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ABSTRACT 

Institutions of higher education now realize the necessity of 

assisting underprepared freshman students in order to enable them to 

adjust and persist at their chosen institutions. Universities and 

colleges are experimenting with various types of programming for 

these students. 

Developmental theories assert that the students' present stages 

of development and past developmental resolutions, whether positive 

or negative, affect the resolutions of future developmental tasks. 

Orientation or support programs must be based on the developmental 

theories in order to meet the students where they are 

developmentally and assist their continuing developmental process. 

Envlrormiental "fit" also has a bearing on students' adjustments 

to a chosen institution. Opportunities to interact with the 

environment are needed parts of orientation or support programs. 

The amount of experience students have with their chosen 

envirormient may play an important role in the degree of college 

adjustment, perseverance, and success, or conversely, maladjustment, 

attrition, and failure. 

The multifaceted adjustment process is critical for retention at 

an institution of higher education and success in a chosen program. 

Programs that enhance freshman adjustment have far-reaching effects 

on freshman students. 
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The purpose of this study was to determine if there was a 

positive affect on academic performance, persistence, and/or social 

adjustment and institutional attachment as a result of participation in 

Transition, a three-week summer program, or in Freshman 

Orientation, a two-day orientation program. Comparisons were made 

of matched pairs of conditionally-admitted students having 

participated in the two programs. 

The findings of the study were that neither summer program 

was more successful in academic performance, persistence, or social 

adjustment and institutional attachment of conditionally-admitted 

freshman students. This study did, however, verify earlier studies that 

have found SAT scores and high school graduation class rank may be 

considered to be predictors of grade-point averages and cumulative 

units of credit earned. 
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CHAPTER I 

INTRODUCTION 

"Underpreparedness is a relative matter; every institution has 

students whose credentials put them in the lowest 10-15 percent of 

the total class in terms of academic readiness" (Noel & Levitz, 1982, 

p. 1). Providing support programs for freshman students who are 

underprepared in order to assist their adjustments to their 

institutions is extremely important to institutions of higher education 

today and will continue to be in the future as retention of students 

becomes an increasingly important issue. Many students do not make 

a satisfactory adjustment once they get to college. "Some, for the best 

of reasons, transfer or drop out, planning to return. Others drift away 

from campus because of an absence of 'a feeling of belonging or fitting 

in at the institution'" (Boyer, 1987, p. 45). Studies have determined 

that underprepared students are among the most prone to drop out in 

higher education; however, studies have also discovered that the 

dropout rate among this group can be significantiy reduced (Beal & 

Noel, 1980). Research shows the greater the student's social and 

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

college. Orientation or support programs can improve a student's day-

to-day ability to cope and persist at the chosen institution. "Further, 

as new students learn about the college, the spirit of community 

grows, loyalties build, and quality of the educational experience is 

strengthened" (Boyer, 1987, p. 47). 



The challenge of achieving adjustment among the 

underprepared freshmen is hindered by those who maintain that the 

needs of underprepared freshman students carmot be met without 

lowering the academic standards of their institutions. Nevertheless, 

many colleges and universities have proven they can maintain the 

integrity of their academic standards as they help underprepared 

freshman students adjust and persist by providing effective and 

efficient academic, personal and social support systems. Programs 

providing these support systems most often include academic 

advisement; career, major and life plans; assessment and diagnosis of 

skill levels; transition or orientation activities; tutoring; and college 

study or survival skills (Noel & Levitz, 1982). These programs are part 

of the movement to change how institutions of higher education treat, 

welcome, assimilate, support and inform their freshman students. 

The need is for the most affective programs possible to be available for 

students in order to provide the best opportunities for fireshman 

adjustment and institutional retention. 

The Research Problem 

One large southwestern university, like many others, has found 

itself in recent years searching for ways to remain viable and 

financially healthy. The university has chosen to direct much of its 

energy toward becoming a well-known research institution in order to 

enable it to draw in such resources as talented faculty and students. 

Toward this goal, the university needs to increase the percentage of 

graduate students as compared to undergraduate students. 
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The university's board of regents voted in March, 1988, to raise 

admission standards for incoming students to attract more 

academically-prepared students who will hopefully remain at the 

university to pursue graduate work (Board of Regents, 1988). 

The need to raise admission standards was supported by the 

Admissions and Retention Committee's January, 1987, report showing 

that the percentage of the freshman class having been conditionally 

admitted to the university had jumped from 33 percent in 1984 to 41 

percent in 1985 and to 47 percent for the fall of 1986. The 

committee had reconmiended that conditionally-admitted students be 

required to pass six hours in summer school in order to enroll in the 

university the fall semester following their high school graduation 

(Admissions and Retention Committee, 1987). 

Anticipating the Board of Regents' decision to raise admission 

standards at the university, the Division of Continuing Education set 

out in 1987 to develop a program directed toward attracting entering 

conditionally-admitted freshman students. The program was designed 

to improve the skills of entering students in an attempt to increase 

the probability of a student's succeeding at the university, which could 

possibly result in the student remaining at the university to complete 

his undergraduate work and perhaps to enter one of the graduate 

programs available. With its history of bringing people to the campus, 

the Division of Continuing Education seemed the best place for such a 

program to originate because the program would initially be seen as an 

outreach aspect of the university rather than part of the traditional 

curriculum. 



A steering committee chaired by the Associate Director of 

Continuing Education was established. The committee consisted of 

representation from the Housing office; the Library; Programs for 

Academic Support Services (PASS); Health, Physical Education and 

Recreation; Recreational Sports; the Advanced Technology Learning 

Center (ATLC); and the Counseling Center. The committee set to 

work securing facilities, planning student activities, developing the 

program schedule, preparing a budget, determining the curriculum, 

and developing methods of evsduation. 

The program that emerged was an experience-based program 

which combined counseling, academic advisement, remedial programs 

in English and mathematics, an introduction to university procedures, 

career and vocational planning, study skills instruction, and library and 

computer use. The philosophical base was the belief that the 

university has an obligation to provide the opportunity for admission 

and to enhance the probability of academic success to all students who 

might benefit from a college education; and the belief that 

personalized instruction, not only in academic subjects but also in 

study skills, career planning and university procedures, gives students 

greater opportunities to adjust to the university smd be successful in 

their academic programs. 

The primary goal of the program was to assist conditionally-

admitted freshman students in adjustment to the university in order 

for them to become successful university students who would continue 

to enroll at the university until they graduate. Supporting objectives 

included: (1) helping the passive student become more involved in the 

learning process; (2) improving the student's English composition and 
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basic mathematics computation skills; (3) presenting an overview of 

services available to university students on the campus; (4) allowing 

the student to experience living independentiy on the university 

campus; and (5) encouraging the student to become involved in the 

social aspects of his/her university experience. 

Punjose of the Study 

The purpose of this study was to determine if there was a 

positive effect on academic performance, persistance and/or social 

adjustment and institutional attachment as a result of participation in 

Transition, a three-week summer program, or in Freshman 

Orientation, a two-day orientation program. The academic progress of 

two different groups of conditionally-admitted freshman students was 

studied: those who participated in the Transition program and those 

who participated in a Freshman Orientation program. 

Conditional admissions were determined using the same 

guidelines the university uses to determine conditional admissions. 

The university's table for determining conditional admission is based 

on high school class rank. Students in the upper 25 percent of their 

high school graduating class may be admitted to the university 

unconditionally. Those in the second 25 percent of their class must 

have a minimum SAT score of 900 or a minimum ACT score of 20. 

Students in the third 25 percent of their class must have a minimum 

SAT score of 1,000 or a minimum ACT score of 22. From the fourth 

25 percent of the graduating class, students may be unconditionally 

admitted to the university only if they have a minimum SAT score of 

1,100 or a minimum ACT score of 24 (Richardson, 1987, p. 26). 



Contribution of the Study 

Retaining students is essential to the future of today's 

institutions of higher education. The United States is entering an era 

in which youth will be in short supply and their scarcity will remain 

for quite some time. According to Constance Hays (1988), for as long 

as today's adults are alive, there will be more people over 65 than 

teen-agers in America. Colleges have realized that all freshmen are 

not created equal. Some of the fireshman class 

from the first day forward, write lucid expository papers, 
while others have a hard time just organizing the facts. 
There are those who arrive with a vision of where they 
want to be in five years and what they plan to study in 
order to get there, and then there are those who say they 
have no idea. There are some who feel at home on 
campus, and others for whom college is an ordeal of 
loneliness and upheaval, (p. 48EDUC) 

A study done by Martin (1988) at the same Southwestern 

university found no evidence to support the hypothesis that students 

who attend freshman orientation are significantiy better adjusted to 

college life at mid-semester than non-attenders. With this in mind, it 

is important to discover if efficient improvement results when the 

orientation process is extended and supplemented by English, math, 

and study skills instruction. 

The task before institutions of higher education is not to lower 

their standards, but to increase institutional effort in order to insure 

student retention. The findings of this research study will add to the 

literature on orientation or support programs for underprepared 

freshman students, lead to the possibilities of institutions of higher 

education doing a better job of providing programming that will assist 
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adjustinent of underprepared freshman students, and help to create 

useful changes in the perceptions of the needs of freshman students. 

To create appropriate orientation or support programs for 

underprepared freshman students will be to the direct benefit of all 

Americans. If underprepared freshman students do not succeed, the 

entire country will have a diminished future. This is the new reality. 

Limitations of the Study 

Every effort was made to select measurements for this research 

that were both reliable and valid. Still, such measurements were not 

perfect and may have lacked the sensitivity to note differences 

between groups. 

The research having been conducted within the confines of a 

single university setting was an obvious limitation. It was also 

necessary to use intact groups since random assignment was not 

possible. Because of these limitations, it is not possible to generalize 

the results of this study. 

Research Questions 

The study was concerned with the following research questions: 

1. Was there significant difference in retention between the 

students having participated in the Transition program and the 

students having participated in Freshman Orientation? 

2. Was there significant difference in grade-point average 

between the students having participated in the Transition 

program and the students having participated in Freshman 

Orientation? 
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3. Was there significant difference in the number of semester 

credits earned between the students having participated in the 

Transition program and the students having participated in 

Freshman Orientation? 

4. Was there significant difference in individual social 

adjustment and university involvement between the students 

having participated in the Transition program and the students 

having participated in Freshman Orientation? 

Conclusion 

Colleges and universities must be able to provide the best 

possible support programs for underprepared freshman students in 

order to assist the students in their adjustments to their institutions 

and future success in their chosen academic programs. The issue of 

retaining these students is of growing importance to institutions of 

higher education. Institutions are realizing that, even with declining 

numbers of freshmen, improving retention rates can mean a higher 

percentage of students sta)ang for four years; this results in 

institutions being able to hold enrollments steady. The literature 

shows that the largest number of dropouts occurs very early in the 

first term of the freshman year. Many of these dropouts can handle 

college work, but have never learned how to study effectively nor how 

to take tests and prepare good written work. The first few weeks of 

college can put so much strain on underprepared freshman students 

that maladaptive responses may be set in motion resulting in the 

students' leaving college (Sanford, 1962). Providing support programs 

for underprepared freshman students that help them adjust to the 
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institution encourages them to become a part of the community of that 

institution. 

Study after study in the United States indicates that orientation 

or support programs increase the rate of retention at institutions; 

however, there is need for a study between two programs at the same 

institution of varying lengths with varied content directed toward 

similar goals to determine if one program produces a higher degree of 

freshman adjustment and retention than the other. The ultimate goal 

of this study is to present findings that will guide the university in its 

future programming for underprepared freshman students. The 

results of this study may add to the body of information used by other 

universities when considering methods of assisting freshman 

adjustment and institutional retention. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

After years of not addressing the problem of unprepared 

freshman students, institutions of higher education are now making 

attempts to assist these students adjust to their institutions and be 

successful in their chosen programs. A review of the literature will 

provide a background of the progress that has been made in providing 

programs for underprepared freshman students. 

Aids in the form of developmental and envlrormiental theories 

exist for institutions of higher education interested in successfully 

assisting underprepared freshman students. Literature on these 

theories will be reviewed to provide information on how himian 

development and the college environment affect a student's 

adjustment. Developmental theories provide a framework for charting 

passage through the college years. They alert programmers of the 

tasks and stressors that will normally confront students in the various 

stages of intellectual, social, and emotional growth. Environmental 

theories are also helpful. They attempt to explain the necessary 

relationships between the institution and its freshman students in 

order for students to feel a part of the college community. 

It is also helpful to understand the process of adjustment itself. 

Making a major transition such as the transition from high school to 

college is difficult and requires academic adjustment, social 

adjustment, personal-emotional adjustment, and goal commitment-

institutional attachment adjustment. The degree to which 

10 
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underprepared freshman students are able to make this transition 

strongly affects a student's adjustment to one's chosen institution. 

The review of this literature provides an overview of the factors of 

freshman adjustment applying to underprepared freshman students. 

The identffied factors creating a retention risk for 

underprepared freshman students may be countered by institutions 

through orientation or support programs and services carefully 

designed to help the student adjust to the institution. Evidence exists 

that orientation or support programs help retain students (Lenning, 

Sauer, & Beal, 1980; Ramist, 1981; Beal & Noel, 1980; University of 

Calffomia, 1980). The literature regarding the relationship between 

orientation or support programs and freshman adjustment is reviewed 

in an effort to discern the possibility of lessening the stresses and 

anxieties experienced by underprepared freshman students. 

Historical Review of Programming 
for Underprepared Freshmen 

Although programming for underprepared freshman students 

has only become widespread in the later half of the twentieth century, 

the existence of underprepared freshman students is not new. 

Historically, institutions of higher education have taken varied 

approaches to the problem of underpreparedness: some institutions 

have ignored the problem, others have rejected the students' needs 

for support, and still others have done much to assist underprepared 

freshmen adjust to the institution and be successful in their 

educational pursuits. The literature regarding the relationship 

between institutions and underprepared freshmen is reviewed in an 
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effort to understand how far the United States has progressed in order 

to meet the needs of underprepared freshman students. 

Definitions of Terms 

Within the confines of this study, the following definitions will 

be used: 

1. Nontraditional students: students who are not of the 

traditional age and educational background (17-18 years of 

age and recent high school graduates). 

2. Orientation: " . . . any effort on the part of an institution 

to help entering students make the transition from their 

previous environment to the collegiate envirormient and to 

enhance their success in college" (Upcraft & Famsworth, 1984, 

p. 27). 

3. Developmental courses: courses designed to diminish the 

educational differences of students. 

4. Low-ability students: students with lower than average 

ability to handle college course work as determined by the 

student's chosen institution using a combination of their SAT or 

ACT scores and high school graduating class rank. 

5. Underachievers: students who are not performing at 

their level of potential as determined by their intelligence 

quotients and achievement tests. 

6. Underprepared freshman students: beginning students 

whose credential put them in the lowest 10-15 percent of 

the total incoming class in terms of academic readiness. 
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The Begirmings of American Higher Education 

Underprepared students have been present in American 

colleges since their beginnings (Dempsey, 1985, p. 30). Although 

student records do not exist from that time, papers belonging to 

faculty members, student publications, alunmi collections and 

institutional records, archives, and histories indicate that students 

considered by faculty and administration to be far below the acceptable 

level were being admitted prior to the advent of open admissions and 

the appearance of equal education opportunity policies. The 

philosophy of these colonial colleges was that youth who could afford 

to pay for higher education and who needed to be educated in order to 

maintain their stations in Iffe should be provided the opportunity to 

attend. The poor, ethnic minorities, and women were not considered 

to possess a lifestyle which would make use of a higher education; and 

therefore, it was not deemed necessary to provide the opportunities 

for them to attend a college. No attempts were made to provide 

learning assistance to underprepared students attending colonial 

colleges. Doing so would have defied the rigor, monotony, and time 

commitment expected of a scholar of that day. 

It was possible for early underprepared students to remain at 

the colleges that admitted them because the method of studying used 

was slow and meticulous. There was an emphasis on grammar, 

construction and syntax; littie value was placed on one's ability to write 

well. The acceptable mode of expression was continuous recitation 

since books were scarce and jealously guarded. For example, the 

Harvard library was off-limits to all students except seniors. The 

scarcity of books encouraged speaking or literary clubs to develop 
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their own libraries where club members had unlimited access and 

complete control of acquisitions. 

The Nineteenth Century 

The Early Years of the Century 

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

students with defective preparation. The report charged that the 

methods of instruction being used in colonial colleges that admitted 

underprepared students seemed out of place and more appropriate for 

the secondary and/or preparatory schools of the times (Brubacher & 

Rudy, 1976). 

By 1830 concern for underprepared students began to build. In 

1836, John Todd wrote The Student's Manual in response to the 

needs of underprepared students. The manual is considered to be the 

first how-to-study book written for students. It provided information 

on topics such as the importance of study, time management, 

finances, exercise, healthy diets and aspirations. The manual also 

included the rudimental beginnings of the SQ3R method of study 

(Dempsey, 1985, p. 6). 

The SQ3R method, used to improve study skills and reading 

ability, stood for survey, question, read, recite, and review. It was a 

five-step process designed to improve comprehension. Using this 

method, the student first surveyed the material to be read, noting 

tities, headings, subheadings, pictures, and other clues to text 

content. Next, the student listed questions that one would be 

expected to be able to answer after reading the text. Once the 

questions were listed, the student read the text to answer the 
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questions. After reading the material, the student looked at the 

questions again and recited the answers. Finally, the student found 

any unanswered questions and reviewed the material to find the 

answers to the remaining questions (Duffy & Roehler, 1986). 

The Middle Years of the Century 

Henry Philip Tappan became president of the University of 

Michigan in 1852. Tappan brought to the university the desire to 

transplant a German-style university to Michigan. In his inaugural 

address, Tappan denounced the dilution of course content in colleges 

in order to meet the needs of underprepared students. He felt a true 

university should be similar to the University of Berlin. It should be 

"literally a Cyclopedia where are collected on every subject of human 

knowledge, cabinets, and apparatus of every description that can aid 

learned investigation and philosophical experiment, and amply 

qualffied professors and teachers to assist the student in his studies" 

(Brubacher & Rudy, 1976, p. 157). Tappan did not associate 

university work with mere teaching of general knowledge. He felt a 

university should advance knowledge, not merely preserve it. It was 

clear to him that American advanced scholarship could not hope to 

rival European scholarship as long as the level of instruction in 

American colleges remained so low. To improve the quality of 

American universities, instruction should only be offered on a level 

appropriate for a scholarly institution of higher education. If a student 

were not prepared to participate on the level Tappan felt appropriate 

for university work, he felt the student should not be admitted to the 

university. 
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The state universities did not become the European-style 

universities they were intended to become primarily because of the 

low state of secondary education in existence during their early days. 

