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ABSTRACT 

This study seeks undergraduates at universities in the southwestern United States to 

complete the College Mattering Inventory, an instrument developed by Tovar, Simon, 

and Lee (2009) that measures a student's perceived level of mattering on his/her college 

campus.  Specifically, this study analyzes the perceived level of campus mattering of 

undergraduate students with dependent children.   

Stronger feelings of mattering have been predicted to be positively related to self-esteem 

and well-being and negatively related to depression and anxiety (France & Finney, 2009).  

In the campus environment, undergraduate students with children require specific levels 

of support in order to have an increased level of mattering.  These initiatives should occur 

at both individual and institutional levels as a means to remove barriers.  This study 

compares the level of mattering between undergraduate students with and without 

children.  This study also considers other demographic variables common to 

undergraduate students with dependent children including race/ethnicity, sex/gender, 

household income and enrollment status.  Utilizing means, t-tests, and correlation 

coefficients, the study found that students with children tended to have lower mattering 

scores than their non-parent counterparts primarily in areas involving social relationships 

and marginality.  Within the parent subgroup, several differences emerge, primarily in the 

area of household income, enrollment status, and age.  Institutions should consider 

developing more inclusive programming to account for undergraduate students with 

children and give them opportunities to interact with and positively influence the campus 

culture.   



Texas Tech University, Jeffrey Taylor, May 2016 

1 

CHAPTER I 

INTRODUCTION 

For many years, colleges and universities have been facing an increasingly 

diverse student body.  One subpopulation of students that is prevalent on campus is 

comprised of non-traditional students, which can include older students, those who delay 

enrollment in college, part-time students, employed students, or students with children 

(National Center for Educational Statistics, 2012).  Choy (2002) found that at least 58% 

of students in public, four-year institutions are in some way non-traditional, with the rates 

for for-profit and two-year institutions at approximately 89%.  This group of students can 

have several defining characteristics, which makes it a diverse group and, thus, more 

challenging to study.  The ideal solution, therefore, is to focus on one specific part of the 

non-traditional population: undergraduate students with children. 

This population is difficult to track.  Marandet and Wainwright (2010) found that 

many institutions typically do not maintain data on the number of enrolled students with 

children.  In one study, Goldrick-Rab and Sorensen (2010) found that 8% of male 

undergraduates and 17% of female undergraduates were unmarried parents.  The Institute 

for Women's Policy Research sponsored a study that found parents of dependent children 

make up nearly 25% of undergraduate students (Miller, Gault, & Thorman, 2011).  Given 

the significant number of students with children, institutions surprisingly demonstrate a 

lack of insight into both the number of students and the amount of services for this 

population, even though the non-traditional student population, as defined by Choy 

(2002) is now the majority.   
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As one would expect, this can lead to significant tension for undergraduate 

students with children on campus.  The multiple roles that they play can sometimes result 

in a disconnect with the university community in which they feel as if they do not belong 

or matter.  This study will help define this problem in detail and provide a method by 

which universities can obtain meaningful feedback from this group of students in order to 

help facilitate their success.   

Statement of the Problem 

There are a number of problems that are unique to this group of students.  For 

students with children, college attendance is not necessarily a rite of passage after 

graduating high school; many of them view a college degree as an opportunity for 

upward mobility, both socially and economically.  Miller, Gault, and Thorman (2011) 

found that there are approximately 1.9 million single student-parents and that 56% of all 

student-parents qualify as low-income.  This has several implications, most notably the 

potential necessity of employment and the costs associated with childcare.  These factors, 

among others, can have a negative effect on a student's success.  Taniguchi and Kaufman 

(2005) found that non-completers in higher education were more likely to have children 

than those who graduated.  Additionally, Jacobs and King (2002) noted that mothers 

younger than 25 had a lower completion rate than older mothers.  On the whole, the 

three-year persistence rate for non-traditional students is 50%, compared to 88% of 

traditional students (Choy, 2002).   

Given the unique problems facing this population, it is important to understand 

the perspective of undergraduate students with children regarding the campus climate.  

Often, students with children have to juggle multiple responsibilities and can appear to be 
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disengaged or disconnected from the normal operations of the institution.  Their 

schedules keep them from becoming involved or even utilizing the services that their 

student fees cover.  Further, they can find themselves lacking the same connection to 

campus as their traditional peers.  It is vital, therefore, to know if this group feels as if 

they matter to the campus community.  Students that feel welcomed on campus are more 

likely to identify with the university, which can have a positive effect on persistence 

(Tovar, Simon, & Lee, 2009).   

Purpose of the Study 

This study examines the perception of undergraduate students with children 

regarding the way in which they feel perceived by their professors and peers.  Through 

feedback from this population, the research determines if the campus climate at each 

studied institution is one in which students with children feel connected.  .  It is the goal 

of this research to provide this population a unified voice that will address assumptions 

and prejudices and give undergraduate students with children the opportunity to be heard 

and to contribute meaningfully to the campus community. 

Research Questions 

Two research questions guide this study: 

1. How do perceived levels of mattering on campus differ for undergraduate 

students with children and those without children? 

2. What demographic traits have a significant relationship with the level of campus 

mattering of undergraduate students with children? 
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Significance of the Study 

The analysis stemming from these research questions will benefit faculty and 

administrators at similar institutions and improve their ability to assist undergraduate 

students with children.  It is the intention of this study to increase the visibility of student-

parents so that they can provide a meaningful contribution to the diversity of the campus 

community.  This study will enable administrators to understand the perspective of 

undergraduate students with children so that future policies will take into account their 

unique needs.  Universities and colleges across the United States are facing an increase in 

the number of non-traditional students and need to develop inclusive programming that 

benefits them.   

Summary of Theoretical Framework 

As one would expect, undergraduate students with children must address multiple 

roles and issues in order to fulfill their various obligations.  They often undergo multiple 

transitions as students, parents, spouses, etc. and bring these shifting identities with them 

to the classroom.  Schlossberg (2011) brought forth the Transition Theory that helps 

provide context for the transitions that people face in life.  According to Schlossberg, 

there are three types of transitions: anticipated (expected transitions for which students 

can plan), unanticipated (unexpected transitions), and nonevent (transitions that occur 

because something did not happen).  Schlossberg (2011) holds that the transition type is 

not necessarily critical but the extent to which it alters one's identity or role is of the 

utmost importance.   

According to the Transition Theory, there are four factors that can determine the 

relative success of a transition: the type of transition, the degree to which one's life is 
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altered, where one is in the transition, and the available resources to help cope 

(Schlossberg, 2011).  This places undergraduate students with children in a precarious 

position of establishing a new identity and attempting to successfully integrate on the 

college campus.  The relationships that these students establish on campus, then, are 

essential to helping them persist.   

In order to properly address the important dynamic of relationships on campus, 

Schlossberg established an assessment that measures an adult student's perceived level of 

mattering on a college campus.  She found that people in transition often feel 

marginalized and that they do not matter (Schlossberg, 1989).  Mattering is an individual 

psychological construct that helps determine the depth to which a student feels as if their 

needs and perspectives are valued within multiple contexts (Schlossberg, 1989).  It is a 

feeling that an individual has others dependent on them (Tovar, Simon, & Lee, 2009) and 

a perception that an individual is a significant part of the world around him/her (Elliott, 

Kao, & Grant, 2004).  Mattering is an essential idea to college programs because if 

students perceive they matter, they will be more likely to participate and become a 

participative member of the classroom culture (Tovar, Simon, & Lee, 2009).  

Schlossberg, Lassalle, and Golec (1989) developed an instrument that would help 

measure the level of mattering of adult students on a college campus.  Unfortunately, 

there was little peer-reviewed application of this instrument and it was not determined to 

be a fully validated instrument (Tovar, Simon, & Lee, 2009).  Others would utilize the 

transition theory and concept of campus mattering, however, to develop a useful 

instrument utilized in the present study.   
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Summary of Methodology 

In order to measure this idea of mattering on campus, Tovar, Simon, and Lee 

(2009) developed the College Mattering Inventory.  This instrument seeks to determine 

the following factors that help measure the level of mattering: being the object of 

attention of others, perception of support in various student endeavors by others, 

supportive learning environment, sense of fit within the college, and perceived 

marginality owing to personal characteristics (Tovar, Simon, & Lee, 2009).  This study 

will compare the levels of mattering between students with and without children by 

measuring the relationship between being a parent and the student's level of mattering.  

This study measures the relationship between one's role as a parent and their perceived 

level of mattering at three public four-year institutions and one private four-year 

institution in the southwest United States.  Additionally, this assessment will provide a 

perspective of undergraduate students with children that can help establish inclusive 

programming that better fits the needs of this population.  This will provide significant 

value both to similar campuses as a foundation for ways in which to assist this under-

researched population.   

Limitations 

Limitations of this study include the following: 

1. The scope of this research will be reduced to include only undergraduate students 

at the four selected institutions in the southwest United States.   

2. As stated above, there is often a difficulty in defining what constitutes a parent.  

Thus, this study will allow anyone who is a legal guardian of a dependent child to 

self-identify as a parent.   
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3. There is considerable difficulty in examining retention or graduation rates for 

nontraditional students due to delayed enrollment, potential part-time enrollment 

and/or inconsistent attendance patterns.  This provides incomplete data and 

requires alternative methods to measure success.   

4. Students must voluntarily identify as parents in order to be included in the parent 

group. 

Delimitations 

The delimitations of this research were the following: 

1. Although nontraditional students are often studied collectively in the literature, 

recommendations for this study are made specifically for undergraduate students 

with children.   

2. Generalizations can only be made to other institutions with similar characteristics 

as the four herein.  

Assumptions 

Assumptions made for this study include the following: 

1. Students participating in this study will be correctly identified as undergraduate 

students at the selected institutions.  

2. Only students with legal dependents under the age of 18 will self-identify as a 

parent. 

3. Students filling out the College Mattering Inventory will answer each item 

honestly.   
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4. Due to the selected instrument and focus of the study, other variables that can 

influence student success or sense of mattering may not be measured or reported.  

Definition of Terms 

The following terms are used throughout this study and are defined as follows: 

Child – A legal dependent under the age of 18.   

Mattering – One's belief, whether right or wrong, that he/she matters to someone 

else (Schlossberg, 1989).   

Non-traditional student – An undergraduate student that fulfills at least one of 

the following categories: older than 25, delayed enrollment between high school and 

college, part-time enrollment, employed full-time, has a child, does not possess a high 

school diploma (National Center for Educational Statistics, 2012).   

Parent – A legal guardian of a dependent child.   

Part-time student – Credential seeking undergraduate students enrolled in less 

than 12 semester credit hours in a fall or spring semester (Texas Higher Education 

Coordinating Board, 2014).   

Transition – A sharp discontinuity with previous life events; new and strange 

practices require that the student adapt his/her identity or struggle (Brammer, 1992; Lenz, 

2001; O'Donnell & Tobbell, 2007).   

Summary 

This study will seek to examine and understand the unique needs of 

undergraduate students with children at four universities (three public, one private) in the 
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southwest United States.  Utilizing the College Mattering Inventory, this research will 

provide insight into the perspective of students with children so that they will persist and 

eventually obtain a degree.  With the data provided by this study, administrators will be 

able to determine new policies and programs that will better meet the needs of students 

with children.  This will assist in an increase in the graduation rates of this group of 

students which can assist in their desire for upward mobility from potential financial 

struggles.  Every student needs to feel as if he/she matters to the university community 

and this study will help define ways to help undergraduate students with children so that 

they can play a meaningful role in the increase of diversity and understanding on the 

university campus.   

Organization of the Remainder of the Study 

Chapter II provides a review of the literature concerning nontraditional students, 

undergraduate students with children, and the theoretical framework to support the study.  

Chapter III provides details concerning the methodology of the study and the means by 

which the study will be conducted.  Chapter IV will provide the results of the assessment 

and Chapter V will discuss the implications of the findings and make appropriate 

recommendations.   
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CHAPTER II 

LITERATURE REVIEW 

The purpose of this review is to research the perception of undergraduate students 

with children with regards to campus climate and to understand the circumstances 

surrounding issues that might prevent persistence in college.  This review will also 

outline the theoretical concepts of transitions and mattering and the ways in which they 

can be applied to this non-traditional population.   

There are many factors that are unique to the non-traditional student population, 

though it is an admittedly heterogeneous group (National Center for Education Statistics 

[NCES], 2012).  A review of the literature is therefore necessary to increase 

understanding both in research and in the application of how to serve this non-traditional 

population in an effective way.  This review encompasses several significant areas of 

research pertaining to the opportunities and hindrances facing this group in the university 

setting.   

Much of this review is organized around the varying definitions and 

characteristics associated with the non-traditional student population with a particular 

focus on undergraduate students with children; it also includes relevant research 

concerning the many competing interests that students with children often face.  It is 

important to discuss the issues surrounding the non-traditional student group because 

they make up a significant portion of the university student population.  In 2002, Choy 

found that at least 89% of students at two-year and for-profit institutions, 58% of students 

in public four-year institutions, and 50% of students at private, four-year institution were 

in some way non-traditional.  This group, of course, is not comprised solely of students 
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with children.  It is a murky area of research that possesses assorted characteristics that 

are dependent on a multitude of factors.   

James (1995) and Richardson and King (1998) relate many pitfalls surrounding 

the research of the non-traditional student population to the fact that the heterogeneity of 

this population makes it difficult to treat any finding as representative or generalizable.  

This is similar to Bean and Metzner's (1985) hypothesis that it is difficult to develop a 

profile of a typical non-traditional student.  In her profile of past research of non-

traditional students, Kasworm (1990) noted that that there was a consistent effort of 

authors to create some form of baseline descriptors to develop a consistent means of 

studying this population.  Unfortunately, a lack of consensus still remains.  It is with 

these difficulties in mind that the author will introduce the various groups that comprise 

the non-traditional student population. Since undergraduate students with children can 

encompass these multiple demographics, understanding the numerous definitions is 

essential to develop a comprehensive perspective of their plight.   

Non-Traditional Definitions 

Student Age 

Before beginning this research, the author assumed that “non-traditional” was a 

term commonly reserved for undergraduate students that are older than the traditional 18-

22 year age range, an idea supported by some of the literature (Blaxter, Dodd, & Tight, 

1996; Donaldson & Townsend, 2007; Eppler & Harju, 1997; Gilardi & Guglielmetti, 

2011; Scott, Burns, & Cooney, 1996; Wyatt, 2011).  Such studies often refer to the older 

students as adult learners.  Research that utilizes the term adult learner could face 
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problems as the definition of such a term can be considered arbitrary (Richardson & 

King, 1998).  Lundberg (2003) agrees and states that labeling an older population as adult 

learners could lead to treating the traditionally-aged students as children even when they 

are legally adults.  Although some criticism of the terminology remains, a student's age is 

still often one of the first considerations when determining his/her non-traditional status.   

