1985; Braxton, Duster, & Pascarella, 

1988). 

Institutional Experiences 

Tinto (1993) divided institutional experiences into the academic system and the 

social system. Within the academic system Tinto focused on academic performance as 

well as a student's interactions with faculty and staff members at the institution. 

In terms of academic performance, Murtaugh, Bums, and Schuster (1999) found 

that attiition decreased with higher first-quarter grades. In a study at a comprehensive 

university, Roweton (1994) discovered that college grade pomt average was tiie best 

overall predictor of retention of first year stiidents. Wall (1996) found similar results in 

a four-semester study with students at a community college. Wall (1996) documented 

that academic success as measured by the previous semester's grade point average is a 

stiong determinant of retention. Cejda, Rewey, and Kaylor (1998) reported tiiat 
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completion of an associates degree with a grade point average of 3.0 or higher 

increased a stiidents persistence rate equal to that of a native stiident who had been 

enrolled at a university from tiie beginning of their post-secondary career. Defining 

academic integration in terms of grade point average, and participation in an honor 

society, Whitaker (1987) found that academic integration was one of the most 

influential variables related to persistence. 

In addition to academic performance, significant research has been done that 

also links faculty staff interaction to stiident persistence and attiition. Tinto (1993) 

stated, "Those encounters which go beyond the mere formalities of academic work to 

broader intellectual and social issues and which are seen by students as warm and 

rewarding appear to be sfrongly associated with continued persistence" (p. 57). Noel 

(1985) reported that a caring and helpful attitude expressed by faculty and staff is one 

of the most important retention tools on campus. In follow-up phone interviews with 

622 students who had left the institution, Li and Killian (1999) found that one of the 

main reasons that students gave for leaving was that they felt that faculty did not care 

about the students. In developing a model to predict student retention for the 

Pennsylvania State System of Higher Education, Bailey, Bauman, and Lata (1998) 

identified interaction with faculty and adequate advising as two major factors that 

contribute to student reenrollment. Price (1993), in a study at Allegheny Community 

College, concluded that close affiliation with faculty members was also related to 

persistence. 
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Within the social system, the emphasis is on the student's involvement in 

informal peer-group interactions and formal extracurricular activities. In discussing the 

importance of social contact with peers in the campus setting, Hossler (1984) stated. 

What appears to be of primary importance is that students need 
individuals on campus whom they can talk to and feel comfortable with. 
Finding one or more persons who fill this need can increase each student's sense 
of integration into the campus environment and can enhance persistence, (p. 96) 

Earlier research has confirmed the importance of social contact. Astin (1975), 

Lenning, Sauer and Beal (1980), and Ramist (1981) found that having a significant 

relationship with at least one other person on campus has been found to increase 

student persistence. More recently, Tinto (1993) argued strongly that students who are 

socially isolated are much more likely to depart than students who have made social 

connections on campus. 

In terms of exfra curricular activities, Upcraft (1989) suggested, "There is 

considerable evidence, however, that active participation in the extra curricular life of a 

campus can enhance retention and personal development" (p. 150). Other scholars 

agree (Astm, 1975; Lenning, Sauer, & Beal, 1980; Tinto, 1993) and various stiidies 

bear this out (Christie & Dinham, 1991). 

Integration 

Tinto hypothesizes that witiiin the academic system, the stiident's academic 

performance (formal) and interaction witii faculty/staff (mformal) leads to either 

positive experiences that help to integrate the stiident into the intellectual community, 

or negative experiences tiiat isolate the student. And, within the social system, the 
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stiident's involvement in formal extracurricular activities and informal peer-group 

interactions also lead to positive experiences that lead to integration, or negative 

experiences that lead to disconnection. Numerous stiidies have tested academic and 

social integration. 

When academic integration is directly tested in Tinto's model, stiidies have 

indicated that students who report a greater level of integration into the academic 

system of tiie institution will have a greater level of subsequent goal and institutional 

commitinent (Pascarella & Terenzeni, 1983; Terenzeni, Pascarella, Theophilides, & 

Lorang, 1985; Cabrera, Castaneda, Nora, & Hengstler, 1992; Cabrera, Nora, & 

Castaneda, 1992). In addition, it is expected that students who report a greater level of 

integration into the academic system of the institution will be more likely to persist in 

college (Terenzeni, Lorang, & Pascarella, 1981; Pascarella, Duby, & Iverson, 1983; 

Pascarella & Terenzeni, 1983; Getzlaf, Sedlacek, Keamey, & Blackwell, 1984; Cash & 

Bissel, 1985; Fox, 1986; Cabrera, Castaneda, Nora, & Hengstler, 1992). 

In terms of social integration, other studies have foimd that students who report 

a greater level of integration into the social system of the institiition will have a greater 

level of subsequent goal and institutional commitment (Pascarella & Terenzeni, 1983; 

Stage, 1988; Allen & Nelson, 1989; Cabrera, Castaneda, Nora, & Hengstier, 1992; 

Cabrera, Nora, & Castaneda, 1992). In this study, it is expected that students who report 

a greater level of integration into the social system of the institution will be more likely 

to persist in college. 
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histitiitional and Goal Commitment - Subsequent 

As previously stated, institutional commitment refers to the student's 

commitment to the institution in which he or she is enrolled, and goal commitment 

refers to a students commitment to educational goals, such as the goal to graduate from 

college, or the goal to obtain a certain degree level. Tinto (1993) postiilated that if the 

student experiences positive social and academic integration, institutional commitments 

and educational goals will be strengthened and the student will be more likely to stay 

enrolled. If the student's experiences in the academic and social systems are more 

negative, a student's goals and commitments will be weakened and the student will be 

less likely to remain at the institution (Tinto 1993). 

When subsequent institutional and goal commitments are directly tested in 

Tinto's model, studies have indicated that subsequent commitment to the goal of 

graduation from college increases the likelihood of persistence in college (Pascarella & 

Terenzeni, 1980; Terenzini, Lorang, & Pascarella, 1981; Pascarella & Terenzeni, 1983; 

Terenzeni, Pascarella, Theophilides, & Lorang, 1985). 

In addition, studies have indicated that the subsequent commitment to the 

institution positively affects the level of academic integration (Terenzini, Lorang, & 

Pascarella, 1981; Pascarella & Terenzeni, 1983; Terenzeni, Pascarella, Theophilides, & 

Lorang, 1985; Braxton, Duster, & Pascarella, 1988; Stage, 1988; Allen & Nelson, 

1989;Brower, 1991). 
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Spiritual Integration 

Schreiner (2000) has been one of the first individuals to examine spiritual fit, or 

spiritual integration, at Christian institutions of higher education. From Schriener's 

work with CCCU institiitions in the Fund for the Improvement of Postsecondary 

Education (FIPSE) project and the Quality Retention project, she has developed the 

concept of spiritiial integration, as well as a set of indicators. Schriener (2000) stated 

tiiat stiidents who feel a high level of spiritiial fit on Council of Christian Colleges and 

University campuses report the following: 

They feel comfortable with the level of spirituality on campus. 
They are growing spiritually, and attiibute that growth to being on campus. 
They are satisfied with the opportunities for ministiy available to them. 
They find the support they need on campus when they are struggling with 
doubts and questions. 

• They are challenged to critically examine their faith and values, within the 
context of supportive relationships. 

• They feel comfortable talking to faculty and staff about faith issues. 
• Their imderstanding of God is being sfrengthened by experiences they are 

having in the classroom and elsewhere on campus. 
• They are learning ways of connecting "knowing" with "doing" - connecting 

their knowledge of God with living a lifestyle that is congruent with that 
knowledge, (p. 10) 

From the research that Schriener (2000) has collected from FIPSE and the 

Quality Retention project, she has developed the following three indicators of spiritual 

integration: (1) students perceptions of their development of a Christian worldview, (2) 

their level of faith development and identity formation, and (3) how satisfied they are 

with their ability to talk to faculty about faith issues, grow spiritually, get involved in 

ministry opportunities, and integrate their faith and learning in the classroom. These 
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indicators have resuUed in the development of the following five questions used in this 

study to measure spiritual integration: 

1. Being on this campus is contributing to my spiritual growth. 

2. My understanding of God is being stiengthened by classroom and/or campus 

experiences. 

3. Faculty, administrators, and/or staff are helpful to me in processing issues related to 

my faith. 

4. This campus provides adequate opportunities for involvement in ministry. 

5. Given where I am spiritually right now, this campus is a good fit for me. 

Only a few researchers have applied Tinto's model or similar person 

environment fit models to Christian institutions of higher education or other church-

related institutions. Fewer still have tested the concept of spiritual integration in these 

settings. 

One of the most promising studies that tested a model similar to Tinto's, and 

adds a spfritual satisfaction variable, was done by Walter (2000). Her multi-institutional 

study conducted with institutions in the Council of Christian Colleges and Universities 

(CCCU) found that student level characteristics such as class level, graduate or 

professional school aspirations, living on campus, satisfaction with academic hfe, and 

satisfaction with social life, all had a positive impact on persistence rates (WaUer, 

2000). Walter (2000) also tested "spiritiial satisfaction" m her study. Using Schriener's 

(2000) indicators, she found that students who were more satisfied religiously were 

more likely to persist than their peers who were less satisfied religiously. Walter's 
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(2000) premise for testing spiritiial satisfaction at Christian institiitions is strong. She 

argues that, 

if students at CCCU institiitions believe their campus is providing an 
appropriate spiritual climate in which they can live and study, then they are 
likely to persist.. ..on the other hand, students who are not satisfied religiously 
are less likely to persist, (p. 134) 

Walter (2000) also discusses why a student might not be satisfied religiously at 

these institiitions of higher education. She stated. 

Why might students be dissatisfied with spiritual climate on campus? 
While all CCCU institutions adhere to a shared set of basic Christian principles, 
there is variation in how individual institutions enact those principles. The 
CCCU requires member institutions to adhere to a Christ-centered mission, 
namely "A public mission based on the centiality of Jesus Christ and evidence 
of how faith is integrated with the institution's academic and student life 
programs" (Council for Christian Colleges and Universities' Membership 
Criteria, 2000). This statement provides a basis for general agreement among 
institutions; however, individual institutions may have very different ways of 
interpreting and enacting this statement. How the institutions uphold a Christ-
centered mission may have implications for whether students are satisfied 
religiously. A student who enters a CCCU institution with the expectation that 
faith is seamlessly integrated into every aspect of campus life may be 
disappointed if the institution is too deliberate or not deliberate enough. On the 
other hand, a student may enter a Christian college with little desire to grow 
spiritually, perhaps because he is attending the institution only at his parents' 
behest. Lack of religious integration, then, may occiu- because students are not 
interested in spiritual growth or because the religious atinosphere of an 
institution is either too simplistic or too lax. (pp. 134-135) 

Other researchers have looked at Tinto's model (or similar student-environment 

fit models) in church-related settings. Brandt (1991) tested Tinto's model at a small 

private religiously affiliated college. In this stiidy, Brandt (1991) replicated an earlier 

study by Terenzini, Lorang, and Pascarella (1981) that tested Tinto's model at a large 

public university. Brandt (1991) operationalized the academic integration, social 

integration, and institutional and goal commitment variables of Tinto's model by usmg 
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a scale created by Pascarella and Terenzini (1980). The resuUs of this study indicate 

that this scale (designed to measure the constructs of Tinto's model) may be useful in 

predicting persistence or voluntary dropout behavior. Brandt (1991), however, failed to 

add any measures that would include a student's spiritual integration into the campus. 

In another study, Diggs (1986) adapted Tinto's model to examine first year 

attrition at a private church related institution. Diggs (1986) found that an adapted 

model (based on Tinto's) was useful in determining variables that are associated with 

freshmen to sophomore persisters and withdrawers at a private, church related 

institution. Diggs (1986) attempted to add a spiritual component to his model under a 

social integration variable. Diggs (1986) operationahzed social integration as tiie grades 

a student received in a first-year Christian Service class and participation in 

Accountability Groups, which were a requirement in the first-year Christian Service 

course. Diggs (1986) concluded that the measure of social integration needed to be 

expanded to include some of Tinto's more traditional measures of social integration. 

Cash and Bissel (1985) tested Tinto's model in two midwestem church-related 

campuses. Replicating earher stiidies, these authors found tiiat the general explanatory 

power of Tinto model was upheld m these settings, however, a significant portion of the 

drop-out behavior was not accounted for. The authors concluded that "other" factors 

unique to church-related campuses could effect stiident's decisions to persist or 

withdrawal. 
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Summary 

Four predominant models have been proposed regarding student retention and 

attrition in higher education. Of these, Tinto's model has received more focus than any 

other model. Researchers have tested Tinto's model as whole and have examined 

individual variables within his model. This research clearly supports the utility of 

Tinto's model. In addition, the author examined literature relating to spiritual 

integration that helps to set a foundation for the use of a spiritual integration variable in 

this study. 

Based on the literature presented in this review, it is reasonable to suggest that 

Tinto's model will be useful in understanding retention and attrition at a Christian 

institution of higher education, and that due to the unique nature of Christian education, 

a "Spiritual Integration (SI)" variable may further help to explain retention and attrition 

at a Christian institution. The next chapter will focus on tiie methodology of this study. 
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CHAPTER ni 

METHODOLOGY 

Intioduction 

hi reviewing literature for this stiidy, it became apparent that the majority of 

studies that tested Tinto's model used a survey method to collect data. A survey design 

has been the primary data collection tool in these stiidies because it has proved the most 

effective means in collecting tiie information needed to test Tinto's model. This study 

also uses a survey design and this chapter will fiirther explore this methodology by 

covering: (a) the general design of the stiidy; (b) the sample; (c) confidentiality; (d) 

bias; (e) the instioimentation; (f) the variables and collection of data; (g) data analysis; 

and (h) anticipated findings and conclusions. 