The universities were required to rely on training from the secondary 

schools which was not advanced enough to prepare students for the 

European-style university work the founders of the universities had 

planned to offer. As the result of inadequate secondary school 

preparation, universities were required to establish and maintain 

preparatory departments which were designed to help students 

develop the skills necessary for success in higher education. It was 

common for more students to enroll in these preparatory departments 

than in the classes offered in the regular curriculum. For example, in 

1865 the University of Wisconsin registered 331 students. Forty-one 

of these students were enrolled in regular college classes while the 

remainder of the students were assigned to preparatory departments 

or were classffied as special students (Roberts, 1986, p. 4). 

One influence of the German universities that did penetrate the 

American institutions was the emphasis on research. This influence 

resulted in increased reading loads and a demand for additional skills 

in order to participate in research. This research emphasis, along 

with the emphasis on the library as the headquarters of scholars, 

caused reading difficulties of college students to become evident. In 

1877 the editor of Library Journal published an article entitied, 

"Learning to Read in College," that reflected the problems college 

students were having (Dempsey, 1985, p. 7). Colleges became aware 

of the need for instruction tn reading that resulted from the transition 
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from learning through oral recitation to learning through research and 

investigation. 

The Morrill Acts of 1862 and 1890 brought an influx of 

nontraditional students to American colleges. From their beginnings, 

the land-grant colleges established by the Morrill Act confronted 

problems which included meeting the learning needs of students who 

were seriously underprepared for higher education. These colleges, 

which could be considered truly American institutions, attempted to 

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

abflities of the heterogeneous student populations who enrolled in 

them. The land-grant colleges stood for the principle that every 

American citizen was entitied to receive some form of higher 

education. 'Together with the first state universities and municipal 

colleges, the early land-grant colleges represented the force of 

democracy working as a mighty leaven in the world of American 

higher education" (Brubacher & Rudy, 1976, p. 64). 

A giant in American higher education, Charles Eliot became the 

president of Harvsird in 1869. In his inaugural address, Eliot declared, 

"The American college is obligated to supplement the American 

school. Whatever elementary instruction the schools fail to give, the 

college must supply" (Roberts, 1986, p. 3). In order to meet the 

diverse interests and ability levels of undergraduate students, Eliot 

launched the elective system at Harvard as an attempt to replace the 

totally prescribed college curriculum with a curriculum that was 

relevant and meaningful. Students were allowed to choose courses of 

their preference for intrinsic rather than disciplinary value. The 

elective system aided underprepared students by allowing them to 
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choose the courses they felt would be best for them according to their 

abilities and personal needs. 

The Later Years of the Century 

Harvard continued its sensitivity to the needs of underprepared 

students. In 1874 Harvard began to offer a simplified freshman course 

in English as a result of requests from faculty members who were 

concerned about the unsatisfactory writing skills of many new students 

(Roberts, 1986, p. 12). The appointment of a board of freshmen 

advisers at Harvard in 1889, similar to the system of faculty advisers 

implemented at Johns Hopkins in 1877, signaled an early recognition 

of the needs for student advising and counseling as students were 

admitted to the institution (Rudolph, 1962). 

Following the Civil War, Negro colleges were established. These 

new institutions were neither adequately staffed nor financed; they 

were not provided with sufficient academic resources even though 

they were established under the doctrine of separate but equal. 

Nevertheless, these institutions provided higher education for the 

most seriously academically-disadvantaged segment of American 

society. The level of instruction at these institutions often fell short of 

the instructional levels at other institutions (McGee & McAfee, 1977). 

Perigo and Upcraft (1989) defined orientation as "amy effort to 

help fireshmen make the transition from their previous environment 

to the collegiate environment and enhance their success" (p. 114). 

One of the first freshman orientation courses designed to meet the 

needs of fireshman students was the one initiated at Boston University 

in 1888. It was followed in 1900 by an orientation program through 
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the Mechanical Engineering Department of the University of Michigan 

that required all of its freshmen to attend a series of lectures which 

included the basic elements of later fireshman orientation courses. 

About the same time, Oberlin College began requiring a non-credit 

course to orient fireshmen toward future careers (Drake, 1966). 

Before the turn of the century, these colleges recognized the need for 

providing special guidance for entering college students. 

The College Entrance Examination Board was founded in 1890 

in an attempt to make college admission requirements uniform 

(Brubacher & Rudy, 1976). This occurred as a response to the general 

college dissatisfaction with the inadequacies of new students. 

However, the attempt to standardize admission requirements lacked 

early success because the colleges' dissatisfaction was not as great as 

their desire for students and because the competition for students was 

increasing due to the increasing numbers of colleges. As President 

Taymond of Vassar had stated only a few years earlier, it was financially 

more equitable to have underprepared students than to have no 

students at all (Roberts, 1986). 

After the success of psychological testing during World War I, 

tiie College Entrance Examination Board changed its examination. 

The change was from an examination that measured ability to assemble 

information, power of expression, intelligent appreciation and courage 

to express judgment to an examination of those measurements as well 

as additional tests to estimate potentiality and aptitude. The use of 

this revised examination .made it possible to anticipate coUege success 

by providing an instrument to be used "to save the prospective misfit 

from the humiliation of failure at college, to search out the gifted early. 
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and to predict the kind of curriculum a student should pursue" 

(Brubacher & Rudy, 1976, p. 246). This abiUty to determine students 

in need of increased general academic coflege preparation resulted in 

the first specffic developmental education courses for freshmen at 

Wellesley College in Massachusetts in 1893-94 (Roberts, 1986, p. 12). 

The Twentieth Century 

1900-1920 

In 1907, over half of the students matriculating at Harvard, Yale, 

Columbia, and Princeton failed to meet admission requirements. In 

1915 the United States Commissioner of Education reported 350 

colleges had college preparatory departments, academies, or high 

schools directiy connected with them (Dempsey, 1985, p. 8). 

Underprepared students at these colleges were required to attend the 

college's preparatory program for one or two years (Roberts, 1986, p. 

12). 

President Lowell of Harvard University discussed the needs of all 

freshmen in his 1909 inaugural address. He proposed that freshmen 

be segregated into freshman dormatories where advisors would live 

with them to help in the development of their charges (Lowell, 1909). 

The President of Stanford, David Jordan, recognized the importance 

of academic guidance for the freshman student by pointing out that 

each student is "led, not driven, to choose his field . . . and to move 

forward to his chosen end" (Jordan, 1910, p. 947). 

During this period of time. President John Bradley of Illinois 

College wrote a controversial opinion concerning the importance of 

specific courses. He stated, "Whatever views we may hold concerning 
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tiie educational value of different subjects, all agree that it is less 

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

9). His opinion reflected the growing awareness of the importance of 

good study habits and the acknowledgement that college students had 

problems in this area. One result of this awareness was the publication 

in 1909 of How to Studv and Teaching How to Study, one of the first 

books on study and study methods (Dempsey, 1985, p. 9). 

The Carnegie Foundation suggested in 1911 that colleges and 

universities "do something to help freshmen find themselves" 

(Gardner, 1986, p. 269). Responses came from several colleges. Reed 

College established the first orientation course for credit in 1911 

(Fitts & Swift, 1928). The required course, designed to help all 

freshmen adjust to college life and to stud3ing, included topics on the 

purpose of college, the college curriculum, individual plans of study, 

honesty, student government, intercollegiate athletics, and religion. 

The course was taught two hours per week for a year. Male and female 

students were taught separately. Amherst College established a 

freshman seminar in 1913 and Brown University established 

Orientation Lectures in 1915. Brown's course " . . . gave advice and 

information about the University and counsel concerning 'the 

freshman's personal habits and methods of reading and study"' 

(Gardner. 1986, p. 269). Although only six colleges offered 

orientation courses for credit in 1916, the trend rapidly increased. 

Within the next ten years, eighty-two colleges established orientation 

credit courses for freshmen (Gordon, 1989). 

John Hart at the University of Washington was influenced by a 

bulletin from the Carnegie Foundation suggesting colleges and 



22 

universities should do something to help freshmen when he proposed 

a four-hour course to be offered to freshmen during their second 

semester. The course incorporated presentations by "leaders and 

thinkers and doers in the world of action of the general subject of 

vocational opportunities and social demands of our times." Academic 

departments' presentations on "phases of university work," library 

information, and methods of study were also incorporated into the 

course (Hart, 1912, pp. 182-183). 

The early 1900s wittnessed the emergence of counseling and 

guidance programs. These programs confirmed the importance of the 

individual student. They were supported by the continuing growth of 

the elective system. Curricular expansion and larger enrollments 

increased the need for counseling and guidance in course selection 

and in techniques for improved study habits. 

One of the first formal attempts to improve the learning skills of 

college students was begun at Harvard in 1915. The program resulted 

from complaints frrom students' parents that their children did not 

succeed because they did not know how to study. The university 

acknowledged that not only the failing students but also a great 

majority of all students needed help and direction in this area. School 

and Society reviewed the Harvard course in one of its issues with the 
comment that. 

It is a littie surprising, when one considers the number of 
men and women who are engaged in studying and the 
momentous consequences to them individually as well as 
to society at large which attach to their master of that 
activity, that so littie attention has been given by teaching 
institutions to instruction in that subject. (Dempsey, 1985, 
p. 10) 
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1920-1940 

Before World War I both credit and non-credit orientation 

courses prolfferated. Even though the courses were developed to 

meet the needs of individual institutions, they were nevertheless quite 

similar. They incorporated information about the institution itself and 

additional information about college Itfe in general. 

In the decade following World War I, short-term study 

improvement courses came into being offered through English, 

education, and psychology departments. Studies investigating reading 

abilities, reading habits and reading instruction of college freshmen 

affirmed the need for college orientation courses to assist students in 

mastering study skills. It was during this period that the first reading 

tests spectfically designed for college students were published by the 

University of Minnesota. 

Orientation courses that sprang up between 1918 and 1922 

could be grouped into three major types according to Fitts and Swift 

(1928): "adjustment" courses dealing with the organization and 

administration of the college and the students' relationship to the 

institution, fellow students, intellectual habits, and the freshmen 

curriculum; "thinking and stud5mig" courses taught by instructors from 

phflosophy. psychology, and education with tities such as 

"Introduction to Reflective Thinking" and "How to Study"; and "social 

and intellectual" orientation courses that focused on social problems, 

citizenship and the study of the nature of the world and man. 

An emphasis on reading instruction grew in the 1930s. The 

popularity of survey courses during this period led to students being 

required to read lengthy assignments. The development of 
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instruments such as the tachlstoscope enabled reading instructors to 

teach phrase reading and other speed reading aids that would assist 

students with reading assignments and lack of college preparation. 

The emphasis in the public schools on remedial reading served as an 

impetus for the establishment of college reading clinics. The centers 

not only served as teacher training centers but also assisted the 

individual students with individual profiles and group sessions on 

study skills improvement. The courses offered by departments or 

centers during this period were customarily voluntary and non-credit 

and were usually conducted by counselors or other student-personnel 

workers. Some of the programs were offered during the summer 

sessions prior to the freshman year. Since many underprepared 

students came from good families, the colleges tended to attribute 

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

organizing and utilizing college-type study habits instead of attributing 

the inadequacies to lack of ability. 

During World War II, it was necessary for the armed forces to 

attend college for brief periods of time causing them to need 

assistance with learning in an accelerated fashion. To meet this need, 

Robinson fully developed the SQ3R study reading method. The 

method was designed to assist persons in learning as much as possible 

in as short a time as possible. The method was used in post war years 

to teach students in study skills and reading improvement courses. 

1940-1960 

In the 1940s remedial reading began to assume a negative 

connotation. Returning G.I.s were more mature students and resented 
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the application of the term remedial to courses they would be taking; 

and the shift of skills instruction from the departments of psychology 

to the counseling centers implied the courses were part of a 

counseling service. There was an expansion of learning assistance; it 

grew firom being appropriate only for the ill-prepared students to the 

idea of being helpful for all students. When most of the students at an 

institution were receiving assistance in reading, it no longer seemed 

appropriate to label that instruction as remedial. 

Developmental courses and programs were begun in the 1950s 

to diminish the educational differences of students. Institutions' 

broadened perceptions of high-risk students brought program 

development for underprepared students which included services and 

studies going beyond the purely academic concerns that had been the 

focus of earlier programs. These new programs were based on an 

increased sensitivity to the possible contribution of psycho-cultural 

and socio-cultural factors to academic success. 

Many coUeges begsmi to differentiate between what had been 

determined as low-ability students and underachievers. This 

differentiation came from the results of achievement test scores and 

other such factors. As a result of these new categories, institutions 

began to provide counseling and personal motivation activities for 

students with problems perceived to be from academic 

underachievement. The identified low-ability students were generally 

unprovided for in these broadened programs and, therefore, they 

rarely survived past their second semester in college (Roberts, 1986). 

Maintaining the underachievers was the primary concern on which 
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these new programs were focused; the low-ability students received 

littie help. 

A 1948 survey of freshman orientation techniques reported by 

Bookman (1948) indicated that 43 percent of the institutions offered a 

required orientation course. Most of these courses were designed to 

assist adjustment to college, but some had a broader scope. By the 

1950s two types of orientation courses could be found: those dealing 

with personal adjustment and plarming and those attempting to show 

the unity and interrelations between the students particular field of 

knowledge and other fields (Wrenn, 1951). 

1960s 

The 1960s brought the influx of post-war baby boomers to 

college. From this came the full dimensions of academic, personal and 

cultural differences. Varying factors associated with socio-cultural 

differences such as dffferences in aspiration, career choices, and 

attitudes toward intellectual development were now being diagnosed 

at the various institutions; and the institutions were planning for 

academic support programs to meet individual student's needs. 

This period saw growth in junior and community colleges that 

paralleled the growth of college remedial education programs. These 

colleges were determined to be the institutions to "give the 

disadvantaged high school graduate another chance to break the 

poverty cycle, and the minority student to extend his skflls and realize 

wider career opportunities" (Roberts. 1986, p. 14). In 1965, more 

than 60 percent of the students attending community colleges ranked 

at or below the thirtieth percentile on the School and College Ability 
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Test (SCAT) (Moore, 1971). By 1968 most of the junior and 

community colleges had in place programs for underprepared 

students. In fact, these courses comprised the preponderance of 

curriculum offerings in the junior colleges (Dempsey. 1985). By the 

late 1960s, the most popular courses in community colleges were 

remedial reading, remedial writing and remedial arithmetic (Roueche 

& Roueche. 1984). The success of these institutions in maintaining 

remedial students was marginal. As many as 90 percent of the 

remedial students withdrew from or failed the remedial courses which 

were considered to be watered-down versions of regular courses. This 

high rate of failure led the institutions to be labeled as "revolving door" 

institutions (Roberts, 1986). 

1970s 

As many as one-seventh of all students enrolled in American 

colleges in the 1970s were from poverty backgrounds (Dempsey, 

1985). Consequentiy. colleges began to look to new types of programs 

to assist the underprepared students. Videocassettes and computer 

programs were produced to provide student-paced instruction. The 

short-term courses of the 1930s also reappeared as mini-courses to 

assist these students. The assistance programs began to be offered in 

a centralized fashion on campuses. From one center or central office, 

assistance would be provided in reading, writing, and study skills 

improvement as well as subject matter tutoring and academic and 

personal counseling. It was not uncommon for peer tutoring to be 

offered; occasionally, peer counseling would also be available. These 

centralized operations were most often of one of two types of learning 
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centers, centers that developed from reading laboratories and study 

skills programs or centers that emerged from libraries and audiovisual 

centers. 

1980s 

By the 1980s more than half of all institutions of higher 

education were involved in programs of learning assistance and 75 

percent of four year public institutions had learning assistance centers 

(Dempsey, 1985). Some of the most prestigious institutions and some 

professional schools had opened learning centers. Learning centers 

were the rule rather than the exception, perhaps because of the 

increased concern over retention during years following the baby 

boomers. 

A plethora of reports concerning the condition of undergraduate 

education in America emerged in the mid-1980s. A Nation at Risk 

was published in April of 1983. The following academic year. 

Involvement in Learning (The National Institute for Education), To 

Reclaim A Legacy (The National Endowment for the Humanities), and 

Integrity in the CoUege Curriculum (The Association of American 

Colleges) were released. Many of the recommendations of these 

reports fueled a movement toward greater attention to the freshman 

and sophomore years. 

In the latter part of the 1980s, college and university officials 

have begun to comprehend the infinite complexity of 

underpreparation and performance. They realize the necessity of a 

wide variety of services to meet this complex situation. Services such 

as provision of not only pragmatic, individualized basic skills 
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development, but also of ongoing and personalized cognitive, social, 

and affective development are required. The lack of basic skills 

necessary for a successful collegiate experience pervades the country 

without respect for "race, sex, ethnicity, social standing, financial 

status, parents' educational level, or even the student's high school 

grade-point average" (Regents Report, 1985, p. 4). 

Summary of Historical Review 

Historically, American institutions of higher education have been 

slow to develop programming for underprepared students. Prior to 

the nineteenth century, the underprepared students who attended 

college persisted due to the slow and meticulous mode of instruction 

during that period. The nineteenth century brought a greater 

awareness of the issue of underpreparedness. The issue was 

addressed by individual institutions in varying ways. Some institutions 

called for raising admissions standards while other began to develop 

methods of assistance for underprepared freshman students. 

Awareness of the underprepared at the dawn of the twentieth 

century was widespread. Provisions for advancement included 

prepatory programs, fireshman dormatories. orientation programs, and 

the emergence of counseling and guidance programs. 

Some of the greatest boosts to programming for underprepared 

freshman students resulted firom the programming that developed to 

meet the educational learning needs of military personnel during and 

foUowing both world wars. 

The development of Junior colleges was beneficial to the needs 

of underprepared students in that the junior colleges were created to 
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provide access to higher education to all. The remedial courses, 

however, did not meet the students' needs for support in institutional 

adjustment and were only marginally successful in retaining 

underprepared students. 

Learning assistance programs for underprepared fr-eshman 

students began in the 1970s. Finally, students were receiving support 

in their adjustment to the institutions as well as needed remedial 

courses. That trend has continued. By the later part of the 1980s, 

students could receive orientation and support programs at 

institutions of higher education. Sensitivity to the problems of 

underprepared freshman students exists and attempts are being made 

to support these students. Understanding the best modes of support 

will make an institution's attempts to aid freshmsm adjustment more 

fruitful. 