There is little literature that defines a student's situation based solely on his/her 

age.  Some studies have found, however, that older students can encounter significant 

academic issues.  Fike and Fike (2008) found that a student's age had a negative 

correlation to student persistence in developmental courses.  Elsewhere, transfer students 

over the age of 24 were less likely to graduate at Hispanic-serving institutions than their 

younger peers (Tuttle & Musoba, 2013).  These are troubling trends that require serious 

thought on the part of university administrators.  Classifying these problems as a result 

simply of age, however, is problematic.  The utilization of age as the sole criterion can 

limit the nuances surrounding other aspects of this population (Kim, Sax, Lee, & 

Hagedorn, 2010). There are often additional factors in an older student's life that will 

determine his/her level of success.  There have been many studies that have included 

other non-traditional characteristics that provide further insight into the unique 

circumstances facing students with children.   

Delayed Enrollment 

Another potential characteristic of a non-traditional student that the literature 

discusses is the delayed enrollment between high school and college (Hagelskamp, 

Schleifer, & DiStasi, 2013; NCES, 2012; Schuetze & Slowey, 2002).  This factor is 

closely tied to the age of the student but actually involves an additional factor: the student 



Texas Tech University, Jeffrey Taylor, May 2016 

13 

did not start college as soon as they finished high school.  There are a variety of reasons 

for a student to delay enrollment between high school and college.  The reasons for such 

a decision can create many potential issues that a student must address in order to be 

successful.   

One of the most significant problems facing students that delay enrollment after 

high school is the greater likelihood of enrollment in developmental courses (Crisp & 

Nora, 2010).  Developmental courses are often completed without academic credit, which 

adds additional course credit for students to obtain their degree.  This can lead to an 

ambivalent attitude toward developmental courses: students resent the extra work and 

time on courses that do not affect their grade-point-average, but often struggle to succeed 

without the foundational review.  Consequently, many students delay enrollment in 

developmental courses; this is, of course, a risky decision.  Fike and Fike (2012) found 

that students who defer enrollment in developmental math to their second semester (or 

later) have significantly lower grade point averages in their first semester than those that 

enrolled in their first semester.  Additionally, those that failed developmental math had a 

one-semester retention rate 81.2% lower than those who were not required to enroll in 

developmental courses (Fike & Fike, 2012).  This would imply that students in these 

developmental courses require intensive assistance during that first semester in order to 

enhance retention.   

In a study focused on Latino students in developmental courses at community 

colleges, Crisp and Nora (2010) found that 42% delayed entering college; conversely, 

they found that this delayed enrollment decreased the odds that a student would persist, 

transfer, or earn an associate's degree within two years.  There are many factors that 
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impact the timing of a student's enrollment in college.  The problem with the non-

traditional population and students with children in particular, is that each factor can 

influence the other and cannot be properly understood in a vacuum.  

Part-Time Enrollment 

There are often significant personal reasons that a student would delay 

enrollment; many times these reasons can often require the student to only enroll on a 

part-time basis.  Indeed, part-time enrollment is another characteristic of non-traditional 

students presented in the literature (NCES, 2012; Ogren, 2003; Schuetze & Slowey, 

2002).  The fact that most of the students defined as non-traditional are older than the 

traditional population helps inform the reasons for part-time study and the associated 

challenges.  For many students, part-time study was their only option due to family and 

employment responsibilities (Jacobs & King, 2002; King, 2003; Osborne, Marks, & 

Turner, 2004).  In a study of non-traditional attendance from a financial perspective, King 

(2003) found that 47% of students enrolled part-time or part-year, with low-income 

students being more likely to study part-time than middle- and upper-income freshmen.   

Due to the smaller number of hours attempted each semester, students who enroll 

part-time will take longer to complete their degree.  This circumstance, then, leads to 

issues of persistence in higher education programs (Boyer, 2005; Fike & Fike, 2008; 

Jacobs & King, 2002; Marti, 2008; Tuttle & Musoba, 2013) and has a negative effect on 

learning (Lundberg, 2003).  Tuttle and Musoba (2013) found that students registered full-

time had a university GPA almost one-fifth of a grade point higher than students that 

enrolled part-time (2.91 vs. 2.73).  Given the lower results and increased time to degree 

completion, one questions why students opt for the part-time educational path.  Some 



Texas Tech University, Jeffrey Taylor, May 2016 

15 

enroll on a part-time basis due to the belief that part-time attendance will be less 

expensive in the long run, an idea that is not necessarily true (King, 2003).  Often, 

students choose to attend part-time due to circumstances in their lives such as the need 

for full-time employment or family responsibilities. 

Boyer (2005) believes that part-time students are less likely to persist because 

they have less opportunity to interact with peers and faculty at the institution and thus 

have less engagement with the campus community.  Thus, a student's disengagement 

with the university could simply be a by-product of the lack of time that a student 

possesses.  Wang (2009) sees this disconnect as an indicator of a student's psychological 

commitment to their educational experience; in other words, their part-time enrollment is 

representative of a half-hearted attitude about one's degree.  In light of the assorted 

factors surrounding non-traditional students and specifically, undergraduate students with 

children, this view of part-time enrollment is both uncharitable and narrow.   

Student Employment 

One such life factor that serves both as a subgroup within the non-traditional 

student population and as a reason for part-time enrollment is being employed while 

enrolled in college (NCES, 2012).  Most non-traditional students work due to financial 

necessity because they have dependents and other responsibilities (Kulm & Cramer, 

2006; Ogren, 2003; Osborne et al., 2004). King (2003), on the other hand, found that 

low-income students with children were less likely to be employed because of the 

additional child-care responsibilities; this appears to be the exception to the rule, 

however.  Such a discrepancy is possibly due to the heterogeneity of the non-traditional 

student population and the unique context in which each student lives.  Eppler and Harju 
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(1997) found that non-traditional students were more likely to be employed full-time in 

addition to attending college than their traditional counterparts. As one would expect, this 

can have a significant impact on a student's persistence.   

In an exhaustive study examining the effects of employment on students' 

academic success and personal experiences, Kulm and Cramer (2006) found that an 

increase in employment hours reduced a student's GPA.  This same study discovered, 

however, that an increase in the number of hours employed has a positive impact on the 

student's persistence toward a degree (Kulm & Cramer, 2006; Zepke, Leace, & Butler, 

2011).  This lies in opposition to Crisp and Nora (2010) who found an increase in hours 

lessened a student's rate of persistence (see also Gilardi & Guglielmetti, 2011; Jacobs & 

King, 2002).  This could be explained, however, by the populations studied: Kulm and 

Cramer studied university students whereas Crisp and Nora outlined issues for 

community college students enrolled in developmental education courses.  Perhaps, then, 

the struggles for their population were not a result of employment but of other factors 

such as academic preparedness or family/financial issues, which further reinforces the 

challenges in studying a complex and diverse non-traditional student population.   

Students with Children 

The areas mentioned above–age of the student, delayed enrollment, part-time 

attendance, and student employment–are all characteristics that comprise the non-

traditional student category.  One additional component, however, is the focus of this 

study: an undergraduate student who is also the legal guardian for a child.  It should be 

noted up front that the literature specifically addressing this population is very limited, 

both in academic journals and at individual campuses.  On an institutional level, many 



Texas Tech University, Jeffrey Taylor, May 2016 

17 

universities do not hold any data on the number of enrolled students with children 

(Marandet & Wainwright, 2010).  In one study, Kulm and Cramer (2006) estimated that 

approximately 7% of students had children. NCES typically reports the number of 

student-parents, but Goldrick-Rab and Sorensen (2010) argue that the number is likely 

lower than reality due to the limited definition of the term parent.  There are a number of 

potential reasons why one would not necessarily consider himself/herself a parent; 

Goldrick-Rab and Sorensen (2010) offer the situation of contested child support 

payments as a possible reason that students would not claim to be parents.  In other 

words, an acknowledgment of a child could carry significant personal and financial 

consequences.  This might be an unimportant distinction, however.  If legal dependents 

are not a significant part of a student's life, it is difficult to cite them as a reason for a 

student's academic struggles.  It would be beneficial to focus the research on those that 

acknowledge their children and how this relationship can have an effect on academic, 

financial, and personal circumstances.   

In their study on single parents, Goldrick-Rab and Sorensen (2010) found that 8% 

of male undergraduates and 17% of female undergraduates are unmarried parents.  In a 

study set forth by the Institute for Women's Policy Research, however, Miller, Gault, and 

Thorman (2011) found that parents of dependent children make up nearly 25% (3.9 

million) of undergraduate students; 1.9 million of the student-parents are single parents 

and 2.2 million of student-parents are classified as "low-income."  This leads to a unique 

situation in which students with children often have additional disadvantages unique to 

their particular life situation.   
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One unique characteristic of undergraduate students with children involves ethnic 

identity.  In their study comparing graduation rates between African American and 

Caucasian students, Sibulkin and Butler (2005) found that a significantly higher portion 

of African American women (32%) reported having a child before or within five years of 

entering a four-year college than Caucasian women (7%).  Consequently, African 

American men (23%) also had a higher rate of parenthood than Caucasian men (4%).  

This relationship between parenthood and race/ethnicity can carry many added 

difficulties, primarily because African American, Latin American, and other minority 

students are more likely to drop out than Caucasian or Asian American students (Chen, 

2012).  This can lead to increased levels of attrition, especially when combined with the 

presence of children.  Crisp and Nora (2010) identified various environmental factors that 

can limit Hispanic students' success that include family demands and childcare needs.  As 

it stands, the presence of children in the home of a student can often have a negative 

impact on the student's persistence toward a degree.   

Persistence and Retention 

There are a number of issues pertaining to the concept of persistence and retention 

of undergraduate students with children.  First, many of the pathways taken by non-

traditional students are difficult to measure utilizing conventional measures (Marti, 

2008).  The lack of a uniform, comprehensive definition of non-traditional students 

renders the measurement of their progress incomplete.  The studies that exist, however, 

do not provide very encouraging results.  In a study of students with children, Taniguchi 

and Kaufman (2005) found that the presence of one additional toddler or infant in the 

home reduces degree completion by about 50% for both genders.  In a study of low-
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income working mothers, Hammons-Bryner (1999) found that the probability of 

graduation decreased for those who struggled with child care and finances (see also 

Goldrick-Rab & Sorensen, 2010).    This gives credence to the perception that students 

with children face increased difficulties in their college careers.   

Though much of the rest of this review covers some of the reasons for the attrition 

of undergraduate students with children, there are some specific child-related studies that 

reflect the fact that students may drop out or “stop out.”  Taniguchi and Kaufman (2005) 

found that non-completers in higher education were more likely to have children than 

those that completed degrees.  This aligns with a previous study from Choy (2002) that 

found the 3-year persistence rate for non-traditional students beginning their educational 

career in 1995 to be 50%, compared to 88% of traditional students. Additionally, Miller, 

Gault, and Thorman (2011) found that student-parents were more likely to leave 

postsecondary education after six years than non-parents.  These non-traditional patterns 

of attendance are often beyond the control of the students and require them to maintain an 

irregular pattern of attendance.  Thus, traditional measurements reflect student-parents as 

a negative statistic.    

Some authors do not see parenthood itself as the influential factor in predicting 

postsecondary outcomes, however.  For example, Sibulkin and Butler (2005) argued that 

“unmeasured characteristics” (p. 330) that lead to the younger entry into parenthood 

include the degree of motivation to achieve, feelings of alienation, the ability to 

effectively plan, etc. that have strong negative influence on other areas including 

education.  These characteristics all play a significant role in determining a student's level 

of success.  Eppler and Harju (1995) offer a similar assertion that an essential element of 
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the student-parent's life (employment) has a negative correlation with grade point average 

and study time.  The existence of these factors makes it exceedingly difficult to determine 

the appropriate source of academic struggles. 

There are some characteristics that can assist in a student-parent's success, 

however.  Plageman and Sabina (2010) found that there was a clear relationship between 

the importance of academic achievement, the importance of academic relationships, and 

an orientation toward the future (see also Chao & Good, 2004).  As such, students with 

children have the ability to develop a clear goal that ties in with their current educational 

endeavors.  Even with considerable planning, however, the presence of children can add 

an additional responsibility that renders academic success improbable, if not impossible.   

Sex/Gender 

Some past research has addressed the childcare responsibilities with an emphasis 

on sex/gender, particularly with regard to female students.  This is important because 

women make up 71% of student-parents, 78% of single student-parents, and 81% of low-

income, single student-parents (Miller, Gault, & Thorman, 2011).  According to research, 

student mothers felt an acute responsibility for the well-being of the child (Bean & 

Metzner, 1985; Brown & Amankwaa, 2007; Osborne et al., 2004; Reay, Ball, & David, 

2002). Women also found it problematic to focus on their studies when there were 

domestic duties to perform (Reay et al., 2002; Scott, Burns, & Cooney, 1996).  Plageman 

and Sabina (2010), however, noted that student mothers reported high levels of support 

from other women in their lives, primarily their mothers and sisters.   



Texas Tech University, Jeffrey Taylor, May 2016 

21 

Indeed, the plight of female students with children is often tied to traditional 

domestic expectations; male students with children have similar, yet distinct, issues that 

they experience.  Davies and Williams (2001) found that student fathers felt domestic 

concerns just as strongly as student mothers.  In fact, men felt an overall pressure to be 

the primary income providers for their family and saw work, school, and family 

responsibilities as equally important (Marks, 2003; Osborne et al., 2004).  This led to 

considerable stress as they attempted to meet all of their expectations.  

In a study of prospective adult undergraduate students, Hagelskamp, Schleifer, 

and DiStasi (2013) found that 45% live with dependent children.  One of the top concerns 

of returning to college for this group of students was attempting to balance work and 

family, with the demands of school.  About two-thirds of respondents said they were 

concerned with the balance of multiple responsibilities, with 39% stating that they worry 

“a lot.”  These fears are not entirely unfounded.  There are multiple factors surrounding 

the guardianship of a child that a student must take into consideration when considering a 

return to college.   

On-Campus Childcare 

One such concern in the literature is access to appropriate and affordable 

childcare (Brown & Amankwaa, 2007; Ritt, 2008).   Literature as far back as 1971 has 

advocated for established child care facilities at universities, even suggesting that the 

facilities should be controlled and operated by the parents themselves (Cohen, 1971; 

Miller, Gault, & Thorman, 2011).  Goldrick-Rab and Sorensen (2010) found that quality 

on-campus childcare is one of the most frequently mentioned desired resources for 

parents, but only half of all colleges provide any form of on-campus care.  In their 
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comprehensive study funded by the Institution on Women's Policy Research, Miller, 

Gault, and Thorman (2011) found that only 5% of child care needed by student-parents is 

supplied at on-campus child care centers and that there are only 54,000 spots available in 

all of the on-campus child care facilities nationwide, a number well below the number of 

students that could benefit from such a service.   