General Design 

The piupose of survey research is to generalize from a sample to a population so 

that inferences can be made about some characteristic, attitude, or behavior of this 

population (Babbie, 1990). A survey design was chosen for this study primarily 

because of past precedent (numerous other studies testing Tinto's model have used the 

survey design). In addition, survey research was most feasible for this study because it 

was the most cost and time efficient means to collect data. 

In this survey study, cross-sectional data was collected with two questionnaires 

and data was also collected from official university records. The first questionnaire, 

the 2000 Student Information Form, developed by the Higher Education Research 
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histitute at the University of Califomia at Los Angles, was completed by all entering 

freshmen five weeks into the fall 2000 semester. The data from this survey is used ex 

post facto. This instrument collects various background information as well as 

information about a student's educational expectations and aspirations. 

The second questionnaire was completed during tiie twelfth week of the spring 

2001 semester. This survey is called the Institiitional Integration Scales and was 

designed by Pascarella and Terenzini (1980) to operationalize certain variables in 

Tinto's model of student departure. Five additional questions were attached to 

Pascarella and Terenzini's (1980) questionnaire that operationalzed a spiritual 

integration variable. 

The sample for this study consists of the students who completed the Student 

Information Form, the Institutional Integration Scales, and the spiritual integration 

measure. These students were fracked for one year, from their initial enrollment in the 

fall semester of 2000 through the fall semester of 2001. Students were then placed 

into one of two groups. One group consists of persisters, students who have 

reenrolled for the fall semester of 2001. The second group is termed withdrawers, 

students who did not retum for the fall 2001 semester. 

Chi-square and t-tests were run between all twelve of the pre-enrolhnent 

variables. These preliminary analyses determined if tiiere were any covariates 

significantly related to the outcome variables. The covariates that were found to be 

significant and the major predictors were entered into a logistic regression equation. 
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Sample 

The population chosen for this stiidy came from first-year students at Central 

Christian University (a pseudonym) who enrolled in the fall 2000 semester, and 

continued in the spring 2001 semester. The sample used for this stiidy is the first-year 

students who completed both the Student hiformation Form and Pascarella and 

Terenzin's (1980) Mstitutional hitegration Scales. 

e c u is a mid-sized Comprehensive I University located in the southwestern 

region of the United States. This institiition is religiously affiliated, a member of the 

Council of Christian Colleges and Universities, and is accredited by the Southern 

Association of Colleges and Schools. 

In the fall of 2000, the total undergraduate population at CCU was 

approximately 4273. The number of entering freshman for the fall of 2000 was 1029. 

Of the 1029 students who started in the fall, 923 reenrolled in the spring 2001 semester. 

The sample for this study was drawn from these first-year students who reenrolled in 

the spring 2001 semester. As previously stated, to be m the sample, students must have 

completed the Student Information Form. Of the 923 students who reenrolled in the 

spring 2001 semester 750 were usable because they filled out the Student Information 

Form and provided their social security numbers on that form. Of the 750 eligible 

students, 430 students who took the integration surveys matched. This made up my 

total sample. In this sample, 251 students were females and 179 students were males. 

Two types of non-responses occurred as data was collected. Some students 

turned in the Integration scales without answering any questions; these students were 
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excluded from the stiidy. Otiier students skipped certain questions in the Integration 

scales; these item non-responses were included in the stiidy. 

Confidentiality 

This stiidy attempted to provide the strictest confidentiality for all participants. 

To insure confidentiality, participants were identified by a numeric code not by their 

individual names. In addition, no one will be identified by name in future reports, and 

findings of this study will only be reported in aggregate form only. 

Bias 

Gall, Borg, and Gall (1996) defined bias as "a set to perceive events or other 

phenomena in such a way that certain facts are habitually overlooked, distorted, or 

falsified" (p. 754). This study took all necessary measures to avoid researcher bias. The 

researcher does not have a stake in the outcome of this study or hold a particular view 

that would slant the results of this study. In addition, careful steps were taken to ensure 

that this study was designed in such a fashion to avoid bias, and the questions used in 

each survey did not point the respondent in a particular direction. 

Instrumentation 

The first questionnaire, in which data will be collected ex post facto, is the 2000 

Student Information Form (see Appendix A). The Student Information Form has been 

administered at colleges and universities throughout the nation at the beginning of each 

fall semester as a part of the Cooperative Institutional Research Program (CIRP). This 
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program is sponsored by the American Council of Education and is overseen by the 

Higher Education Research histitute at the University of Califomia at Los Angles. 

This survey instinment was designed, "to provide community colleges, four-

year colleges, and universities a cost-effective method of collecting comparative data 

on their entering stiidents for use in institiitional decision-making, research, and 

assessment activities" (Higher Education Research histitute website, 2001). The 

insti-ument itself covers a broad array of topics. These topics include demographic 

characteristics, expectations of the college experience, secondary school experiences, 

degree goals and career plans, college fmances, attitiides, values and life goals, and 

reasons for attending college (Higher Education Research histitiite website, 2001). Due 

to tiie fact tills survey is primarily demographic, reliability and validity has not been 

established. 

The second survey instrument that will be used in this study is the histitutional 

Integration Scales, created by Pascarella and Terenzini in 1980 (Appendix B). This 

instrument has 35 questions with five possible Likert scale answers rangmg from 5 = 

"agree sfrongly" to 1= "disagree sfrongly". This survey contains five scales that were 

designed to operationalize Tinto's constmcts of: (a) academic integration, (b) social 

integration, and (c) institutional and goal commitment. These five scales and their 

content include: 

Academic and Intellectual Development 

I am satisfied with the extent of my intellectual development this year. 
My academic experience this year has had a positive influence on my intellectual 
growth and interest in ideas. 
I am satisfied with my academic experience at Cenfral Christian University this past 
year. 
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My interest in intellectual ideas and intellectual matters has increased this year. 
I am more likely to attend a cultural event (for example a concert, lectiire or art show) 
now than I was a year ago. 
I have performed academically as well as 1 anticipated I would. 

Faculty Concem for Student Development and Teaching 

Few of the faculty members that I have had contact witii this year are genuinely 
interested in students. 
Few of the Faculty members I had contact with this year are genuinely outstanding or 
superior teachers. 
Few of the CCU faculty members I have had contact with this year are willing to spend 
time outside of class to discuss issues of interest and importance to students. 
Most of tiie CCU faculty members I have had contact with are interested in helping 
students grow in more than just academic areas. 
Most faculty members I have had contact with this year are genuinely interested in 

teaching. 

Peer Group Interaction 

The student fiiendships I have developed this past year have been personally satisfying. 

I have developed close personal relationships with other students. 
My mterpersonal relationships with other students have had a positive influence on my 
personal growth, values and attitudes. 
My interpersonal relationships with other students have had a positive influence on my 
intellectual growth eind interest in ideas. 
It has been difficult for me to meet and make fiiends with other students. 
Few of the CCU students I know would be willing to listen to me and help me if I had a 
personal problem. 
Most students at CCU have values and attitudes which are different from my own. 
Interactions with Faculty 

My non-classroom interactions with faculty this year have had a positive influence on 
my personal growth, values and attitudes. 
My non-classroom interactions with CCU faculty members have had a positive 
influence on my intellectual growth and interest in ideas 
My non-classroom interactions with faculty this year have had a positive influence on 
my career goals and aspirations. 
This past year, I have developed a close personal relationship with at least one faculty 
member. 

Institutional and Goal Commitments 
It is important for me to graduate from college. 
I made the right decision in choosing to attend Central Christian University 
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It is likely that I will register at Cenfral Christian University next fall. 
It is not important for me to graduate from Christian University. 
1 have no idea at all what I want to major in. 
Getting good grades is not important to me. 

I am confident that 1 made the right decision in choosing to attend CCU. 

In terms of reliability and validity. Fox (1984) found all scales to be intemally 

consistent with alpha coefficients ranging from .72 to .82. In another study, Pascarell 

and Terenzeni found alpha coefficients for the five scales ranging from .71 to .84. 

Terenzini, Lorang, and Pascarella (1981) also found all scales to be intemally 

consistent with alpha rages from .71 to .84. 

A scale measuring spiritual integration will be added to the Pascarella and 

Terenzini survey in order to assess one's spiritual integration. The scale that will be 

used was developed by Shreiner (1999), and employed in a study by WaUer (2000). 

The spiritual integration scale contains the following questions: 

Spiritual Integration 
Being on this campus is contributing to my spiritual growth. 
My understanding of God is being sfrengthened by classroom and/or campus 
experiences. 
Faculty, adminisfrators, and/or staff are helpfiil to me m processing issues related to my 
faith. 
This campus provides adequate opportunities for involvement m ministiy. 

Given where I am spfritually right now, this campus is a good fit for me. 

Walter (2000) found the spiritual integration scale reliable witii an alpha score 

of .86. Due to the newness of the spfritiial mtegration scale, validity has not ye been 

established. 

Table 3.1 illusfrates tiie relationship between each variable, research question, 

scale, and item on the actual survey. 
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Table 3.1 Variables, Research Questions, Scales, and Items on Survey 

Variable 
Name 

Academic 
Integration 

Social 
Integration 

Institutional 
and Goal 
Commitments 

Spiritual 
Integration 

Research Questions 

Research Question 1: 
After controlling for statistically significant pre-enrollment 
variables or covariates, (pre-entry attributes and goals and 
commitments (initial), which include: gender, race, parents 
combined annual income, mother and fathers formal 
education, state of residence, composite ACT score, high 
school class rank, highest degree planned, highest degree 
expected at current institution, pre-enrollment ranking of 
college choice), is academic integration a significant 
predictor of freshmen to sophomore persistence and 
withdrawal at a Christian institution of higher education? 

Research Question 2: 
After controlling for statistically significant pre-enrollment 
variables (covariates), is social integration a significant 
predictor of freshmen to sophomore persistence and 
withdrawal at a Christian institution of higher education? 

Research Question 3: 
After controlling for statistically significant pre-enrollment 
variables (covariates), are goal and institutional 
commitments a significant predictor of freshmen to 
sophomore persistence and withdrawal at a Christian 
institution of higher education? 

Research Question 4: 
After controlling for statistically significant pre-enrollment 
variables (covariates), is spiritual integration a significant 
predictor of freshmen to sophomore persistence and 
withdrawal at a Christian institution of higher education? 

Scales 

Academic and In
tellectual Develop
ment 

Faculty Concem for 
Student Develop
ment and Teaching 

Peer Group Interac
tions 

Interaction vidth 
Faculty 

Institutional and 
Goal Commitments 

Spiritual Integration 

Item on 
Survey 

2,3,4,7,10,12, 
27,32,33,34, 
35 

13,14,16,17, 
18,20,22,28, 
29,30,31 

8,9,36,37,38, 
39 

5,11,15,21,25 

Variables 

The Student Information Form, the Pascarella and Terenzmi (1980) instrument, 

and a Christian University's Regisfrar's records will be used to measure the five 

variable categories of Tinto's model. The first two categories of variables (Pre-entry 

attiibutes and Goals and Commitments (initial) will be confroUed as covariates). Each 

set of variables will be operationalized as follows: 

52 



I. Pre Entiy Attributes (Covariates) 

A. Family Background 

1. Gender (coded 1 = male, 2= female) 

2. Race (0 = white, 1 = nonwhite) 

3. Parents combined annual income (derived from five ordinal 

categories ranging from "less than $30000" to "100,000 or 

more") 

4. Mothers formal education (derived from the level of formal 

education, using three ordinal categories: "no bachelor's", 

"bachelor's", and "beyond bachelor's") 

5. Fathers formal education (derived from the level of formal 

education, using three ordinal categories: "no bachelor's", 

"bachelor's", and "beyond bachelor's") 

6. State of residence (1 = in-state, 2 = out-of-state). 

B. Skills and abilities (excluded) 

1. Student's composite score on the ACT (American College 

Test) or tiie SAT (Scholastic Aptitiide Test) 

C. Prior schooling (excluded) 

1. Student' s high-school class rank 

II. Goals/Commitinents-Initial (Covariates) 

A. The student's highest degree planned anywhere (four categories 

ranging from "bachelors" to "professional") 
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B. The student's highest expected academic degree at that particular 

institution (four categories ranging from "bachelors" to 

"professional") 

C. The student's pre-enrollment ranking of college choice (four 

categories from "first choice" to "fourth choice") 

III. Academic Integration 

A. Cumulative freshman-year grade point average 

B. A seven-item factorially derived scale measuring a student's 

perceived level of academic and intellectual development, 

C. A five-item factorially derived scale measuring a student's perceived 

level of and faculty concem for student development and teaching. 

rv. Social Integration 

A. The average number of hours per week a student spends 

participating in exfra-curricular activities. (Exfra-curricular activities 

will be measured by a students response to the question, " In the past 

academic year, approximately how many hours per week, on the 

average, did you spend in organized exfra-curricular activities") 

B. A seven-item factorially derived scale measuring the extent and 

quality of students' interaction with their peers (Pascarella and 

Terenzeni 1980). 

C. A four-item factorially derived scale measuring the quality and 

impact of students' out of class contact with faculty( Pascarella and 

Terenzeni 1980). 
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V. Goals and Commitments—Subsequent 

A. A six-item factorially derived scale measuring a student's desire to 

graduate from college and commitment to graduate from the 

institution they are currently attending. 

VI. Spiritual Integration 

A. A five-item scale designed to measure both a students' spiritual 

integration into the Christian college campus environment. 

VII. Departure Decision 

A. Will be determined in the fall of 2001 from records in the Registrars 

office (If the student reenrolled they were coded "0", if they did not 

reenroll they were coded "1"). 

Collection of Data 

Data was collected by having all entering students complete tiie first survey 

(Student Information Survey) five weeks into their first semester, fall 2000. Completion 

of this survey was done through University Seminar, a course required of all entering 

first year students with fewer than 22 credit hours. Cenfral Christian University's Office 

of Institutional Research has overseen the collection of this data (see Appendix A). 