Freshman Adjustment Based on Developmental 
and Environmental Theories 

Research has shown that understanding human developmental 

theories and theories concerning adjustment to new environments is 

important when designing programming to enhance fi-eshman 

adjustment to institutions of higher education. For example, Knott 

and Daher (1978) report that adjustment requires adapting to a new 

environment, acquiring decision-making and self-discipline skills, 

meeting new academic demands, clarifying and expressing sexual 

values, resolving separation and loss, and initiating new relationships. 

It is, therefore, important to review the more prominent theories of 

development and environment in order to base programming for 
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assistance of underprepared freshmen on carefully researched 

theories. By applying these theories to programming to assist the 

adjustment process, successful programming for freshman adjustment 

may be planned. 

Definition of Terms 

Within the confines of this study, the following definitions will 

be used: 

1. Successful freshman students: students who make 

progress toward 

(1) developing academic and intellectual competence, (2) 
establishing and maintaining personal relationships, (3) 
developing an identity, (4) deciding upon a career and life 
style, (5) maintaining personal health and wellness, and 
(6) developing an integrated philosophy of life. (Upcraft & 
Gardner, 1989. p. 56) 

2. In loco parentis: acting on behaff of parents for the good of 

the child. 

3. Identity: an organized set of images and a sense of self 

that expresses who and what someone really is. 

4. Differentiation: different parts having dffferent functions. 

5. Integration: a state in which the dffferent parts are organized 

into a harmonious whole for the betterment of all parts. 

6. Ecology: the study of the relations between organisms and 

their environment. 

7. Campus ecology: the relationship between students and 

their campus environment. 

8. Student subcultures: academic, nonconformist, collegiate, 

and vocational groups with similar attitudes and behaviors. 
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9. Behavior: a function of the interactions of personality and 

environment. 

10. Environment: the psychosocial characteristics of a 

location as perceived by its inhabitants. 

11. Campus environment: all the stimuli that impact upon 

the student's sensory modalities including physical, chemical, 

biological, and social stimuli. 
12. Retention: the state of being kept secure or intact. 

13. Degree of fit: amount of satisfactory interaction between 

student and the institution. 

14. Transition: passing from one state, stage, or place to 

another. 

15. Freshman adjustment: a multffaceted process that 

requires coping with or adapting to a new environment or 

situation; including (Baker & Siryk, 1984): 

a. Academic adjustment: that which is related to 

motivation in. success in. and satisfaction with 

academic efforts. 

b. Social adjustment: the amount and success of 

social involvement on campus, as well as how well one is 

coping with being away from family and friends at home. 

c. Personal-emotional adjustment: the degree of 

psychological distress and somatic symptoms associated 

with the adjustment process. 

d. Goal commitment-institutional attachment: the 

amount of satisfaction with being in college in 

general and at the chosen college in particular. 
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16. Satisfaction (as referred to in the academic adjustment 

and goal commitment-institutional attachment facets): 

" . . . the student's subjective experience during the college 

years and perceptions of the value of the educational 

experience" (Astin, 1977, p. 164). 

Developmental Theories 

According to Upcraft and Gardner (1989), freshman students 

may be considered successful ff they make progress toward "(1) 

developing academic and intellectual competence, (2) establishing and 

maintaining personal relationships, (3) developing an identity, (4) 

deciding upon a career and life style, (5) maintaining personal health 

and wellness, and (6) developing an integrated philosophy of Iffe" (p. 

56). Each aspect of freshman success is part of human development. 

Each is an issue that students face as they grow and develop. Since 

students face these issues in their developmental process, it is helpful 

to understand more about the developmental process in order to assist 

students as they encounter these issues. It is beneficial to have some 

understanding of the literature on various theories that attempt to 

explain student behavior and student needs through predictable 

human development in order to base orientation or support programs 

on these theories. 

In Loco Parentis 

The original development theory, which dominated the 

thinkings about students for the first three hundred years of higher 

education, was based on "character" development. Character 
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development, interpreted as traditional Christian religious values, was 

believed to be best instilled in students through colleges acting on 

behaff of parents for the good of their students fin loco parentis). This 

character development was in the form of strict rules and regulations 

enforced by rigid discipline. Early colleges felt this responsibility so 

strongly that character development of students was even more 

important to the institutions than the development of the students' 

minds (Rudolph, 1962). "It wasn't until the mid-twentieth century 

that the combination of student activism and developing psychological 

and sociological theories changed our thinking about student 

development" (Upcraft & Gardner, 1989, p. 57). 

Erikson's Psvchosocial Development Theorv 

Erikson was the first to look at personality development in a 

social context. Erikson defined identity as an orgainized set of images 

and a sense of seff that expresses who and what someone really is. 

Identity development is dependent upon one's physical stage, 

encounter with society, social roles, and internal ordering of 

experiences. Erikson developed eight stages of psycho-social 

development. The first four stages are concerned with development 

during Infancy and childhood. His fiftii stage, youth, can be 

considered to be particularly relevant to adolescent college students 

because the task of establishing one's identity is especially critical 

during this stage due to physical maturation and societal demands. In 

the process of redefining- themselves, young people may either create 

an uncertainty that leads to a new sense of identity or may create an 

identity crisis such as an emotional turmoil or even a massive 
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personality disorientation (Widick, Parker, & Knefelkamp, 1978). 

Young people are seeking an inner knowledge and understanding of 

self. They are formulating a set of values that Erikson calls fidelity 

which may be acquired through the confirmation of beliefs and the 

affirmation of friends (Erikson, 1968). 

Sanford's Integration/Differentiation Theorv 

Nevitt Sarfford (1962) proposed that a student's development 

during college years was a continuous process of differentiation and 

integration. To him, student development 

is expressed in a high degree of differentiation, that is, a 
large number of different parts having dffferent and 
specialized functions, and in a high degree of integration, 
that is, a state of affairs in which communication among 
parts is great enough so that the different parts may, 
without losing their essential identity, become organized 
into larger wholes in order to serve the larger purposes of 
the person, (p. 257) 

According to Sanford, students grow as they strive to reduce tensions 

or challenges presented by the collegiate envirormient and to restore 

their equilibrium. Each successful striving slightiy changes the 

person. Growth results from the challenge/ response cycle. 

Chickering's Vectors nf Development 

Arthur Chickering was one of the first to interpret identity-

formation concepts specifically within the coUege context. His work 

although more narrow and specific is an outgrowth of Erikson's stages. 

Chickering proposed seven developmental stages or vectors along 

which development occurs among college students. They are: (1) 

establishing competence, (2) becoming autonomous, (3) managing 
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emotions, (4) establishing identity, (5) freeing interpersonal 

relationships, (6) clarifying purposes, and (7) developing integrity. 

Establishing competence, managing emotions, and autonomy are 

necessary for establishing one's identity. An individual's identity is 

necessary for establishing a purpose in Iffe, freeing interpersonal 

relationships, and developing one's integrity. According to 

Chickering, each vector can be accelerated or retarded by the college 

experience depending upon the (1) institutions clarity of objectives, 

(2) institution's size, (3) institution's curriculum, (4) residence hall 

arrangements, (5) faculty and administration, and (6) friends, groups, 

and student culture (Chickering, 1981). 

Kohlberg's Cognitive-Stage Theorv 

Moral judgment in the view of Lawrence Kohlberg is a 

progression thorough various stages of development and it is essential 

to confront moral issues tf development is to occur. Kohlberg grouped 

his six stages of moral development into three levels: (1) 

preconventional (stages 1-2), the stages during which one does right 

to avoid physical punishment or to serve one's own needs or interests; 

(2) conventional (stages 3-4), the stages during which one does right 

to be seen as good both in one's own eyes and in the eyes of others and 

to keep the institution going; and (3) preconventional, autonomous, or 

principled (stages 5-6), the stages during which one does right from a 

sense of obligation to law and from the belief in the validity of universal 

moral principles (Colby & Kohlberg, 1987). 
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Astin's Involvement Theorv 

The Involvement Theory was developed by Alexander Astin. It 

states that "students learn by becoming involved. . . . Student 

involvement refers to the amount of physical and psychological energy 

that the student devotes to the academic experience" (Astin, 1985, p. 

133-134). According to Astin, the five postulates comprising the 

Involvement Theory are that involvement: (1) refers to the investment 

of physical and psychological energy in various objects; (2) occurs 

along a continum; (3) has both quantitative and qualitative features; (4) 

determines the amount of student learning and personal development; 

and (5) determines the effectiveness of any educational policy or 

practice. 

Summar?^ 

These theories attempt to explain student behavior and needs 

according to predictable human development. They are each valuable 

when designing programs to benefit underprepared freshman 

students. Erikson determined that young people are establishing their 

own identities, redefining themselves, seeking inner knowledge and 

understanding of themselves, and formulating a set of values. To 

develop successful progranmiing, program planners should provide 

experiences that will help underprepared fireshman students resolve 

these struggles within themselves. Erikson and Chickering both asset 

that resolution within a particular stage or vector, whether positive or 

negative, affects the resolution of future developmental tasks. 

Chickering also theorizes that each stage can be accelerated or 

retarded by the college experience. Program plarmers must do all 
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possible to assist students in their developmental maturation by 

assisting students in positively resolving each stage or vector with 

which they are presentiy developing. 

Sanford's theory presented the idea that students grow by 

striving to reduce tensions or challenges presented by the college 

environment. Programs, therefore, should provide support for 

students as they attempt to restore their equilibrium. According to 

Perry, students moving through stages integrate their intellects with 

their identities. Program planners must remember that the students 

are not yet mature adults and that programs must offer guidance to 

help freshman students through this process. 

Kohlberg felt it essential to confront moral issues or questions 

for development to occur. Opportunities should be available for 

underprepared freshman students to test their moral judgments and 

reflect on their behaviors. 

Perhaps the most important of the development theories is 

Astin's involvement theory stating that students learn by becoming 

involved. Programs should provide opportunities for students to be 

involved in many aspects of the college community in order for the 

students to grow developmentally and persist at their institutions with 

a belief that college is a secure place for them. 

Collegiate Environment Theories 

Upcraft and Gardner (1989) have identified the environment of 

an institution as a powerful determinant of underprepared freshman 

students' successes. Students enter college with littie idea of the 

influence the envirormient may have upon them. The degree of 



39 

influence will vary depending upon the interaction between the 

student and the variables of site, demographics, and programs. Being 

aware of the literature on the influences of the environment is 

important when attempting to design programming to enhance 

student success. 

Ecological Theories 

Ecology may be defined as the study of the relations between 

organisms and their environment. Campus ecology is the relationship 

between students and their campus environment. Upcraft (1984) 

identified several environmental conditions as having positive 

influence on students' successes. These conditions are high student 

interaction, strong faculty-student contact, avaflability of on-campus 

housing, and extensive extracurricular opportunities. 

There are various ecological theories that support these findings. 

Barker's Behavior-Setting Theory is based on the concept that 

behaviors are selected and shaped by the settings that exist in the 

environment (Barker, 1968). The Subculture Approach as 

represented by Clark and Trow (1966) identifies four student 

subcultures (academic, noncorfformist, collegiate, and vocational). 

These subcultures are groups with similar attitudes and behaviors. 

The subculture functions much like a behavioral setting in terms of its 

prescriptional impact. Holland's Theory determines behavior to be a 

function of the interactions of personality and environment. A good 

match between the two will contribute to vocational success (Holland, 

1973). Stem's Need X Press-Culture Theory states that behavior is a 

function of the interaction between the person and the environment 
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as a result of the degree of congruence between the "need" of the 

person and the "press" of the environment (Stem, 1970). Pervins 

Transaction Model defines environment by the psychosocial 

characteristics attributed to it through the perceptions of its 

inhabitants. The better the fit between the individual and the 

environment the higher the degree of satisfaction (Pervin, 1968). 

Dimensions of the Campus Environment 

The campus environment may be defined as including all the 

stimuli that impact upon the student's sensory modalities including 

physical, chemical, biological, and social stimuli (WICHE, 1973). 

According to Moos, there are various dimensions in campus 

environments: (1) the location of the campus; (2) the appearance of 

the campus; (3) the students at the institution; (4) the programs being 

offered; and (5) the rewards the campus offers (Banning, 1989). 

Another way to view the college environment is provided by 

Blocher (1978) who viewed the campus as an ecological system with 

three subsystems. His view helps to answer what the programs and 

rewards within the campus envirormient are. The views of Moos and 

Blocher were combined by Barming (1989) to arrive at the following 

variables to be used in determining the impact of the collegiate 

environment on fireshmen of the 1980s: "(1) site, what is the 

geographical location, how far firom home, what is the climate, what is 

the design of the campus; (2) demographics, who are the students , 

who are the faculty; (3) programs, what are the opportunities, rewards 

and supports associated with the curriculum and cocurriculum" (p. 

79). 
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Summary 

According to Bronfenbrenner (1979), "An ecological transition 

occurs whenever a person's position in the ecological environment is 

altered as the result of a change in role, setting, or both" (p. 26). Such 

a change occurs when a freshman goes away to college. If the 

transition is successfully achieved, growth and development may be 

expected; while unsuccessful transition will probably produce stress 

and failure. The more similar the environments, the greater the 

chances of success; the more dissimilar, the greater the chances of 

faflure. Beal and Noel (1980) report that, "Retention research today 

emphasizes the importance of the interaction between student and 

the institution. . . . The degree of fit may determine the likelihood of 

students staying or leaving" (p. 5). "Fit" may be enhanced by easing the 

transition from one environment to the other by intervention 

programming such as orientation or transition programs (Banning, 

1989). 

Aspects of Freshman Adjustment 

According to Feldman and Newcomb (1969), freshman students 

have littie idea about classes, campus organizations and activities, or 

other aspects of college Iffe that require adjustment prior to 

matriculation. The adjustment of freshmen is a multffaceted process 

that includes student development and environmental adaptation. 

These factors of adjustment include establishing a new basis for 

relationships with parents, forming new friendships, intensifying 

intimacy and sexuality with peers, adjusting to new and more 

demanding academic work assignments, and generally relocating 
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oneseff in a new and strenuous environment (Baker & Siryk, 1984; 

Chickering. 1969; Erikson, 1968; Whiteley, 1982). The abiUty for 

students to cope with their new environment and all the changes that 

change entails may have " . . . long term effects on the student's entire 

college experience, academically and otherwise" (Knott & Daher, 

1978, p. 256). In a study at the University of Maryland, Schmidt and 

Sedlacek (1972) found that student satisfaction varied depending 

upon what students found to be a difficult adjustment in college. The 

most satisfied students were the ones who found being away from 

home and friends the most difficult adjustment; while the most 

dissatisfied students were the ones experiencing a difficulty in 

choosing a major field or career. The concern over students' 

adjustments to college is important because " . . . the way in which one 

adjusts during the first year of college is predictive of significant Iffe 

events later in the college career" (Baker & Siryk, 1984, p. 188). 

According to literature, the students more likely to withdraw from 

college are the ones who are less well-adjusted (Baker, McNeil, & 

Siryk. 1985; Baker & Siryk. 1984. 1986; Nelson. Scott, & Bryan, 

1984; Scherer & Wygant, 1982). 

Adjustment to college is a compilation of academic adjustment, 

social adjustment, personsd-emotional adjustment, and goal 

commitment-institutional attachment. In order to understand what is 

needed to provide opportunities for adjustment through orientation 

and support programs, a review of the literature on the various aspects 

of college adjustment is needed. 
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Academic Adjustment 

Academic adjustment is that which is related to motivation and 

success in academic efforts as well as satisfaction with academic 

efforts. According to Titiey and Titiey (1980), 

. . . expecting college bound students in the throes of 
maturational and identity struggles to know what they 
want to pursue academically and to choose from a myriad 
of majors with any degree of certainty may be more than 
most are ready to manage. It is also a possibility . . . that an 
unsuccessful attempt to resolve this dimension of personal 
development is a variable involved in attrition among 
college undergraduates, (p. 298) 

This study reveals that a majority of beginning freshmen express or 

experience some form of tentativeness, uncertainty, or undecidedness. 

This lack of confidence is explained by Lokitz and Sprandel (1976) to 

be a result of four factors: (1) shock that being bright is being average 

at college; (2) desire for good grades to secure well-paying positions 

or admittance to graduate programs; (3) seff-inflicted pressure to 

know the "right" answers to professor's questions occasionally in 

situations where "right" answers do not exist such as in philosophy; 

and (4) lack of ability to balance academic assignments and social 

needs. 

Studies have been made to determine the relationship between 

decisions on a major field of study and quality of adjustment to college. 

Some studies report that students having determined their major field 

of study perform better academically than those who have not (Chase 

& Keene, 1981). Other studies report an inverse relationship exists 

between having determined a major and anxiety (Brown & Strange, 

1981; Hawkins, Bradley, & White, 1977; Kimes, 1974). 
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Researchers have also investigated the degree of satisfaction 

expressed by students with their status of decision-making conceming 

a major. The findings of Kramer (1980) suggest that a relationship 

exists between three paired aspects of college life during an entering 

freshman's first semester: (1) academic progress and adjustment to 

college; (2) ability to maintain enthusiasm and commitment and 

having fun while working; smd (3) success in time management, 

making friends, and handling the workload and grade-point average. A 

positive correlation between satisfaction with major and college in 

general was found by Nafziger, Holland, and Gottfredson (1975). In 

their 1987 study. Smith and Baker likewise found a positive 

relationship between freshmen decidedness regarding academic 

major and adjustment to college; however, their study determined the 

relationship emerged more clearly during the second semester. 

Social Adiustment 

The amount of felt success in social involvement on campus 

combined with the ability to cope with separation from family and 

friends make up social adjustment to college. Social adjustment to 

college has been determined to make a difference between 

persistence and withdrawal (Nelson, Scott, & Bryan, 1984; Sanford, 

1962). In their 1984 study. Nelson. Scott, and Bryan revealed that 

students who withdrew from college while passing had lower 

participation in college activities than did their persisting 

counterparts. Likewise, students who withdrew and were failing rated 

their social and academic integration poorly. Studies show a 
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relationship between involvement in student organizations and 

retention (Astin, 1977; Baker & Siryk, 1980; Bean & Creswefl, 1980). 

According to Astin (1975), participation in extracurricular 

activities is signfficantiy related to college persistence. On the other 

hand, Tinto (1975) determined peer group association to the most 

directly related to individual social integration with extracurricular 

activities and faculty interactions being of secondary value. But more 

socialization is not necessarily better. Schmidt and Sedlacek (1972) 

found student satisfaction varied as a function of the number of dates 

per month; the more dates, the higher degree of dissatisfaction. 