Buffalo State College sought to meet the specific needs of students with children 

by providing on-campus housing and programming for low-income student-parents 

(Albers, 2006).  The genesis of such a program was a result of 1) declining residence hall 

enrollment and 2) a desire to recruit a greater number of students to the campus.  Student-

parents were provided with on-campus housing in accordance with Section 8 of federal 

housing guidelines and with childcare services, in addition to other family-oriented 

programming.  Albers (2006) notes that the parents were allowed to live year-round in 

the residence halls and that Buffalo State expanded its services to school-aged children 

with both academic and recreational programming.  This is, of course, a program that 

performs well within the specific context of a non-doctoral degree granting, four-year 

public institution and may not easily translate to other institutions.  It is worth noting, 

however, that the establishment of such a program required input from students, faculty, 

and student affairs stakeholders; the support for effective on-campus childcare is a group 

effort (Miller, Thomas, & Thorman, 2011).   

Without a viable on-campus option, the mother can often find help in the care of 

the child from friends and family that would fit around her school schedule (Hammons-

Bryner, 1999).  This can be a problem for the child’s father, however, because he is the 

one who often misses out on the rearing of the child because of the support network 
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arranged by the mother (Brown & Amankwaa, 2007).  This does not account for the less-

fortunate students that do not have any childcare options.  Many students do not have 

informal support networks and have to struggle to pay for childcare with a significantly 

limited budget.  This can put a strain on students with children, as they attempt to juggle 

family, school, and work responsibilities.   

School – Life Balance 

With all of these divergent demands, non-traditional students face what 

researchers have labeled as “time poverty” (Osborne et al., 2004; Reay et al., 2002; 

Tones, Fraser, Elder, & White, 2009; Wainwright & Marandet, 2010).  This term 

involves the multiple responsibilities that non-traditional students have that take away 

from the ability to recharge or rest.  Marandet and Wainwright (2010) related that many 

female students operate in a state of permanent exhaustion due to the overwhelming 

amount of demands on their time.  Kim et al. (2010) found that family responsibilities 

were considered a problem for 36.1% of students over the age of 25.  These external 

circumstances can have a significant effect on the non-traditional student's performance 

in class (Keith, 2007; Price & Baker, 2012).   

Goldrick-Rab and Sorensen (2010) found that unmarried students with children 

find their time significantly constrained.  This can lead to resentment from both the 

student and the family (Osborne et al., 2004) or poor course performance.  James (1995) 

refers to both the family and university as “greedy institutions” (p. 459) that demands 

more of the student than they are able to provide.  More flexible scheduling of courses 

and semesters could help alleviate some of the problems associated with this (Tones et 

al., 2009).  This will be discussed in more depth later in this chapter.   
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Giancola, Grawitch, and Borchert (2009) found that the key stressor for the adult 

student was family-school conflict; however, much of this conflict could be alleviated 

with proper family support (see also Zepke, Leace, & Butler, 2011).  One key stakeholder 

that can have a positive impact on student success is the significant other; Plageman and 

Sabina (2010) discussed that the emotional support of a partner was positively related to 

the student’s perception that school had a positive impact on the family.  It is essential for 

the family to be actively engaged together in the maintenance of family activities 

including the assumption of duties traditionally held by the student (Carriuolo, 2002).  

Davies and Williams (2001) offer a similar perspective and note that the rest of the 

family must be willing to bear these costs so that the student can give proper attention to 

school.   

This is an important conversation that student-parents must have before returning 

to school for many reasons.  Giancola, Grawitch, and Borchert (2009) found that adult 

students rated personal-life stressors significantly higher than their school stressors.  This 

often comes about because each member of the family needs to learn about reasonable 

demands they can place on one another regarding school and domestic responsibilities 

(Carriuolo, 2002).  In a study of student mothers, Scott, Burns, and Cooney (1996) 

discovered that a lack of family support was reported by more participants whose 

partners/ex-partners were in lower status employment.  Admittedly, this lack of support 

could be due to the limited flexibility inherent within lower-status employment.  

Consequently, they found that women whose partners/ex-partners had degrees were less 

likely to report pressure of family responsibilities as a reason for leaving their studies.  
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This implies that student-parents require a healthy dose of empathy from family members 

in order to properly balance their responsibilities and achieve success in the classroom.   

In a study of students in a Master of Social Work program, Fortune (1987) found 

that student-parents reported less stress than the students without children.  In fact, the 

article argues that the benefits of the additional support network offset any of the 

potential negative ramifications associated with it.  It should be noted, however, that this 

could be the result of the type of student enrolling in a Master of Social Work program 

and cannot be considered applicable for the general undergraduate body.  A few other 

articles have also found positive benefits of parenthood while being a student.  Chao and 

Good (2004) note that non-traditional students actively incorporate their vast resources 

and life experiences to resolve potential barriers to academic success, and Kurantowicz 

and Nizinska (2013) argue that the achievement of balance between diverse roles can 

serve as motivation for further personal growth.  That said, these types of findings have 

proven to be the exception to the rule.  The vast majority of research outlines significant 

academic struggles related to the domestic responsibilities surrounding children for 

undergraduate students.   

Another role that can potentially be of significant demand is the status of their 

employment and the flexibility therein.  If a student's job offers little flexibility in 

scheduling or lessened support for the student to obtain a degree, the student may 

encounter additional obstacles that have a negative impact on his/her retention and 

persistence.  The result is another juggling act in which the student must make 

compromises in an attempt to satisfactorily fulfill all responsibilities.  In fact, students’ 

decision-making process regarding school is often influenced by such factors surrounding 
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parenthood.  One reason posited by Reay et al. (2002) is that non-traditional students 

often have limited choices regarding colleges and majors due to the constraints put forth 

by their family and work dynamic. This can put a student in a program that does not 

necessarily match his/her strengths and lead to further academic difficulties.   

Relationship with the University 

The relationship of the undergraduate student to the university will help determine 

the type of assistance that universities provide.  The literature reveals that the campus 

faculty has diverse opinions regarding the presence of non-traditional students on 

campus.  One study found that student mothers in South America have a negative 

reputation among their professors for being different from the standard population and 

not devoting the same amount of time as their traditional peers (Pinilla & Munoz, 2005).  

Donaldson and Townsend (2007) found similar results in the United States through their 

meta-analysis of adult education articles that discuss the needs of adult students as 

detrimental to the needs of the traditional student population.  Fritschner (2000), 

however, found that faculty viewed non-traditional students as more disciplined, 

committed, and courageous than their traditional peers.  This ties into the findings of Kim 

et al. (2010) that state student-parents are more likely to speak up in class, less likely to 

skip class, and more likely to complete homework assignments.  Wyatt (2011) believes 

that non-traditional students have a strong connection to the faculty and classroom 

environment because that is one of the few ways in which they are able to interact while 

on campus and feel treated with respect (see also Capps, 2012).   

Shapiro (1990) conducted a review of instructor evaluations and measured the 

perception of non-traditional students in the classroom.  According to the author, non-
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traditional students preferred smaller-sized classes that met with more intensive schedule.  

Interestingly, the research also found that the students tended to rate courses with term 

papers higher than those without a written assignment.   

One of the few criticisms that non-traditional students levy toward their 

instructors is the assigning of group work in the class.  Hagelskamp, Schleifer, and 

DiStasi (2013) found that prospective students feared the group assignment in the 

classroom due to the delicate balance that they will have as students in addition to their 

other roles.  Some students wanted the faculty to be considerate of their schedules 

(Brown & Amankwaa, 2007), whereas others wanted alternate grading procedures taking 

into account their external responsibilities in the event that group work was inevitable 

(Marandet & Wainwright, 2010).  Although neither solution is ideal, professors must take 

into account the selection of group members and understand that many students have 

responsibilities beyond their course load for the semester.   

Additionally, the literature also offered a number of ways in which the faculty 

could proactively assist non-traditional students.  Gilardi and Guglielmetti (2011) argue 

that instructors should help non-traditional students understand the value of proactive 

behavior when they need assistance.  They could also support non-traditional students by 

providing clear assignment dates in the syllabus along with timely feedback on 

assignments (Plageman & Sabina, 2011).  Kohler and Cropf (2007) advocate for further 

faculty training in the field of “andragogy”–the teaching of adults–with concepts such as 

experiential learning, open class discourse, peer learning, and a strong application of 

course ideas.  It is important for instructors to engage non-traditional students in their 

particular context (Wyatt, 2011).  If the faculty do not help students learn how to bridge 
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cultural and social gaps, students may leave the institution and never complete their 

degree (Exposito & Bernheimer, 2012).  Faculty and institutional efforts, therefore, must 

exist in a manner that is beneficial for students from both traditional and non-traditional 

backgrounds.   

It is essential to take a moment, then, to outline the differences in engagement 

with campus services between traditional and non-traditional students.  Though many of 

the demographic and characteristic differences are obvious, the literature reports some 

intriguing findings that highlight the unique way in which students with children 

approach the campus environment.  In a study focusing on counseling and student 

wellness, Myers and Mobley (2004) found that non-traditional and traditional students 

differ on only a few aspects, with non-traditional students performing better in the area of 

problem solving. Eppler and Harju (1997) noted that non-traditional students are more 

likely to utilize learning goals (the desire to increase one's competence) than their 

traditional peers who utilized performance goals (focused on outcome, desire to avoid 

negative evaluations). In the classroom, older students engaged in more peer discussion 

than younger students (Lundberg, 2003).  Younger students reported higher quality of 

peer relationships whereas older students reported better relationships with faculty and 

administrators (Kasworm & Pike, 1994; Lundberg, 2003).   

It is indeed the responsibility of the entire college administration to support all 

students, including undergraduate students with children and other non-traditional 

students within their specific life context.  Wyatt (2011) noted that the increased 

engagement of non-traditional students is at or near the top of the list of priorities for 

administrators.  The assistance that colleges provide must go beyond simple academic 
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programming, however.  Bean and Metzner (1985) found that environmental support can 

often compensate for weak academic ability, but strong academic support cannot 

compensate for weak environmental support.  In a more recent study, Capps (2012) noted 

that many non-traditional students left college because of a variety of personal factors 

and did not attribute their attrition to a lack of college support.   

There have been several articles that discuss the tenuous relationship between 

university administration and the non-traditional student population.  In her review of 

past research on non-traditional students, Kasworm (1990) found that much of the 

literature assumed that the relationship between the student and higher education must be 

either accommodation or assimilation.  O'Donnell and Tobbell (2007) doubt the amount 

of change that colleges have taken in response to students' unique needs; instead, the 

student is left to adjust to the rigid requirements of the institution.   

As one would expect, this leads to conflicting findings regarding the student's 

perception about the college administration.  Scott, Burns, and Cooney (1996) discuss 

that non-traditional students felt unsupported by university staff, and Wyatt (2011) noted 

that staff members treated non-traditional students disrespectfully.  This could be because 

of the unique needs of the non-traditional student and the way in which those needs 

conflict with the traditional university business model.  Capps (2012) found that some 

non-traditional students that left a university attributed part of their decision to academic 

advisors that were dismissive or difficult. 

Others found, however, that administrators' helpful and considerate attitudes 

assisted in the student learning process (Lundberg, 2003).  For some non-traditional 
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students, the feeling of being cared for personally led to their satisfaction with college 

(Capps, 2012).  As such, the reciprocal relationship between administrators and student-

parents is of the utmost importance and the administrative approach to these students is a 

key indicator of potential student success.   

One way in which university administrators attempt to understand the needs and 

interaction of students on campus is through the proctoring of assessments.  Kasworm 

and Pike (1994) caution researchers, however, in the application of traditional 

assessments of engagement for non-traditional students.  One of the more popular 

assessments that measures student engagement is the National Survey on Student 

Engagement (NSSE).  Price and Baker (2012) researched the application of NSSE to non-

traditional students and found that adult students typically differentiate between 

participation behavior (i.e. involvement or engagement) and a psychological sense of 

integration.  As such, adult students perform lower than their traditional counterparts on 

items that emphasize activities outside of class.  Since the adult student engages 

differently, it lessens the usefulness of NSSE as a measure of adult student engagement 

and could have negative effects at certain institutions that utilize it for accountability 

purposes.   

Recommended Programs 

The literature revealed a number of programs designed with the non-traditional 

student in mind that helps give them a greater level of support on campus.  One of the 

issues is not necessarily the availability of such programs but, rather, the student's 

awareness of their existence.  Tones et al. (2009), however, found that many non-

traditional students were unaware of support systems that colleges had to offer. Further, 



Texas Tech University, Jeffrey Taylor, May 2016 

31 

Keith (2007) noted that, although the presence of dependent children did not have an 

effect on the use of services, employed students still utilized services at a rate lower than 

students without a job.  Osborne et al. (2004) recommends a one-stop-shop for non-

traditional students that connect multiple campus departments to enhance student 

convenience with a focused referral system.  In a similar vein, Tones et al. (2009) posits 

that colleges should offer student service programming at times other than the standard 

8:00-5:00 schedule so that non-traditional students can make use of the services.  Such 

availability will provide students with the additional academic support that they may 

require in order to persist toward a college degree.  Given the lower rates of persistence, 

this could be an idea worth exploring.  

One program that such a comprehensive support office could provide is a method 

to provide short-term financial assistance to students with children.  Goldrick-Rab and 

Sorensen (2010) advocate for allocated funds for students struggling to meet particular 

financial obligations including an auto repair, a rent increase, or an eviction.  Such life 

events can often delay or postpone a student’s chance at graduating.  Offering this money 

as a loan or a simple allowance would keep external issues from ruining their chances at 

successfully completing a semester. An account such as this would, of course, face the 

problem of funding.  If the funding existed, however, students with children might find 

the "real world" support to be a sign that the university is invested in meeting their unique 

needs.   

Another way in which institutions can offer significant support to undergraduate 

students with children is in the scheduling of courses.  Marandet and Wainwright (2010) 

argue that upcoming course schedules should be posted as soon as possible so that 
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students can make the proper childcare arrangements.  Additionally, some studies state 

that universities should provide degree requirements and course rotations so that non-

traditional students can utilize effective long-term planning (Ritt, 2008).  For short term 

planning, the most important thing that students seek in a program is perhaps flexibility 

in scheduling (Blankson & Kyei-Blankson, 2008; Schuetze & Slowey, 2002).   

One way in which students can utilize a flexible schedule is through online 

courses.  Hagleskamp et al. (2013) found that 73% of prospective adult students wanted 

to take at least some classes online with 37% saying it is “absolutely necessary” that their 

future school offer online classes.  However, simply placing a course online will not, in 

and of itself, meet the needs of a non-traditional student.  Blankson and Kyei-Blankson 

(2008) note that a successful integration of technology and curricula must be designed to 

meet the needs of the non-traditional student and the ways in which they learn, whereas 

Carriuolo (2002) advocates for a blending of synchronous and asynchronous discussion 

so that students have the benefit of real-time discussion along with the capability to 

respond to discussions at their leisure.   