Data was collected using tiie second survey during the twelfth week of the 

second semester, spring 2001(Appendix B). This date msures that stiidents participating 

in the study have had adequate campus experience. In order to solicit a maximum 

response level, students that have been selected were administered the survey at a 
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required Bible course that was primarily populated with second semester, first year 

students. I was responsible for the administration and collection of this survey. 

Data was collected from the Office of Institutional Research in the fall of 2001 

to determine who is a persister and who is a withdrawer. 

Data Analysis 

Logistic regression was used as the primary statistical technique for this study. 

Logistic regression was chosen because the outcome or predictor variable in this study 

is dichotomous, that is, it has only two values: persister, or withdrawer. Logistic 

regression analysis is specifically designed for use when the dependent variable has two 

values (Wright, 1995). There were four research questions examined in this study: 

Research Question 1: After controlling for statistically significant pre-

eiu-ollment variables or covariates (the categories of Tinto's model termed pre-entry 

attributes and goals and commitments-initial), which include: gender, race, parents' 

combined annual income, mother and father's formal education, state of residence, 

composite ACT score, high school class rank, highest degree planned, highest degree 

expected at current mstitution, pre-enrolhnent ranking of college choice), is academic 

integration a significant predictor of freshmen to sophomore persistence at a Christian 

institution of higher education? 

Research Question 2: After confroUing for statistically significant pre-

enrolhnent variables is social integration a significant predictor of freshmen to 

sophomore persistence at a Christian institiition of higher education? 
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Research Question 3: After controlling for statistically significant pre-

enrollment variables are goal and institutional commitments significant predictors of 

freshmen to sophomore persistence at a Christian institution of higher education? 

Research Question 4: After confrolling for statistically significant pre-

enrollment variables is spiritual integration a significant predictor of freshmen to 

sophomore persistence at a Christian institution of higher education? 

Two analyses were employed in order to answer all four research questions. Chi 

square and t-tests were run between all twelve of the pre-enrolhnent variables. These 

preliminary analyses determined if there were any covariates significantly related to the 

outcome variables. Covariates that were significant are confroUed for in subsequent 

analyses. A chi square and t-tests also helped to allow for an examination of the 

individual relationships between the predictors and the outcome variable. 

The second stage of the analysis involved a logistic regression where all 

significant covariates and all predictors are entered into the logistic regression equation. 

The logistic regression provided a chi square statistic and a classification table. A 

classification table summarizes the fit between the actual and predicted group 

membership informing us as to the quality of the predictors to significantly classify 

persisters and non-persisters. In addition, the logistical regression provided a 

significance test for the individual predictors in the equation. 
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Anticipated Findings 

It is anticipated that each of the core tenants of Tinto's model (academic 

integration, social integration, and institutional and goal commitments) as well as the 

spiritual integration variable will significantly predict freshman to sophomore persisters 

and withdrawers at a Christian institution of higher education. This assumption is based 

on results of previous studies that have tested Tinto's model. 

In terms of academic integration, it is expected that students who report a 

greater level of integration into the academic system of the institution will be more 

likely to persist in college. The following studies have reported this anticipated finding: 

Terenzeni, Lorang, and Pascarella (1981); Pascarella, Duby, and Iverson (1983); 

Pascarella and Terenzeni (1983); Getzlaf, Sedlacek, Keamey, and Blackwell (1984); 

Cash and Bissel (1985); Fox (1986); Cabrera, Castaneda, Nora, and Hengstier (1992). 

In terms of social integration, it is expected that students who report a greater 

level of mtegration mto the social system of the institution will be more likely to persist 

in college. The foUowmg studies have found an indirect relationship between social 

integration and persistence: Pascarella and Terenzeni (1983); Allen (1986); Stage 

(1988); Allen and Nelson (1989); Cabrera, Castaneda, Nora, and Hengstier (1992); 

Cabrera, Nora, and Castaneda (1992). 

In terms of mstitiitional and goal commitinents, it is expected that the greater 

the level of subsequent commitinent to the goal of college graduation and commitment 

to the institiition, the greater the likelihood of stiident persistence in college. The 

following stiidies have supported this anticipated findmg: Pascarella and Terenzeni 
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(1980); Pascarella and Terenzeni (1983); Terenzeni, Lorang and Pascarella (1981); 

Terenzeni, Pascarella, Theophihdes, and Lorang (1985). 

hi terms of spiritual integration, it is expected that stiidents who report a greater 

level of integration into the spiritual system of the institution will be more likely to 

persist in college. The following stiidies have reported this anticipated finding: Walter 

(2000). 

Summary 

This chapter has provided a methodology for this study. In this survey study, 

cross-sectional data was collected with two questionnaires and data was also collected 

from official university records. The sample for this study consists of first year 

students at Cenfral Christian University who completed the Student Information Form 

(questionnaire 1), and the Institutional Integration Scales and the spiritual integration 

measure (questiormaire 2). These students were fracked for one year, from theu: initial 

enrollment in the fall semester of 2000 through the fall semester of 2001. Students 

were then placed into one of two groups. One group consists of persisters, students 

who have reenrolled for the fall semester of 2001. The second group is termed 

withdrawers, students who did not retum for the fall 2001 semester. 

The data collected has been analyzed by usmg chi-square and t-tests to identify 

significant covariates. The covariates that were found to be significant and the major 

predictors were entered into a logistic regression equation. 
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In Chapter IV, the findings of this study are reported. Chapter V contains 

research limitations, a discussion of the results, implications for practice, and 

suggestions for further study. 
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CHAPTER IV 

FINDINGS 

Intioduction 

This chapter is a presentation of the quantitative results used to determine the 

answers to the research questions of this study. Two stages of analysis were conducted 

to answer each of the four research questions. In the first stage, chi-square and t-tests 

were run between all twelve of the pre-enrollment variables. These preliminary 

analyses determined if there were any covariates significantly related to the outcome 

variables. Pre-enrollment variables that were identified as significant are controlled for 

in subsequent analyses. 

The second stage of the analysis involved a logistic regression where all 

significant covariates and all predictors are entered into the logistic regression equation. 

The logistic regression provided a chi square statistic (a significance test) and a 

classification table informing us as to the extent the predictors and the covariates to 

significantly classify persisters and non-persisters. In addition, the logistical regression 

provided a significance test for the individual predictors in the equation. Before 

discussing each research question, the statistical analysis employed, and the findings; 

the results of the preluninary analysis of the pre-enrolhnent variables is presented. 

Pre-Enrolhnent Variable Prehminary Analysis 

Pre enrollment variables include variables contained in Tinto's categories of 

pre-entiy attiibutes, and goals and commitinents. These variables are: gender, race, 
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parents combined annual income, mother and fathers formal education, state of 

residence, composite ACT score, composite SAT score, highest degree planned, highest 

degree expected at current institution, and pre-enrollment ranking of college choice. 

When examining the basic demographic data for the sample used in this stiidy, the pre-

enrollment variables were chosen for closer investigation. 

Gender 

As shown in Table 4.1 there is virtually no difference in the distribution 

between male and female persisters and non-persisters. A chi-square test (Table 4.13) 

confirmed that the difference was not statistically significant. The percentage of male 

persisters was 41.6% and the percentage of male non-persisters was 41.5%. The 

percentage of female persisters was 58.4%, whereas the percentage of female non-

persisters was 58.5%. 

Table 4.1: Gender, by Persisters and Non-Persisters 

Enrollment Status Gender 
Male Female Total 

Persisters 157 220 377 
41.6% 58.4% 100% 

Non-persisters 22 31 53 
41.5% 58.5% 100% 

Total 179 251 430 
41.6% 58.4% 100% 
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Race 

Table 4.2 reveals only a slight difference in the distribution between white and 

otiier race persisters and non-persisters. A chi square test (Table 4.13) confirmed that 

tiie difference was not statistically significant. The percentage of white persisters was 

85.7%, whereas the percentage of white non-persisters was 83.0%. The percentage of 

non-white persisters was 14.3% and the percentage of non-white non-persisters was 

17.0%. 

Table 4.2: Ethnicity, by Persisters and Non-Persisters 

Enrollment Status Ethnicity 
White Other Total 

Persisters 323 54 377 
85.7% 14.3% 100% 

Non-persisters 44 9 53 
83.0% 17.0% 100% 

Total 367 63 430 
85.3% 14.7% 100% 

Residence 

Table 4.3 indicates that there is little difference in the distribution between in 

state and out of state residence by persisters and non-persisters. A chi-square test (Table 

4.13) confirmed that the difference was not statistically significant. The percentage of 

in-state persisters was 81.7%, whereas the percentage of in-state non-persisters was 

84.9%. The percentage of out of state persisters was 18.3% and the percentage of out of 

state non-persisters was 15.1%. 
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Table 4.3: State ofResidence, by Persisters on Non-Persisters 

Enrollment Statiis State ofResidence 

Texas Other Total 

Persisters 308 69 377 
81.7% 18.3% 100% 

Non-persisters 45 8 53 
84.9% 15.1% 100% 

Total 353 77 430 
82.1% 17.9% 100% 

ACT 

Table 4.4 indicates a difference in the mean ACT scores between persisters and 

non-persisters. A T-test (Table 4.14) confirmed that the difference is statistically 

significant. The mean score for persisters was 23.17, and the mean score for non-

persisters was 21.02. 

Table 4.4: ACT Scores, by Persisters and Non-Persisters 

Enrolhnent Status N Minimum Maximum Mean Std. Deviation 
Persisters 289 13 33 23.17 4.01 
Non-Persisters 44 14 29 21.02 3.98 

SAT 

Table 4.5 indicates a difference in the mean SAT scores between persisters and 

non-persisters. A T-test (Table 4.14) confirmed that the difference is statistically 
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significant. The mean score for persisters was 1081.30, and the mean score for non-

persisters was 985.59. 

Table 4.5: SAT Scores, by Persisters and Non-Persisters 

Enrollment Status 
Persisters 
Non-Persisters 

N 
285 
34 

Minimum 
510 
600 

Maximum 
1560 
1430 

Mean 
1081.30 
985.59 

Std. Deviation 
181.82 
187.97 

Parental Income 

As shown in Table 4.6 the parental income of persisters is higher than that of 

non-persisters in all income categories. A chi-square test (Table 4.12), however, 

confirmed that the differences in income are not statistically significant. The percentage 

of persisters with an income of less than $30,000 was 11.1%, whereas the percentage of 

non-persisters with an income of less than $30,000 was 20.8%. The percentage of 

persisters with an mcome between $30,000 and $60,000 was 27.3%, whereas the 

percentage of non-persisters with an income between $30,000 and $60,000 was 30.2%. 

The percentage of persisters with an income between $60,000 and $75,000 was 11.1%, 

whereas the percentage of non-persisters with an income between $60,000 and $75,000 

was 13.2%. The percentage of persisters witii an income between $75,000 and 

$100,000 was 14.9%, whereas tiie percentage of non-persisters with an income between 

$75,000 and $100,000 was 7.5%. The percentage of persisters witii an mcome over 

$100,000 was 35.5%, whereas the percentage of non-persisters with an income over 

100,00 was 28.3%. 
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Table 4.6: Parents Income Level, by Persisters and Non-Persister 

Emollment Status Parents Income Level 

Persisters 

Non-Persisters 

Total 

<30K 30-60K 60-75K 75-lOOK > lOOK Total 

42 103 42 56 134 377 
11.1% 27.3% 11.1% 14.9% 35.5% 100% 

11 16 7 4 15 53 
20.8% 30.2% 13.2% 7.5% 28.3% 100% 

53 119 49 60 149 430 
12.3% 27.7% 11.4% 14% 34.7% 100% 

Father's Educational Level 

As shown in Table 4.7 the level of students father's education is higher for 

persisters than non-persisters at the bachelor's degree and the beyond bachelor's degree 

level. The greatest difference is evident at the no bachelor's degree level; many more 

fathers of non-persisters have not achieved a bachelor's degree than fathers of 

persisters. A chi-square test (Table 4.12) confirmed that the difference in a stiident's 

father's educational level is statistically significant. 

The percentage of persisters whose fathers had not achieved a bachelor's degree 

was 29.4%, whereas the percentage of non-persisters whose fathers had not achieved a 

bachelor's degree was 49.1%. The percentage of persisters whose fatiiers had obtamed 

only a bachelor's degree was 33.7%, where as the percentage of non-persisters whose 

fathers had obtamed only a bachelor's degree was 24.5%. The percentage of persisters 

whose fathers had obtained a higher degree tiian the bachelor's degree was 36.9%, 
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whereas the percentage of non-persisters whose fathers had obtained a higher degree 

than the bachelor's degree was 26.4%. 

Table 4.7: Father's Formal Education, by Persisters and Non-Persisters 

Enrollment Status Education Level 
NoB.A. B.A. Beyond B.A. Total 

Persisters 

Non-Persisters 

Total 

111 
29.4% 

26 
49.1% 

137 
31.9% 

127 
33.7% 

13 
24.5% 

140 
32.6% 

139 
36.9% 

14 
26.4% 

153 
35.6% 

377 
100% 

53 
100% 

430 
100% 

Mother's Education Level 

As shown in Table 4.8, at the no bachelor's degree level, more mothers of non-

persisters have not achieved a bachelor's degree than mothers of persisters. The level of 

motiier's education is vkhially tiie same for persister's and non-persister's at the 

bachelor's degree level and tiie level of mother's education is shghtly higher for 

persister's at tiie beyond bachelor's degree level. A chi-square test (Table 4.12) 

confirmed that these differences were not statistically significant. 