Living accorrmiodations also play a part in socicd adjustment. 

Astin (1977) found that students living in residence halls were 10 

percent more apt to remain at the college than students living 

elsewhere. 

Unresolved separation anxiety from parents may hinder the 

student's social adjustment. According to Timmons (1978), the 

freshman dropouts studied felt too insecure to move out and explore 

their new surroundings. If they did move out, they clung to peers 

rather than developing the ability to rely on themselves that would 

enable sufficient energy to be directed toward academic work. 

A review of the literature on parent-adolescent separation 

revealed an interdependent relationship is conducive to enhanced 

college adjustment (Kenny, 1987). Kenny determined students who 

seek support from home " . . . may be using a network to help them 

adapt to changes" (p. 441). The feeling that one might turn to parents 

for emotional support enheinces college adjustment (Kenny, 1987). 
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Personal-Emotional Adiustment 

Personal-emotional adjustment refers to the psychological 

adaptation associated with the adjustment process. Scherer and 

Wygant (1982) found there are usually many concerns experienced by 

freshmen related to feeling a part of the university and having to prove 

themselves to peers, family, and the university community. Common 

reactions to living away from home are mild depression and anxiety 

masked as fatigue, insomnia, overeating, hyperactivity, psychosomatic 

disorders, frequent colds, or other illnesses (Levin, 1967). Most 

students report the greatest degree of homesickness early in the first 

semester with fluctuations throughout the first two semesters (Lokitz 

& Sprandel, 1976). 

Several factors frustrate the search for appropriate close 

relationships and the ability to succeed academically (Astin, 1975; 

Baker & Siryk, 1980; Lokitz & Sprandel, 1976; Scherer & Wygant, 

1982): (1) time necessary for studying; (2) confinement within the 

group on the residence hall floor; (3) pressure to choose the 

appropriate friends and organizations; (4) feeling of inadequacy when 

competing; and (5) formation of career goals. 

In a 1986 study, Koplik and DeVito compared a fi-eshman class 

of 1986 to a fireshman class of 1976. The 1986 class showed a 

marked increase in nine of ten problem areas: health and physical 

development; finances, living conditions, and employment; social-

recreational activities; social-psychological relations; personal-

psychological relations; courtship, sex. and marriage; adjustment to 

college work; and vocational and educational future. The only area 

reported as a greater concern in 1976 than in 1986 was morals and 
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religion. From this study it appears that the transition from high 

school environment to the college environment is becoming more and 

more stressful. 

Freshman students who are uncertain and insecure vacillate 

from overestimation to underestimation of their abilities. Failure or 

near faflure from academic situations or peer interactions often result 

in seff-doubt. anxiety, or even depression (Sanford, 1962). As 

described by Erikson (1953), the college environment ideally would 

be favorable to the stabflization of the student's self-concept and seff-

esteem by providing the opportunity to test oneself in a variety of 

activities without faflure being catastrophic and without successes 

resulting in premature commitments. 

Adjustment £md retention is affected in an indirect way by 

emotional adjustment. Centi (1962) deduced that since unstable and 

maladjusted students have been found to do poorer in their studies in 

proportion to their intelligence than do students who are well 

balanced, the emotional adjustment of students affects the level of 

adjustment and chances for retention by affecting the degree to which 

use is made of their potentials. 

Another emotional adjustment for freshmen centers around 

values. Traditional fireshmen have not fully developed their own value 

system (Sanford. 1962) and may be overwhelmed and rebellious when 

confronted with other Iffestyles and values. Until students are able to 

create a value system for themselves, they live with a degree of anxiety 

(Coons, 1970). 

Developing the capacity for intimacy is also a task of the 

incoming student (Chickering, 1969: Erikson, 1982). Establishing an 
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essential degree of comfort with human intimacy is a major problem in 

society in general and the institutional environment in specific. 

Society's practice of delaying autonomy and independence and 

encouraging competition increase the dffflculty in establishing true 

intimacy. The practice of institutions of higher education to focus 

most of their attention on cognitive learning reduced the effort 

available for developing the interpersonal skflls necessary for optimum 

human relationships (Coons, 1970). 

Goal Commitment-Institutional Attachment 

As has been stated, goal commitment-institutional attachment is 

defined as that which is related to satisfaction with being in college in 

general £ind at the chosen college in particular (Baker & Siryk, 1984). 

Satisfaction is defined as ". . . the student's subjective experience 

during the coUege years and perceptions of the value of the 

educational experience" (Astin, 1977, p. 164). With aU things equal, 

the more integration the student has into the coUege system, the 

greater the student's commitment wiU be to the specific institution 

and to the goal of college completion (Tinto, 1975). Therefore, a 

student's satisfaction with his or her chosen college becomes a factor 

in that student remaining at a particular college, achieving success in 

coUege, and adjusting both scholasticaUy and socially (Rand, 1968). 

The model of the college dropout process presented by Tinto 

(1975) states the background characteristics a student brings to the 

college results in dfffering interactions with the institutional 

environment. The nature and quality of these interactions then lead to 

differing levels of integration into the academic and social systems of 
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the institution implying that the higher the social and academic 

integration, the greater the chance for persistence. 

A continuing series of not-too-threatening discontinuities in the 

relationship between the student and the college may be ideal for 

student commitment and persistence. Too great a divergence, 

especiaUy during the first months, may bring resistance or withdrawal 

from the student; too littie divergence may result in no challenge, no 

change, and no impact (Feldman & Newcomb, 1969). 

Numerous studies support the "goodness of fit" hypothesis in 

relation to the coUege environment (Astin, 1975; Baker, McNeU, & 

Siryk, 1985; Bean, 1985; Feldman & Newcomb, 1969; Huebner, 1980; 

Nafziger, Holland, & Gottfredson, 1975). Astin (1975) found students, 

who attended a coUege which other students who share their social 

backgrounds attended, were more Ukely to be satisfied with that 

college. Huebner (1980) asserted congruence was related to student 

satisfaction, achievement, successful coping behavior, and better 

performance. Feldman and Newcomb (1969) revealed congruity 

between ideal and real perceptions of college were positively related 

to college choice satisfaction. 

Bean (1985) reported institutional fit was the greatest influence 

on the dropout rate among freshman students. In his study. Bean 

found academic integration has the greatest influence on freshmen 

reporting institutional fit, but social Ufe had the greatest influence on 

freshmen, sophomores, and Juniors. This would lead one to beUeve 

institutional fit is due to interaction with peer groups. The findings 

were further reinforced by the negative influence found by outside 

friends. Bean suggested freshmen who chose to be with significant 
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Others outside the college environment were not being socialized by 

college peers and that the greater the importance of the outside 

others, ". . . the less good the student's institutional fit" (p. 54). 

A study by Rand (1968) of freshmen at 28 coUeges found 

dffferent evidence regarding the relationship between satisfaction and 

study-environment congruency. Including measures of scholastic 

potential, personaUty, interests, and subcultural orientation, the study 

reported simflarity of students did not produce "goodness of fit" as 

related to satisfaction. Rand concluded that a relationship between 

satisfaction and simflsirity of students is at best minimal and quite 

complex. 

Summary 

The Uterature confirms the idea that freshman students are 

faced with the necessity to change which requires coping behaviors 

that categorically address new inteUectual, social, and personad 

demands. "Lack of adaptabiUty to these demands can result in a costiy 

and often unnecessary educational casualty" (Knott & Daher, 1978). 

Over the past decade, students have reported increases in problems 

related to this change suggesting the possibiUty of increased difficulty 

with the adjustment process as weU (KopUk & DeVito, 1986; Mayes & 

McConatha, 1982; PaUadino & Tryon, 1978; Sagaria, Higginson & 

White. 1980). The growth of orientation or support programs 

demonstrates institutions' of higher education attempts to faciUtate 

the transition period in order to assist adjustment to college. 



Summary of Developmental and 5i 

Environmental Theories 

The review of the literature on developmental theories provides 

broad guidelines for progranmiing for underprepared freshman 

students. These programs should provide opportunities for students 

to establish their own identities, better understand themselves, form 

their own values, and attempt to integrate their inteUect with their 

identities. The programs should support the students as they attempt 

to restore their equflibrium but also provide opportunities for students 

to test their moral Judgment and reflect on their behavior in a 

controlled environment. Above aU, students should be involved in the 

college community to foster adjustment and persistence. 

The environment has an affect on student development. The 

more similar the environment is to the one left behind, the greater 

the chances of a successful adjustment. Understanding this helps in 

understanding why some students easily adjust to the college 

environment and why some do not. Programming designed to ease 

the transition process to the new environment may help students feel 

more a part of the college community. 

Using developmental and envlrormiental theories, planners of 

programs to assist underprepared freshman students may address the 

specific aspects of fireshman adjustment. Students, who have 

developed a good understanding of themselves and can identify 

personal goals, academically adjust better to their chosen institution of 

higher education. They are able to choose a major and ask for help 

because they know in what direction they are headed. 
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Students who have defined their values and tested their moral 

Judgments can adjust sociaUy. They can be corrffortable with the 

decisions they make conceming use of their time, dating, level of 

involvement, use of drugs, etc. 

Involvement in the college community provides students the 

confidence for personal-emotional adjustment. Students develop their 

own support groups and begin to feel a part of the coUege community 

instead of feeUng Uke misplaced children. 

Goal commitment-institutional attachment comes from 

involvement and satisfaction with the environment. A good "fit" eases 

the transition from one environment to the other and provides 

comfortable feelings that lead to attachment. 

Programming to Aid Freshman Adjustment 

Levitz and Noel (1989) found that attrition rates generally 

decrease by almost 50 percent with each passing coUegiate year. They 

suggest, therefore, that the most effective way to boost retention is to 

improve performance in the freshman year (p. 90). Myers (1981) 

found that haff of the students who drop out during the terms rather 

than between terms drop out during the first six weeks. Nationwide, 

approximately one-third of the fulltime entering freshmen are not 

enroUed in the same institution one year later (Beal & Noel, 1980; 

Noel & Levitz, 1983). Students prone to leave an institution do so for 

a combination of reasons according to Levitz and Noel (1989). Those 

reasons may include "academic boredom, irrelevance, limited and/or 

unrealistic expectations of coUege, academic underpreparedness, 

transition/adjustment of dtfficulties, uncertainty about a major and/or 
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a career, and dissonance/incompatibUity" (p. 92). These risk factors 

may be countered by institutions through orientation or support 

programs and services designed to help the student "cormect to the 

environment, make the transition to coUege, work toward their goals 

in terms of academic major, degree amd career, and succeed in the 

classroom" (Levitz & Noel, 1989, p. 99). 

Evidence exists that orientation or support programs help retain 

students, whether they be programs offered during the summer as 

pre-enroUment programs, programs and services offered upon arrival 

for the term, or programs offered throughout the freshman year 

(Lenning. Sauer. & Beal, 1980; Ramist. 1981; Beal & Noel. 1980: 

University of CaUfomia. 1980). 

PascareUa and Terenzini (1980) suggest the four most important 

ways an orientation or support program might assist freshman 

students are in the areas of academic success, personal adjustment to 

coUege, famfly awareness of the adjustments to be made, and 

institutional understanding of the student. These areas may be 

correlated to the four aspects of fireshman adjustment: academic, 

social, personal-emotional, and goad commitment-institutional 

attachment. Orientation or support programs should assist academic 

adjustment and goal commitment-institutional attachment by 

famfliarizing students with academic requirements, classroom 

demands, study and learning techniques to be used in the new 

environment, and the breadth and depth of academic and support 

services offerings. These programs should make students aware of the 

developmental issues they wfll more than Ukely encounter at college 

and of how participation in the community of the institution might 
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help them with these issues to assist social adjustment. The famiUes 

of students should be made aware of the academic and personal 

adjustments the student must make and how the famfly can support 

the student to increase the student's personal-emotional adjustment. 

The institution itseff should be provided with information about 

freshmen in general and the particular freshman class in specffic as 

weU as provided opportunities for interactions with the students in 

order to develop relationships with the faculty and. thereby, assist 

academic adjustment and institutional attachment. The co-existing 

needs of institutions and students are served by quality orientation or 

support programs. "CoUeges need to attract, advise, enroll, and 

graduate students. Students need to determine ff they 'fit' the college, 

and how to succeed once they are enroUed" (Perigo & Upcraft, 1989, 

p. 118-119). 

Definition of Terms 

1. Support programs: programs designed for freshman 

students to assist them in their academic success, personal 

adjustment to college, family awareness of adjustments to be 

made, and/or institutional understanding of the student 

(PascareUa & Terenzini, 1980). 

2. Advising: student assistance in assessing individual needs 

such as famiUarity with the institution, identification of academic 

expectations, and direction of academic program; giving 

individual assistance in course scheduling; identifying tutorial 

needs; cormecting interests with campus resources; and 
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famiUarizing the individual with academic departments and 

faculty. 

3. Mentoring: "a one-to-one learning relationship between an 

older person and a younger person that is based on modeling 

behavior and extended dialogue between them" (Lester & 

Johnson, 1981, p. 50). 

4. Student wellness: emotional development, intellectual 

development, physical development, social development, 

occupational development and spiritual development 

(Hettier, 1980). 

5. Academic support: student aid in identifying a course-

related problem and receiving assistance in order to 

overcome the problem. 

Aspects of Successful Programs 

There are four factors that have been identified in the Uterature 

that influence freshman adjustment and should be included in 

orientation or support programs designed to enhance success. These 

factors are student advising, mentoring, wellness programs, and 

academic support. The foUowing literature review wiU cover each 

factor separately. 

Advising 

Advising should assist freshman students in assessing their 

individual needs such as famiUarity with the institution, identification 

of academic expectations, and direction of academic program; giving 

individual assistance in course scheduling; identifying tutorial needs; 
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connecting interests with campus resources; and famiUarizing the 

individual with academic departments and faculty. This assists in 

academic adjustment and goal commitment-institutional attachment. 

Advisors should be in a position to anticipate the needs of freshmen, 

to offer planning assistance, and to coordinate resources for student 

development. 

Although advising may be handled by advising faculty, hired 

professionals, or student peers; Astin (1977) determined that 

students who interact more frequentiy with faculty have signfficantiy 

greater satisfaction with the institution's environment. Studies have 

found that faculty-student contact is an important factor in student 

achievement, persistence, academic-skill development, personal 

development and general satisfaction with the college experience 

(Volkwein, King, & Terrenzini, 1986). 

Mentoring 

Levitz and Noel (1989) argue that freshman success is enhanced 

when students feel attached to some person in the institution. This 

also assists in institutional attachment and personal-emotional 

attachment. One way to assure this attachment is through mentoring. 

Lester and Johnson (1981) describe the nature of mentoring in 

institutions of higher education as: 

. . . a function of educational institutions . . . defined as a 
one-to-one learning relationship between an older person 
and a younger person that is based on modeling behavior 
and extended dialogue between them. . . . The mentor may 
be a teacher or an advisor who has been assigned to work 
with the student and has prescribed responsibflities for 
overseeing academic work. Activities advisors, directors of 
residence haUs, or supervisors in student labor Jobs on 
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supervisory or advisory responsibflities. . . . The mentor 
must care enough about the student to take time to teach, 
to show, to challenge, and to support, (p. 50-51) 

Mentoring freshman students is supported by recent 

publications. The National Institute for Education report (1984), 

Involvement in Learning, recommended increased resources to ensure 

greater faculty involvement with freshmen. CoUege: The 

Undergraduate Experience in America, the 1987 Carnegie Foundation 

report, recommended that a weU-planned program of advising be 

included for aU students with emphasis on the entire freshman year. 

Astin (1985) caUed interaction with faculty members amd other staff a 

critical factor in freshman involvement. 

According to Johnson (1989), 

The key to mentoring is caring. Many freshmen may need 
someone who cares amd who can help them through the 
academic maze and the confusing process of becoming 
mature, and achieving academic success. Mentoring may 
be one important and caring solution to enhancing 
freshman success, (p. 179) 

Student Wellness 

Successful programs usuaUy also include information or training 

to develop student wellness. WiUiams (1946) said. 

It is of value to think of health as that condition of the 
individual that makes possible the highest enjoyment of 
Ufe, the greatest constructive work, and that shows itseff 
in the best service to the world. . . . health as freedom 
from disease is a standard of mediocrity, health as a quaUty 
of Ufe is a standard of inspiration and increasing 
achievement, (p. 1,4) 

WeUness is an all-encompassing concept that provides the fi-amework 

on which to base individual choices and to aUow ample opportunities 
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tor personal-emotional and social adjustment. Hettier (1980) 

identified six dimensions of wellness: emotional development, 

intellectual development, physical development, social development, 

occupational development and spiritual development. If an institution 

is able to teach students how to maintain a wellness oriented Iffestyle, 

the results wiU be not orfly a strong personal commitment to ones 

weU-being but also a strong commitment to continued involvement in 

the institution (Leafgren, 1989). 

Academic Support 

Keimig (1983) reported a large body of research supports the 

contention that freshmen benefit from academic support and 

instruction in learning skiUs. Successfifl academic assistance 

programs identify problem courses and materials, produce and coUect 

appropriate training materials, package and market training programs, 

train faculty and administrators to enhamce freshman success, and 

evaluate program components in order to assist academic adjustment. 

Assuming the responsibflity for the academic success of fireshmen may 

reduce freshman attrition dramaticaUy (Walter, Gormon, Guenzel, & 

Smith. 1989). 

Sunmiarv 

Programs designed to assist underprepared freshman students 

adjust to coUege should include advising, mentoring, student weUness, 

and academic support in order to assist academic, social, personal-

emotional, and goal commitment-institutional attachment adjustment 

processes. Advisement should be extensive enough to answer 
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questions students have conceming the institution, provide a clear 

direction for the student's academic endeavors, and consistentiy guide 

course choices and recommend assistance as needed. Often the 

advisor serves as a mentor for the student. Other opportunities for a 

mentor-relationship may come from a student's involvement with 

faculty or staff. From wherever it comes, the student needs a role 

model who cares about the student enough to teach, show, chaUenge, 

and support the student in the institutional setting. Student 

persistence is dependent on student weUness. The student must be 

given support in staying healthy, both emotionaUy and physicaUy. 

Although knowing the best direction for one's educational choice, 

having a mentor for support, and madntaining a healthy condition are 

all important, the student must also receive academic support. 