One additional programming consideration found in the literature is an intentional 

program in which students with children get to interact with other student-parents.   At 

Buffalo State College, Albers (2006) established programming by creating and equipping 

a play space for the children of students.  This enables the parents to interact with one 

another in a casual setting that gives them a stronger tie to the campus community.  

Kurantowicz and Nizinska (2013) advocated for group advising sessions specifically for 

student-parents so that they could interact and build networks of support.  In order to 

increase on-campus engagement, Wyatt (2011) believes that universities must create 
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more programming that would be inclusive to the families of students.  This would allow 

another level of engagement with other students and with the university that could have a 

positive effect on persistence.  Given that the varied factors surrounding the attendance of 

an undergraduate student with children, universities need to have an intentional approach 

to the way in which they engage them.  One way to determine whether a college or 

university has built an effective environment is to consider the extent to which 

undergraduate students with children feel as if they matter to the campus community.   

Transition Theory and the Concept of Mattering 

With the multitude of factors that can influence a student-parent's success in 

college, one particular factor is often underrated: the concept of the non-traditional 

student in transition.  Many of them are returning to school due to significant 

employment or personal transitions in life.  Schlossberg (1989) held that people in 

transition often feel marginal and need to ensure that they matter to the campus 

community.  Whether they are beginning a transition, moving through a transition, or 

completing a transition, students need to feel appreciated and noticed (Schlossberg, 

Lynch, & Chickering, 1989).  To understand the needs of undergraduate students with 

children, one must understand the concept of transition.   

Transition Theory 

Transition is an important idea in the lives of student-parents because they are 

often experiencing a transition in identities in their family, work, and school; in other 

words, they are enduring a sharp discontinuity with previous life events (Brammer, 

1992).  O'Donnell and Tobbell (2007) discuss this discontinuity in the guise of identity; 

new and strange practices (i.e. education) require that the student adapt their identity or 
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struggle in all roles (Lenz, 2001). Schlossberg (2011) notes that three types of transition 

are common: anticipated (a graduation, marriage, birth, etc.), unanticipated (loss of a job 

or loved one), or nonevent (a transition that occurs when something does not happen).  

She held that the type of transition itself is not critical but its importance lies in how 

much it alters one's roles, relationships, and routines.  Her transition model accounts for 

four factors that can determine the level of success of a transition: the type of transition, 

the degree to which one's life is altered, where one is in the transition, and the available 

resources to help cope with the transition.  A brief graphical representation of the factors 

that influence an individual's transition is available below.  Each student that begins a 

college education encounters significant transitions in his/her life.  Given the 

aforementioned issues surrounding the unique needs of students with children, it is 

essential for university personnel and faculty to be mindful of the transitions that their 

students face.   

 
 
Figure 1: Schlossberg's Transition Theory 
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O'Donnell and Tobbell (2007) posit that adult students can potentially experience 

greater difficulties when facing transitions because of their minority status in higher 

education along with the additional life pressures unique to their station in life.  Many 

student-parents are attempting to transition their identity to that of a college-educated, 

professional individual.  Their time in college could be seen as a transition by itself in 

that they no longer belong to their previous status but do not yet have full acceptance in 

the next (Draper, 2003; Steltenpohl & Shipton, 1986).  In an article designed for 

managers to help employees face transition in the work place, Sargent and Schlossberg 

(1986) advocate for empathy from the decision-makers along with proactive 

programming that helps people with adjustment.  The implication for such advice in 

higher education is clear.  Administrators and faculty must be aware that adult students 

often feel inadequate or marginal upon re-entry to college and programs must be in place 

to assist them (Steltenpohl & Shipton, 1986).   

Faculty, in particular, can play a significant role in assisting in the student-parent 

transition to higher education.  Professors must understand the vulnerable nature of the 

student's new paradigm and be mindful of his/her awkward responses to the situation; 

they can do so by creating a safe learning environment that also challenges the validity of 

the learner's perspective so that the student-parent can internalize the transition 

(Robertson, 1997). 

Mattering  

During this transitional phase, students need to feel as if they matter to the 

campus as a whole.  The literature reveals that mattering is a form of external validation 

(Tovar, Simon, & Lee, 2009) that refers to one's belief that he/she is a significant part of 
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the world around him/her (Elliott, Kao, & Grant, 2004; Schlossberg, 1989).  It is a 

fundamental need (Rayle, 2006) that embraces meaning and caring (Kaschak, 2013) and 

provides confirmation that one is the object of someone else's attention (Schlossberg, 

Lynch, & Chickering, 1989).  This idea is distinct from the idea of belonging in that 

mattering is a more intense feeling that requires a mutual relationship (France & Finney, 

2009).   

This bi-directional relationship is essential to the development of a deeper level of 

mattering.  Tovar, Simon, and Lee (2009) stated that mattering is one's feeling that others 

are dependent on and interested in him/her.  It should be noted, however, that Rayle 

(2006) states that an individual's sense of mattering should be considered separately from 

the actions of the others toward the individual.  Ironically, one's own behavior is of 

particular significance when determining the level of mattering; Schlossberg (1989) 

believes that one's behavior toward others is a confirmation of mattering.  If people are 

dependent on an individual, they have increased expectations and pressures, but also feel 

a sense of meaning and value.  An undergraduate student with children has expectations 

from a variety of individuals including children, significant others, employers, and 

faculty members.  His/her perception of these relationships and circumstances can have 

significant effects on the way he/she approaches and internalizes them.    

This perception of mattering can reduce marginality and disconnectedness (Tovar, 

Simon, & Lee, 2009) and provide the individual with the engagement necessary to thrive 

within a particular transition.  Stronger feelings of mattering have been predicted to be 

positively related to self-esteem and well-being and negatively related to depression and 

anxiety (France & Finney, 2009).  France and Finney (2009) also found that mattering is 
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positively related to environmental mastery; in other words, the more a person was in 

control of an environment, the more he/she perceived his/her level of mattering.   

In the campus environment, undergraduate students with children require specific 

levels of support in order to have an increased level of mattering.  These initiatives 

should occur at both individual and institutional levels as a means to remove barriers 

(Schlossberg, Lynch, & Chickering, 1989).  Tovar, Simon, and Lee (2009) found that an 

increased level of mattering from a student will initiate him/her into the participative 

classroom culture (see also Schlossberg, Lynch, & Chickering, 1989).  Initiatives from 

the campus will encourage students to engage at a higher level because it implies that 

they are a significant part of the campus community (Elliott, Kao, & Grant, 2004; 

Freeman, Anderman, & Jensen, 2007).  Indeed, positive relationships among peers and 

faculty are indicative of a greater sense of campus belonging and mattering (Demir, 

Ozen, & Dogan, 2012; Freeman, Anderman, & Jensen, 2007).  A welcoming 

environment with individual attention will enhance one's opportunities for involvement 

and success (Tovar, Simon, & Lee, 2009).   

The concept of mattering and the transition theory work in tandem to provide a 

picture of the unique needs of undergraduate students with children.  Chapter III will 

provide further details regarding the method by which Tovar, Simon, and Lee (2009) 

measure the levels of mattering in a university context utilizing the College Mattering 

Inventory.   
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Summary 

This chapter has outlined a review of the literature concerning factors surrounding 

undergraduate students with children.  There are many gaps in the literature that need to 

be addressed, specifically with a more comprehensive understanding of all of the factors 

influencing a student-parent.  Some of the issues may be resolved with the utilization of 

new terminology to better understand the various definitions of non-traditional.  Many 

researchers also recommended a change due to the fact that the non-traditional label may 

make the student feel disconnected from the campus community (Ogren, 2003; Osborne 

et al., 2004).  Indeed, Donaldson & Townsend (2007) believe that today’s undergraduate 

population is too diverse to simply divide into the camps of traditional and non-

traditional.   

There is, indeed, considerable diversity in student populations that cannot be 

easily defined.  Until new terminology develops, it will be the task of researchers to 

understand how to best meet the needs of students outside of the traditional population.  

Many of the factors influencing their life, including parenthood, employment, and lack of 

financial resources can heavily influence their level of success.  This study will seek to 

provide additional clarity to the body of research by understanding the perception of one 

specific population of non-traditional students (those with children) in a specific 

theoretical context that is ripe for application and understanding.  Understanding an 

undergraduate student with children's personal transition and how to perceive his/her 

level of mattering will provide unique insight into more inclusive student services 

programming.   
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CHAPTER III  

METHODOLOGY 

Chapter III presents details related to the research design, participant selection, 

and data analysis that were conducted for the fulfillment of this study.  The purpose of 

this study is to measure the effect of parenthood on an undergraduate student's level of 

perceived mattering at four different institutions.  Utilizing this information, along with 

findings from the literature, this study purposes to make recommendations for more 

effective campus services for the target population.   

Research Questions 

Two research questions will guide this study: 

1. How do perceived levels of mattering on campus differ for undergraduate 

students with children and those without children? 

2. What demographic traits have a significant relationship with the level of 

campus mattering of undergraduate students with children? 

Research Design 

Given the nature of the study, the most appropriate method to obtain the necessary 

data from the targeted group was a quantitative approach.  This study lends itself to a 

quantitative design because of the importance of objectivity and the possibility of 

application to other campuses (Orcher, 2005).  More so, the limited nature of the existing 

literature on students with children means that the field can still benefit from broad, 

generalizable studies on this population, and quantitative approaches are better suited to 

this task.  Finally, the distance between the researcher and the study sites also supported 
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the utilization of a quantitative study because personal interaction was not feasible 

(Orcher, 2005). For these reasons, a quantitative study provided the proper parameters to 

obtain the data necessary to understand this population.   

There are many ways in which a researcher might obtain quantitative data.  For 

this study, the chosen approach was a survey.  Albreck and Settle (1995) stated that 

survey research might be the most accurate, least expensive, and fastest way of obtaining 

information.  Orcher (2005) described a survey as providing details about what currently 

exists.  Though there are many potential shortcomings to surveys that are noted below, 

self-reported data can be considered valid if it meets three conditions: the information 

requested is known to respondents, the questions are phrased clearly, and respondents 

think the questions merit a serious and thoughtful response (Hu & Kuh, 2003).   

This does not, of course, eliminate all potential errors that result from a self-

reported survey.  One problem that arises in the self-reporting of information is a variety 

of rater effects that include the concept of rater mood (Cornell et al., 2011) in which the 

respondent's given mood (positive or negative) can reflect a stronger attitude than normal.  

Another concern is that respondents will be less honest in their responses in order to 

conform to a greater level of social desirability (Cornell et al., 2011; Pike, 2013).  This 

questionnaire, by design, prevents much of this potential bias because the respondent 

describes the perspective of others instead of the efforts or attitudes of the subject.  It 

would be difficult, therefore, to gauge an accurate attitude if the respondents are deeply 

invested in the mission of the survey and concerned with not meeting a social ideal. 
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Another potential danger in self-reporting is if respondents do not give proper 

thought or attention to the survey in general.  Liu et al. (2013) discuss the dangers of 

insufficient effort of responding: respondents thoughtlessly respond to surveys without 

much effort.  This lackadaisical attitude can manifest itself in random responses on the 

survey or inconsistency in responses throughout the survey.  Some estimates confirm that 

this phenomenon can have a significant negative impact on the validity of self-reported 

measures (Liu et al., 2013).  Researchers can limit this type of response by reducing the 

number of questions in an effort to reduce survey fatigue.   

There have been many studies about the ideal length of surveys.  Sahlqvist et al. 

(2011) found that the questionnaire length had the strongest influence on response rate; 

respondents completed shorter surveys at a rate 50% higher than a lengthier version of 

the same survey.  This often results in respondent fatigue (Senders et al., 2014); 

respondents find lengthy surveys to be too burdensome and not worth the effort.  Many 

researchers would hesitate to shorten surveys due to potential threats to validity; Senders 

et al. (2014) advocate for a reduction in the number of questions while systematically 

testing the reliability to ensure that all stakeholders find satisfaction in the process.  The 

instrument utilized in this study contains a manageable number of items that yielded 

informative results.  The following section will provide further details about the type of 

study set forth and the specific means by which this study was conducted.   

Type of Study 

The survey was conducted as a questionnaire developed by Tovar, Simon, and 

Lee (2009), which is both cost-effective and timely (Orcher, 2005).  The items were 

scored on a five-point Likert scale that scored the respondents views on six different 
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areas.  The utilization of the five-point scale is the most common approach for Likert data 

(Javaras & Ripley, 2007) and is also recommended by the authors of the instrument 

(Tovar, Simon, & Lee, 2009).  Dittrich et al. (2007) warn against treating Likert 

responses as absolute measurements, especially in self-assessments.  This can be 

safeguarded against by utilizing vague qualifiers (i.e. seldom, rarely, etc) instead of 

precise counts of frequency (i.e. once a day, once a week, etc.) (Pike, 2013).  This 

process can limit the potential authoritativeness of the responses and allow for more 

subtlety in the measurement of respondent attitudes.   

Javaras and Ripley (2007) also advocate for a more balanced scale of items (equal 

number of positive and negative statements), which will account for differences in 

response style.  This has the added benefit of limiting the number of neutral responses 

and providing greater clarity in the data (Javaras & Ripley, 2007).  In this survey, section 

B (Mattering vs. Marginality) and section D (Mattering to Instructors) each listed their 

Likert items with negative wording.  As such, the scoring for the items from these two 

sections were inverted to provide consistency in the reporting of the data.  The analysis of 

these items will be interpreted in the spirit of the item and not the specific negative 

wording of the item itself. 

Many additional details about the specific College Mattering Inventory will be 

discussed in further detail in the Instrumentation section below.  The next section, 

however, provides context about the setting of the study and the importance of 

understanding the perspective of undergraduate students with children on these specific 

campuses.   
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 Study Setting  

The study was conducted at four universities (three four-year public institutions 

and one four-year private institution) in the southwest United States.  Table 1 reflects 

demographic comparisons between the institutions and is included below.  Chapter IV 

will discuss specific demographics of the survey respondents. 

In the fall 2014 semester, University A had a total of 27,766 undergraduate 

students (National Center for Education Statistics [NCES], 2016).  Female students 

comprised 45.94% of the population and only 15.10% attended part-time (NCES, 2016).  

Caucasian students accounted for 59.63% of the student body with Hispanic (20.12%), 

non-resident alien (7.98%), and Black (5.72%) students accounting for the majority of the 

rest.  Texas residents represented 87.5% of the entire student population.  These numbers 

reveal a university that is traditionally regional with future efforts focused on increasing 

the levels of diversity in its student population.   

University A is an appropriate choice for this study for several reasons.  First, 

University A has a desired goal for increased student recruitment and retention per its 

strategic plan and this non-traditional population could play a significant role in the 

fulfillment of the institutional goals both at the undergraduate and graduate levels.  