The percentage of persisters whose motiiers had not achieved a bachelor's 

degree was 42.2%, whereas the percentage of non-persisters whose mothers had not 

achieved a bachelor's degree was 49.1%. The percentage of persisters whose mothers 

had obtained onfy a bachelor's degree was 37.9%, whereas the percentage of non-

persisters whose mothers had obtained only a bachelor's degree was 37.7%. The 
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percentage of persisters whose mothers had obtained a higher degree than the 

bachelor's degree was 19.9%, whereas the percentage of non-persisters whose mothers 

had obtained a higher degree than the bachelor's degree was 13.2%. 

Table 4.8: Mother's Formal Education, by Persisters and Non-Persisters 

Enrollment Status Education Level 
NoB.A. B.A. Beyond B.A. Total 

Persisters 

Non-Persisters 

Total 

159 
42.2% 

26 
49.1% 

185 
43% 

143 
37.9% 

20 
37.7% 

163 
37.9% 

75 
19.9% 

7 
13.2% 

82 
19.1% 

377 
100% 

53 
100% 

430 
100% 

Highest Degree Planned 

As indicated in Table 4.9 a greater percentage of non-persisters plan on earning 

a professional degree and a greater percentage of persisters plan on earning a master's 

degree. A chi square test (Table 4.12) confirmed that tiiese differences were not 

statistically significant. 

The percentage of persisters who indicated that they did not plan to attain a 

bachelor's degree was 3.2%, whereas the percentage of non-persisters who uidicated 

that they did not plan to attain a bachelor's degree was 0.0%. The percentage of 

persisters who indicated that the bachelor's degree is tiiey highest degree they plan on 

attaining was 8.5%, whereas tiie percentage of non-persisters who indicated that the 

bachelor's degree is they highest degree they plan on attaming was 13.2%. The 

percentage of persisters who indicated that the master's degree is they highest degree 
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they plan on attaining was 28.4%, whereas the percentage of non-persisters who 

indicated that the master's degree is they highest degree they plan on attaining was 

18.9%. The percentage of persisters who indicated that a professional degree is they 

highest degree they plan on attaining was 59.9%, whereas the percentage of non-

persisters who indicated that a professional degree is they highest degree they plan on 

attaining was 67.9%. 

Table 4.9: Students Highest Degree Planned Anywhere, by Persisters and Non-
Persisters 

Enrolhnent Status 

Persisters 

Non-persisters 

Total 

Below B.A. 

12 
3.2% 

0 
0% 

12 
2.8% 

Highest Degree Planned 
B.A. 

32 
8.5% 

7 
13.2% 

39 
9.1% 

M.A. 

107 
28.4% 

10 
18.9% 

117 
27.2% 

Professional 

226 
59.9% 

36 
67.9% 

262 
60.9% 

Total 

377 
100% 

53 
100% 

430 
100% 

Highest Degree at Current Institution 

As indicated in Table 4.10 tiiere are slight differences between persisters and 

non-persisters when looking at the highest degrees that stiidents have planned at tiie 

institution they currently attend. A chi-square test (Table 4.12) confirmed that the 

differences were not statistically significant. 

The percentage of persisters who indicated that tiiey did not plan to attaui a 

bachelor's degree was 2.1%, whereas the percentage of non-persisters who indicated 

that they did not plan to attain a bachelor's degree was 3.8%. The percentage of 
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persisters who indicated that the bachelor's degree is they highest degree they plan on 

attaining was 45.9%, whereas tiie percentage of non-persisters who indicated that the 

bachelor's degree is they highest degree they plan on attaining was 41.5%. The 

percentage of persisters who indicated that the master's degree is they highest degree 

they plan on attaining was 17.8%, whereas the percentage of non-persisters who 

indicated tiiat the master's degree is they highest degree they plan on attaining was 

20.8%. The percentage of persisters who indicated that a professional degree is they 

highest degree they plan on attaining was 32.4%, where as the percentage of non-

persisters who indicated that a professional degree is they highest degree they plan on 

attaining was 32.0%. 

Table 4:10: Students Highest Degree Planned at Current Institution, by Persisters and 
Non-Persisters 

Enrollment Status 

Persisters 

Non-persisters 

Total 

Below B.A. 

8 
2.1% 

2 
3.8% 

10 
2.3% 

Highest Degree'. 
B.A. 

173 
45.9% 

22 
41.5% 

195 
45.3% 

M.A. 

67 
17.8% 

11 
20.8% 

78 
18.1% 

Planned 
Professional 

129 
34.2% 

18 
34% 

147 
34.2% 

Total 

377 
100% 

53 
100% 

430 
100% 

Institution Choice by Rank 

As indicated in Table 4.11, the vast majority of both persisters and non-

persisters rank their current institution as their first choice. A chi-square test (Table 
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4.12) confirmed that there was no difference between persisters and non-persisters in 

terms of institution choice by rank. 

The percentage of persisters who indicated that the school they are currently 

attending was actiially tiieir fourth choice was 1.6%, whereas the percentage of non-

persisters who indicated that the school they are currently attending was actiially their 

fourth choice was 3.8%. The percentage of persisters who indicated that the school they 

are currently attending was actually tiieir third choice was 3.5%, whereas the 

percentage of non-persisters who indicated that the school they are currently attending 

was actually their third choice was 3.8%. The percentage of persisters who indicated 

that the school they are currently attending was actually their second choice was 12.3%, 

whereas the percentage of non-persisters who indicated that the school they are 

currently attending was actually their second choice was 15.1%. The percentage of 

persisters who indicated that the school they are currently attending was their first 

choice was 82.6%, whereas the percentage of non-persisters who indicated that the 

school they are currently attending was their first choice was 77.4%. 

Table 4:11: Current Institution Choice Rank, by Persisters and Non-Persisters 

Enrolhnent Status 

Persisters 

Non-persisters 

Total 

4th 

6 
1.6% 

2 
3.8% 

8 
1.9% 

College Choice 
3rd 

13 
3.5% 

2 
3.8% 

15 
3.5% 

2nd 

46 
12.3% 

8 
15.1% 

54 
12.6% 

1st 

309 
82.6% 

41 
77.4% 

350 
82% 

Total 

374 
100% 

53 
100% 

427 
100% 
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Summary of Statistical Analysis of Pre-entry Attributes 

Each of the previously discussed pre-enrollment variables was tested for 

statistical significance. On the nominal and ordinal based variables a chi-square test of 

significance was conducted. As indicated in Table 4.12, the only variable that was 

foimd to be statistically significant was the father's level of education. In later analysis, 

this variable was controlled. 

Table 4.12: Summary of Chi Square Results 

Variable Chi Square df Sig;̂  

Gender .000 1 .985 

Ethnicity .262 1 .608 

State ofResidence .325 1 .568 

Parent's hicome Level 6.278 4 .179 

Father's Education Level 8.235 2 .016 

Mother's Education Level 1.601 2 .449 

Highest Degree Planned 4.859 3 .182 
Anywhere 
Highest Degree Planned at 9.70 3 .808 
Current Institution 

Current Institution Choice 
Rank 1.621 3 655 

A T-test was conducted on scale-based variables. As indicated m table 4.13, 

there proved to be a statistically significant difference in the ACT and SAT test scores 

of persisters and non-persisters. However, due to the number of missing cases in the 

SAT and ACT variables, these variables were excluded in further analysis. 
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Table 4.13: Summary of T-test Results 

Variable j df Sig. 
ACT 6.502 427 .000 
SAT 2.891 317 .004 

Research Question One 

After controlling for statistically significant pre-enrollment variables or 
covariates (the categories of Tinto's model termed pre-entry attributes and goals and 
commitments-initial), which include: gender, race, parents combined armual income, 
mother and father's formal education, state of residence, composite ACT score, highest 
degree planned, highest degree expected at current institution, pre-enrollment ranking 
of college choice), is academic integration a significant predictor of freshmen to 
sophomore persistence at a Christian institution of higher education? 

When the constmct of Academic Integration (which includes the academic and 

intellectual development scale, the faculty concem for student development and 

teaching scale, and a student's cumulative grade point average) and significant pre-

enrolhnent variables were loaded into the regression equation, two of four variables 

within tiie consti^ct proved to be significant (Table 4.14). These variables mcluded the 

student's cumulative G.P.A. and the Academic and Intellectual Development Scale. 
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Table 4.14: Academic hitegration Regression Results 

Variable B S.E. 
Father's 

Education Level 

Wald df 
.347 

Cumulative -1.079 
G.P.A 

Academic and .105 
Intellectual Dev. 

Faculty Concem .018 
for Student Dev. 

Constant .119 

.198 

.262 

.041 

.069 

1.237 

3.071 

17.005 

6.677 

.065 

.009 

Sig. Exp (B) 
.080 

.000 

.010 

.798 

.923 

.707 

.340 

1.111 

1.018 

1.127 

The two variables that did not contiibute (father's education level and the 

faculty concem for student development and teaching scale) were eliminated and a 

second regression was run only on the variables that were significant in the first 

regression. When the regression was sequentially employed with just these two 

variables, they proved sigruficant (Table 4.15). This procedure is done to maximize 

accuracy. 

Table 4:15: Academic Integration Narrowed Regression Results 

Variable B S.E. Wald df Sig. Exp(B) 
Cumulative -.347 .198 3.071 1 .080 .707 

G.P.A 

Academic and -1.079 .262 17.005 1 .000 .340 
Intellectual Dev. 

Constant -.184 1.089 .029 1 .866 .832 
a. Variable(s) entered on step 1: Cumulative G.P.A., Acadademic & Intellectual Dev. 

Table 4.16 provides further insight into the predictability of the Academic 

Integration concept. This table indicates that the constioict of Academic hitegration 
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correctly predicted persisters at rate of 99.7%. However the constmct could not 

successfully predict non-persisters. Only 15.4% of non-persisters were predicted 

correctly. 

Table 4.16: Academic Integration Classification Table 

Actual Group Predicted Group 

Persisters 
Non-Persisters 
Overall Percentage 

Persisters 
372 
44 

Non-Persisters 
1 
8 

Percentage Correct 
99.7 
15.4 
89.4 

a. The cut value is .500 

Research Ouestion Two 

After confrolling for statistically significant pre-enrollment variables is social 
integration a significant predictor of freshmen to sophomore persistence at a Christian 
institution of higher education? 

When the constiiict of Social Integration (which includes the Student Interaction 

with Peers Scale, the Interactions witii Faculty Scale, and a student's average number of 

hours per week spent m exfra curricular activities) and significant pre-enrollment 

variables were loaded mto the regression equation, two of four variables within the 

constiiict proved to be significant (Table 4.17). These variables included the Peer-

Group Interactions Scale and the student's average number of hours per week spent m 

exfra-curricular activities 
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Table 4.17: Social hitegration Regression Results 

Variable B S.E. 
Exfracurricular 

Hours 

Peer Group 
Interaction 

Out of Class 
Faculty Contact 

Father's 
Education Level 

Constant 

-.286 

.203 

.047 

.166 

.129 

.050 

.063 

.087 

-3.410 1.246 

Wald 
4.908 

16.671 

.556 

3.685 

7.492 

df Sig. 
.027 

.000 

.456 

.055 

.006 

Exp (B) 
.751 

1.225 

.954 

.847 

.003 
a. Variable(s) entered on step 1: exfra-curricular hours, peer group interaction, out of 
class faculty contact, dad's educational level. 

The two variables that did not contribute (father's education level and the 

Interactions with Faculty Scale) were eliminated and a second regression was mn only 

on the variables that were significant in the first regression. When the regression was 

sequentially employed with just these two variables, they proved significant (Table 

4.18). 

Table 4.18: Social Integration Narrowed Regression Results 

Variable B S.E. Wald df Sig. Exp (B) 
Exfracurricular .269 .127 4.456 1 .035 .764 

Hours 

Peer Group .206 .048 18.811 1 .000 1.229 
Interaction 

Constant -4.982 1.021 23.792 1 .000 .007 
a. Variable(s) entered on step 1: extracurricular hours, and peer group interaction. 
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Table 4.19 provides further insight into the predictability of the Social 

Integration concept. This table indicates that the constmct of Social Integration 

correctly predicted persisters at rate of 99.7%. However, the constmct could not 

successfully predict non-persisters. Only 9.4% of non-persisters were predicted 

correctly. 

Table 4.19: Social Integration Classification Table 

Actual Group Predicted Group 

Persisters 
Non-Persisters 
Overall Percentage 

Persisters 
371 
48 

Non-Persisters 
1 
5 

Percentage Correct 
99.7 
9.4 
88.5 

a. The cut value is .500 

Research Ouestion Three 

After confrolling for statistically significant pre-enrolhnent variables are goal 
and institutional commitments significant predictors of freshmen to sophomore 
persistence at a Christian institution of higher education? 

When the constmct of Goal and Institutional Commitment (which includes tiie 

Goal and histitiitional Conunitinent Scale) and significant pre-enrolhnent variables 

were loaded into the regression equation, both the pre-enrolhnent variable of father's 

educational level and the Goal and histitiitional Commitinent Scale proved to be 

significant, making the entire constiiict significant (Table 4.20). 
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Table 4.20: Goal and histitiitional Commitment Regression Results 

Variable B S.E. Wald df Sig. Exp (B) 
Fatiier's -.392 .199 3.884 1 .049 .676 

Educational Level 

histitiitional and .416 .066 40.338 1 .000 1.516 
Goal Commitment 

Constant -9.009 1.331 45.794 1 .000 .000 
a. Variable(s) entered on step 1: Father's Educational Level, and histitutional and Goal 
Commitment. 

Table 4.21 provides further insight into the predictability of the Goal and 

Institutional Commitment constiiict. This table indicates that the constmct of Goal and 

Institutional Commitment correctly predicted persisters at rate of 98.7%. However, the 

constmct could not successfully predict non-persisters. Only 15.4% of non-persisters 

were predicted correctly. 

Table 4.21: Goal and Institutional Commitment Classification Table 

Actual Group Predicted Group 

Persisters 
Non-Persisters 
Overall Percentage 

Persisters 
368 
44 

Non-Persisters 
5 
8 

Percentage Correct 
98.7 
15.4 
88.5 

Research Ouestion Four 

After confrolling for statistically significant pre-enrollment variables is spiritual 
integration a significant predictor of freshmen to sophomore persistence at a Christian 
institution of higher education? 