Assistance in developing study skiUs and in course work that is 

difficult for the student are critical to freshman adjustment to an 

institution. Programs based on these four factors have the greatest 

possibflities for being successful contributions to freshman adjustment. 

Examples of programs that have been successful in contributing to 

freshman adjustment wfll be reviewed. 

Research Studies of Programis 

Introduction 

Orientation or support programs have had a positive effect on 

freshman adjustment for many students who probably would not have 

been able to succeed in coUege without assistance in adjustment. 

Institutions that have conducted follow-up studies have found positive 

trends conceming the effectiveness of their orientation or support 
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programs. These studies indicate that students who have participated 

in orientation or support courses tend to adjust to the institution and 

do weU in regular courses. These students also compare favorably in 

regard to retention with the rest of the student body of the institution. 

Student orientations of two to three days are held at many 

cofleges before the student's first semester at the institution 

(PascareUa. Terenzini. & Wolfle, 1986). The typical objectives of 

orientation programs of this length are to acquaint students with 

administrative regulations and expected behavior at the institution, 

introduce students to student organizations and activities, acquaint 

them with available student services, help them design their academic 

programs, and provide opportunities to meet irfformaUy with faculty 

(PascareUa, Terenzini, & Wolfle, 1986). 

Noel and Levitz (1982) reported that support programs of longer 

length are typicaUy designed to provide academic and basic skiUs 

support as weU as provide nonacademic support. Academic and basic 

skiUs support is necessary but insufficient ff it is not supplemented by 

a program that adds students in learning 
to motivate themselves, to understamd their own strengths 
and weaknesses, to bolster their corffidence in their own 
abiUties. to negotiate the academic and social system, to 
adapt effective aind efficient methods of processing 
information, and to alter previously estabUshed attitudes 
about their own potential and their sense of self-worth, 
(p. 7) 

Orientation and support programis both attempt to provide students 

with irfformation that wfll enhance their chances of adjustment and 

success in college programs. 
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programs providing support for the various aspects of freshman 

adjustment: academic, social, personal-emotional, or goal 

commitment-institutional attachment. 

Programming to Assist Academic Adiustment 

Academic adjustment, motivation and success in academic 

efforts, may be measured by academic performance. Academic 

performance includes grade-point average, communication skflls, 

semester or quarter units completed, academic dismissals, study 

habits and attitudes. 

From the Sacramento City College, research found that freshman 

support program students achieved a grade-point average .71 higher 

than the students attending either the four-hour or the one-hour 

orientation sessions. They also achieved an average of 2.76 more 

semester units of college credit than did the students attending the 

orientation sessions (Gordon, 1989). 

The University 101 support program at the University of South 

CaroUna was also studied to determine program effects on grade-point 

averages. The students having attended the program achieved 

cumulative first year grade-point averages simflar to non-pairticipants 

in nearly aU of the 13 years studied even though students in the 

program were frequentiy less well qualified on the basis of a weighted 

formula using SAT scores and school rank in class (Fidler. 1986). 

Georgia College studied the mean GPAs of participants in its 

Georgia CoUege 101 support program compared to a control group 

selected at random from students not participating in the program. 
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After three quarters and after six quarters, no dffferences were noted 

even though the program participants had signfficantiy lower SAT 

scores (Gordon, 1989). 

Researchers at the State University of New York at Plattsburg 

studied the effectiveness of the Plattsburg Freshman Seminar 

program. The seminar was designed to help participamts clarify 

educational and personal goals, to increase faculty-student contact, to 

develop communication skflls, and to famiUarize students with the 

school's curriculum. Two hundred and five students taking the 

program in Fadl 1980 were compared to 205 students not in the 

programi. After one semester, the students having participated in the 

program reported increased contact with faculty amd enhanced 

writing and oral skflls (Gordon, 1989). 

At Indiana University of Pennsylvania, 183 randorrfly selected 

high-risk students from a University support program were matched 

with randonfly selected non-pairticipants using predicted quaUty point 

averages. After three years, research showed the program participants 

consistentiy achieved higher mean quality point averages than did 

non-participants (Wilkle & Kuckuck, 1987). 

Morrison (1974) reported in a study at the State University of 

New York at Oswego that educationaUy disadvantaged students having 

taken part in a program of tutorial and counseUng services were more 

likely to succeed when placed in programs designed to meet their 

academic, financial, culturad, and social needs. Whfle a statisticaUy 

significant difference was found between the coUege academic success 

of regularly admitted students and the educationally disadvantaged 

group, what this study also found was that there was no statisticaUy 
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Significant difference between high school grade-point average and the 

persistence of students. This suggested to Morrison that there were 

unidentified descriptors more valid than academic performance that, 

ff uncovered, would provide a better explanation of why educationaUy 

disadvantaged students either drop out or persist. The study 

supported the argument that placing educationally disadvantaged 

students in a program designed to help them meet their academic, 

financial, cultural, amd social needs improves the students' chances for 

success. 

BaU State University instituted an Academic Opportunity 

Program (AOP) in which adl academicaUy-underprepared students 

were assumed to possess the potential to meet the demands of a 

coUege education if direction and assistance were given. Student 

success was to be determined by grade-point average and persistence 

for one yeair. In this study the Nelson Denny Reading Test, the 

Effective Study Test, the Myers-Briggs. and Effective Study Tests 

helped increase the predictability of underprepared students' grade-

point averages by 11 percent, to a totad of 67 percent of the total 

variable. It was felt that the obtained results were encouraging and 

that the nonacademic aptitude amd personaUty type surveys could 

increase the possibflity of early identification of underprepared 

students (Nisbet. Ruble & Schur. 1982). 

At St. Cloud University in Mirmesota students graduating 

between the 33rd and 50th percentile of their high school classes 

were admitted to the university under the direction of the General 

Studies Program. These students were assigned a paired course 

typing their traditional academic course work to a reading and study 
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skflls class. At the end of 1984. 385 students were asked to complete 

an anonymous questionnaire on the paired course program. Three 

hundred thirty-three students who took part in the questiormaire 

responded positively that the program had helped them and that they 

had greater access to teachers. Furthermore, paired course 

instruction was found to have positively affected grade-point averages, 

seff-concept, and retention rates for student participants (Rauch & 

Fillenworth, 1985). 

The results of these studies support the conclusion that 

freshman support programs are associated with improved freshman 

academic adjustment and improved academic performance. Some 

evidence also suggests that faculty-student relationships and 

communication skflls may adso be positively affected. 

Programming to Assist Social Adiustment 

Knowledge and utilization of student services have been 

identified as a measure of social adjustment, the abiUty to cope with 

separation from famfly and friends. Research on programs designed to 

enhance knowledge and utilization of student services have been 

conducted to determine the effect on students' adjustment. 

Research by Kramer and White (1982) at Brigham Young 

University studied the affects of the Freshman Montoring Program. 

The goals of this program were to enable freshmen to interact with a 

faculty member in the student's discipUne; to explore and understand 

oneseff; to identify and utflize campus resources; to develop a peer 

support group, to examine the purpose of higher education; and to 

clarify education, personal, and career goals. Reseairchers matched 
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program participants to a comparison group using school rank, ACT 

scores, sex, age, marital status and race. Students having participated 

in the program were more likely to utilize student services and to 

frequent the Ubrary and study skiUs improvement services. 

At the University of South CaroUna, a Freshman Evaluation 

Survey was used in the fall of 1974 and 1978 to determine whether 

the University 101 students used the University's student services or 

participated in extra-curricular activities more than students who did 

not pairticipate in the programi. Student services and extra-curricular 

opportunities were introduced to the students participating in 

University 101. Findings were that of the seven services making 

regular appearances in University 101 classes, five received 

signfficantiy greater use by program participants. Students in 

University 101 had significantiy higher paiiicipation rate in six of 17 

activities in 1974 and in seven of 24 activities in 1978. In neither 

year did the non-paiiicipants' knowledge or usage of student services 

or participation in extra-curricular activities exceed that of 

participants (Fidler. 1986). 

Support programi research shows a positive correlation between 

participation in support programs and knowledge amd utilization of 

campus services and activities. This indicates support programs do 

acquaint students with student services that can influence their 

academic, personal, and career development and can assist social 

adjustment. 

Another aspect of social adjustment, social involvement on 

campus, is social bonding. Studies have been done on programs that 

were designed to enhance social bonding of fireshman students. 
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According to Suhr (1980), the University of CaUfomia at Davis 

developed a program called the Special Transitional Enrichment 

Program (STEP) to help low-income and minority students adjust to 

the demands of a coUege curriculum. The analysis suggested academic 

components did not have as important an effect on the students as 

other aspects of the program. It was felt by program observers that 

the close relationships developed during the summer by STEP 

students with counselors, faculty advisors, staff, and other students 

fostered an atmosphere conducive to heightened persistence once the 

faster pace of the long school year begam. This "social bonding"" is an 

effect that other studies have also identified as positively affecting 

retention. 

In 1968, the College of Arts and Sciences at the University of 

Missouri at Kansas City initiated a programi cadled "'The Transitional 

Year" to help students overcome dffficulties in making the transition 

from high school to college. The program consisted of academic 

counseling, tutoring, special freshmen English classes, developmental 

reading and/or mathematics classes, and financial assistance. Forty-

six percent of the first transitional students cauried a "C" average in 

the faU semester. 54 percent were above the University's probationary 

grade-point average of 1.50. This was considered a success when 

compared to the performance of simflar students not afforded the 

help of the transition program. The biggest success of the program 

was in the interpersonal relationships developed between the 

transition students and their feUow students who acted as tutors. The 

interaction of these two groups helped soften the hostflity and stigma 
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the transitional students felt at being singled out as academic risks 

(University of Missouri, 1969). 

The University of Iowa adopted a 40 item instrument developed 

at Clark University in order to repUcate Clark's longitudinal study that 

examined student retention in relation to a college's environment. 

Three factors were studied: the student's academic functioning, social 

functioning, and bonding in relation to the college setting. The study 

suggested social integration, academic adjustment, and plans to 

persist at the university were positively connected to am individual's 

abflity to effectively form social bonds with the school. Furthermore, 

the abflity of the student to form a strong social bond with the school 

was considered to be of greater importamce than academic adjustment 

in determining rates of persistence by high-risk students. 

Urffortunately, whfle social bonding was identified in this study as an 

important factor in the retention of high-risk students, no approach as 

to how this social bonding might best be fostered was discussed 

(Siryk, 1981). 

Programming to Assist Personal-
Emotional Adiustment 

A measure of personad-emotional adjustment, psychologicad 

adaptation, is personaUty development. Studies have been done on the 

effects of fireshman support programs on personaUty variables. 

Clarion University of Pennsylvania compared responses of G.S. 

110 support program participants with a comparison group of 

freshmen enroUed in General Psychology using pretests and posttests 

on the Taylor-Johnson Temperament Analysis. On four of the nine 
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scales (nervous, active-social, expressive-responsive, and self-

discipUne), program participants performed better; the comparison 

group did better on one scale (dominant). This study suggests the 

support program may have been helpful in lowering apprehension, 

encouraging social involvement and responsiveness and becoming 

more self-disciplined (Potter and McNairy. 1985). 

Kramer and White (1982) studied the needs and goals of 

Brigham Young University's freshman seminar students as compared 

to a matched group. The study reported seminar students were more 

apt to perceive that the college experience could assist their career 

development needs and goads than did the non-participants in the 

control group. 

Columbus CoUege used the Rotter's Internal-External Locus of 

Control Scale and the Adult Form of the Coopersmith Self-Esteem 

Inventory to study psychological variables of students pairticipating in 

COL 105 as compared to non-par-ticipants. After four administrations 

in successive quarters, no signtficamce was noted in differences of 

seminar students to non-participants. Both groups perceived Iffe 

outcomes were influenced by a similair mixture of forces within one's 

control and factors beyond one's control. No significant findings were 

observed in two successive quarter's administrations of the 

Coopersmith Self-Esteem Inventory. These results combined with 

findings that SAT scores were also similar provided evidence that 

participants and non-participants were very simflar in academic and 

personaUty variables (Cartiedge & Walls, 1986). 

There is Umlted basis for generalization conceming personality 

development from orientation or support programs because of the 
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scarcity of studies on the topic. Additional research is needed before 

definitive conclusions may be reached conceming the effect of 

orientation or support programs on personaUty variables. 

Programming to Assist Goal Commitment-
Institutional Attarhmpnt 

Goal commitment-institutional attachment, satisfaction with 

being in coUege, may be measured by retention. Retention is the 

variable most widely researched in the Uterature of orientation or 

support programs. 

Retention research has been conducted continuously since 1972 

at the University of South Carolina on its University 101 program. 

Freshmen having participated in the program have achieved a higher 

return rate for their sophomore year than non-participants' return 

rates for thirteen consecutive yeairs. In ten of those years, the 

differences have been statistically significant. Recent research 

indicates that the differences in return rate continues untfl graduation. 

Sharfley (1987) found in a seven-year longitudinad study that freshmen 

taking University 101 had a significantiy higher graduation rate than 

did non-participants. Although pariicipants had significantiy lower 

predicted grade-point averages at their initial university enroUment, 

they achieved a graduation rate of 56.2 percent compared to 50.7 

percent for non-participants. 

Sacramento City College compared the effects of three different 

types of orientation programs on academic performance and retention 

using matched control groups. The study found students enroUed in a 

freshman support program completed nearly three more semester 



70 

units of study, eamed a grade-point average (GPA) nearly one fuU 

grade-point higher and achieved a signfficantiy lower attrition rate 

than did students who attended a four-hour or a one-hour new student 

orientation session. Retention rate to the second semester for the 

students enrolled in the freshman support program was 91.4 percent. 

Retention rate for students in the four-hour orientation program was 

81.7 percent; and for those in the one-hour orientation program, the 

retention rate was 78.8 percent (Gordon, 1989). 

Georgia CoUege 101, an elective freshman support program, has 

been studied at Georgia CoUege. Researchers compared 51 

participants with a control group of 52 non-participants chosen at 

ramdom during the faU quarters of 1981 and 1982. Subjects were 

divided into two categories, those with SAT scores above 800 and 

those below 800. In both categories, program participants recorded 

signfficantiy higher retention rates after both three and six quarters 

(Gordon, 1989). 

According to Potter and McNairy (1985), the fireshman support 

program at Clarion University supported retention for students. 

Compared to a group that possessed a significamtiy higher mean SAT, 

the freshman support program students who entered in Fall 1982 had 

the same retention rate and grade-point averages after three 
semesters. 

A BowUng Green State University study by Scherer (1982) 

demonstrated a compensatory effect for retention. University 

Seminar, a two-hour elective course, demonstrated return rates 

during 1976-1978 similar to the freshman class average although the 

course participants were more Ukely to be undecided as to majors. 



71 

In 1983, the freshmen taking CoUege 100 at Francis Marion 

CoUege achieved an 80 percent retum rate for the sophomore year. 

This was significantiy higher than the non-participants' return rate of 

64 percent. 

These studies support the conclusion that freshman support 

programs are a positive influence on retention and, therefore, on goal 

commitment-institutional attachment. Even though the results did 

not identify support programs as the cause of increased retention, 

there is evidence supporting a positive relationship. 

Summary 

The orientation or support programs for underprepared 

students around the country are diverse. The programs vary firom a 

few hours to more than a semester in length. Each program attempts 

to provide students with information that wfll enhance their chances 

of adjustment and success in college. From a survey of 2,785 colleges, 

Wright (1985) reported that 82 percent of the colleges surveyed 

offered underprepared students at least one support course in 

reading, writing, or math, and 90 percent offered support services 

such as diagnosis, learning assistance labs, tutoring, and counseling. 

Whfle there is much simflarity among these programs designed to 

help underprepared students, a vast variety of form and content exists 

within the field of support instruction with extensive experimentation 

and diversity of curriculum design common. Morrison (1974) 

reported more than two-thirds of aU coUeges taflor their support 

programs to their students' needs by supplementing compensatory 



academic course work with various types of counseUng and guidance 

services. 

Summary of Programming 

Orientation or support programs should assist freshman 

adjustment by providing student advisement, mentors, information or 

training for student weUness, and academic support. Good advisement 

allows students the opportunities for frequent contact with faculty. A 

mentoring relationship assures attachment to at least one person at 

the institution. Good health fosters development on emotional, 

inteUectual, physical, sociad, occupational, and spiritual levels. 

Academic support enables students to find assistamce when 

coursework is a cause of concern. Together these aspects of good 

programming foster a feeling of confidence that allows students a 

sense of security and confidence at their chosen institution. 

Many programis have been developed throughout the country to 

assist underprepared freshman students. The studies reviewed 

demonstrate the diversity of programming, and the variety of focuses. 

Research shows the vast majority of the programs have been successful 

in facflitating the adjustment process of underprepared freshman 

students. 

Chapter Summarv of Review 
of Related Literature 

Institutions of higher education now realize the necessity of 

assisting underprepared freshman students in order to enable them to 

adjust and persist at their chosen institution. Institutions are 
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experimenting with various types of progranmiing for these students 

in order to assist underprepared freshmen in their adjustment to 

their chosen institution and persistence in their chosen programs. 

Developmental theories assert that the students' present stages 

of development and past developmental resolutions, whether positive 

or negative, affect the resolutions of future developmental tasks. 

Orientation or support programs must be based on the developmental 

theories in order to meet the students where they aire 

developmentaUy and assist their continuing developmental process. 

Environmental "fit" also has a bearing on students' adjustments 

to a chosen institution. Opportunities to interact with the 

envirormient are needed parts of orientation or support programs. 

The amount of experience students have with their chosen 

environment may play an important role in the degree of college 

adjustment, perseverance, amd success, or conversely maladjustment, 

attrition, and faflure (CrandaU, 1978; Feldman & Newcomb, 1969; 

Sanford, 1962). 

The multffaceted adjustment process is critical for retention at 

an institution of higher education amd success in a chosen program. 

Programs that enhance freshman adjustment have far reaching effects 

on freshman students. 

The Proceedings from the National Corfference on the 

Freshman Year from 1983, 1984. and 1985 consistentiy reported 

empirical evidence that a positive relationship exists between 

freshman students who take orientation or support programs and 

institutional retention. This research has been done at a wide variety 

of institutions—public, private, large, smaU, urban, rural, open 
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admissions, or selective admissions. At each institution the programs 

"represent a deliberately designed attempt to provide a rite of passage 

in which students aire supported, welcomed, celebrated, and 

ultimately assimflated" (Gardner, 1986, p. 67). The question now is 

not whether or not orientation or support programs assist freshman 

adjustment and success in a student's chosen program, but the 

question is how much assistance is needed to bring about desired 

results. 