Additionally, the author's experience as an undergraduate student, former employee, and 

spouse of an undergraduate student provides a rich context that aided in the recruitment 

of respondents and the interpretation of the findings.  At University A, 1,066 students 

completed the survey, of which 8.6% (n = 92) were parents. 
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University B had a total of 24,285 undergraduate students in the fall 2014 

semester (NCES, 2016).  Female students comprised 49.2% of the population and 16.6% 

were enrolled part-time.  Hispanic students consisted of 48.4% of the population with 

Caucasian (27.6%), African American (8.6%), and non-resident alien (5.9%) comprising 

the majority of the rest.  Texas residents accounted for 92.1% of the population and 

29.2% of undergraduates were over the age of 23 (NCES, 2016).  University B provides 

an interesting dynamic in this study because of its location (a mid-size metropolitan city) 

and the ethnic diversity of its student body.  This provides a unique university that 

provides a different student population than the other study sites.  At University B, 920 

undergraduate students completed the survey; 7.3% (n = 67) of respondents were parents.   

University C had 25,736 undergraduate students in the fall 2014 term (NCES, 

2016).  Female students comprised 57.7% of the population.  Caucasian students 

accounted for 42% of the population with Hispanic (22%), African American (15%), 

Asian (10%), and non-resident alien (11%) comprising the rest of the population (NCES, 

2016).  University C is a vital addition to the study due to its location in a major 

metropolitan area and its reputation as a commuter campus; additionally it adds further 

diversity to the student respondent group since 677 undergraduates from University C 

completed the survey, 17.8% (n = 121) of which were students with children.   

The fourth and final institution for this study is University D.  This institution is 

included for a multitude of reasons.  First, the size difference between University D and 

the other institutions is significant.  For the fall 2014 semester, the University D had 

1,327 undergraduate students.  The smaller student population allows for smaller student-

professor ratios and more individualized attention.  University D also offers some 
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interesting demographic characteristics that offer a contrast to the other institutions: 

55.1% of the undergraduate students are female and 84% of the students self-identify as 

Catholic.  Only 1.1% of the undergraduate students are enrolled part-time and 2.2% of 

undergraduates are over the age of 25.  Over half of the students are from outside the 

state of Texas (53.3%). White students are 54.6% of the population, with Hispanic 

(15.1%), Non-resident alien (11.5%), African American (8.5%), and Asian (8.2%) 

comprising most of the rest of the population.  Additionally, University D does not offer 

distance courses for undergraduate students; as such, no undergraduate students have 

completed a University D course online.  University D is an institution that thrives on its 

unique approach to education and its emphasis on academic excellence.  One of the 

selling points of the school is its commitment to a traditional liberal arts education with 

high expectations.   

One such example of exclusivity is its Rome program.  Traditionally, a student 

will attend the Rome campus for one semester of his/her second year.  According to one 

of the administrators of the program, approximately 85% of the undergraduate student 

population will attend a semester in Rome (Davies, 2015).  As one would expect, there 

are students that are not eligible to take part in the Rome program, most notably students 

with discipline or academic issues.  According to the program website, however, students 

that are married or who have a family are strongly discouraged from participation in the 

program.  Though it is natural that a student with children would be unlikely to spend 

months away from his/her family, it unintentionally prevents these students from getting 

the full experience that other students receive.  
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University D also has a strict housing requirement in which students under the age 

of 21 or with less than 90 credit hours must live on campus; exemptions exist, however, 

for married students or those that live locally at home.  It should be noted that no 

exemption exists for a single student with a child; this is either due to an assumption 

based on the university's religious background or a simple oversight.  Regardless of the 

reason, much of the university's mission is built in to the traditional student experience 

and the students with children are potentially overlooked.  

With the aforementioned challenges in mind, it proved difficult to collect 

sufficient data for the non-traditional population at University D.  Only 214 

undergraduates responded to the survey; 3 of the students (1.4%) were parents.  This 

could be due to the cultural expectation of abstinence before marriage coupled with 

students being less likely to reveal such a factor to the institution out of fear of 

interpersonal or institutional rebuke.  Whatever the reason, this sample is too small to 

provide meaningful data specific to University D.  As such, the remainder of the study 

will focus on the other three institutions.  It should be noted, however, that the three 

parents from University D will be included in all analyses of the various subgroups 

within the parent population.   
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Table 1: Institutional Characteristics 

 University A University B University C University D 

Institution Type Public, four-year Public, four year Public, four-year Private, four-year 

Undergraduate 

Student Count 
27,766 24,285 25,736 1,327 

% Female 45.94% 49.2% 57.7% 55.1% 

% Part-Time 

Enrollment 
15.1% 16.6% 36.1% 1.1% 

% Over Age 25 13.13% (over 24) 29.2% (over 23) 31.4% 2.2% 

% Texas residents 87.5% 92.1% 95.6% 46.7% 

% White 59.3% 27.6% 42% 54.6% 

% Hispanic 20.2% 48.4% 22% 15.1% 

% African 

American 
5.72% 8.6% 15% 8.5% 

% Non-resident 

Alien 
7.98% 5.9% 11% 11.5% 

 

Participants  

As stated before, the participants for this study are undergraduate students, both 

with and without children, at four institutions of higher learning in the southwest United 

States.  This study measures the impact of the presence of children in a student's life with 

his/her perceived level of mattering on the respective campuses.  Given the ambiguity of 

the population of students with children, the recruitment of this particular group of 

respondents depended heavily on mass e-mails.  A secondary method of recruiting 

participants was to contact academic advisors who work with undergraduate students on a 

consistent basis.  As an advisor, advisors are often privy to learning about the personal 

struggles that individual students have and might be able to identify students with 

children and then direct them to the instrument.  Another method of contact was to utilize 

the announcement system at each institution with general information about the survey so 

that every student can see it.  
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Given the fact that this study involved human subjects, the Institutional Review 

Board at each institution needed to approve the use of human subjects, first at 

University A and then at the other three sites.  Since the completion of the survey carried 

seemingly no risk to the respondent and was anonymous, the author sought an expedited 

approval.  The study is considered anonymous because respondents will complete it on 

the Internet and will not be prompted to provide their name or other identifiable 

information.  Once obtained, the respective IRB approval served as an email attachment 

in the marketing of the survey and in Appendix A of this study.   

Sampling  

As stated in the previous section, it was practically impossible to identify the 

exact number of undergraduate students with children at any of the universities.  This is 

in line with many other institutions across the country (Marandet & Wainwright, 2010).  

There have been attempts to quantify the amount of undergraduate student-parents (most 

notably by Goldrick-Rab & Sorensen, 2010 and Miller, Gault, & Thorman, 2011) but the 

number is difficult to quantify due to both the broad yet ambiguous definition of the term 

"parent" and the social ramifications from identifying oneself as a parent (i.e. some 

parents refuse to do so because they do not wish to make child support payments; details 

about this phenomenon can be found in Goldrick-Rab & Sorensen, 2010).   

Given that this study also consisted of students without children, however, a 

random sampling was the most appropriate approach (Orcher, 2005).  It was an 

assumption of this study that more students without children would complete the 

instrument than their counterparts, an assumption that proved true (more details in the 

next chapter).  Before the distribution of the survey, a sample size of at least 30 students 
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with children at each institution was sought to establish enough feedback to provide a 

measure of validity that will provide a platform for future research possibilities specific 

to looking at people with or without children.  The sample size was large enough that the 

researcher was able to accurately compare a number of different demographic measures, 

which allowed for a greater understanding of the context between each institution and 

within various sub-groups.   

There was an initial concern that it would be difficult to induce responses from 

students with children because they might feel as if they are too busy to complete a 

questionnaire or see little value in its stated goal.  One way to increase the amount of 

responses from both groups was to include a gift card incentive to be given to a random 

respondent; this was established through a secondary optional survey that did not identify 

the respondents in the first set of responses.  This second survey had 2,493 respondents 

with each individual receiving a 100:1 chance to win a small Amazon.com gift card.  The 

contact information associated with the drawing included assurances of confidentiality 

that is vital to the validity of the study. 

Data Collection   

The email announcement that directed respondents to the instrument included a 

link to the online survey.  This method is preferred for a variety of reasons.  First, the 

authors of the College Mattering Inventory collected their data through exclusively 

through an online survey (Tovar, Simon, & Lee, 2009).  The authors classified this 

exclusivity as a limitation of their study, so it is fitting to conduct this study in a similar 

manner in order to provide equally valid data.  Additionally, Internet-based surveys are 

preferred because this format provides similar psychometric properties to other formats 
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(Fortson et al., 2006), it is a highly private model (Couper, 2011), they take less time to 

complete (Senders et al., 2014), and can provide a cost-effective approach (Couper, 2011; 

Sinclair et al., 2012).  Additionally, the automatic collection of data provides convenience 

and a lower margin of error for the author.   

This mode of data collection has its share of limitations, however.  Sinclair et al. 

(2012) found that Internet surveys had a lower response rate compared to postal surveys.  

There could also be significant costs involved in the development of a survey, if the 

researcher does not have the ability to design a survey online (Sinclair, 2012).  Further, 

Couper (2011) believes that Internet-based surveys require initiative from respondents 

and can lead to selective sampling.  The aforementioned incentives for respondents were 

intended to alleviate this particular concern and recruit a representative sample of 

students.   

The survey was housed on the Texas Tech University College of Human Sciences 

Qualtrics website (http://www.ttuhs.qualtrics.com).  The students at each institutions 

were given a direct link to the survey that required no additional login or self-disclosure; 

this setup allowed students at all institutions seamless access.  The instrument did not 

require that respondents answer every item based on the recommendation of the 

Institutional Review Board.  The survey could be completed in 10-to-15 minutes, and 

respondents could leave the survey at any time without finishing it, with their partial 

responses calculated into the final analysis. Given the relative brevity of the instrument 

and the digital marketing of the study, the relevant data was collected within a four-week 

span, from approximately mid-July 2015 to mid-August 2015.   
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Instrumentation  

In order to gain an understanding of the undergraduate student-parents' perception 

of the campus environment, they will complete the College Mattering Inventory (CMI) as 

established by Tovar, Simon, and Lee (2009).  Initially, the researcher sought to utilize a 

different instrument established by Schlossberg, Lassalle, and Golec (1989) called the 

Mattering Scales for Adult Students in Higher Education (MHE).  In the process of 

designing this study, however, the author encountered significant weaknesses in the 

MHE; one must understand the context of these limitations in order to understand the 

significance of the CMI.   

The MHE instrument is a campus ecology measure that measures the perceptions 

of adult students in five dimensions of the higher education environment and how well 

they fit within this environment (Schlossberg, Lassalle, & Golec, 1989).  The five 

subscales are as follows: Administration (the extent to which campus policies and 

procedures are sensitive to adult student concerns), Advising (the extent to which 

advisors attend to adult students' concerns), Peers (the extent to which adult students feel 

they belong on campus and are accepted in the classroom), Multiple Roles (the extent to 

which the campus acknowledges competing demands on students' time), and Faculty (the 

extent to which faculty members accept them in the classroom) (Schlossberg, Lassalle, & 

Golec, 1989).  According to the designers of the MHE, mattering is an individual 

psychological construct and the instrument gives students the opportunity to conduct a 

judgmental evaluation of the institutional environment.  In short, the MHE should enable 

institutions to determine if they make students feel as if they matter and if their policies 

and practices are geared to increase the level of mattering that a student would feel 
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(Schlossberg, 1989).  In its original form, the MHE consists of 45 items that generate a 

subscale score in each of the five categories (Administration, Advising, Peer, Multiple 

Roles, and Faculty).   

The MHE is not without its limitations.  First, it is designed specifically for adult 

students and would require customization to be applicable, and such alterations could 

have a negative effect on the relative validity of the study.  The MHE’s validity, however, 

is also in question because it has been utilized only rarely since its inception; there is very 

little evidence of its use in the literature since its creation.    This lack of empirically 

tested literature significantly limits the available base of research and makes the 

application of the instrument to be problematic (Tovar, Simon, & Lee, 2009).  

Additionally, Tovar, Simon, and Lee (2009) argue that colleges and universities have 

adapted a broader spectrum of support for an increasingly diverse student body, so some 

of the items on the MHE might be unnecessary.  It is a solid foundation for future 

research but requires further factor analysis (Tovar, Simon, & Lee, 2009).  For these 

reasons, it is in the best interest of this study to instead utilize the College Mattering 

Inventory.   

 One of the specific reasons for using an established instrument is to help build a 

consistent body of research (Orcher, 2005).  This is helpful because it establishes 

empirical support for an instrument that is meaningfully assessed; with meaningful data, 

administrators could utilize appropriate interventions to develop programs to promote 

mattering in all students (Tovar, Simon, & Lee, 2009).  Gaining the perspective of this 

population in this specific circumstance could inform universities about their approach 

toward this underrepresented group.  As part of their study, Tovar, Simon, and Lee 
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(2009) assessed and measured the development and validation of the MHE and found 

much of it to be lacking.  Utilizing a diverse sample of university and community college 

students, Tovar, Simon, and Lee were able to develop a reliable instrument that accounts 

for the perspective of all students, and not simply adult students.   

It is the goal of the CMI to measure and understand the ways in which university 

students perceive their relationships on campus.  The CMI seeks to determine the 

following factors that help measure the level of mattering: being the object of attention of 

others, perception of support in various student endeavors by others, supportive learning 

environment, sense of fit within the college, and perceived marginality owing to personal 

characteristics (Tovar, Simon, & Lee, 2009).  It should be noted that this concept of 

marginality on campus is often felt by students encountering a transition (Schlossberg, 

Lynch, & Chickering, 1989).  Thus, even though this assessment differs from the MHE, 

the theoretical perspective espoused by Schlossberg, Lassalle, and Golec regarding 

transitions and mattering still carries significant weight in this instrument.  Additionally, 

Tovar, Simon, and Lee (2009) analyzed and assessed the MHE, utilizing it as a 

foundation on which to build the CMI.   

The CMI consists of six factors and 28 items: General College Mattering (seven 

items), Mattering versus Marginality (six items), Mattering to Counselors (five items), 

Mattering to Instructors (four items), Mattering to Students (three items), and Perception 

of Value (three items) (Tovar, Simon, & Lee, 2009).  Table 2 reflects all 28 items, 

numbered according to their placement within their respective factors.  This six-factor 

approach to the concept of mattering seems to be ideal, as other instruments have 

attempted to limit it to three, four, or five factors to varying degrees of success (Elliott, 



Texas Tech University, Jeffrey Taylor, May 2016 

54 

Kao, & Grant, 2004; France & Finney, 2009; Schlossberg, Lassalle, & Golec, 1989).  