When the constmct of Spiritual Integration (which includes the Spiritual 

Integration Scale) and significant pre-enrolhnent variables were loaded into the 
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regression equation, both the pre-enrollment variable of father's educational level and 

the Spiritiial hitegration Scale proved to be significant, making the entire constmct 

significant (Table 4.22). 

Table 4.22: Spiritual hitegration Regression Results 

Variable B S.E. Wald df Sig. Exp(B) 
Fatiier's .517 .193 7.181 1 .007 .596 

Educational Level 

Spiritiial .256 .056 20.985 1 .000 1.292 
Integration 

Constant -4.055 .770 27.765 1 .000 .017 
a. Variable(s) entered on step 1: Father's Educational Level, and Spiritiial Integration. 

Table 4.23 provides further insight into the predictability of the Goal and 

Institutional Commitment constiiict. This table indicates that the constmct of Goal and 

Institutional Commitment correctly predicted persisters at rate of 98.7%. However, the 

constmct could not successfully predict non-persisters. Only 15.4% of non-persisters 

were predicted correctly. 

Table 4.23: Spiritual Integration Classification Table 

Actual Group Predicted Group 

Persisters 
Non-Persisters 
Overall Percentage 

Persisters 
370 
47 

Non-Persisters 
2 
5 

Percentage Correct 
99.5 
9.6 
88.4 

Summary 

This chapter is a presented the quantitative results used to determine the 

answers to the research questions of this study. First, chi-square and T-tests were mn on 
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all pre-enrollment variables. It was determined from this preliminary analysis that three 

pre-enrollment variables were significant: ACT scores, SAT scores, and father's level 

of formal education. The father's level of formal education was held constant in 

subsequent analysis; however, due to the number of missing cases in the SAT and ACT 

variables, they were excluded in further analysis. 

When the logistic regression was employed to answer each research question, it 

was determined that two variables in the academic integration constmct were 

significant (student's ciunulative G.P.A. and the Academic and Intellectual 

Development Scale), two variables in the social integration constmct were significant 

(the Peer Group Interactions Scale and the student's average number of hours per week 

spent in exfracurricular activities), the goals and intuitional commitment constmct was 

significant, and the spiritual integration constmct was significant. Thus, research 

questions one and two were answered inconclusively, and research questions 3 and 4 

were answered conclusively. 
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CHAPTER V 

CONCLUSIONS AND RECOMMENDATIONS FOR PRACTICE 

AND FURTHER RESEACH 

The goal of this stiidy was to test three core constmcts of Tinto's (1993) Model 

of Stiident Departure and an added spiritual integration variable in a Christian 

institution of higher education. In this closing chapter the research limitations are 

summarized, conclusions regarding the analysis of the data are presented, implications 

for practice are identified, and recommendations are made regarding further research. 

The chapter ends with a summary of the study. 

Research Limitations 

As with any research investigation, certain factors limit the findings of this 

study. The following paragraphs detail the research limitations that were encountered 

during this study. 

In gathering the sample used in this study it was difficult to predict how many 

students would actually stay and how many would leave. In this particular study the 

number of persisters was considerably greater than the numbers of non-persisters (380 

persisters compared to 56 non-persisters). This may have affected the ability of the 

constmct variables to classify persisters and non-persisters more accurately in this 

setting. 

Another limitation of this study was the lack of available data for some 

variables selected for examination in this study. In most instances, "missing" 
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information or variables for a student did not affect the statistical analysis, however, 

missing data forced the researcher to exclude two key components of Tinto's model. 

From the "pre-entiy attiibutes" categoty of Tinto's model "prior schooling" was 

excluded. Prior schooling was to be measured by a student's high school class rank. 

This information was not available for all participants in this stiidy. There were about 

thirty missing cases for the three hundred and eighty persisters and approximately 

thirty-five missing cases for the fifty-six non-persisters. The "skills and abilities" 

variable from the "pre-entiy attribute" category," was also excluded. Skills and abilities 

were to be measured by a student's score on the ACT or SAT test. I analyzed the 333 

ACT and the 319 SAT scores, and found statistical significance for both tests. Due to 

the fact that there were over 100 missing cases per test, inclusion of these variables into 

the logistic regression cut the number of usable cases so far that I would not have been 

able to reach any valid conclusions. 

A third limitation of this study is the lack of generahzability to other Christian 

institutions of higher education and other institutions of higher education in general. 

Although the school examined was a member of the Council for Christian Colleges and 

Uiuversities, each Christian institution is a unique case witii a unique group of students. 

The same can be said for secular institutions. Thus caution is recommended when 

generalizing the resuUs of this study to other Christian institutions or to secular 

institutions of higher education. 
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Discussion of Results 

Although this study contained some limitations, valid results and conclusions 

can still be drawn from the data. This section will first address the results of the pre-

entiy attribute variables and will then focus on the results of each research question. 

The resuhs and discussion of implications in tiiese areas are as follows: 

Pre-enrolhnent Variables 

The first pre-enrollment variable that was examined in this study was gender. 

This study found that gender was not statistically significant. This finding is consistent 

with other studies that have exammed the relationship between gender and persistence 

(Murtaugh, Bums, & Schuster, 1999). However, many past research studies have 

yielded conflicting results. 

The next pre-enrollment variable that was exammed in this study was race. This 

study found that race was not statistically significant. This finding is not consistent with 

many of the studies that have examined the relationship between race and persistence 

(Randall, 1999; Carroll, 1989; Feldman, 1993). 

The third pre-em-ollment variable that was examined was the student's state of 

residence. This study found that a student's state of residence was not significantly 

related to persistence. This finding was not consistent to the literature that was 

examined for this study (Ramist, 1981). 

The next two pre-enrolment variables that were examined for this study was 

student's ACT and SAT test scores. This study found that both ACT and SAT test score 
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are statistically significant. This finding is consistent with the literature that was 

examined for this stiidy (York, 1993; DesJardins, 1999). 

The sixth pre-enrolhnent variable that was examined in this stiidy was parental 

income level. This study found that parental income level is not significantly related to 

persistence. This finding is not consistent with the literatiire that was examined for this 

study. The research that relates family income level to stiident persistence tends to be 

fairy consistent (Tinto, 1975; Porter, 1990). 

The next two pre-enrolhnent variables examined in this stiidy was the parent's 

educational level. This study found that the educational level of a student's mother was 

not significantly related to persistence, and that the educational level of a stiident's 

father was significantly related to persistence. The literature that was examined for this 

study yielded conflicting results in terms of the relationship between a parent's 

educational level and persistence. 

The final three pre-enrollment variables that were examined include: the 

student's highest degree planned anywhere, the student's highest expected academic 

degree at the institution in which they are enrolled, and the student's pre-enrollment 

ranking of college choice. In this study none of these studies were significantly related 

to persistence. All three of these variables are contained in Tinto's Goal and 

Institutional Commitment (initial) category; therefore, no available literature looks at 

these variables individually and relates them to persistence. However, in studies that 

have tested the elements of Tinto's model, there seems to be weak support of these 

variables (Braxton, Sullivan, & Johnson, 1997). 
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Research Question 1 

The first research question in this study attempted to determine if the constmct 

of Academic hitegration was significantly related to a student's decision to remain at or 

leave an institiition of Christian higher education. This study found that two of the three 

variables that made up the constmct were significant. These variables included the 

student's cumulative G.P.A. and the Academic and hitellectual Development Scale. 

The student's cumulative G.P.A. and the Academic and Intellectual Development Scale 

were found to be significant at the .05 level and the .001 level, respectively. The 

Faculty Concem for Student Development and Teaching scale and the covariate that 

was added to the regression equation "father's formal education" were not significant. 

Perhaps one reason the entire constmct was not totally supported in this study is 

the word choice in the Faculty Concem for Student Development and Teaching scale. 

As previously mentioned, this is one of the variables that did not show statistical 

significance. After closely examining the wording of the survey questions of this scale, 

it became evident that some of the wording is confusing to the respondent. Here are the 

questions that seemed to cause confusion: 

1. Few of the faculty members that I have had contact with this year are genuinely 
interested in students. 
2. Few of the Faculty members I had contact with this year are genuinely outstanding or 
superior teachers. 
3. Few of the CCU faculty members I have had contact with this year are willing to 
spend time outside of class to discuss issues of interest and unportance to students. 

Several respondents questioned me as they took the survey last spring about the 

meaning of these questions. Specifically, respondents had a difficuU time determining 

85 



the precise meaning of "few" as it is used in the question. Quite possibfy perception of 

how many were "few" ahered the level of significance. 

hi addition, as indicated within the Academic hitegration constmct, the students 

cumulative G.P.A. was found to be significant. The average G.P.A. for persisters was 

3.23, whereas the average G.P.A. for non-persisters was 2.67. Although the 2.67 G.P.A 

average of non-persisters is above the academic probation G.PA. limit of 2.0, it is 

reasonable to conclude that the low G.P.A. of many of the non-persisters suggests that 

they were having academic difficulty and this difficulty was a primary reason for their 

departure. 

This study found that the constmct of Academic Integration is useful in 

determining who will stay at a specific institution. This finding supports previous 

research that tested this constiiict in a single institutional setting (Terenzeni, Lorang, & 

Pascarella, 1981; Pascarella, Duby, & Iverson, 1983; Pascarella & Terenzeni, 1983; 

Getzlaf, Sedlacek, Keamey, & Blackwell, 1984; Cash & Bissel, 1985; Fox, 1986; 

Cabrera, Castaneda, Nora, & Hengstler, 1992). In addition, this finding also supports 

investigations of Academic Integration as a significant predictor of persistence in 

Christian institutions (Walter, 2000) and private church-related institutions (Cash & 

Bissel, 1985). 

In examining the classification tables, researchers ideally would like to find a 

model that predicts well for both groups. When a model predicts well, a typical pattem 

within the table emerges. This pattem is evident when the number of cases in the 

diagonal cells is large compared with the number of cases in the other (off diagonal 

cells). This pattem will produce a high "best mean classification accuracy," or a high 
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average percent correct between both groups. This is typically obtained when the 

number of cases in each group are equal, hi examining the classification table for this 

research question, it appears that the Academic hitegration constmct is useful in 

determining persisters. This constioict, when narrowed, classified 99.7% of persisters 

correctly. However, the constinct had a more difficult time predicting non-persisters. It 

classified only 15.4% of non-persisters correctly. As previously mentioned as a 

limitation of this study, one possible reason for this is that tiie number of persisters 

overpowered the numbers of non-persisters. This may have affected the ability of the 

constmct to classify persisters and non-persisters accurately. 

Research Question 2 

The second research question in this study attempted to determine if the 

constmct of Social Integration was significantly related to a student's decision to 

remain at or leave an institution of Christian higher education. This study found that 

two of the three variables within the constmct were significant. These variables 

included the Peer-Group Interactions Scale and the student's average number of hours 

per week spent in exfra-curricular activities. The Peer-Group Interaction Scale and the 

student's average number of hours spent in exfra curricular activities were found to be 

significant at the .001 level and the .05 level respectively. The Interactions with Faculty 

Scale and the covariate that was added to the regression equation "fatiier's formal 

education" were not significant. 

Perhaps one reason the entire constmct was not totally supported in this study is 

revealed in several past studies. Previous studies (Pascarella & Terenzeni, 1983; Allen, 
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1986; Stage, 1988; Allen & Nelson, 1989; Cabrera, Castaneda, Nora, & Hengstler, 

1992; Cabrera, Nora, & Castaneda, 1992) have indicated that rarely does social 

integration directly affect persistence or withdrawal; rather the effect of the social 

integration constmct on persistence is of an indirect nature. In other words, if a student 

feels that he or she is making connections with peers and campus persoimel, they are 

more likely to develop a greater commitment to the institution they are attending and to 

attaining the educational goals they have set for themselves. This enhanced 

commitment to the institution and to set goals will sfrengthen the students decision to 

remain at the institution. In the studies mentioned above, it has been shown that social 

integration has a direct effect on subsequent goal and institutional commitment, which 

has been shown to have a direct effect on persistence. 

In addition, this finding also supports investigations of Social Integration as a 

significant predictor of persistence in Christian institutions (Walter, 2000) and private 

church-related institutions (Cash & Bissel, 1985). These studies found a direct link 

between Social Integration and persistence. 

It also must be reported that after narrowing the appropriate variables, tiie 

classification table that resuhs from the regression equation indicates that the Social 

Integration constmct is useful m determining persisters. This constinicted when 

narrowed, classified 99.7% of persisters correctly. However, the constiiict had a more 

difficuh time predictmg non-persisters. It classified only 9.4% of non-persisters 

correctly. One possible reason for this is that the number of persisters overpowered tiie 

numbers of non-persisters. This may have affected the ability of the constmct to 

classify persisters and non-persisters more accurately. 



Research Question 3 

The third research question in this study attempted to determine if the constmct 

of Subsequent Goal and Institutional Commitment was significantly related to a 

student's decision to remain at or leave an institution of Christian higher education. 

This study found that this constmct was significant. The only variable included in this 

constiruct is the Goal and Institutional Commitment Scale. The Goal and histitutional 

Commitment Scale was found to be significant at the .001 level. 

Significant results in this constmct are not surprising. In many of the studies 

that tested Tinto's model, this part of Tinto's Model seems to be the strongest (Braxton, 

Sullivan, & Johnson, 1997). The reason for this is perhaps the key questions that are 

encompassed in this constmct in regards to the student's current feelings about their 

chosen institution as well as their future plans. These questions include: 

1. It is important for me to graduate from college. 
2.1 made the right decision in choosing to attend Central Christian University 
3. It is likely that I will register at Central Christian University next fall. 
4. It is not important for me to graduate from Central Christian University. 
5.1 am confident that I made the right decision in choosing to attend CCU. 