CHAPTER III 

METHODS 

This study was designed as a comparison of conditionaUy-

admitted freshman students at a southwestem university who 

participated in the Transition program and a matched pairing of 

conditionaUy-admitted fireshman students at the same university who 

participated in the Freshman Orientation program. There was a need 

to study two programs at the same institution of varying lengths with 

varied content directed toward simflar goals in order to determine if 

one program produced a higher degree of freshman adjustment, 

institutional attachment, amd university retention than the other. This 

chapter wiU describe the research methods developed amd used in 

coUecting and analyzing the data in this study. The foUowing elements 

of the study wiU be discussed: subjects in the study, the instrument 

used, procedures for coUection of data, the hj^otheses for the study, 

the treatments used on the subjects, and the design and anadysis of the 

data. 

Subjects 

Two different groups of conditionally-admitted freshman 

students at the same southwestem university were identified for 

inclusion in this study: those who participated in the three-week 

Summer 1987 Transition program and students paired with the 

Summer 1987 Transition students who participated in a Summer 

1987 two-day Freshman Orientation program. 
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Group One consisted of the 59 conditionaUy-admitted freshman 

students who chose to participate in the Summer 1987 Transition 

program. This group was matched with Group Two, conditionaUy-

admitted freshman students who chose to participate in Freshman 

Orientation on the basis of student's sex, high school graduation class 

rank, amd SAT scores. Students for the matched pool were randomly 

selected from the sample students who met the selection criteria. 

'The main purpose of matching is to reduce initial differences 

between the experimental and control groups on the dependent 

variable or a related variable" (Borg & GaU, 1983, p. 668). Borg and 

GaU (1983) state matching is most usefifl when smaU samples are used 

and when lairge dffferences between experimental and contiol groups 

are not likely to occur. 

Instrument 

Data were collected from subjects on an author-created 

questionnaire designed to measure social adjustment and institutional 

involvement. (See Appendix A.) The questionnaire was modeled after 

the Freshman Transition Questiormaire (FTQ) constructed by Baker 

and Siryk (1984) to assess a student's adjustment to coUege Iffe. 

Questions asked to evaluate social adjustment included questions on 

how to find help on campus, pairticipation in extracurricular activities, 

financial concerns about staying in school, class size. accessibiUty and 

helpfulness of advisors, changing one's major, and transfering to 

another coUege. Questions asked to evaluate institutional attachment 

included questions on feeling a part of the university, meeting new 

people, social activities, loneliness, dating, and Uving in a residence 
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affected by social adjustment and institutional attachment. Social 

adjustment refers to the amount and success of social involvement on 

campus and how weU one is coping with being away from family and 

friends at home. Institutional attachment refers to satisfaction with 

being in coUege in general and at this university in particular. 

Subjects were recorded on a four-point Lflcert scale, with the 

sum of scores over all 20 items providing a measure of the subject's 

social adjustment and institutional attachment. 

Procedures 

All subjects verbally consented to being questioned and were 

asked the questions from the questiormaire by telephone during the 

Spring 1989 semester at the university. Subjects who did not persist 

beyond the third semester were not questioned. 

Hypotheses 

Based on the review of the Uterature in Chapter II, the research 

questions in this study were tested using the foUowing nuU 

hypotheses: 

Hypothesis 1: When controUing for sex, high school graduation class 

rank, and SAT scores, there wiU be no significant difference in 

retention between Transition students and Freshman Orientation 

students. 

Hypothesis 2: When controUing for sex. high school graduation class 

rank, and SAT scores, there wiU be no significant difference in 
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university grade-point average between Transition students and 

Freshman Orientation students. 

Hypothesis .S: When controUing for sex, high school graduation class 

rank, and SAT scores, there wiU be no signtficant dffference in the 

number of semester units of credit eamed between Transition 

students and Freshman Orientation students. 

Hypothesis 4: When controUing for sex, high school graduation class 

rank, and SAT scores, there wiU be no significant dffference in social 

adjustment or institutional involvement between Tramsition students 

and Freshman Orientation students. 

Design and Analysis 

Random assignment of subjects to the experimental and control 

groups is not always possible in field studies. When this is not 

possible, the experiment is termed by CampbeU and Starfley (1963) to 

be a quasi-experiment indicating that random assignment of subjects 

to treatment groups was not accompUshed. The quasi-experiment 

type used to determine dffferences in retention, university grade-

point average, number of semester units of credit eamed, and social 

adjustment and university attachment was a static-group comparison 

design in which posttesting was conducted without pretesting the 

groups and in which subjects were not randorrfly assigned to 

treatment groups. One group participated in one experimental 

treatment; the second group participated in the second experimental 

treatment. Both groups were posttested. 

The independent vairiables were the two levels of support 

provided to the students in the two experimental groups. Level One 
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consisted of the three weeks of orientation and teaching and the 

subsequent foUow-up sessions provided to the students in the Summer 

1987 Transition program. Level Two consisted of the two days of 

orientation provided to the students who participated in the Summer 

1987 Freshman Orientation. The dependent variables were the 

students' cumulative university grade-point averages at the end of the 

FaU 1987 semester, the Spring 1988 semester, and the Fall 1988 

semester; the cumulative number of units of credit eamed by the end 

of the FaU 1987 semester, the Spring 1988 semester, and the Fall 

1988 semester; maximum number of semesters completed by 

treatment groups; and the satisfaction score on social adjustment and 

institutional attachment during the Spring 1989 semester. The 

internal vaUdity of this study was estabUshed by using the matched-

pair technique to identify paiirs of students from the two selection 

pools who were matched as closely as possible on all three of the 

foUowing control variables: sex, high school class rainks, and SAT 

scores. 

Appropriate statistical analyses of the findings of this study were 

conducted. A Chi Square test for independence was used to test 

Hypothesis 1: When controUing for sex, high school graduation class 

rank, and SAT scores, there wiU be no significant difference in 

retention between Transition students and Freshman Orientation 

students. This statistical test determined tf participation in either 

program affected retention. It took into account the size of the 

sample and the magnitude of the relationship or difference reported 

(Borg & GaU, 1983, p. 196). Chi Square was used because the 
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research data was in the form of fi-equency counts that could be placed 

in two or more discrete categories (p. 559). 

A t test for independent means was used to test Hypothesis 2: 

When controUing for sex, high school graduation class rarflc, and SAT 

scores, there wfll be no significant dffference in cumulative university 

grade-point average eamed between Transition students and 

Freshman Orientation students. A t test assumes that the scores 

obtained in comparative research form an interval or ratio scale of 

measurement, are normally distributed, and have equal score variances 

for the populations under study. Research has found that substantial 

violations of the assumptions underlying the t test stiU result in 

accurate estimates of statistical signfficance (Borg & GaU, 1983). 

Analyses of Covariances were used to test Hypothesis 3: When 

controUing for sex, high school graduation class rank, and SAT scores, 

there wiU be no significant difference in the cumulative number of 

semester units of credit eamed between Transition students and 

Freshman Orientation students. In the three factor ANCOVAs, the 

covariates were SAT verbad scores, SAT math scores, amd high school 

graduation class rank. The independent variables were the treatment 

groups and student's sex. The dependent variable was the semester 

units of credit eamed. 

A t test for the difference between means was used to test 

Hypothesis 4: When controUing for sex, high school graduation class 

rank, and SAT scores, there wiU be no significant dffference in social 

adjustment or institutional attachment between Transition students 

and Freshman Orientation students. A t test assumes that the scores 

obtained in comparative research form an intervad or ratio scale of 
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measurement, are normally distributed, and have equal score variances 

for the populations under study. According to Borg and GaU (1093), 

substantial violations of the assumptions underlying the t test stiU 

result in accurate estimates of statistical signfficance. 

Treatments 

Group One Treatment 

Treatment for Group One consisted of participation in the 

Summer 1987 Transition program. Transition was a three-week 

residential program for 36 males and 23 females who were 

conditionally-admitted fireshman students amd who chose to 

participate in the program based on an invitation sent to all freshmen 

conditionaiUy-admitted to the university. The ethnic breadtdown of 

students was 8 Hispanics, 2 Asians, and 48 white students. The 17 

percent minority paiiicipation was sUghtiy higher than the 14 percent 

minority representation in the FaU 1987 fireshman class at the 

university (Statistics and Reports, 1989). The cost of the program for 

individual participamts was $467, which all the prograim costs except 

for staff, the texts and class suppUes, and student housing. The 

students came firom a vairiety of high schools; large and smaU, urban 

and rural, public amd private. Their ranks in their graduating classes 

varied as did their SAT scores. The students came firom Texas, 

CaUfomia, Colorado, Missouri, and New Mexico. 

Before arrival for the program, students sent a personal letter to 

their counselors telling about themselves, their academic histories and 

goals for their futures. Upon arrival, individual intake interviews were 

conducted by the Transition staff to help make the students feel 
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welcome as individuals and also to clarify learning and program goals. 

The Transition staff consisted of a program director, assistant 

program director, a fuU-time secretary, six counselors, and office 

support personnel. Requirements for the counselors were graduate 

student status, fuU-time enrollment at the university for at least two 

regular (fall and spring) semesters, weU-developed leadership and 

communications skiUs, wflUngness to live in the residence haU with 

the students throughout the program, and the abflity to attend classes 

with the students. Transition counselors were required to undergo 

training in areas of communication and Transition program 

procedures. 

Tramsition provided orientation, remedial instruction in 

mathematics and English, study skflls, and peer interaction. (See 

Appendix B.) The mathematics instruction was based on a remedial 

course designed for students with weak mathematical preparation. 

The EngUsh also was based on a remediad course focusing on 

grammatical principles, sentence construction, and paragraph and 

essay form. Each class was limited to fifteen students, and the 

counselors were present with their groups to assist the insti-uctors. 

With groups of that size, individualized instruction was possible. 

Both the mathematics instruction amd the EngUsh instruction 

were taught by fuUtime Texas Tech faculty members. The standards 

for the Texas Tech Tramsition students were the same as for students 

enroUed in Mathematics 1300 and EngUsh 1300 classes. EngUsh 

students were required to write an exit essay which was evaluated by a 

jury of readers. Pretests and posttests were given in both courses. 
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A variety of activities supplemented the students' academic 

instiruction. The Education Interest Inventory, The Seff-Directed 

Search, and the CaUfomia Occupational Preference System Interest 

Inventory were administered to determine the student's major field of 

interest and corresponding career opportunities. To determine the 

student's reading comprehension percentiles and reading rates, the 

Nelson Denny Reading Comprehension Test was administered. The 

Culture Fair InteUigence Test was given to determine the student's 

inteUigence quotients (IQ). Students were advised on class scheduUng 

and taught more effective use of individual learning styles. Transition 

students learned word processing at the university's Advanced 

Technology Learning Center and became famiUar with the university 

Library amd its resources through a variety of evaduated assignments. 

Also a member of the Texas Tech faculty, the study skiUs 

instructor led sessions which developed students' note-taking, time 

management, and test-taking tactics. These skiUs were put to use in 

the students' classes, and discussions conceming major points they 

should have noted in academic classes aided students' skiUs 

competencies. Panel discussions focused on the services provided by 

the Offices of Legal Counsel. Career Planning and Placement, Testing 

and Evaluation. Finamcial Aid, Registrar, and Student Lffe. 

Students attended classes in regular academic bufldings and 

became famiUar with campus faciUties. They were housed together in 

one co-educational residence haU with their counselors in the haU to 

counsel them as needed. 

Student activities such as a pizza party, an extracurricular trip to 

see a play, tours of local sites of interest, and a dance were designed to 
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meet the program goal for socialization. These activities were based 

on the steering committee's beUef that the importance of the 

students' social and emotional weU-being and feelings of acceptance 

were as important as having good note-taking or memory techniques. 

This belief was based on research such as the 1985 study by Warren 

WiUingham that found that 89 percent of 2,379 graduating seniors he 

studied reported personal contacts with students was a factor 

contributing to a successful and satisfying college career (Wfllingham, 

1985, p. 146). 

Three weeks into the FaU 1987 semester. Transition students 

met to evaluate their experiences and to schedule appointments for 

help with class schedules, roonmimates, financiad matters, amd 

personal concerns. Just prior to midterm, adl of the students were 

requested to attend smadl group sessions. IndividuaUy or in groups of 

no more than five students, the participants were asked ff they needed 

help in any pairticular subjects. Most of the requests for help were for 

help with mathematic courses. From the students' requests, referrals 

were made to the appropriate university student service to handle the 

students' needs. 

Group Two Treatment 

Treatment for Group Two was participation in a Freshman 

Orientation program that was voluntary and on a first come, first serve 

basis. Upon admittance to the university in the spring of 1987, 

students were irtformed of the university's Freshman Orientation 

programs and the dates the Freshman Orientation programs would be 

offered. FoUowing this, a brochure and reservation form were sent to 
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each formally admitted student detafling the Freshman Orientation 

program and process necessary for reserving space at one of the eight 

Freshman Orientation programs to be offered during the summer. 

Official admittance to the university and pa)mient of a $20 orientation 

fee was required to ensure space in one of the Freshman Orientation 

programs. Parents and guests were allowed to attend at no charge. 

Participamts and their guests were allowed to stay in a residence hall 

during orientation at the cost of $35 per person for two nights and 

five meals; however, on-campus housing was not required. 

"The New Student Orientation Prograim (was) designed to assist 

incoming students in a smooth tramsition to Texas Tech University" 

(New Student Orientation, n.d.). The summer two-day programs 

offered presentations on academic survival and success, financial 

planning, campus reUgious activities, time for non-traditionals. course 

selection and scheduling, sports activities, what's where in the library. 

Uving on campus, minority concerns, and health and counseling 

centers. Time was set aside for academic advising, eairly registration, 

and campus tours. (See Appendix C.) 

The university's seven coUeges determined the number of 

students each would be able to advise properly during each of the 

programs. This information was used to match paid students to the 

program of their choices as nearly as possible based on the students' 

stated preferences. 

The imiversity's Freshman Orientation staff consisted of an 

Assistant Dean of students, a fiiU-time secretary, one graduate 

assistant, one student assistant, and 12 undergraduate Freshman 

Orientation aides. Requirements for the undergraduate staff included 
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a minimum of 2.5 grade-point average, full-time enrollment at the 

university for at least two regular (fall and spring) semesters, and weU-

developed leadership and communication skiUs. Orientation 

undergraduate staff was required to undergo training in areas of 

communication, seff-assessment, and Freshman Orientation prograim 

procedures. 

Freshman Orientation programs for the summer of 1987 were 

scheduled for June 15 through June 30 and July 27 through August 4. 

Programs were not held on weekends. 

Surrmiarv 

Fifty-nine conditionaUy-admitted freshman students who 

participated in the Transition prograim during the Summer of 1987 

were matched with 59 conditionally-admitted freshman students who 

participated in the Freshman Orientation programs during the 

Summer of 1987 for this study. The instnmient used to determine 

social adjustment and institutional attachment was described as was 

the procedure used to gather the data. Two treatments used in the 

study were described. The hypotheses for the study were Usted, as 

was the appropriate research methods to be used to evaluate the 

hj^o theses. 



CHAPTER rV 

PRESENTATION AND ANALYSIS OF DATA 

The purpose of this study was to determine ff there was a 

positive affect on academic performance, persistence and/or social 

adjustment and institutional attachment as a result of participation in 

Transition, a three-week summer program, or in Freshman 

Orientation, a two-day orientation prograim. The academic progress of 

two dffferent groups of conditionaUy-admitted fireshman students was 

studied: those who participated in the Transition program and those 

who participated in a Freshman Orientation program. SpecfficaUy. the 

study attempted to answer the foUowing research questions: 

1. Is there significant dffference in retention between the 

students having participated in the Transition program and the 

students having participated in Freshman Orientation? 

2. Is there significant difference in grade-point averages earned 

between the students having participated in the Transition 

program and the students having participated in Freshman 

Orientation? 

3. Is there significant dffference in the number of semester 

credits eamed between the students having participated in the 

Transition program and the students having participated in 

Freshman Orientation? 

4. Is there signtficant difference in individual social adjustment 

and university attachment between the students having 
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participated in the Tramsition program and the students having 

participated in Freshman Orientation? 

The subjects for the study were two dffferent groups of 

conditionally-admitted freshman students at the same university. 

Group One consisted of the 59 conditionaUy-admitted freshman 

students who participated in the Summer 1987 three-week Transition 

program. This group was matched with Group Two, conditionaUy-

admitted freshman students who participated in a Summer 1987 two-

day Freshman Orientation program using students' sex, high school 

graduation class ramk, amd SAT scores. 

Statistical Analysis of Data 

Since the use of a t test, an ANOVA, and an ANCOVA require the 

assumption that the data are sampled from a normal popiflation, the 

two student groups were tested using a Kolmogorov-Smirmov, a 

statistical appUcation simflar to Chi Square used to determine 

goodness of fit to a normal curve. The two groups were compared 

using their high school graduation class raink, SAT verbal scores, SAT 

math scores, cumulative credit hours eaimed and cumulative grade-

point averages at the end of the first semester, cumulative credit 

hours eamed and cumulative grade-point averages at the end of the 

second semester, and cumulative credit hours eamed and cumulative 

grade-point averages at the end of the third semester. In order to 

maintain equal groups, the cumulative grade-point averages and 

cumulative semester hours eamed by students who did not continue 

for aU three semesters were retained in the analysis. 
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At the 0.05 significance level, the only significant dffference between 

the two groups was found in the Spring 1988 semester hours. (See 

Table 1.) The study participants can be considered to be from a 

normal population. 

TABLE 1 

GOODNESS OF FIT FOR ALL SUBJECTS 

High School Graduation 
Class Ramk 

SAT Verbal Score 

SAT Math Score 

Fadl 1987 Semester Hours 

Fall 1987 GPA 

Spring 1988 Semester Hours 

Spring 1988 GPA 

Fall 1988 Semester Hours 

Fall 1988 GPA 

Mean 

38.458 

350.5 

387.881 

10.492 

1.759 

19.814 

1.737 

28.229 

1.774 

Vairiamce 

291.481 

3399.59 

6644.19 

19.5 

0.830 

70.238 

0.629 

198.845 

0.650 

K-S 
Significance 

Level 

0.390 

0.442 

0.352 

0.495 

0.457 

0.041 

0.540 

0.397 

0.999 

In order to determine how weU the two samples were matched, 

t tests were used in order to determine tf the mean of the difference 

of each matched pair was zero. The hypothesis tested was that the 

mean of the dffferences between the two treatment groups would be 

zero. At the 0.05 sigriificance level, the nuU hypothesis was retained 

in regard to the matching of high school graduation class rank. (See 



90 

Figure 1 in Appendix D.) At the 0.05 significance level, the nuU 

hypothesis was retained in regard to SAT verbal scores. (See Figure 2 

in Appendix D.) At the 0.05 significance level, the nuU 

hypothesis was retained in regard to SAT math scores. (See Figure 3 

in Appendix D.) At the 0.05 signfficance level, the nuU hypothesis was 

also retained in regard to variance in semesters completed by 

matched pairs. (See Figure 4 in Appendix D.) Treatment groups were 

well-matched. 