Additionally, it is designed with flexibility for applications to all students and can be 

measured with various demographic characteristics.  For the purpose of this study, the 

primary analyzed demographic characteristic is the student’s status as a legal guardian for 

a child. 

This quantitative study also utilized an optional text box at the conclusion of the 

survey in which students were prompted to provide details about their experiences on 

campus.  The intent for this text box was to provide testimonial support for the 

recommended services set forth in the literature.  There were not enough responses in this 

section, however, to require additional coding or analysis, though select quotes from 

these comments are included in Chapters IV and V.  It is possible that more specific 

open-ended questions would provide richer detail and information; future iterations of 

this study will include directed questions to assist in a deeper understanding of the 

respondent’s perspective. 
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Table 2: College Mattering Inventory Items 

# Likert Statement 

A1 There are people on campus who are sad for me when I fail in something I set out 

to do. 

A2 Some people on campus are disappointed in me when I do not accomplish all I 

should. 

A3 People on campus are generally supportive of my individual needs. 

A4 People on campus seem happy about my accomplishments. 

A5 I sometimes feel pressured to do better because people at the college would be 

disappointed if I did not. 

A6 There are people at the college who are concerned about my future. 

A7 There are people at the college who are genuinely interested in me as a person. 

B1 Sometimes I feel alone at the college. 

B2 Sometimes I feel no one at the college notices me. 

B3 I often feel socially inadequate at school. 

B4 Sometimes I feel that I am not interesting to anyone at the college. 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself 

from others at the college. 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 

C1 If I stopped attending college, my advisor(s) would be disappointed. 

C2 Advisors at the college generally show concern for students’ well-being. 

C3 My advisor is generally receptive to what I have to say. 

C4 I believe that my advisor(s) would miss me if I suddenly stopped attending 

college. 

C5 If I had a personal problem, I believe that advisors would be willing to discuss it 

with me. 

D1 Sometimes my instructors simply do not listen to what I have to say. 

D2 My instructors sometimes ignore my comments or questions. 

D3 I often feel my instructor(s) care more about other things than me as a student. 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. 

E1 Some students are dependent on my guidance or assistance to help them succeed. 

E2 When in groups, other students tend to rely on my contributions. 

E3 Other students rely on me for support. 

F1 It is comforting to know that my contributions are valued by my instructors. 

F2 There are people at the college that sincerely appreciate my involvement as a 

student. 

F3 Knowing that other people at the college care for me motivates me to do better. 
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Data Analysis  

The initial round of data analysis was conducted primarily through descriptive 

statistics.  The mean score and standard deviation for each subgroup (with children and 

without children) was calculated for each individual item.  In addition to these descriptive 

statistics, this study utilized Pearson’s r to measure the level of correlation between each 

item and various demographic traits.  Measuring correlation for studies pertaining to 

mattering or belonging is important because it provides a sense of context to a number of 

disparate influences, an approach used by several similar studies (Dave, Tripathi, Singh, 

& Udainiya, 2011; Hartley, 2011; Ng et al., 2012; Yang et al., 2013).  The researcher also 

conducted two-tail t-tests (tested at p < .05, .01, and .001) to measure the significance of 

mean differences between various demographic groups for each individual item.   Due to 

the sometimes larger differences in samples between groups, the t-test provided key 

context that helped highlight the significant mean differences.  Similar studies measuring 

differences between two groups in educational settings have also utilized t-tests (Bigdeli 

et al., 2015; Fatoki, 2015; Madu, 2011; Melton et al., 2015) so the researcher deemed it to 

be an appropriate method of analysis.   

Additionally, conducting such analysis for the data is in line with the parameters 

set forth by Tovar, Simon, and Lee (2009); their recommendations for the ways in which 

to utilize the instrument influence the methods used to evaluate the instrument and should 

be taken into account when conducting a study (Pike, 2013).  Being mindful of the 

context in which the authors designed the instrument is an appropriate way to determine 

the continued feasibility of the study and to add to the knowledge in this fertile field.  In 

addition to the comparison of students with and without children on each individual 
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campus, the study compared the differences between various subgroups within the parent 

population to determine whether demographic variables, such as household income, 

sex/gender, age, or enrollment status have an effect on a student-parent's level of 

mattering.  It is the goal of this research to analyze every possible underlying factor as the 

data allow in order to establish a more comprehensive understanding of the student-

parent population.   

Reliability & Validity  

In order to understand the significance of the data analysis, the instrument must 

provide appropriate levels of reliability and validity.  Throughout the article establishing 

the CMI, Tovar, Simon, and Lee (2009) offered significant insight into the development 

of the instrument.  Specifically, the CMI, as it is utilized in this study, is the third version 

of the instrument after a series of tests and measurements.  The Kaiser-Meyer-Olkin 

measure of sampling adequacy was .94, which reveals a minimal amount of variance due 

to factors unrelated to the instrument.  Bartlett's test of sphericity was significant (χ2 [666, 

n = 1,577] = 26,301, p < .001.); in other words, the diverse samples utilized in the CMI 

were from populations with relatively similar variances.  

In its completed form, a Total Mattering Scale was derived on the basis of the 28 

items.  The Cronbach's alpha coefficient of internal consistency reliability for the scales 

was found to be: Total Mattering Scale, α = .91; General College Mattering, α = .89; 

Mattering Versus Marginality, α = .83; Mattering to Counselors, α = .84; Mattering to 

Instructors, α = .76; Mattering to Students, α = .77; and Perception of Value, α = .72 

(Tovar, Simon, & Lee, 2009).  Additionally, the researchers found the factor loadings to 
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be gender invariant.  In its revised form, the CMI is a valid tool that can measure the level 

of mattering in students on a university campus. 

Summary 

This study is a quantitative look at the measurement of the level of mattering of 

undergraduate students at four universities in the southwest United States with a 

particular interest in the effect of parenthood on one's sense of mattering.  The students 

shared their perspective on a Qualtrics website via the College Mattering Inventory 

instrument.  The chosen methods of data analysis are descriptive and inferential statistics, 

primarily the mean, standard deviation, two-tailed t-tests, and the Pearson’s correlation 

for select responses.  The instrument results will inform faculty and staff at each 

institution about areas of strength and areas that require intentionality.   

Chapter IV will present the findings from the impending study with recommendations to 

follow.   
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CHAPTER IV 

RESULTS 

Introduction 

Chapter IV presents the results of the study.  The topics that will be discussed 

include: summary of the research design, overview of participant profiles, and the 

findings as they pertain to the research questions central to this study’s design.  The 

purpose of this study is to determine whether undergraduate students with children 

perceive a similar level of campus mattering as their peers without children.  Prior to the 

collection of the data, it was the assumption of the researcher that undergraduate students 

with children would feel lower levels of mattering due to the added stress and 

expectations associated with parenthood.  Based on the results discussed below, this 

assumption holds some merit, though perhaps not as much as originally thought.   

Summary of the Research Design 

Data Collection Process 

Given the researcher’s distance from the institutions, data collection occurred via 

email and an online survey.  Upon reception of Institutional Review Board (IRB) 

approval at University A, the researcher reached out to each of the other three institutions 

to obtain IRB approval.  University D provided approval immediately as did the 

University B.  University C, however, required the study to undergo IRB review at its 

institution, which involved obtaining faculty sponsorship.  Eventually, University C 

provided its own IRB approval.  Upon approval at each respective institution, the 

researcher sent mass emails to each university’s group of undergraduate students.  The 

researcher obtained student contact information (specifically, email addresses) via the 
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following methods: University A (access to data as current graduate student), 

University D (as current employee, utilized the mass email to contact all undergraduate 

students simultaneously), University B (by request from the research office), 

University C (via official open records request).   

The researcher sent two sets of emails to each group of students requesting that 

they complete the survey.  Additionally, academic advisors at each institution forwarded 

information about the survey to their students in an attempt to gather more information.  

University-specific announcement systems also proved helpful in spreading the word.  

Given the relative brevity of the instrument and the digital marketing, the relevant data 

was collected within a three-to-four week span in July and August of 2015.   

Data Collection Instruments 

The participants completed the College Mattering Inventory (CMI).  The CMI 

consists of six factors and twenty-nine items: General College Mattering (eight items), 

Mattering Versus Marginality (six items), Mattering to Counselors (five items), Mattering 

to Instructors (four items), Mattering to Students (three items), and Perception of Value 

(three items) (Tovar, Simon, & Lee, 2009).  Additionally, it is designed with flexibility 

for applications to all students and can be measured with various demographic 

characteristics (many of which are outlined below).  This quantitative study also utilized 

an optional text box at the conclusion of the survey in which students were prompted to 

provide details about their experiences on campus.  The intent for this text box is to 

provide testimonial support for the recommended services set forth in the literature.  

Unfortunately, the text box provided little constructive information and is only used 

briefly in this paper.  For future iterations of this study, the optional text box will include 
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directed questions; it is the hope of the researcher that such questions would provide 

richer detail and a better understanding of the student-parent perspective. 

The survey was housed on the Texas Tech University College of Human Sciences 

Qualtrics website (http://www.ttuhs.qualtrics.com).  The students at each institution were 

given a direct link to the survey that required no additional login or self-disclosure; this 

setup allowed students at all institutions seamless access.  Based on the recommendation 

of the Institutional Review Board, the instrument did not require that respondents answer 

every item.  The survey was typically completed in 10-to-15 minutes.  Respondents could 

leave the survey at any time without finishing it, with their partial responses calculated 

into the final analysis. 

Data Analysis 

The initial round of data analysis was conducted primarily through descriptive 

statistics.  The mean score for each subgroup (with children and without children) was 

calculated for each individual item.  In addition to the calculation of mean scores, this 

study utilized Pearson’s r to measure the level of correlation between each item and 

various demographic factors.  The researcher conducted two-tail t-tests (tested at p < .05, 

p < .01, and p < .001) to measure the significance of mean differences between various 

demographic groups for each individual item.  In addition to the comparison of students 

with and without children on each individual campus, the study compared the differences 

between various subgroups within the parent population to determine whether 

demographic variables have an effect on a student-parent's level of mattering.  It is the 

goal of this research to analyze every possible underlying factor as the data allow in order 

to establish a more comprehensive understanding of the student-parent population.   
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Participant Profiles 

This study measured the perception of undergraduate students with children at 

four four-year universities (three public, one private) in the southwest United States.  In 

order to provide an accurate analysis, undergraduate students both with and without 

children were invited to complete the survey.  Chapter III outlined the institutional 

demographics; this section will address the demographics of the survey respondents 

overall and at each institution.  The four participating institutions enrolled a combined 

79,114 undergraduate students in the fall 2014 semester.  Of those, 2,888 students 

completed the survey for a response rate of 3.7%.  Of the respondents, 63.6% (n = 1,830) 

were female, 52% (n = 1,674) were White, and 66.6% (n = 1,891) were also employed.  

Additionally, 89.4% (n = 2,569) attended school full-time, 64.6% (n = 1,860) were 

single, and 9.8% (n = 283) of them had dependent children.   

Tables 3, 4, and 5 below reflect the demographic characteristics at the three public 

institutions; due to its low numbers specific to non-traditional students, University D was 

excluded from the tables below.  It should be noted, however, that respondents from 

University D, including the three parent respondents, are included in the data analysis 

that follows.  The percentages listed on each of the tables reflect the percentage of that 

subgroup at each institution.  Given that students with children are the focus of this study, 

they have a separate placement within the tables.   

There are a few interesting demographic notes from the respondents.  First, 

University C had the most parent respondents (42.75% of all parents; n = 121) of any of 

the institutions.  Not surprisingly, University C also had the most students over the age of 

24.  University B had the most non-White/Caucasian respondents (64.9%) although 
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University C also had a minority-majority.  The explanation for the demographic 

breakdown is included in the “race/ethnicity” section below.  University A had lower 

part-time enrollment than the other public institutions (5.7% compared to 12.12% at 

University B and 19.9% at University C).  University A also had the highest number of 

respondents, perhaps due to the researcher’s familiarity with the campus and procedures 

for effective recruitment of student respondents.   

 
Table 3: Respondent Characteristics by Institution and Sex/Gender, Race/Ethnicity, and 

Enrollment 

 Total 

Students 

Sex/Gender Race/Ethnicity Enrollment 

  Male Female White Minority 
Full-

Time 

Part-

Time 

University A  

Parents 

92/1,066 

(8.6%) 

34  

(36.9%) 

58 

(63.1%) 

57 

(61.9%) 

33 

(38.1%) 

67 

(72.8%) 

25 

(27.2%) 

University A  

Non-Parents 

974/1,066 

(91.4%) 

401 

(41.2%) 

573 

(58.8 %) 

612 

(62.8%) 

363 

(37.2%) 

938 

(96.3%) 

36 

(3.7%) 

University B 

Parents 

67/920 

(7.3%) 

21 

(31.3%) 

46 

(68.7%) 

31 

(46.3%) 

36 

(53.7%) 

44 

(65.7%) 

23 

(34.3%) 

University B  

Non-Parents 

853/920 

(92.7%) 

294 

(34.5%) 

559 

(65.5%) 

292 

(34.2%) 

561 

(65.8%) 

764 

(89.6%) 

89 

(10.4%) 

University C 

Parents 

121/677 

(17.9%) 

26 

(21.5%) 

95 

(78.5%) 

72 

(59.5%) 

49 

(40.5%) 

74 

(61.2%) 

47 

(38.8%) 

University C  

Non-Parents 

556/677 

(82.1%) 

204 

(36.7%) 

352 

(63.3%) 

217 

(39%) 

339 

(61%) 

468 

(84.2%) 

88 

(15.8%) 

Total Parents 283/2,876 

(9.8%) 

82 

(28.9%) 

201 

(71.1%) 

180 

(63.6%) 

132 

(36.4%) 

187 

(66%) 

94 

(34%) 

Total Non-Parents 2,593/2,876 

(90.2%) 

964 

(37.2%) 

1629 

(62.8%) 

1494 

(57.6%) 

1412 

(42.4%) 

2382 

(91.8%) 

209 

(8.2%) 

Overall Total  1046 1830 1674 1544 2569 303 
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Table 4: Respondent Characteristics by Institution and by Relationship and Employment Status. 