The significant results of this constmct match several other studies that have 

examined Tinto's constmct of Subsequent Goal and histitiitional Commitment 

(Pascarella & Terenzeni, 1980, 1983; Terenzeni, Lorang & Pascarella, 1981; Terenzeni, 

Pascarella, Theophilides, & Lorang, 1985). hi addition to these stiidies, the findings of 

this study are also supported by the findings Brandt (1991) who found Subsequent Goal 

and Institiitional Commitment a significant predictor of persistence in a private church-

related institution. 

89 



It also must be reported that after narrowing the appropriate variables, the 

classification table that results from the regression equation indicates that the 

Institutional and Goal Commitment constmct is useful in determining persisters. This 

constiiict, when narrowed, classified 98.7% of persisters correctly. However, the 

constmct had a more difficult time predicting non-persisters. ft classified only 15.4% of 

non-persisters correctly. As previously mentioned as a limitation of this study, one 

possible reason for this is that the number of persisters overpowered the numbers of 

non-persisters. This may have affected the ability of the constmct to classify persisters 

and non-persisters accurately. 

Research Question 4 

The fourth research question in this study attempted to determine if the 

constmct of Spiritual Integration was significantly related to a student's decision to 

remain at or leave an institution of Christian higher education. This study foimd that 

this constmct was significant. The only variable included in this constmct is the 

Spiritual Integration Scale. The Spiritual Integration scale was found to be significant at 

the .001 level. 

The finding of this study support the findings of Walter (2000) who tested a 

spiritual integration variable in multiple CCCU institutions and found that students who 

were more satisfied religiously on campus were more likely to persist than their peers 

who were less satisfied religiously. Many students attend Christian institutions because 

they are interested in an educational model that integrates faith and leaming; this study 

helps to prove that when their expectations are met, these students are more likely to 
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stay. On the other hand. Christian institutions also attract students who are there for 

different reasons than to grow spiritually. Perhaps some students are there at their 

parents request, others are there to stay a semester or two and "trade up" to a more 

prestigious institution of higher education. Whatever the reason, students on a Christian 

campus who are not interested in spiritual growth may find the atmosphere difficult to 

integrate into and choose to go elsewhere. 

ft also must be reported that after narrowing the appropriate variables, the 

classification table that results from the regression equation indicates that the Spiritual 

Integration constmct is useful in determining persisters. This constmct, when narrowed, 

classified 99.5% of persisters correctly. However, the constmct had a more difficuh 

time predicting non-persisters. It classified only 9.6% of non-persisters correctly. As 

previously mentioned as a limitation of this study, one possible reason for this is that 

the number of persisters overpowered the numbers of non-persisters. This may have 

affected the ability of the constmct to classify persisters and non-persisters accurately. 

Implications for Practice 

Based on the results foimd in this study, two variables contained in the 

Academic Integration constmct (student's cumulative G.P.A. and the Academic and 

Intellectual Development Scale), two variables contained in the Social hitegration 

constmct (Peer-Group Interactions Scale and the student's average number of hours per 

week spent in exfra-curricular activities), Goal and histitutional Commitinent and 

Spiritual Integration were significant predictors and may be a useful set of variables and 

constmcts for other Christian Institutions to examine in their own unique settings. 
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hnplications Related to Academic hitegration 

The Academic and hitellectual Development Scale measured a student's 

satisfaction of their academic experience and intellectual development while attending 

CCU. The finding that this scale is significantly related to persistence (.001) indicates 

that Christian universities should continue to strive to provide students the highest 

quality educational experience. With the costs of education so high, it is imperative that 

institutions of Christian higher education offer challenging and relevant curriculum that 

gives students a strong well-rounded education and prepares them for future 

professions. 

In order to foster academic and intellectual development among students, 

universities can implement different programs throughout the academic system. 

Examples of academic and intellectual programs could include the following: (1) 

Leaming communities, (2) Study abroad programs, and (3) University seminar 

programs. 

A Leaming community is a set of three or four classes grouped around a 

common theme. These classes can provide students numerous benefits and aid in 

student retention by allowmg students to: (1) become better acquainted with a core 

group of students; (2) leam more about a topic of interest; (3) see connections among 

classes, thus enhancing leaming; and (4) create a community where mtellectiial ideas 

can be discussed. 

Study abroad programs are common at Christian colleges and universities. 1 

recommend that in order to enhance a student's academic and intellectual growth so as 

to retain more students. Christian colleges and universities should strive to send at least 
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50% of their student body to an oversees program. These programs provide elements 

that are critical to a student's growth and development such as broadened woridview 

and an increased sense of independence. 

Finally, a University Seminar Course required of all incoming freshman can 

lead to the retention of students. This course is an ideal venue to help prepare students 

for full integration into academic, social and spiritual realms of the institution. At one 

Christian University, this course is designed to help build community, provide 

academic and personal advice, introduce students to the campus and local cultiire, 

explore the Christian mission and heritage of the university, teach study skills and 

interpersonal skills, and help students confirm or decide on a major. 

Implications Related to Social Integration 

The Peer-Group Interactions Scale measured a student's satisfaction of their 

relationship with other students while attending CCU. The finding that this scale is 

significantly related to persistence (.001) indicates that an atmosphere of peer support 

and "community" is important to the student's over all sense of fit or integration. 

Christian institutions should look for additional ways to create a student friendly 

community on campus. 

As a means of cultivating a supportive peer community, imiversities can 

incorporate a variety of peer involvement models into the university setting. One 

example is the peer education model. Peer education builds on the premise that students 

typically listen to people that they believe are similar to them. Thus, some students may 

tum to their fellow peers for help and advice. 
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Working from this premise, universities can then build a peer education model 

that trains students to be effective peer educators. With the training they receive, then 

these peer educators are more adept in being able to listen, intervene, offer effective 

and helpful advice, or even refer students to additional professional help if needed. In 

tum, peer connection and community is likely to be cultivated on the campus by 

students being able to tum to their fellow peers for advice and support. 

Another method that universities can utilize to enhance a supportive peer 

community is the implementation of a campus activity team. A campus activity team is 

guided by hired staff, but is comprised of students that organize a variety of activities 

that appeal to a broad base of students. The campus activity team can organize service 

project weekends, free movie nights, Monday Night Madness (recreation sports 

toumaments held each Monday night for interested students), class socials, class 

campaigns, and a host of other activities. 

Implications Related to Goal and Institutional Commitment 

The Goal and Institutional Commitment constmct measured a student's 

commitment to the goal of graduation and commitinent to remain at CCU. The finding 

that this scale is significantly related to persistence (.001) re-emphasizes the importance 

of student academic integration and social integration (the two previously discussed 

areas). As Tinto (1993) postiilated, if the students feel integrated in both of these areas, 

their commitment to remain at their current institiition is strengthened. 
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hnplications Related to Spiritual hitegration 

The finding that spiritual integration is significantly related to student 

persistence in this study helps to strengthen the belief that Christian universities are a 

unique place that focus more holistically on the lives of stiidents. Christian institutions 

believe that spiritual formation is an integral part of a stiidents overall education, and 

that the integration of faith and leaming in the classroom aids in the development of a 

Christian woridview. Thus, leaders of Christian institutions of higher education need to 

keep focused on their uniqueness and their mission to integrate faith and leaming. 

Based on these findings, one specific recommendation is that Christian Colleges 

and Universities focus more on a student's "spiritual fit" into the campus during the 

recmiting and admission process. Christian colleges and Universities need to be upfront 

in their recmiting efforts and emphasize the spiritual nature of the campus. This will 

have the effect of attracting students who are concemed about their spiritual 

development while on campus. 

In addition, universities can implement Spiritual Life Advisors (SLA). SLAs are 

upper class students who are frained on spiritual guidance issues and live in dormitories 

with the younger student body. Instead of having a traditional residence advisor (RA), 

the students are mentored by the SLAs. The SLAs are intentional about encouraging 

spiritual growth and well-being with each stiident they oversee. 

A final recommendation for universities in the area of spiritual integration is the 

addition of spring break campaigns. These programs are typically organized through 

the campus life division of a university and are focused on sending student-led teams 

on week long mission and service trips during spring break to various locations 
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throughout the country. The campaigns not only provide an opportunity for ministry, 

but also allow students to bond together as a group. 

Recommendations for Further Research 

The following recommendations are suggested for further study: 

Due to the fact that the number of persisters overpowered the number of non-

persisters, future researchers may want to obtain a more equal number of persisters and 

non-persisters. This could be accomplished by sampling the persisters down to the 

number of non-persisters so that a valid direct comparison could be made between 

persisters and non-persisters. 

As indicated, two of three variables in the Academic Integration constmct 

(student's cumulative G.P.A. and the Academic and Intellectual Development Scale) 

and two of three variables in the social integration constmct (Peer-Group Interactions 

Scale and the student's average number of hours per week spent in exfra-curricular 

activities) proved significant. In addition the Goal and Institutional Commitment 

constmct and the Spiritual Integration constmct proved significant. Another suggestion 

for future research would be to revise the Academic Integration and Social Integration 

constmcts so that they include only the variables that were found significant in this 

study, and retest all four constmct and possibly revise model for use at Christian 

institutions of higher education. 

This study examined persistence of students who started their fust year of 

higher education. This group of students was examined because the highest drop out 

tends to occur between the first and second year of study. Perhaps it would be useful to 
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replicate this study on students beginning their second or sophomore year of college 

and examine persistence and withdrawal of second year students. This would provide a 

broader picture of persistence and withdrawal. 

This stiidy provided a one-time snap shot of persistence and withdrawal at a 

single institution of Christian higher education. A few final suggestions for future 

research in this particular type of institution include: (1) examining persistence and 

witiidrawal at other Christian institutions of higher education; (2) examining 

persistence and withdrawal over a longer period of time (longitudinally); and (3) 

examining persistence and withdrawal at more than one denominationally related 

Christian institutions of higher education. 

Summary 

Student retention continues to be a concem for higher education institutions. 

This study tested three core constmcts that are common from previous retention studies 

and added a spiritual integration variable - the reason for this was to examine the 

applicability of the constmcts and variables as predictors of retention in the setting of a 

Christian institution of higher education. The general conclusion of this study indicate 

that two of three variables in the Academic Integration constmct (student's cumulative 

G.P.A. and the Academic and Intellectual Development Scale) and two of three 

variables in the Social Integration constmct (Peer-Group Interactions Scale and the 

student's average number of hours per week spent in exfracurricular activities) proved 

significant as well as the Goal and histitutional Commitment constmct and the Spiritual 

Integration constmct. 
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hi establishing these findings, this study encountered two primary limitations 

that included an overpowering number of persisters as compared to non-persisters, and 

missing data that affected statistical analysis. 

Based on these findings, implications for practice are presented. Specific 

implications are based on the following three broad-based recommendations: (1) 

encouraging institutions of Christian higher education to focus on the academic 

integration of their students by offering challenging and relevant curriculum that gives 

students a stiong well-rounded education and prepares them for future professions; (2) 

encouraging Christian institutions of higher education to focus on social integration by 

looking for additional ways to create a supportive community on campus; and (3) 

encouraging institutions of Christian higher education to continue to focus on their 

uniqueness and their mission to integrate faith and leaming. 

In addition to the implications for practice, recommendations were made for 

further research. Recommendations for research included: (1) sampling the persisters 

down to the number of non-persisters so that a valid direct comparison could be made 

between persisters and non-persisters; (2) revising the Academic Integration and Social 

Integration constructs so that they include only the variables that were found significant 

in this study, and retest all four constmct; (3) replicating this study on stiidents 

beginning their second or sophomore year of college and examine persistence and 

withdrawal of second year students; and (4) expanding this study to in terms of time 

and setting. 

With the country in an economic slow down, and increasing dropout rates at 

Christian institutions of higher education, retention will continue to be a high priority 
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issue at these institutions. This study adds to the discussion of how Christian 

institutions can continue to unlock the doors to greater persistence at their institutions. 
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PLEASE PRINT (one tfltter or number per box) 

NAME: 

ADDRESS: 

CITY: 

Fll ST 1 LAST 

STATE: ZIP: PHONE: 

When were you bom? m mo: 
Month Day Yea 
(01-12) (01-31) 

-| 1 1 |-| 1 1 1 1 

- I 

2000 STUDENT INFORMATION FORM 
DIRECTIONS 

Your responses will be read by an optical mark 
reader. Your careful observanca of these few 
simple rules will be most appreclaled. 

• Use enlY black lead pencil (No. 2 Is Ideal). 
• Make heavy black marks that 111! ttie oval. 
• Erase cleanly any answer you wish to change. 
• Make no stray markings ol any kind. 
EXAMPLE: 
Will marks made with ballpoint or felt-tip marker 
be property read? Yes . . o No . 9 

PLEASE PROVIDE YOUR 
SOCIAL SECURITY NO. 