Having determined that the subjects most likely came from a 

normal population and having determined the subjects were were 

well-matched, four hypotheses that were developed from a review of 

related literature were tested. 

Hypothesis 1 

The first hypothesis stated, "When controUing for sex, high 

school graduation class rank, and SAT scores, there wiU be no 

significant difference in retention between Transition students and 

Freshman Orientation students." A Chi Square test of independence 

was used to test the hypothesis. A Chi Square was chosen to 

determine the probabiUty of group membership having an effect on 

the semesters completed. The two treatment groups and the number 

of semesters completed were not significant at the 0.05 

level of significance. Being a member of either group made 

participants neither no more nor no less Ukely to complete semesters. 

(See Table 2.) 
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MAXIMUM NUMBER OF SEMESTERS COMPLETED 
BY TREATMENT GROUPS 
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GROUP 
TVansition 
Orientation 
Tbtal 

SEMESTERS 

1 2 3 
4 
5 
9 

16 
16 
32 

39 
38 
77 

TOTAL 
59 
59 

X2 =0.124 
df=2 

^ > . 9 9 

Hypothesis 2 

The second hj^othesis stated. "When controlUng for sex, high 

school graduation class ramk. amd SAT scores, there wiU be no 

significant dffference in university grade-point averages eamed 

between Transition students and Freshman Orientation students." T 

tests were used to test this hypothesis. The t test was chosen in order 

to determine tf the mean of the difference of each matched pair was 

zero. At the 0.05 signiflcamce level, the nuU hypothesis was accepted 

for aU three semesters. On wfll note firom Table 3 that group 

membership had no significant relationship on grade-point averages 

eamed during the FaU 1987 semester, the Spring 1988 semester, or 

the FaU 1988 semester. 
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DIFFERENCES IN GRADE POINT AVERAGES 
BETWEEN MATCHED PAIRS 
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Semester 

Fall 1987 
Spring 1988 
Fall 1988 

n of Pairs 

59 
59 
59 

Mean of 
Difference 

Std. Dev. of 
Difference 

6.780 
-3.390 
-0.053 

1.182 
1.020 
1.032 

0.044 
-0.026 
-0.390 

0.965 
0.980 
0.697 

Hypothesis 3 

The third hypothesis stated. "When controUing for sex, high 

school graduation class rank, and SAT scores, there wiU be no 

significant dtfference in the number of units of credit eamed between 

Transition students and Freshman Orientation students." Analyses of 

Variances were chosen to test the hypothesis because both nominal 

and quaUtative data were to be amalyzed. The Analyses of Variances 

were used to determine tf there was any effect from treatment group, 

sex. SAT verbal scores. SAT math scores, high school graduation class 

rank, or an interaction between group and sex on the cimiulative 

semester hours eamed at the end of each of three semesters. Analysis 

of Variances on the three semesters' data found no relationship 

between the number of semester units of credit eamed and the 

program in which the student participated. The only significance was 

high school graduation class rank which was significant in the third 

semester. Some relationship exists between high school graduation 

class rank and cumulative units of credit eamed. (See Tables 4,5, and 

6 in Appendix D.) 
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Hypothesis 4 

The fourth hypothesis stated, "When controlUng for sex, high 

school class rank, and SAT scores, there wfll be no significant 

difference in social adjustment and institutionad attachment between 

Transition students and Freshman Orientation students." The 

respondents of the questionnaire were not matched pairs; they were 

the students who persisted at the university into the fourth semester, 

with the exception of three students who persisted but whom the 

investigator was unable to contact. The groups were everfly divided 

into Transition students and Freshman Orientation students, but they 

were not everfly divided by sex. (See Table 4.) A t test was used to 

TABLE 4 

QUESTIONNAIRE GROUPS BY SEX 

Groups n Mades Females 

TVansition 27 16 11 
Freshman Orientation 27 14 13 

compare the results of the mean of one group against the mean of the 

other group in order to determine tf either group had a significant 

effect on social adjustment and Institutional attachment. (See Table 5.) 
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GROUP ONE'S CUMULATIVE QUESTIONAIRE RESPONSES 
VERSUS GROUP TWOS CUMULATIVE 

QUESTIONNAIRE RESPONSES 

G^o^P n Mean Std. Dev 

'^^^sition 27 66.630 5.839 1.364 0.178 
Freshman Orientation 27 68.741 5.530 

At the 0.05 significance level, the nuU hjT)othesis was accepted in 

regard to the social adjustment and institutional attachment. Neither 

program had more of an effect on social adjustment amd institutional 

attachment than the other group. 

Additional Analysis 

An analysis of the answers given to the questionnaire revealed 

the orfly noticeable variation in questionnaire answers between the two 

groups came firom the question. "Have you changed your major at least 

once since entering the university?" (See Table 6.). An Analysis of 

TABLES 

NUMBER OF STUDENTS HAVING CHANGED 
THEIR MAJOR HELD OF STUDY 

Group n Made Change No Change 

Transition students 27 11 16 
Freshmam Orientation students 27 18 9 
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Variance was used because quaUtative data were included in the 

calculation. The ANOVA was calculated to determine if that question, 

student's sex, or group membership had a significant relationship on 

social adjustment and institutional attachment. (See Table 7.) 

TABLE 7 

EFFECTS OF SELECTED VARIABLES ON SOCIAL 
ADJUSTMENT AND INSTITUTIONAL 

ATTACHMENT 

Source of variation Sum of Squares 

Main Effects 
TVeatment Group 
Student's Sex 
Change in Major Field 

2-Factor Interactions 
Group: Sex 
Group: Change of Major 
Sex: Chamge of Major 

Residuad 

Tbtal (Corr.) 

222.96273 
16.77656 
9.96229 

147.06049 

34.520134 
23.642487 

1.850743 
1.453440 

1484.1653 

1741.6481 

d.f. 

3 
1 
1 
1 

3 
1 
1 
1 

47 

53 

Mean square 

74.32091 
16.77656 
9.96229 

147.06049 

11.506711 
23.642487 

1.850743 
1.453440 

31.577985 

F-ratioSig 

2.354 
.531 
.315 

4.657 • 

.364 

.749 

.059 

.046 

. level 

.0841 
-4774 
.5830 
.0361 

.7790 

.4005 
.8123 
.8333 

0 nflssing values 
* StatisticaUy significant 

Student's sex was included because it was not possible to control for 

sex and. therefore, it could have some effect. Treatment group was 

included as a main effect because the groups were not matched groups 

as they were in earlier hypotheses and could have some effect on the 

dependent variable. At the 0.05 signfficance level, changing one's 

major field of study had a signtficant relationship to social adjustment 
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and institutional attachment. The calculation did not determine if 

changing major fields of study had a positive or a negative relationship 

on students' social adjustment and institutional attachment. 

In an attempt to determine from the available data if something 

existed that predicted academic performance other than the 

Transition program or Freshman Orientation, the following question 

was examined: Is there a relationship between cumulative semester 

hours eamed or cumulative grade-point averages and SAT verbal 

scores or SAT math scores or high school class rank. A series of 

multiple regressions were calculated to test this question. Multiple 

Regressions were chosen because the data was numerical and the 

desire was to determine if a predictor of academic performance 

existed. From Tables 8, 9, and 10, one wfll note that there was 

significance in SAT verbal scores in semesters one and two and in SAT 

math scores in semester three. There was significance in high school 

graduation class rank in each semester. SAT scores and high school 

graduation class rank may be considered to be predictors of the 

number of cumulative semester hours a student wiU earn. From Tables 

11, 12, and 13. one wfll note that there was significance in both SAT 

verbal scores and high school graduation class raink in each of the 

three semesters. SAT verbal scores and high school graduation class 

rank may be considered to be predictors of a student's grade-point 

average. As found in previous studies, the study also found that SAT 

scores and high school graduation class rank may be considered to be 

predictors of acadenflc performance. 
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TABLE 8 

EFFECTS OF INDEPENDENT VARIABLES ON CUMULATIVE 
CREDIT HOURS EARNED AT THE END OF 

FALL 1987 SEMESTER 

Independent Variable Coefficient Std. Error t-Value Sig. Level 

SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Rank in Class 

0.018922 0.005638 
0.005036 0.004547 

3.3562 • 0.0011 
1.1075 0.2704 

0.047408 0.023650 2.0046 * 0.0474 

R-SQ. (ADJ.)=0.8549 SE=4.351767 MAE=3.316823 DurbWat=1.848 
Previously: 0.000 0.00000 0.000000 0.000 
118 observations fitted, forecast(s) computed for 
0 missing val. of dep. var. 
* StatisticaUy significant 

TABLE 9 

EFFECTS OF INDEPENDENT VARIABLES ON CUMULATIVE 
CREDIT HOURS EARNED AT THE END OF 

SPRING 1988 SEMESTER 

Independent Variable Coefilcient Std. Error t-Value Sig. Level 

SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Rank in Class 

0.029608 0.010735 2.7580 * 0.0068 
0.014319 0.008658 1.6540 0.1009 

0.096687 0.045031 2.1471 • 0.0339 

R-SQ. (ADJ.)=0.8527 SE=8.286136 MAE=6.640183 DurbWat=1.968 
Previously: 0.8549 4.351767 3.316823 1.968 
118 observations fitted, forecast(s) computed for 
0 missing val. of dep. var. 
* StatisticaUy significant 
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TABLE 10 

EFFECTS OF INDEPENDENT VARIABLES ON CUMULATIVE 
CREDIT HOURS EARNED AT THE END OF 

FALL 1988 SEMESTER 

Independent Variable Coefficient Std. Error t-Value Sig. Level 

SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Ramk in Class 

0.021626 0.018053 1.1979 0.2334 
0.032684 0.014559 2.2450 * 0.0267 

0.200100 0.075724 2.6425 * 0.0094 

R-SQ. (ADJ.)=0.8063 SE=13.933982 MAE=11.797507 
DurbWat=2.047 
Previously: 0,8527 8.286136 6.640183 
2 .6425 
118 observations fitted, forecast(s) computed for 
0 missing val. of dep. var. 
* StatisticaUy significant 

TABLE 11 

EFFECTS OF INDEPENDENT VAIUABLES ON CUMULATIVE 
GRADE-POINT AVERAGES AT THE END OF 

FALL 1987 SEMESTER 

Independent Variable Coefficient Std. Error t-Value Sig. Level 

SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Rank in Class 

0.003140 0.001111 
0.000183 0.000896 

2.8252 •0 .0056 
0.2040 0.8387 

0.015184 0.004662 3.2570 ^0.0015 

R-SQ. (ADJ.)=0.8138 SE=0.761658 MAE=0.612767 DurbWat=1.827 
Previously: 0.8138 0.857856 0.694677 1.869 
118 observations fitted, forecast(s) computed for 
0 missing val. of dep. var. 
* StatisticaUy significant 
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TABLE 12 

EFFECTS OF INDEPENDENT VARIABLES ON CUMULATIVE 
GRADE-POINT AVERAGES AT THE END OF 

SPRING 1988 SEMESTER 

Independent Variable coefficient Std. Error t-Value Sig. Level 

SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Rank in Class 

0.002719 0.000987 
0.000609 0.000796 

2.7551 •0 .0068 
0.7657 0.4454 

0.013923 0.004139 3.3636 * 0.0010 

R-SQ. (ADJ.)=0.8421 SE=0.761658 MAE=0.612767 DurbWat=1.827 
Previously: 0.8138 0.857856 0.694677 1.869 
118 observations fitted, forecast(s) computed for 
0 missing val. of dep. var. 
* StatisticaUy significant 

TABLE 13 

EFFECTS OF INDEPENDENT VARIABLES ON CUMULATIVE 
GRADE-POINT AVERAGES AT THE END OF 

FALL 1988 SEMESTER 

Independent Variable Coefficient Std. Error t-Value Sig. Level 

SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Rank in Claiss 

0.002688 0.001005 
0.000506 0.000810 

2.6752 * 0.0086 
0.6250 0.5332 

0.016064 0.004214 3.8119 * 0.0002 

R-SQ. (ADJ.)=0.8427 SE=0.775444 MAE=0.619944 DurbWat= 1.868 
Previously: 0.8421 0.761658 0.612767 1.827 
118 observations fitted, forecast(s) computed for 
0 missing val. of dep. var. 
* StatisticaUy significant 
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Summarv 

No signfficant dffference in retention between the Transition 

students and the Freshman Orientation students was found for the 

three semesters studied. This may have been affected by the fact that 

the participamts of both programs were self-selected. Those stiU 

persisting at the university may be the result of influences other than 

support prograim attendance. Lack of persistence may be an outcome 

of factors such as finances, motivation, or experiences during the 

three semesters. 

Pariicipation in neither the Transition program nor the 

Freshman Orientation program made a significant difference in 

cumulative university grade-point averages eamed. One factor not 

included was that of the difficulty of the courses taken by the students 

in this study. For example, most of the conditionaUy-admitted 

freshman students are required to take either or both Math 1300 and 

English 1300. The Transition students took the content of these two 

courses during the Transition program. Over 90 percent of the 

students successfuUy completed the English requirements, and over 

50 percent successfuUy completed the math requirements. These 

students were, therefore. eUgible to take more dffficult math and 

EngUsh courses. 

The only significamce in the cumulative number of semester 

units of credit eamed between Transition students and Freshman 

Orientation students was high school graduation class rank that 

became significant in the third semester. 

The factor that had significance in social adjustment and 

institutional attachment between the Transition students and the 
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Freshman Orientation students was whether or not the student 

changed his or her major field of study. If the change in major had a 

positive or negative influence on social adjustment and institutional 

attachment was not determined. 

A further analysis of the data conceming the possible affects of 

SAT verbal scores, SAT math scores, and high school graduation class 

rank found that there was a signfficant relationship between academic 

performance and SAT verbal scores the first two semesters, SAT math 

scores the third semester, and the high school graduation class rank 

in all three semesters. This evidence corffirms prior research and 

leads the researcher to believe that the best predictor of academic 

performance from the avaflable data is the high school class rank. 

Students who have learned how to persist in high school apparentiy 

bring that abflity with them to college. 

There was no signfficant dffference in retention, academic 

performance, or social adjustment and institutional attachment 

between participants in the Transition prograim and participants in 

the Freshman Orientation program. This study was unable to 

determine ff there was any significant difference between students 

having participated in either support program and students who did 

not attend a support program before the begirming of their freshman 

year. The support program attenders were self-selected suggesting 

that the students who chose not to attend a support program may 

have been correct in their estimation that they did not need the pre-

coUege experience. It is also possible that the support program 

participants may have arrived for their first semester with a greater 

confidence than those who chose not to attend a support prograim, but 
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the groups may have become integrated at some point during the first 

three semesters. 

The limitations of this study being conducted at a single 

university setting and using intact groups may have influenced the 

findings. A lack of signtficant dtfferences between the two programs 

effects may be the results of utflizing instruments that are not 

sensitive enough to detect differences between the two groups. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND 

RECOMMENDATIONS 

The movement for institutions of higher education to change 

how they welcome, treat, assimflate, support, and irtform their 

freshman students is spreading. The need exists for effective 

programs to provide the best opportunities for fireshman adjustment, 

academic success, and institutional retention. 

A review of the Uterature supported the idea that institutions of 

higher education now realize the necessity of assisting underprepared 

fireshman students in order to enable them to adjust and persist at 

their chosen institutions. The literature describes vairious 

developmental and environmental theories that contribute to the 

processes of freshman adjustment and should be incorporated into 

programming to assist freshman students. The review revealed that 

institutions are experimenting with various tj^es of programming for 

these students in order to assist underprepaired freshmen in their 

adjustment to their chosen institutions and in persistence in their 

chosen programs. 

Given this firamework. the purpose of this study was to 

determine tf there was a positive effect on academic performance, 

persistence and/or sociad adjustment amd institutional attachment as a 

result of participation in Transition, a three-week summer program, 

or in Freshman Orientation, a two-day orientation program. The two 

treatment groups in the study were: 59 students who attended the 
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three-week Transition program and a group of matched pairs of 

students who participated in a two-day Freshman Orientation program. 

Appropriate statistical analyses were performed and presented 

in narrative and tabular form. Kolmogorov-Smimov confirmed that no 

significant difference existed between the groups. T tests determined 

the two treatment groups were well matched. 

Analysis of the data resulted in support for each of the 

hjrpotheses. The first hypothesis, that there wiU be no signfficant 

difference in retention between Transition students and Freshman 

Orientation students, was accepted. A Chi Square found no significant 

dffference in retention between the two treatment groups. 

The second hypothesis, that there wfll be no significant 

dffference in university grade point averages eamed between 

Tramsition students amd Freshman Orientation students, was accepted. 

T tests found no signfficant difference in grade point averages eamed 

between the two treatment groups. 

The third hjrpothesis, that there wiU be no significant dffference 

in the number of semester units of credit eamed between Transition 

students and Freshman Orientation students, was also accepted. 

Analysis of Vairiances determined there was no signfficant difference 

in the number of semester units of credit eaimed between the two 

treatment groups. 

The final h)^othesis, that there wiU be no significant difference 

in social adjustment and institutional attachment between Transition 

students and Freshman Orientation students, was accepted. Although 

these two groups were not matched paurs, the two groups were even 

in number and composed of the same conditionaUy-admitted freshman 
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Students as were in the other groups in the study. A t test compared 

the mean score of one group against the mean score of the other 

group and found no significant dffference between the scores of the 

two treatment groups. 

Additional analysis was conducted because a review of the 

answers given to the questionnaire revealed the orfly noticeable 

variation in questionnaire answers existed in one question. The 

results of an ANOVA revealed that a relationship exists between 

changing one's major and social adjustment and institutional 

attachment. The analysis did not determine if changing major fields of 

study had a positive or a negative relationship with social adjustment 

and institutional attachment. 