 Total Students Relationship Employment  

  Single Coupled Employed Unemployed 

University A Parents 92/1,066 

(8.6%) 

19 

(20.7%) 

73 

(79.3%) 

58 

(63%) 

34 

(37%) 

University A  

Non-Parents 

974/1,066 

(91.4%) 

672 

(69%) 

302 

(31%) 

606 

(62.2%) 

368 

(37.8%) 

University B Parents 67/920 

(7.3%) 

16 

(23.9%) 

51 

(76.1%) 

35 

(52.2%) 

32 

(47.8%) 

University B  

Non-Parents 

853/920 

(92.7%) 

563 

(66%) 

290 

(34%) 

587 

(68.8%) 

266 

(31.2%) 

University C Parents 121/677 

(17.9%) 

35 

(28.9%) 

86 

(71.1%) 

95 

(78.5%) 

26 

(21.5%) 

University C  

Non-Parents 

556/677 

(82.1%) 

378 

(67.9%) 

178 

(32.1%) 

368 

(66.2%) 

188 

(33.8%) 

Total Parents 

 

283/2,876 

(9.8%) 

72 

(25.4%) 

211 

(74.6%) 

188 

(66.4%) 

95 

(33.6%) 

Total Non-Parents 2,593/2,876 

(90.2%) 

1788 

(68.9%) 

810 

(31.1%) 

1703 

(65.7%) 

895 

(34.3%) 

Overall Total  1860 1021 1891 990 

 

 
Table 5: Respondent Characteristics by Institution and by Age and Household Income 

 Total Students Age Household Income 

  <24 >24 <$40,000 >$40,000 

University A 

Parents 

92/1,066 

(8.6%) 

10 

(10.9%) 

82 

(89.1%) 

41 

(44.6%) 

51 

(55.4%) 

University A  

Non-Parents 

974/1,066 

(91.4%) 

814 

(83.6%) 

160 

(16.4%) 

580 

(59.5%) 

394 

(40.5%) 

University B 

Parents 

67/920 

(7.3%) 

12 

(17.9%) 

55 

(82.1%) 

33 

(49.3%) 

34 

(50.7%) 

University B  

Non-Parents 

853/920 

(92.7%) 

717 

(84.1%) 

136 

(15.9%) 

552 

(64.7%) 

290 

(35.3%) 

University C 

Parents 

121/677 

(17.9%) 

10 

(8.3%) 

111 

(91.7%) 

38 

(31.4%) 

83 

(68.6%) 

University C  

Non-Parents 

556/677 

(82.1%) 

433 

(77.9%) 

123 

(22.1%) 

336 

(60.4%) 

220 

(39.6%) 

Total Parents 283/2,876 

(9.8%) 

34 

(12%) 

248 

(88%) 

114 

(40.3%) 

165 

(59.7%) 

Total Non-Parents 2,593/2,876 

(90.2%) 

2175 

(83.9%) 

411 

(16.1%) 

1570 

(60.5%) 

977 

(39.5%) 

Overall Total  2209 659 1684 1142 
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Findings 

Research Question #1 

The first research question for this study was: do undergraduate students with 

children have lower perceived levels of mattering on campus than students without 

children?  As expected, there were some significant differences found between parents 

and non-parents within the responses, though possibly not as many as anticipated.  Note 

that for the purposes of this study, an item was found to have a “significant difference” 

when it had a mean difference between the two groups of at least 0.25 and had at least p < 

0.05 significance from a two-tailed t-test.  Likert items were scored on a 1-5 scale with 1 

meaning “Strongly Disagree” and 5 meaning “Strongly Agree.”  This section will discuss 

the findings comparing all students with children to all students without children and then 

discuss findings respective to each institution.    

For all respondents, there were five statements that provided a significant 

difference between parents and non-parents, all of which were from the first category, 

“General College Mattering.”  Each of these five items (see Table 6 below) contained 

lower mean scores for parents than non-parents and were all significant at p < 0.001.  

There are many potential reasons why the significant results were all from the first factor.  

The diverse group of respondents and varied institutional characteristics perhaps provided 

a number of discrepancies that allowed only for the general items to have significant 

differences.  As will be seen in the next sections, the institutions all had their own unique 

response patterns on the survey.  It is not a surprise that parents reported lower levels of 

mattering; the literature reflects multiple commitments of which college is only one.  It 

would stand to reason that the student-parent’s connection to the campus would feel 
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somewhat strained.  It is impressive, however, that only five items contained significant 

results.  Overall, relationships with fellow students, advisors, and faculty members did 

not meet the prescribed threshold.  This is a welcome result; it shows that students with 

children are showing a similar level of connection as their peers to specific campus 

agents.  Given the demographic differences (such as race/ethnicity, enrollment status, 

etc.) noted above and the characteristics unique to each institution, it is essential to 

analyze the potential differences between parents and non-parents at each individual 

university.    

Table 6: All Respondents by Parental Status 

# Likert Statement Parent Mean NP Mean 

A1 There are people on campus who are sad for me when I fail in 

something I set out to do. 

2.90*** 3.26 

A2 Some people on campus are disappointed in me when I do not 

accomplish all that I should. 

2.74*** 3.06 

A5 I sometimes feel pressured to do better because people at the 

college would be disappointed if I did not. 

2.69*** 297 

A6 There are people at the college who are concerned about my 

future. 

3.19*** 3.46 

A7 There are people at the college who are genuinely interested in me 

as a person. 

3.29*** 3.61 

 * = p < .05; **= p < .01; ***= p < .001 

 

University A.  When looking specifically at students from University A, t-tests 

found four responses to be significant at p < .001 (Table 7).  As with the overall results, 

parents scored lower on all four responses than non-parents; three items were from the 

General College Mattering section and the fourth item was from the Mattering to 

Students section.  Interestingly, two of the items (“Some people on campus are 

disappointed in me when I do not accomplish all I should” and “I sometimes feel 

pressured to do better because people at the college would be disappointed if I did not”) 

had a small positive correlation between one’s status as a parent and their level of 
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enrollment (r = 0.161 and r = 0.154 respectively).  The survey gave students the option to 

choose whether they were considered full-time (Choice 1) or part-time (Choice 2).  Given 

the layout of the survey options, a positive correlation with enrollment reflects a small 

correlation between part-time enrollment and being a parent.  This is an interesting 

dynamic because University A had the lowest percentage of part-time enrollees of the 

three public institutions and University A parents that attended part-time tended to have 

slightly higher scores than their full-time counterparts.  In fact, these are the only 

significant items at any institution that provided a positive correlation between part-time 

enrollment and higher levels of mattering. This is somewhat puzzling given the 

historically lower performance of part-time students (Boyer, 2005).  This could, perhaps, 

be indicative of some specific approach to student services at University A but does not 

explain why non-parent, part-time students would not have a similar response.  It is 

possible that parents who attend University A part-time view the campus climate as a 

supportive outlet for their multiple responsibilities.   However, because the present study 

is not designed to delve deeper into these specifics, further inquiry is needed to better 

understand these results. 
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Table 7: University A Respondents by Parental Status 

# Likert Statement University A 

Parents 

University A 

Non-Parents 

  Mean Relevant 

Correlations 

Mean Relevant 

Correlations 

A1 There are people on campus who 

are sad for me when I fail in 

something I set out to do. 

3.05*** Enrollment 

(r = 0.161) 

3.33 Enrollment 

(r = -0.055) 

A2 Some people on campus are 

disappointed in me when I do not 

accomplish all I should. 

2.77***  3.15  

A5 I sometimes feel pressured to do 

better because people at the 

college would be disappointed if I 

did not. 

2.78*** Enrollment 

(r = 0.154) 

3.07 Enrollment 

(r = -0.024) 

E3 Other students rely on me for 

support. 

3.23***  3.52  

  * = p < .05; **= p < .01; ***= p < .001 

 

University B.  At University B, there were not any significant differences among 

the 28 survey items using a two-tailed t-test.  Needless to say, this is an interesting result.  

One potential reason for the lack of significant differences could be the commuter-style 

nature of the campus itself and the type of student that it is likely to attract.  Perhaps the 

higher levels of diversity on the University B campus are conducive of a more equitable 

feeling of mattering; the higher levels of ethnic minorities (53.7% of parents and 65.8% 

of non-parents) and low-income students (49.3% of parents and 64.7% of non-parents) 

perhaps play a role in there being smaller differences between parents and non-parents. 

This idea carries weight with Keith (2007) who found that nontraditional students with 

characteristics more similar to their traditional peers made greater use of university 

services.  If they are using more university services, it is possible that they would feel a 

greater connection to the campus mission.  It could also be reflected in the amount of data 

provided by students from University B; though the number of respondents was high, 

University B had the lowest percentage of parent respondents and students over the age 
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of 24 among the three public institutions.  But it could also simply mean that the student-

parents at University B, demographically speaking, look a lot like the non-parents and the 

presence of children in the home does not have a significant impact. There are some 

similarities between the two groups: female parents comprised a similar percentage of 

their group (68.7%; n = 46) as their non-parent peers (65.5%; n = 559).  A few key 

differences in the demographic makeup of these two groups could also provide an 

explanation for statistical similarities on the CMI.  Non-parent respondents reported 

higher rates of employment (68.8%; n = 587) than their parent peers (52.2%; n = 35).  

Also, 34.3% (n = 23) of student-parents identified as part-time, the smallest number of 

part-time student-parents at any of the public institutions.  On the other hand, 

University B had the highest number of part-time non-parent students (10.4%, n = 89) 

among all responding institutions. Additionally, 84.1% (n = 717) of non-parents were 

under the age of 24 compared to only 17.9% (n = 12) of parents.  Given such a stark 

difference in age, it is remarkable that there would be no statistically significant 

differences across the various survey items, but perhaps this knowledge of student 

characteristics influences student programming and campus culture to provide a more 

suitable support structure for all types of students.  

University C.  In stark contrast to the lack of statistically significant differences 

at University B, University C produced multiple interesting differences.  Of the 28 items 

on the College Mattering Inventory, 11 comparisons in the University C sample produced 

statistically significant differences when using t-tests.  The responses were from three 

areas: General College Mattering, Mattering vs Marginality, and Mattering to Students.  

As with the other sections, parents scored lower than non-parents on all 11 of the 
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significant items (Table 8 below).  Many of the mean differences are staggering and show 

that student-parents at University C feel a significant disconnect with the campus 

community.   

Six of the items with significant differences are from the first section, General 

College Mattering.  Each of them have a mean difference of at least 0.30 and tested 

significant at p < .01 or higher.  Each of these items involves generalized concepts about 

positive relationships on a college campus.  The items in this particular section ask the 

respondents if there is anyone on campus who has a vested interest in their lives, 

regardless of that person’s role.  These results indicate that parents feel as if they have 

fewer people (if anyone) on campus that support them and are invested in their success as 

a student. Two items had a positive correlation with parenthood and household income 

(“Some people on campus are disappointed in me when I do not accomplish all I should” 

[r = 0.153] and “I sometimes feel pressured to do better because people at the college 

would be disappointed if I did not.” [r = 0.153]).  This would imply that parent 

respondents with a higher household income were more likely to answer affirmatively 

that agents on campus would be disappointed if they did not perform as well.  Given their 

relatively larger household income, and perhaps other demographic similarities (age, 

employment, etc.), maybe the respondents felt as if they had more in common with 

campus employees and thus felt a deeper interest in their success from people on campus. 

The next three significant items come from Section B: Mattering vs. Marginality.  

Each of the items had a mean difference of at least 0.25 and tested significant at p < .05 

or higher.  This section asks students to express the level to which they feel marginalized 

on the university campus.  All three items had negative correlations between parenthood 
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and income (“Sometimes I feel alone at the college,” [r = -0.201]; “I often feel socially 

inadequate at school,” [r = -0.226]; and “Sometimes I get so wrapped up in my personal 

problems that I isolate myself from others at the college.” [r = -0.198]).  These same 

three items also were positively correlated with employment (r = 0.162; r = 0.163; r = 

0.199 respectively); in this instance a positive correlation with employment would reflect 

students that were not employed.  It seems logical that an unemployed student-parent 

would feel less marginalized on campus due to the potential for more campus 

engagement; if they do not have work commitments, it could give them adequate time to 

make a positive connection on campus.  The negative correlation with finances seems to 

be intertwined with the employment correlations.  Though it was the assumption of the 

author that students with lower income would feel more marginalized on campus, 

perhaps the lower income is due to a lack of employment, which gives them more 

opportunities to engage on campus.   

The final section with significant differences is Section E: Mattering to Students.  

The items that tested significant both involve the respondent’s perspective on the 

dependence that other students have on them for support and/or guidance.  Each of these 

items tested significant at p < .05 and had a mean difference of at least 0.25.  This would 

imply that students with children tend to feel as if their value to fellow students is 

diminished and that they do not matter to their peers as much as they would prefer.   

The reasons for the amount of significant responses could be numerous.  

University C had a high percentage of older students, part-time students, and minority 

students; given the university’s placement in a major metropolitan area and the commutes 

inherent to the area, perhaps this diverse group does not have the opportunity to connect 
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on campus as much as they would prefer.  It should also be noted that University C had 

the highest number of parent respondents; this might have an effect on the perspective on 

the students on campus.  Indeed, greater numbers of parent respondents at all institutions 

might reveal similar concerns.   
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Table 8: University C Respondents by Parental Status 

# Likert Statement University C   

Parents 

University C  

Non-Parents 
  Mean Relevant 

Correlations 

Mean Relevant 

Correlations 

A1 There are people on campus who are sad 

for me when I fail in something I set out 

to do. 

2.75***  3.20  

A2 Some people on campus are 

disappointed in me when I do not 

accomplish all I should. 

2.65** Household 

Income 

(r = 0.153) 

2.95 Household 

Income 

(r= -0.001) 

A3 People on campus are generally 

supportive of my individual needs. 

3.05**  3.35  

A5 I sometimes feel pressured to do better 

because people at the college would be 

disappointed if I did not. 

2.51** Household 

Income 

(r = 0.153) 

2.89 Household 

Income 

(r= -0.011) 

A6 There are people at the college who are 

concerned about my future. 

3.05**  3.35  

A7 There are people at the college who are 

genuinely interested in me as a person. 

3.03***  3.50  

B1 Sometimes I feel alone at the college. 3.02* Employed 

(r = 0.162) 

Household 

Income 

(r = -0.201) 

3.28 Employed 

(r = 0.090) 

Household 

Income 

(r= -0.020) 

B3 I often feel socially inadequate at school 2.49** Employed 

(r = 0.163) 

$$$ 

(r = -0.226) 

2.85 Employed 

(r = 0.199) 

$$$ 

(r =-0.012) 

B5 Sometimes I get so wrapped up in my 

personal problems that I isolate myself 

from others at the college. 

2.80** Employed 

(r = 0.199) 

Age 

(r = -0.170) 

Household 

Income 

(r = -0.198) 

3.17 Employed 

(r = 0.113) 

Age 

(r= -0.138) 

Household 

Income 

(r= -0.048) 

E1 Some students are dependent on my 

guidance or assistance to help them 

succeed. 

2.76*  3.04  

E3 Other students rely on me for support. 3.06*  3.32  

  * = p < .05; **= p < .01; ***= p < .001 

 

University D.  As noted earlier, University D yielded only three parent 

respondents. As such, an analysis between parents and non-parent would be misleading 

and ineffective.  All University D respondents were included in the overall analysis and 

all three parent respondents are included in the overall parent analysis in the next section.  
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The low numbers from University D are reasonable given the traditional campus setting, 

the smaller population of students, and the traditional Catholic teaching that defines the 

institution; students are more likely to follow the marriage/child path of family building.   