® (Xx© 
©(BCD 
OCDCI) 
®<XnX) 
® ® ( D 
® ® (D 
® ® ® 
® ® ® 
® ® ® 
® ® ® 

® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 

® ® ® 
fflfflffi 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® 
® ® ® 
® ® ® 

S Your se>: O Male O Female 

2. How old will you be on December 31 
of this year? (Mark one) 

16 or younger . . O 21-24 O 

17 O 25-29 O 

18 O 30-39 O 

19 O 40-54 O 
20 O 55 or older.. O 

3. Is English your nailve language? 

O Yes O No 

4. In what year did you graduate Irom 
high school? (Mark one) 

ÔOO O Did not graduate but 
1999 O passed G.E.D. test. O 

1 3 " O Never completed 
1997orearllBr. O high school O 

5. Are you enrolled (or enrolling) as a: 
(Mark 208) Full-time student? . . . O 

Part-time student? . . . O 

6. How many miles Is this college from 
your permanent home? (Mark one) 

5 or less O 11-50 O 101-500 0 

6-10 O 51-100 0 Over 500 O 

7. What was your average grade In high 
school? 
(Maiksna) A o r A t O B O C O 

A - O B - O D O 
Bt O C-f O 

-^tyK'ft-lJ"|ve'"8't'it or Cal((orpfa'Wtoif 
':§^"fi;({5tl*y9.aitMtt^>under8ta"nilh'g'<1C; 
>c&ll»b Ihfprniatloniph.lhleirflWsafc^; 

|i^r§jiJ't1ns.tltutk;at|.*JfW' "^?^ '̂!y''?,fl' 

ACT Composite 

9. Citizenship status: 

O U.S. ddzen 

O Pefman«nt resfdent (green card) 

O Neither 

10. Hsva you hsd, or do you fMl you will need. 
sny special tutoring or remedial work In 
any of the following subjects? 
{Mart all that apply) H I M Will 

Had Need 

English O O 

Reading O O 

Mathematics O O 

Social Studies O O 

Science O O 

Foreign Language O O 

Writing O O 
11. Prior to this term, hsve you ever taken 

courses for credit al this Institution? 

O Yes O No 

12. Since leaving higfi school, have you ever 
laksn courses at any other Institution? 
(Mark all that apply Not 
in each column) For *•* ^ 

Ci*dR Credit 

Yes, ai a community/juntor college. O O 

Yea, al a 4-yr. college or univereity. O O 
Yes, at some other postsecondary 
school (For example, technical, 
vocaliOfWl, business) O t_J 

13. Where do you plan to live during the fall 
term? (Mark one) 
With my family or other relatives O 

Other private home, apartment or room O 

College dormitory O 

Fraternity or sorority house O 

Other campus student housing O 

Other O 
- 1 -

|^^•X^fc»ahdtr•W^A»iio,Oil»<;tof!i|Sli;:i 

/ is this college your: (Mark one) 

Fprsl choice? O Less than third 
Second choice'' .. O choice? . . 
Third choice? O 

15. To how many colleges other than this one 
did you apply tor admission this year? • 

NoneO 1 O 4 0 7-10 O " 

2 0 5 0 n o r m o r e O " 

3 0 6 0 • 

16. Do you have a disability? 
{Mari( all that apply) • 
None O • 

Hearing O • 

Speech O • 

Orthopedic O • 

Learning dsability O • 

Heallh-relaled O • 

Partially sighted or blind O • 

aher O • 

^ W h a l ta the highest academic degree that • 
—' you Intend to obtain . . . < 

(Mark one in each column) At arry Al lhl» 
coHoga? coltvgv? • 

None O O • 

Vocational certificate O O • 

Associate (AA or equivalent). O O • 
Bachelor's degree (BA. B.S., ' 

etc,) O O • 

Master's degree (M.A., M.S., " 
etc.) O O • 

Ph.D. or Ed.a O O • 

M.D., D.O.. D.O.S., or D.V.M. . O O • 

LLB.orJ.O.(Law) O O • 

B.D. or M.Div. (DMnity) O O • 

Other O O « 

IB. Areyourparerrts: (Mark one) • 

Both alh/e and Irvmg with each other? .. O " 

Both alive, divorced or livir>g apart? . . . O « 

One or both deceased? O 

— 1 
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^ 19. How much ol your Itrsl year's educational expenses 
1 ^ (room, board, tuition, and fees) do you expect to 
^ cover Irom eat;h ol the sources Hated 

t>elow? (Mark ong answer lor ggcTj 
^ possible source) 

a. Uy Own or Family , 
^ Resources ^ , 

• " Parents, other relatives or Irlonds , . 

^ Spouse o l 

^ Savir>gs Irom summer work O 

• • • Other savings O 

• • Part-time |ob on campus O 

• • • Part-lime Job off campus - O 

• • • Full-tiiT>e job while in college O l 

^ b. Aid Which Need Not Be Repaid 
^ Pel Grant Q & £ 

Supplemental Educatk)r\al 
^ Opportunity Grant o | ^ 

^ State Scholarship of Grant O 

• • College Work-Sludy Grant O i 

" • College Grant/Scholarship 
^ (other than alrove) O 

• • Vocational Rehabllitatton funds (Dm 

^ Otfier private grant CD^f^ 

" • Other Government Aid (ROTC, \i 
^ eiA. G!/fni!Har>' benefits, etc.) O k 

^ c. AM WMch Must Be Repaid | 

^ Slaflord Loan (GSL) O g 

• • Perkifw Loan o B 

^ Other College Loan O l ^ 

^ Other Loan o ' 

d. Other Than Above O 

hal Is your best estimate of your parents' total 
-̂ ome last year? ConsWof Income from all 

sources before taxes. (Mark orw) 
^gCc^ 

O Less than $6,000 

O $6,000-9,999 

O $10,000-14,999 

O $15,000-19.999 

O $20,000-24,999 

O $25,000-29.999 

O $30,000-39.999 

O $40,000-49.999 

O $50,000-59,999 

O $60,000-74.999 

O $75,000-99.999 

O $100,000-149.999 

O $150,000-199.999 

O $200,000 Of more 

21. Currwit religious preferertce: 
• (Mark one in each column) 

• Baptist [(§®|fi 
• Buddhist 

• Eastern Orthodox 

> Episcopal 

• Islamic . . 

• JewKh 

• LDS (Mormon) 

) Lutheran 

• Methodist 

• Presbyterian 

• Quaker J i ^ ® ! 

I Rorrtan Catholic 

I Seventh Day Advenlist 

I United Church ol Christ 

I Other Christian 

I Other Religion 

' None 

22. For the activities below, indicate which 
of»es you did during the paal year. II you 
engaged In an activity frequently, mark 
CD . II you engaged In an activity one or 
more times, but not frequently, mark ® 
(occasionally). Mark QO (Not at all) 
If you have not perlormed the 
activity during the past year. 
(Mark aofi for each Hem) 

Attended a religious service . . . . 

Was bored In dass 

Participated in organized 
demonstratlorw <E)j 

Tutored another student CE)1 

Studied with other students <D j 

Was a guest in a teacher's home , < D ' 

Smoked cigarettes CDj 

Drank Ijeor (£)/ 

Drank wine or liquor (©; 

Felt ovenvheimed by all I had to do. (Dj 

Felt depressed ( D i 

Performed volunteer work <¥)fi 

Played a musical Instalment . . . (X).' 

Asked a teacher for advice 
after dass ® --•, 

Overslept and missed dass jH* 
Of appointment - . C D ® ® 

Discussed politk:s ® ^ ® 

Voted In a student election < E ) ^ ® 

Socialized with somecMie of j ^ 
another racial/ethnic group CDf lS® 

Came late to class O ^ ® 

Attended a putHIc recital or ^ 
concert O w ® 

Visited an art gallery or museum . (Dw ® 

Discussed reigion ® ! ® ® 

Communicated via e-mail ® ^ ® 

Used the Internet for research 
or homework CDjQ 

Participated In Internet diat rooms . (D^ 

Other Interrwt use (Dffl 

Perlormed community service 
as part of a dass CD^ 

Used a persorwi computer CDj^ 

23. How many AdvarKed Placement courses 
or exams (fld you take In high school? 
(Mark one in each row) 

( 24rvteiBi Is the highest level of formal 
' - . sducalion obtalrMd by your parenta? 

(Mark orw In each column) 
Fathw Moihe 

Grammar school or less O O 

Some high school O O 

High school graduate O O 
Postsecondary school 

other Ihan coBsge O O 

Some colege O O 

College degree O O 

Some graduate school O O 

Graduate degree O O 

25. Are you: (Mark a!i that apply) 

While/Caucasian Q 

African American/Black O 

American Indian O 

Asian American/Asian O 

Mexican Amerlcan/Chicano O 

Puerto RIcan o 

Other Latino O 

Other Q 

26. In deciding to go to college, 
flow important to you was 
each of the following 
reasons? 
(Mark one answer for 
each possible reason) / ^il?.? 

firfy parents wanted me lo go. ® C© ® 

I could not find a Job ® ^ ® 

Wanted to get away from home. ® CB ® 

To be able to get a bener job,. ® ® ® 

To gain a general education .'M 
and appreciation ol Weas ., ® ' S ) ® 

To Improve my reading and :;^; 
study skills ® ( © ® 

There was nothing better to do. ® i j ^ ® 

To make me a more cultured !> j ' . 
person ® i ^ ® 

To be able lo make more money. ® ® ® 

To leam more aboul things ^f\ 
Ihat Interest me ® i E ® 

To prepare mysetl tor graduate fl;'" 
or professtonal school ® | p ® 

Amentor/n^le model | | | ; 
encouraged me to go .. . . ® ® ® 

To get training (or a specific '^' 
career ® . ® ® 

27. Rate yourself on each ol ttte followir>g 
traits as compared with the 
average person your 
age. We want the most 
accurate estimate of s >i'i < ftj ^ 
how you see yourself, t ( S ' « •I. J/ 
(Mark one in each row) 

Academic ability O t ^ O O O 

Artistic ability . . . O Q O j ^ O 

Computer skills OCS^OJCt iO 

Competitiveness O O O i i i i O 

Cooperaliveness O : 0 O g i J O 
Creativrty O f G J O p I o 

Drive to achieve O ) © O ^ O 

Emotional health 0 ' S | o p i O 
Initiative O l { 3 0 i $ 9 0 

Leadership ability O ; ? ^ ^ D ^ ^ O 

Mathematical abil ity... O l f f l o i ^ O 

Physical health ' . O Q O ^ O 

Populanty O l f g O J i S i O 

Publk: speaking abinty. O J i ^ O f ' ^ O 

Setl-confkJence -^ 'ir't 
Onteilectual) 0 , © 0 ^ 0 

Self-confidence (social). O O O © O 
Self-understanding . .. O ^ O j D . O 
Spirituality O j ^ O ^ O 
Understanding ol others. 0 , 0 O i i ) O 
Writing ability O G J O t ^ O 

- 2 -
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28. Mark only three rBspoftses. one In each 
column. 

® Youf mother'1 occupation 

(D Your l i lhf ' t occî Mtlon -

® Vouf probabt* oergtr occupation -

NOTE: If your father or mother 
Is deceased, pleaae Indicate 
his or her last occupation. 

Accountant or actuary ® C D ® 

Actor or enterlairwr ® ( E ) ® 

Anshitect or urban planner . ® ® ® 

Artist ® ® ® 

Bu3ir>©ss (clerical) ® ® ® 

Business executive 
(management, administrator) ,. 

Business owner or proprietor . . . . 

Business salesperson or buyer... 

Clergy (minister, priest) 

Clergy (ottier reRgious) 

Clif̂ icat psychologist 

College admlnlstratof/stafl 

College teacher 

Computer programmer or anafyst 

Conservationist or loresler . . . 

Dentist (Indudlng orthodontist) . . . 

Dietitian or home ecor̂ omlst 

Engineer 

Farrrwr or rarx:r»er 

Foreign service worker 
(irtdudfng diptomal) 

Homemaker (fuil-tlme) 

Intertor decorator (indudrtg designer). 

Lab technician or hyglenlst 

Law enforcement officer 

Lawyer (attorney) or judge 

Military service (career) 

Muskaan (pwrfonner. composer) . 

Nurse 

Optorrwtnst 

Pharmacist 

Physician 

Policymaker/Government 

School counsetor 

School pnnapal or superintendent. 

Sdentifk; researcher 

Sodal, welfare or recreation worker. 

® ® ® 
® CD® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 

® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 
® ® ® 

29. Mark one In each row: 

Therapist (physical, occupational 
speech) ® ® ® 

Teacher or admirastrator 
(elementary) ® ® ® 

Teadier or adrriinistrator 
(secondary) ® ® ® 

Veterinarian ® ® ® 

Writer or joumalisi ® ® ® 

Skilled trades ® ® ® 

Other 2> 

UndeckJed ® 

Laborer (unskilled) ® ® 

Seml-skiiled woricer ® ® 

Other occupation ® ® 

Unemptoyed ® ® 

® DlasgrM 5tron0ly 
® Disagree Somewhat 

dD Agre* Somewhat' 1 
CD Agree Strongly 1 I 

There Is too much concem in ttw courts tor the rights of criminals ® ® ® ® 

Abortion should bs legal ® ® ® 0 

The death penalty should be abolished , ® ® ® ® 

If two people really like each other, It's all right lor them to have sex even It 
theyVe lowwn each other for only a very sfiort bme . ® ® ® ® 

Mari)uana should be legalized ® ® ® ® 

It Is Important to have laws prohibiting homosexual relationships ® ® ® ® 

Employers should be altowed to require drug testing of employees or )ob applicants . ® ® ® ® 

The federal government should do more to control the sale ol handguns ® ® ® ® 

Racial discrimination Is no longer a major problem In America ® C D ® ® 

Realistically, an Individual can do little lo bring alXKit changes In our sodety ® ® ® ® 

Wealthy people should pay a larger share ol taxes tfian they do now ® ® ® ® 

Colleges shoukJ prohibit raclst/saxist speech on campus ® ® ® ® 

Same sex cout»le6 should have the right to legal marital status ® ® ® ® 

AfTirmativo action In college admissions should ba abolished ® ® ® ® 

The activities of married women are best confined lo the home and family ® ® ® ® 

People have a right to know about the personal lives of public figures ® C D ® ® 

30. During your last year In high school, how 
much time did you spend during s typical 
week doing the following 
acttvltiee? 

Hours per weK: 

Studying/tiomework . . . , 

Sodalizing with Irierxls 

Talking with teachers 
outside of class 

m 
|o | 
lo l 

Exercise or sporta n i ^ 

Partying Hi'—'l 
Wort(ing (lor pay) 9 o | 
Vohjnlaerwork.... 
Student dubs/groups 
Wak*lr>9 TV 

HousehOkVchDdcare 
dutea 

Reading for pleasure 

Playing video/computer 
games ^ ^ i 

Prayer/meditBtk>n H'--^l! 