An additional analysis was conducted to determine if something 

existed in the avaflable data that predicted academic performance 

other than the Transition program or Freshman Orientation. Is there 

a relationship between cumulative semester hours eamed or 

cumulative grade point averages and SAT verbal scores or SAT math 

scores or high school graduation class rank? To test for a 

relationship, multiple regressions were utflized. Significance was 

found in the relationships of SAT verbal scores. SAT math scores, and 

high school graduation class rank. AU three were found to have a 

relationship to academic performance. 

Conclusion 

This study was a comparison of the Transition program and the 

Freshman Orientation program. The findings of the study were that 

neither program was more successful in academic performance. 
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persistence, or social adjustment and institutional attachment of 

conditionaUy-admitted freshman students. Due to the lack of a control 

group, the findings of this study cannot be generaUzed. 

Discussion and ImnUcations 

One would have expected the Transition program, which was a 

three-week residential program offering instmction in remedial 

EngUsh, math, and study skiUs, to have proven to be more effective 

than the Freshman Orientation program that was a two-day residential 

program without academic offerings. The fact that the students were 

isolated from regular freshman students and the fact that they were 

not given regular university credit for the courses they took during the 

program did not provide them an opportunity to experience what 

"read" college achievement would entafl and what competition they 

would be facing in regular classes in the FaU semester. These factors 

may have caused the students to be unable to tramsfer support program 

experiences to the academic experiences they faced at the university 

as fiflltime students when the regular faU semester begam. 

Having found that neither of these programs was more 

significamt than the other, amother attempt to assist conditionally-

admitted fireshmen might be a semester-long support program that 

would begin either in the faU as the students begin their first semester 

or in the spring after they have completed their first semester and 

discovered the realities of academic expectations. Much of the 

Uterature and reports on the Tech Success program on this campus 

state that this t3^e of student assistance program is the most 

successful university response to student needs. 
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Another option would be continual developmental support for 

conditionally-admitted freshman students untfl they have been able to 

successfully demonstrate their abiUties to academically succeed by 

achieving a satisfactory grade point average. This is simflar to the 

model legislated by the state and being implemented statewide in 

compliance with the guidelines for the Texas Academic Skflls Program 

(TASP). 

Whatever the programming choices made, limits must eventually 

be estabUshed. The institution must determine how much 

programming it is wilUng to commit to providing conditionally-

admitted students in order to assist their retention. The institution 

must take into account the economic factors of providing support 

programs, the faculty and staff resources necessary for quality 

programs, and the effect low-achieving students have on other 

students and on the institution as a whole. Under the Morrfll Act 

establishing land-grant colleges and from the recommendations of the 

1947 President's Commission on Higher Education, aU students who 

could benefit were to be guaranteed an opportunity for higher 

education. Consequentiy. each college amd each university must make 

the difficult determination of the point at which it has met its 

responsibiUty to its constituents-the point at which it has sufficientiy 

supported its students' pursuit of academic success. In order to make 

this difficult decision, studies of this nature must continue and be 

readfly avaflable for reference on university campuses. 
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Recommendations 

The most significant finding in any research may be the new 

ideas generated as a result of the activity. The following 

recommendations are based on the review of the literature, the 

conceptual framework, and the findings of this study. There is no 

significance to the order in which the recommendations appear. 

1. A longitudinal study should follow these two groups of 

matched pairs of students for the next five semesters to determine if 

any significant dffferences develop in retention, academic 

performance, or social adjustment and institutional attachment. 

2. The study should be replicated with the addition of a control 

group of students not having participated in any formal support 

program before beginning a semester at the university. 

3. The study should be repUcated taking into account the 

difficulty of university courses taken by the students in the two 

treatment groups. 

4. FoUow-up studies using students from this study who 

withdrew from the university would help to determine the reasons for 

their withdrawal. Information regairding withdrawal might help to 

improve the retention rate at the university. 

5. This study should be repUcated using support programs at 

other universities in other geographic areas. 

6. A study should be conducted to determine what effect a 

change in major field of study has on student social adjustment and 

institutional attachment. 

7. A study should be conducted that would compare 

persistence, academic performance, and social adjustment and 
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institutional attachment among conditionaUy-admitted freshman 

students who attended Transition or Freshman Orientation, 

unconditionally-admitted freshman students who attended Freshman 

Orientation, and unconditionally- and conditionally-admitted freshman 

students who did not participate in a support program before 

beginning a semester at the university. 

8. A study should be conducted that would compare the reasons 

for participation in Transition or Freshman Orientation for 

conditionally-admitted freshmam students to the reasons 

unconditionaiUy-admitted freshman students select to participate in 

Freshman Orientation. 

9. A study should be conducted to determine if the Transition 

program has a positive or a negative effect on student persistence and 

academic performance compared to conditionally-admitted freshman 

students who did not attend either Transition or Freshman 

Orientation. 

10. In the Multiple Regressions of cumulative semester hours 

eamed at the end of each of the three semesters studied, the SAT 

Math scores factor achieved sigrflficance in the third semester. A 

study is needed to determine if there is vaUdity in this finding. 

11. Most of the programs reporting success in the Uterature are 

programs that are offered throughout the first semester at the 

university rather than during the summer preceding the first 

semester. A study should be conducted of conditionaUy-admitted 

freshmen in a semester-long support program paired with 

conditionally-admitted freshmen not enrolled in a support program. 
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Social Adjustment and Institutional Attachment 122 
Questionnaire 

The foUowing instiructions are to be read to the subject as 
worded: -^ 

You have been selected to answer a few short 
questions conceming social adjustment and institutional 
attachment at your University. 

I wfll read several statements to you which may apply 
to you in some degree or not at aU. I am interested in 
knowing to what extent the foUowing statements describe 
your feeUngs or particular situation. The choices of 
answers for you are: 

To a great extent (4) 
To some extent (3) 
Very littie (2) 
Not at aU (1) 
For the yes/no questions, the choices are yes (1) or 

no (4). 
Please Usten carefiflly and answer truthfiiUy to the 

best of your abiUty. 

1. I know where to find help on campus for my problems. 
2. I participate in extracurricular activities such as intramurals, 

academic student orgainizations, or UC activities. 
3. I feel good about telling people I attend Texas Tech. 
4. I am glad I decided to go to coUege. 
5. I have financial concerns about staying in college. 
6. I feel the faculty and staff of Texas Tech care about students. 
7. I feel the size of my classes is corrffortable for me. 
8. My faculty advisor is accessible, helpftfl, and provides me with 

adequate academic advisement. 
9. I have changed my declared major at lest once since I entered the 

University. 
10. I think often about transferring to another university or coUege. 
11. I feel a part of Texas Tech University. 
12. I am meeting as many new people as 1 would Uke to meet. 
13. I feel closer to my friends here than I now do to my high school 

friends. 
14. I feel corrffortable with the amount of social activities I am 

participating in at Texas Tech. 
15. I woifld be happier tf I were stiU at home. 
16.1 have been lonely at Tech lately. 
17. I feel I don't fit in. 
18. I date as often as I like 
19. SociaUy, coUege Ufe is what I thought it would be. 
20. I lived in a residence haU my first semester at Texas Tech. 
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TEXAS TECH TRANSITION 124 
DAILY SCHEDULE 

SUNDAY, JULY 12,1987 
9:00 Airport pick-up 

10:00 Counselors check-in residence hall 
Noon Lunch and Counselor meeting 
3:00 Registration/Interviews begin 
6:15 Pizza Party - Volleyball Pit area 
7:00 Clean-up area 
7:15 Welcome - Opening Remarks 

Ms. Suzanne Logan 
7:30 Counselors meet with their students 

10:30 Curfew 

MONDAY, JULY 13. 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes English - Eng Bldg 226-B 

Math ~ Mass Comm Bldg 121 
Study Skills - Holden Hall 128 

Noon - 1:00 Lunch 
1:00-4:30 Classes Diagnostic Tests and Tours 

5:00 - 6:30 Dinner 
8:30 Evening Speakers Biology 101 

10:30 Curfew 

TUESDAY. JULY 14. 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
4:30 ID'S made Doak Hall 

5:00 - 6:30 Di imer 
8:30 Evening Speakers Biology 21 

10:30 Curfew 

WEDNESDAY. JULY 15. 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
4:30 Sports activity - Ex Student 's lawn 

5:00 - 6:30 Dinner 
8 3 0 Eivenlng Speakers BusAdm352 
gjoo Summer Films Under the Stars? GOONIES 

Curfew immediately following movie 

THURSDAY, JULY 16, 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
5:00 - 6:30 Dinne r 

8:30 Evening Speakers West Hall 205 
10:30 Curfew 

FRIDAY. JULY 17, 1987 
7:00 - 8:00 Breakfast 



8:30 - Noon Classes 125 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
5:00 - 6:30 Dinner 

8:30 Evening Speakers Murdough TV Room 
10:30 Curfew 

SATURDAY. JULY 18. 1987 
8:00 - 9:00 Breakfast 

9:45 Health Sciences Tour 
11:30 Lunch 

12:00 - 6:00 Recreation Center 
5:00 - 6:30 Dinner 

12:00 Curfew 

SUNDAY. JULY 19. 1987 
• Transportation to church available upon request 

10:30 Brunch 
12:00 - 6:00 Recreation Center 

2:30 - 5:00 Ranching Heritage Center 
1:00-11:00 ATLC open 

6:00 Bighams barbeque 
10:30 Curfew 

MONDAY, JULY 20. 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
5:00 - 6:30 Dinner 

8:30 Evening Speakers Home Ec - EI Centro 
10:30 Curfew 

TUESDAY, JULY 21, 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
5:00 - 6:30 Dinner 

8:30 Evening Speakers Ekiucation 158 
10:30 Curfew 

WEDNESDAY, JULY 22. 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

1:00-4:30 Classes 
5:00 - 6:30 Dlrmer 

8:30 Evening Speakers Biology 21 
10:30 Curfew 

THURSDAY. JULY 23, 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes 
Noon- 1:00 Lunch 

100-4:30 Classes 
5:00 - 6:30 Dinner 

8:30 E^rening Speakers Chemistry 05 



10:30 Curfew 

FRIDAY. JULY 24. 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Classes English Exit Essay 

En^lsh Foreign Language 102 
Math Foreign Language 103 
Study Skills Foreign Language 104 

N o o n - 1 : 0 0 Lunch 
1:00 - 4:30 Classes EngUsh Exit Essay 

5:00-6:30 Dinner ^ 
8:30 Evening Speakers Murdough TV Room 

10:30 Curfew 

SATURDAY, JULY 25 . 1987 
8:00 - 9:00 Breakfast 

11:30-1:00 Lunch 
1:00-11:00 ATLC 

4:00 Depart for 'Texas" 
5:00 - 6:30 Dinner 

8:00 Group Activities 
12:00 Curfew 

SUNDAY, JULY 26. 1987 
• Transportat ion to church available upon request 

10:30 Brunch 
12:00 - 6:00 Recreation Center 

1:00-11:00 ATLC open 
6:00 Campus picnic - Elx-Student's lawn 

10:30 Curfew 

MONDAY, JULY 27, 1987 

126 

7:00-8:00 
8:30 - Noon 
Noon- 1:00 

1:00-4:30 
5:00 - 6:30 

8:30 
9:30- 11:00 

11:30 

rUESDAY, JULY 28. 
7:00 - 8:00 
8:30 - Noon 
Noon- 1:00 

1:00-4:30 
5:00 - 6:30 

10:30 

Breakfast 
Classes 
Lunch 
Classes 
Dinner 

math final 

math final 

Evening Speakers Law 105 
Party - UC 
Curfew 

1987 
Breakfast 
Classes 
Lunch 
Classes 
Dinner 
Curfew 

WEDNESDAY. JULY 29, 1987 
7:00 - 8:00 Breakfast 
8:30 - Noon Orientat ion 
N o o n - 1 : 0 0 Lunch 

5:00 - 6:30 Dinner 
10:30 Curfew 

THURSDAY, JULY 30, 1987 
7:00 - 8:00 Breakfast 

U l l l l B L v 



8:30 - Noon Orientation 127 
Noon-1:00 Lunch 

1 -00 Student departures 
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FRESHMAN ORIENTATION SCHEDULE OF EVENTS 2̂9 

Day Prior to Orientation 
1:00 - 6:00 pm Courtesy Shuttle Van Service from the airport to 

the residence hall 

5:30 - 6:30 Dinner in residence dinning hall 

•̂'̂ O A brief wing meeting at which participants have an 
opportunity to meet the orientation staff member on their floor 
and each other. Residence hall rules and an overview of the 
orientation conference are presented. 

7:00 Free time for the rest of the evening. The student staff is 
available. 

Monday 
7:00 - 8:00 am Breakfast 

8:00 - 8:30 Registration packet distribution 

8:30 - 10:00 Welcome program and preview of academic 
advisement and registration procedures. The 
includes brief speeches by University officials and 
campus and city; the other explaining the 
registration process 

10:00 Student staff escort orientation participants to their 
colleges for academic advisement 

12:00 - 1:00 Lunch or Minority Concerns Luncheon 

1:00 - 6:00 Advisement continued 

1:00 - 5:00 Optional programs seminars, and tours: 
Seminars on financial planning. PASS (Program for 
Academic Support Services), career planning and 
placement, organizations and activities; tours of the 
campus and the library 

Dinner 

Another brief wing meeting 

Choice of two meetings: one regarding the 
residence hall life or one regarding the experience 
of living off campus 

Parents have an opportunity to meet with campus 
administrators and ask questions regarding their 
son's or daughter's upcoming college experience 

Simultaneously, students watch skits performed by 
the student staff that depict the nature of college 
life before attending a pep rally and pool 
party/dance 

5:30-

6:40 

7:00-

8:00-

6:30 

7:45 

10:00 



Tuesday 
7:00 - 8:00 Breakfast 

8:00 - 1:30 Conclusion of academic advisement 
Students register for fall classes 

8:15 - 11.00 Programs, seminars, and tours: 
Financial planning and tour of the library 
(repeats of previous day's programs) and 
counseling center and health center services 

11:00 - 5:00 Courtesy Shuttie Van Service to the airport 
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ON HIGH SCHOOL GRADUATION RANK 



133 

16 

F 
r 
e 
q 
u 
e 
n 
c 
y 

I I I I 

12 

8 

4 -

0 
100 

^^^i^iiiil^§iimm 

1 I—I—r—I—I—I—I—I—I—I—r 

•50 0 50 100 
Variance Between the Matched Pairs 

150 200 

FIGURE 2 

VARIANCE BETWEEN MATCHED PAIRS BASED 
ON SAT VERBAL SCORES 



134 

18 1—I—I—I—I—I—I—r 

15 

F 12 
r 
e 
q 
" 9 
e 
n 
c 
y . 

0 
50 

T—I—I—I—I—I—I—I—r I r 

100 -50 0 50 
Variance Between the Matched Pairs 

1—I—r 

100 

FIGURE 3 

VARIANCE BETWEEN MATCHED PAIRS BASED 
ON SAT MATH SCORES 



135 

40 

F 
r 
e 
q 
u 
e 
n 
c 
y 

30 

20 

10 

' I ' ' I 1 I I I I I I I I I I I I I I I I I 

0 
-2.5 
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TABLE 14 

EFFECTS OF SELECTED VARIABLES ON CUMULATIVE 
CREDIT HOURS EARNED AT THE END 

OF FALL 1987 SEMESTER 

Source of vaaiation Sum of Squaures 

Covariates 
SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Class Rank 

Madn Effects 
Treatment Group 
Student's Sex 

2-Factor Interactions 
Group: Sex 

Residual 

Tbtal (Corr.) 

143.85865 
51.10484 

1.61219 

54.09909 

19.329604 
19.135042 

.192424 

2.0478310 
2.0478310 

2116.2554 

2281.4915 

d.f. 

3 
1 
1 

1 

2 
1 
1 

1 
1 

111 

117 

Mean squaire 

47.952885 
51.104842 

1.612193 

54.099086 

9.664802 
19.135042 

.192424 

2.0478310 
2.0478310 

19.065364 

F-ratio Si 

2.515 
2.681 

.085 

2.838 

.507 
1.004 

.010 

.107 

.107 

g. level 

.0620 

.1044 

.7749 

.0949 

.6037 

.3186 
.9212 

.7472 

.7472 

0 missing values have been excluded. 
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TABLE 15 

EFFECTS OF SELECTED VARIABLES ON CUMULATIVE 
CREDIT HOURS EARNED AT THE END 

OF SPRING 1988 SEMESTER 

Source of variation Sum of Squaires 

Covariates 
SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Class Ramk 

Main Effects 
TVeatment Group 
Student's Sex 

2-Factor Interactions 
Group: Sex 

Residual 

Tbtal (Corr.) 

478.05804 
91.01353 
38.65685 

227.55295 

18.500273 
1.085881 

17.409556 

28.849771 
28.849771 

7692.4902 

8217.8983 

d.f. 

3 
1 
1 

1 

2 
1 
1 

1 
1 

111 

117 

Meam square 

159.35268 
91.01353 
38.65685 

227.55295 

9.250136 
1.085881 

17.409556 

28.849771 
28.849771 

69.301714 

F-ratio S; 

2.299 
1.313 

.558 

3.284 

.133 

.016 
.251 

.416 

.416 

ig. level 

.0813 

.2543 

.4647 

.0727 

.8752 

.9019 

.6226 

.5270 

.5270 

0 missing values have been excluded. 
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TABLE 16 

EFFECTS OF SELECTED VARIABLES ON CUMULATIVE 
CREDIT HOURS EARNED AT THE END 

OF FALL 1988 SEMESTER 

Source of variation Sum of Squares 

Covariates 
SAT Verbal Scores 
SAT Math Scores 
High School Graduation 
Class Ramk 

Main Effects 
Treatment Group 
Student's Sex 

2-Factor Interactions 
Group: Sex 

Residuad 

Tbtal (Corr.) 

1383.6716 
.5320 

311.9286 

1031.5614 

156.46864 
16.77799 

139.63683 

99.167157 
99.167157 

21625.515 

23264.822 

d.f. 

3 
1 
1 

1 

2 
1 
1 

1 
1 

111 

117 

Mean square 

461.2239 
.5320 

311.9286 

1031.5614 

78.23432 
16.77799 

139.63683 

99.167157 
99.167157 

194.82446 

F-ratio S 

2.367 
.003 

1.601 

5.295 

.402 

.086 
.717 

.509 

.509 

ig. level 

.0747 

.9590 

.2084 

* .0233 

.6702 

.7728 
.4081 

.4847 

.4847 

0 missing values have been excluded. 
* Significantiy significant 