*1 
i o | 
Pi 
|o | 
|o | 
|o | 
lol 
loi 
|o! 
lol 

|o | 

pi 
oi 

PI 
pi 
Pi PI PI 
PI 
p i 
PI 
p i PI lol 
p i 
oS 

31. Do you hav9 any concern about your ability 
to rinanca your collega education? 
(MarKoQs) 

None (I am conlldenl that I win have 
sufficient funds) O 

Some (bul I pfcfcably win have enough funds) . O 

Major (not sure I will have enough funds 
to complete college) O 

32. How would you charscterlzs your political 
views? ^Markfine) 

OFaitet l 

O Liberal 
O Middle.of-tbe.road 

O Conservative ^ 

O Far Hght 
33. Are you presently married? O >es O No 

34. Did your high school require community 
service lor graduation? O Yes O No 

35. Below are some reasons that might 
fiave Influenced your decision 10 
attend this particular college. 
How Important was each reaaon 
In your decision lo come here? 
(Mark one answer lor eactl 
possibia reason) 

/A : 
My relativefl wanted me to come here . ® ® ® 

My teacher advised me ® ® ® 

This college has a very good 
academic reputation ® ® ® 

This coRege has a good reputation 
tor its social activitios ® ® ® 

I was offered financial assistance ® ® ® 

This college offers special 
educational prograrris ® ® ® 

This college has low tullkin ® ® ® 
High Gctxx)l counselor advised ma .. ® ® ® 
Prrvale college couriselor advised me. ® ® ® 
I wanted to live near home ® ® ® 
Not offered &W by first choice ® ® ® 

This college's graduates gain 
admission lo top graduate/ 
prolesslona) schools ® ® ® 

This college's graduates get good 
jobs ® ® ® 

I was attracted by the religious 
alTtllatiorVorientation of the college . ® ® ® 

I wanted to go to a school about 
the size of tNs college ® ® ® 

Not accepted anywhere else ® ® ® 

Rankings in natk>nal magazines ® ® ® 

Infbmiatlon from a website ® ® ® 

I was eulmitted through an Early 
Action or Earty Decision program .. ® ® ® 

My friends are attending ® ® ® 

I was ottered; 
an athletic scholarship ® ® ® 

a merit-based scholarship ® ® ® 

r a need-tmed scholarship ® ® ® 
- i 
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• • • 30. Below It a list of dirferent undergreduste major 
MS fields grouped Into generslcategorlM.Mark only 

2ne oval to Indicate yoifr probable field of study. 

MS ARTS AND HUMANITIES 

^ An, fine arxj appUs^. . . ® 

" * English (language and 
• • literature) ® 

^ History ® 

• • Journalism ® 

^ Language and Uteraturs 
• • (except English) ® 

• • Music ® 

^ Philosophy ® 

^ S p e e c h ® 

^ Theater or Drama ® 

^ Theology or Religion . . ,. ® 

• • Other Arts and Humanities . . ® 

• • BIOLtXtlCAL SCIENCE 

^ Blotogy (gone/aO ® 

Bk>chemlstry or 
^ Biophysics ® 

• • Botany ® 

• • Envlnyimental Science , , . ® 

^ Marine (Life) Science ® 

PHYSICAL SCIENCE 

Astronomy 

Atmospheric Science 
(incl. Meteorology) . 

Earth Science 

Marine Sdence (Ind. 
Oceanography) .. 

Mathematics 

Other Physical Sdencs.. 

PROFESSIONAL 

Architecture or Urt>an 

Home Ecorx>mk:s 

® 

. . ® 

® 
® 

. . ® 

.(?> 

. . ® 

. , ® 

., ® 

fH) 

Health Technotogy (medi
cal, dental, latxiratory) . . . 

Library or Archival Science . 

Medicine. Dentist^ 
Veterinanan 

KfcnDbtology or 
' Bacteriok)gy ® 

• Zoology ® 

• Other Bk}k}gk»l Science.... ® 

• BUSINESS 

I Accounting ® 

• Business Adrmn. (general) .. ® 

> Finance <S> 

> International Business ® 

• Marketing ® 

I Management ® 

• Secretarial Studies ® 

• Other Business ® 

• EDUCATION 

• Business Education ® 

• Elementary Education <S> 

I Mustc or An Education ® 

' Physical Education or 
• Recreation ® 

^ Secorxlary Education ® 

^ Spedat Educatton ® 

^ Other Education ® 

^ ENGif4EERING 

^ Aeronftutical or 
• M Astronauticai Er^ ® 

^ Civil Engineering ® 

^ ChemKal Engir>eering ® 

• " Electrtoal or Bectronc 
^ Er^ineering <S> 

*- ̂  industrtai Engineering ® 

^ Mechanical Engineering — ® 

mm Other Engineering ® 

Nursing ® 

Pharmacy (S) 

Therapy (occupatkirtal, 
physical, speech) ® 

Other Professional ® 

SOCIAL SCIENCE 

Anthropokjgy .. ® 

Ecorxwntes ® 

Ethnic Studies ® 

Geography ® 

Politkal Science (gov't, 
interrwtional relations) . . . . ® 

Psychology ® 

Social Worit ® 

Sociology ® 

Worrwn's Studies ® 

(3ther Social Science ® 

TECHNICAL 

6ulldir>g Trades ® 

Data Processing or 
Computer Programming.,. ® 

Drafting or Design ® 

Electronics <S> 

Mechanics ® 

Other Technical ® 

OTHER HELDS 

Agriculture ® 

Comrrxjnications ® 

Computer Science ® 

Forestry . ® 

Klnssiotogy! ® 

Law Enforcement ® 

Military Science ® 

Other Field ® 

Undecidad ® 

37. Plesss Indlcati^ the Imporlancs to you ® Not imponmt 
pwsonally of each of the following: ® somewhrt Importint -i 
(Merit QDfl (or each Hem) ® very Importsm 1 
Becoming accomplished In one ol the ® EsMntfri • I I 

perfonnlng arts (acting, dancing, etc ) ® ® ® ® 
Becoming an authority in my field ® ® ® ® 

Obtaining recognition Irom my colleagues for 
contributions To my special field ® ® ® ® 

influencing the political structure . . ® ® ® ® 

Influencing sodal values , , , ® ® ® ® 

Ralslr>g a family ® ® ® ® 

Having administrative responsibllrty lor Ihe vwrk of others ® ® ® ® 

Being very well otl finandally ® ® ® ® 

Helping others who are In difficulty ® ® ® ® 

Making a theoretical corrtrtbution to sdence ® ® ® ® 

Writing original wofks (poems, novels, shod stones, etc.) ® ® ® ® 

Creating artistic work (ptiintlng. sculpture, decorating, etc.) ® ® ® ® 

Becoming successful In a business of my own ® ® ® ® 

Becoming Involved In programs to dean up the environment ® ® © ® 

Developing a meanlngtui philosophy of file ® ® ® ® 

Partteipating In a community action program ® ® ® ® 

Helping to promote radal understanding ® ® ® ® 

Keeping up to date with pdrtlcal affairs ® ® ® ® 

Becoming a community leader ® ® ® ® 

inlegratJr̂ g spirituality into my life ® ® ® ® 

® No Chance -
® Very Little Chwtce 

® Some Chance 
® Vsry Good Chance —| n 

36. What is your best guess as to 
the charKes thst you will: 
(Mark one for eaj:*i Hem) 

Change ma)or field? ® ® ® ® 

Change career chotee? ® ® ® ® 

Graduate wHh honors? ® ® ® ® 

Parttelpate in student government? ® ® ® ® 

Get a Job to help pay for college expenses? ® ® ® ® 

Work full-time while attending college? , ® ® ® ® 

Join a social fraternity or sorority? ® ® ® ® 

Play varsity/intereoilegiate athletics? ® ® ® ® 

Make at least a 'B' average? ® ® ® ® 

Need extra time to complete your degree requirements? ® ® ® ® 

Gel a bachekir's degree (B.A., B.S.. etc.)? ® ® ® ® 

Partfcipate In student protests or demonstratkins? ® ® ® ® 

Drop out of this college temporarily (exclude transternng)? ® ® ® ® 

Drop out permanently (exclude transferring)? ® ® ® ® 

Transfer to another college before graduating? ® ® ® ® 

Be satisfied with your college? ® ® ® ® 

Participate in volunteer or community servlca work? ® ® ® ® 

Seek personal counseling? ® ® ® ® 

Devek)p dose (riendshlps with other students? ® ® ® ® 

Communicate regulaity with your professors? ® ® ® ® 

SodaGze with someone of artother racial/ethnic group? ® ® ® ® 

Partidpate in student dubs/youps? ® ® ® ® 

39. D« y6u gtve the Higher Education Research Instftute et UCLA permlMlon to 
include your ID mimber ahould your college requeel the data for additional 
research anatytea? O Yea O No 

The remelning oval* ve provided for quastkine epecrficaHv designed liy your cotlege 
ntlwf than the Higher Education Research IneUtuls. K yotr college has ctioaen to use 
the ovala, pleaee obaerve carvtulhr ^ supplemental directlona given to you. 

47. ® ® © ® ® 

48. ® ® © ® ® 

49. Cp ® ® ® ® 
5 d ^ ® ® © ® ® 
51. ® ® ® ® ® 
5Z ® ® ® ® ® 
53. ® ® © ® ® 

EAKStlon RMMTch InitRuM. UnlvnRv 

40. ® ® © © ® 
4 1 . ® ® © ® ® , 
4 2 . ® ® © © ® 
43. ® ® ® ® ® 
4 4 . ® ® © ® ® 
45. ® ® © ® ® 
4 6 . ® ® © ® ® 
e Preptred by th« Htabcr Education RMMreh InitR' 

54. ® ® © ® ® 
55. ® ® © ® ® 
5 6 . ® ® © ® ® 
57. ® ® © ® ® 
58. ® ® ® ® ® 
59. ® ® ® ® ® 

e o . ® ® ® ® ® 
THANK YOUl 

[Ma RMOvilUon Ca(pi.-»S4-6«3a 
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APPENDIX B: SECOND SURVEY MATERIALS 

Student Integration Survey 

Following Is a list of statements characterizing various aspects of academic, social, and spiritual life at ACU with which you may or may 
not agree. Using the scale to the right of each statement, please indicate the extent of 
your agreement or disagreement with each statement, as it applies to your ACU experience during the past academic year, by circling 
the appropriate number. 
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Please circle ONLY ONE number for each statement. 

Strongly Neither Agree Strongly 

Agree Agree nor Disagree Disagree Disagree 

1. Few of my courses this year have been intellectually stimulating. 1 2 3 4 5 

2. I am satisfied with my academic experience at ACU this past year. 1 2 3 

3. I am more likely to attend a cultural event (for example, a concert, 1 2 3 4 5 
lecture or art show) now than I was a year ago. 

4. I am satisfied with the extent of my intellectual development this 1 2 3 4 5 
year 

5. Being on this campus is contnbuting to my spiritual growth 

6. In addition to required reading assignments, I read many of the 1 2 3 
recommended books in my courses. 

7. My interest in ideas and intellectual matters has increased this 1 2 3 4 
year 

8.1 have no idea at all what I want to major in. 

9. Getting good grades is not important to me. 

10. My academic experience this year has had a positive influence 1 2 
on my intellectual growth and interest in ideas. 

11. My understanding of God is being strengthened by classroom 1 2 
and/or campus experiences. 

12.1 have performed academically as well as I anticipated I would. 1 2 

13 I have developed close personal relationships wnth other 
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students. 

14 My interpersonal relationships with other students have had a 1 2 3 4 
positive influence on my intellectual growth and interest in ideas. 

15. Faculty, administrators, and/or staff are helpful to me i 
processing issues related to my faith 

16. The student friendships I have developed this past year have 
been personally satisfying 

17. My interpersonal relationships with other students have had a 
positive influence on my personal growth, values and attitudes. 

18. It has been difficult for me to meet and make friends with other 1 2 
students. 

19. I am dissatisfied with my dating relationships. 

1 2 3 

20. Few of the ACU students I know would be willing to listen to me 
and help me if I had a personal problem. 

1 

21. This campus provides adequate opportunities for involvement in 1 2 
ministry. 

22. Most students at ACU have values and attitudes, which are 

different from my 
own. 

23. I am satisfied with the opportunities to participate in organized 1 2 3 
extra-curricular activities at ACU. 

24. I am happy with my living/residence arrangement this year 1 2 3 4 

25. Given where I am spiritually right now, this campus is a good fit 1 2 3 4 
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for me. 

26. I am satisfied with my opportunities this year to meet and interact 1 2 
informally with faculty members. 

27. Few of the ACU faculty members I have had contact with this 1 
year are willing to spend time outside of class to discuss issues of 
interest and importance to students 

28. This past year, I have developed a close, personal relationship 1 2 
with at least one faculty member 

29. My non-classroom interactions with ACU faculty members have 1 
had a positive influence on my intellectual growrth and interest in 
ideas. 

30. My non-classroom interactions with faculty this year have had a 1 
positive influence on my personal growth, values and attitudes. 

31. My non<lassroom interactions with faculty this year have had a 1 
positive influence my career goals and aspirations. 

32. Few of the faculty members I had contact with this year are 
genuinely outstanding or superior teachers. 

33. Few of the faculty members I have had contact with this year are 1 2 
genuinely interested in students. 

34. Most faculty members I have had contact with this year are 
genuinely interested in teaching. 

35 Most of the ACU faculty members I have had contact with are 
interested in helping students grow in more than just academic 
areas. 

36. It is important for me to graduate from college. 
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37. It is not important for me to graduate from ACU. 

38. I am confident that I made the right decision in choosing to 
attend ACU. 

39. It is likely that I will register at ACU next fall 
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