Research Question #2 

The second research question for this study was: what demographic traits have a 

significant relationship with the level of campus mattering of undergraduate students with 

children?  The survey asked students to input various demographic identifiers (including 

their parental status).  Each section that follows will define the method by which the 

grouping was established, the numbers from each group, and any significant results.  

Table 9 below provides a brief overview of the items that provided significant differences 

among the various demographics.  Each will be discussed in its respective section.  The 

table does not include items that did not test significant among any of the demographic 

comparisons.  
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Table 9: Significant Items by Demographic Category 

Question Sex/Gender Employment Household 

Income 

Race/Ethnicity Relationship 

Status 

Enrollment 

Status 

Age 

B1 - "Sometimes I feel alone at the 

college" 
  p < .01  p < .01  p < .05 

B2 - "Sometimes I feel that no one at 

the college notices me" 
    p < .05  p < .001 

B3 - "I often feel socially inadequate at 

school" 
 p < .05   p < .05 p < .01 p < .01 

B4 - "Sometimes I feel that I am not 

interesting to anyone at the college" 
  p < .05    p < .01 

B5 - "Sometimes I get so wrapped up in 

my personal problems that I isolate 

myself from others at the college" 

 p < .05 p < .001  p < .05  p < .05 

B6 - "I often isolate myself when 

involved in student activities" 
  p < .001    p < .05 

D2 - "My instructor sometimes ignores 

my questions or comments" 
      p < .05 

E1 - "Some students are dependent on 

my guidance or assistance to help them 

succeed" 
p < .05     p < .05  

E2 - "When in groups, other students 

tend to rely on my contributions" 
     p < .001  

E3 - "Other students rely on me for 

support" 
     p < .01  
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Sex/Gender.  The first subgroups of parents were separated on the basis of 

sex/gender.  The survey asked students to self-identify as male or female.  Of the parents 

that responded, 71.02% (n = 201) were female with 82 males comprising the remainder 

of the parent group.  Only one item from the College Mattering Inventory tested as 

significant at p < .05: “Some students are dependent on my guidance or assistance to help 

them succeed,” with female parents reporting a lower level of agreement.  This difference 

initially seems odd when considered within the context of traditional gender roles and the 

intrinsic value that women place on relationships. One study reported that student 

mothers had high levels of support from other women in their lives, primarily relatives 

(Plageman & Sabina, 2010).  In another study, many women cited the lack of support 

from family as one of the primary reasons for discontinuing their studies (Scott, Burns, & 

Cooney, 1996).  Both studies show that relationships are of significant importance to 

female students with children.  The authors of the second study postulated that the 

traditional divisions of labor and domestic responsibilities in the household placed an 

added burden on women (Scott, Burns, & Cooney, 1996). Given their preference for 

relational support discussed in these studies, it is only natural that female students would 

desire similar connections with their fellow students.    

Although at first glance this contradicts the finding from this study, it is worth 

remembering that the responsibility that women often feel for the well-being of their 

children (Brown & Amankawa, 2007) do not offer them as much time to build effective 

peer relationships as they would prefer.  As such, they do not feel as meaningfully 

connected to other students as their male counterparts; they do not have enough time to 

invest as they would otherwise prefer.  It is indeed surprising that there were no other 



Texas Tech University, Jeffrey Taylor, May 2016 

77 

significant differences.  The lack of such differences between the two sexes could show 

similar attitudes from both men and women toward their home life and the student 

experience.  This aligns with Davies and Williams (2001), who found that men felt 

domestic concerns as strongly as women (see also Marks, 2003; Osborn, et al., 2004).  

Though this literature does not specifically mention perspectives of educational 

responsibilities on the basis of sex/gender, others have identified the family-school 

dynamic as the most significant source of stress for all student-parents (Giancola, 

Grawtich, & Borchert, 2009).  It is a factor that faculty and administrators must consider 

as they develop a deeper understanding of student-parents.  Ultimately, the responses 

from this study did not provide much information by way of significant differences 

according to sex/gender; further qualitative study involving more gender-specific 

questions could provide richer data that better frames the issue.   

Employment Status.  In this section, students were given the option to identify 

themselves as either employed or unemployed.  Approximately two-thirds of parent 

respondents identified themselves as employed (n = 188) while also attending school.  

Two of the 28 items tested significant at p < .05, both within the Mattering vs 

Marginality category: ”I often feel socially inadequate at school” and ”Sometimes I get 

so wrapped up in my personal problems that I isolate myself from others at the college.”  

Unemployed student-parents reported higher mean scores on both significant items; in 

other words, they tended to report feeling more socially adequate and less likely to let 

personal problems interfere with their social life than their employed peers.  

Unemployment was also negatively correlated with age for both items (r = -0.275 and r = 

-0.184 respectively) whereas household income was negatively correlated with 
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employment (r = -0.217 and r = -0.154 respectively).  It is interesting to consider that an 

increase in the amount of hours employed while a student has a negative impact on class 

scheduling, library access, and even student GPA (Kulm & Cramer, 2006).  According to 

these significant items, employment also seems to have a negative impact on social 

relationships at the university.  This is consistent with the idea of time poverty (Osborne 

et al., 2004; Reay et al., 2002; Tones, Fraser, Elder, & White, 2009; Wainwright & 

Marandet, 2010) and the multiple roles that student-parents have to juggle.  One parent 

respondent stated, “Sometimes I think college is not designed for someone having to 

work full time.”  Administrators need to remember that not every student has an equal 

amount of time to commit to their college education.  In fact, Keith (2007) found that 

employed students were less likely to utilize student services than their unemployed 

peers.  Since two-thirds of respondents in the present study have some form of 

employment, university officials and faculty need to be aware of the specific needs of 

particular students and operate accordingly.  One key question to ask about student 

employment is the primary reason for employment; in other words, are students seeking 

employment to pay bills or to simply generate supplemental income?  The majority of the 

literature discusses employment as a necessity to cover costs related to one’s status as a 

parent within a family unit (Kulm & Cramer, 2006; Ogren, 2003; Osborn et al., 2004).  

Thus, these external requirements probably have an impact on their views of employment 

and how they relate their job status to their role as a student.   

Household Income.  For household income, respondents were given the option of 

seven specific income options.  For the purposes of this study, the researcher divided the 

respondents into two groups with $40,000 annual household income serving as the line of 



Texas Tech University, Jeffrey Taylor, May 2016 

79 

demarcation.  This was done for a pair of reasons.  First, it provides a more equitable 

difference in the number of respondents, an approach similar to one utilized in other 

studies (see Warden et al., 2009).  Another reason for the division is that a family of 3 

earning a household income of $40,000 can qualify for children’s Medicaid programs in 

addition to other assorted government assistance programs (Texas Health and Human 

Services, 2016).  This provides a unique context for the students earning below the line of 

$40,000 and can inform the amount of support they might receive from community 

agencies, financial aid offices, and other programs.  With the respondents divided as 

such, 59.14% (n = 165) of parents possessed an annual household income greater than 

$40,000.   It was an assumption prior to the collection of data that income would be an 

area of significant difference.  Indeed, four items tested as significant, all within the 

Mattering vs Marginality section.  It should be noted, however, that students with higher 

reported income had a lower mean score than those with a lower income (Table 10 

below).  This was a surprising development.  The researcher’s assumption was that lower 

income students would report lower levels of mattering; for the significant results, the 

opposite proved true.  Perhaps additional work responsibilities that accompanied the 

higher income created higher feelings of marginality.  Among all parent respondents, 

there was a negative correlation between employment and income (r = -0.164); this 

suggests that those with a lower income were less likely to be employed.  This could 

leave them with more available time for campus involvement.  Another reason could be 

that lower income students require the utilization of more campus services due to their 

financial status; as such, they may feel a deeper connection to the campus (Capps, 2012). 

This leads to some interesting problems for campus administrators; specifically they must 
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determine a way to connect with and assist students who do not necessarily "need" it as 

much as their lower-income peers.  In fact, this study shows that their needs are still 

acute, even if they are not tied to income.  One note of interest for the lower income 

students is a negative correlation on three of the items with age (r = -0.185; r = -0.222; r 

= -0.215, respectively); younger students making less money were more likely to report 

higher scores on these items that concern marginality.  This result ties into the growing 

theme of older student-parent respondents possessing greater feelings of marginality than 

almost any other demographic, which is discussed in the “Age” section below (see also 

Lundberg, 2003; Marks, 1999). 

 
Table 10: Parent Respondents by Household Income 

# Likert Statement <$40,000 >$40,000 

  Mean Relevant 
Correlations 

Mean Relevant 
Correlations 

B1 Sometimes I feel alone at the college. 
3.33  2.88**  

B4 Sometimes I feel that I am not interesting to 

anyone at the college. 
2.81 

Age 
(r =  -0.185) 

2.45* 
Age 

(r = -0.097) 
B5 Sometimes I get so wrapped up in my 

personal problems that I isolate myself from 

others at the college. 

3.23 
Age 

(r =-0.222) 
2.65*** 

Age 
(r = - 0.096) 

B6 I often feel isolated when involved in student 

activities. 
3.14 

Age 
(r = -0.215) 

2.56*** 
Age 

(r = -0.031) 

 * = p < .05; **= p < .01; ***= p < .001 

 

Race/Ethnicity.  For the race/ethnicity section, the survey offered students a 

“select all that apply” option with the following choices: White/Caucasian, African 

American/Black, Asian, Mexican American/Chicano, Other Latino, American Indian, 

and Other; these options were utilized, in part, to align with the racial/ethnic categories 

offered on the CIRP Freshman Survey (Higher Education Research Institute, 2016).  Due 

to the overall low number of respondents from individual minority groups, the researcher 
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deemed it necessary to narrow down variables to two choices: White/Caucasian or Non-

white/Non-Caucasian.  A similar approach was offered by Wang, Haberland, Thurm, 

Bhattacharya, and Park (2015) in an analysis of emergency room visits for patients with 

abdominal pain; given the smaller numbers of individual races/ethnicities, the authors 

divided the respondents into White/Non-white categories.  Within the university context, 

Warikoo and Deckman (2014) provided a qualitative study that, due to the desire for 

more equitable group sizes, divided respondents into White/Person of Color groups (for 

more background on such approaches, see Pollard & O’Hare, 1999). To create a more 

balanced approach, respondents that selected White/Caucasian with another 

race/ethnicity were included in the Non-white/Non-Caucasian category.  Though it is true 

that many multiracial students identify as White/Caucasian, most would prefer to identify 

as their minority race or as multiracial (Brown, 1995).  In fact, the ethnic identity of 

multiracial individuals is strongly linked with the racial identity of their parents (Stepney, 

Sanchez, & Handy, 2015).  This is an admittedly simplified approach; future studies of 

undergraduate students with children should consider a deeper look at differences among 

specific races/ethnicities within the unique context of different universities and colleges.  

With the respondents sorted into these two groups, White/Caucasian students comprised 

57.69% (n = 180) respondents.  In another interesting result, none of the 28 Likert items 

tested as significant.  This was another surprise.  The literature shows that African 

American or Latin American students are more likely to drop out than Caucasian or 

Asian American students (Chen, 2012).  This study does not necessarily disprove the 

literature either; the ideas of academic performance and campus mattering are not entirely 

interchangeable.  Perhaps the greater levels of racial/ethnic diversity at University B and 
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University C provided a more balanced perspective.  It is also possible, however, that the 

issues involving one’s status as a parent go beyond racial/ethnic lines and that they face 

many of the same problems that face any non-traditional student.   

Relationship Status.  Originally, the survey asked respondents to define their 

relationship status in one of four ways: Single, Divorced, Coupled, or Married.  For 

analytical purposes, the researcher combined the respondents into two groups: 

single/divorced (25.44%, n = 72) and coupled/married (74.56%; n = 211).  Four of 28 

items tested significant, all of which come from the Mattering vs Marginality section 

(Table 11).  Single student-parents scored higher on all four of the significant items, three 

of which contained a negative correlation with age (r = -0.259; r = -0.388; r = -0.398, 

respectively).  The negative correlation with age for single parents means that many of 

the younger parents still identify with their traditional peers regardless of their status as a 

parent.  This result is another surprise, as Goldrick-Rab and Sorensen (2010) found that 

unmarried student-parents found their time to be significantly limited; with these 

limitations, one would think that students with children would have greater difficulty 

connecting with their peers.  It is possible, however, that single parents need social 

connections away from their children and their time on the campus is the best possible 

outlet for that; school may be the most social activity with which they get to engage.  It is 

also possible that the partner could be considered one additional familial responsibility 

that prevents the coupled parents from fully embracing the social aspects of the 

university.  If they are young and single, the student may still have a greater perceived 

ability to feel less marginalized on the campus.  Coupled parents, on the other hand, 

scored lower with some interesting correlations: a negative correlation with household 
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income, a negative correlation with enrollment (full-time students more likely to report 

higher scores), and a positive correlation with employment (unemployed students more 

likely to report higher scores).  It would appear that the additional responsibilities often 

prevalent in the lives of coupled student-parents could contribute to their increased 

feelings of marginality.  If they have to balance parenthood and studies with employment, 

a partner, or domestic responsibilities, they find their abilities to matter on the college 

campus limited.  Additionally, a lower household income resulted in higher reported 

scores on two items for couple parents; it would seem that being in a higher 

socioeconomic level prevented the coupled student-parents from connecting as deeply as 

they would prefer.  The presence of a partner along with these additional factors is 

worthy of further research.  

Table 11: Parent Respondents by Relationship Status 

# Likert Statement Single Coupled 
  Mean Relevant 

Correlations 
Mean Relevant 

Correlations 

B1 Sometimes I feel alone at the college. 3.40 Employed 
(r = -0.068) 
Household 

Income 
(r = 0.032) 

2.95** Employed 
(r = 0.170) 
Household 

Income 
(r = -0.220) 

B2 Sometimes I feel that no one at the 

college notices me. 
3.05 Age 

(r = -0.259) 
2.75* Age 

(r = -0.114) 
B3 I often feel socially inadequate at school 2.86 Age 

(r = -0.388) 
Enrollment 
(r = -0.053) 
Household 

Income 
(r = -0.117) 

2.48* Age 
(r = -0.087) 
Enrollment 
(r = -0.228) 
Household 

Income 
(r = -0.168) 

B5 Sometimes I get so wrapped up in my 

personal problems that I isolate myself 

from others at the college. 

3.20 Age 
(r = -0.398) 
Household 

Income 
(r = -0.247) 

2.78* Age 
(r = -0.091) 
Household 

Income 
(r = -0.099) 

 * = p < .05; **= p < .01; ***= p < .001 
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Enrollment Status.  The survey prompted respondents to define whether they are 

considered full-time or part-time students according to the number of credit hours they 

complete in a given term.  Among the parent respondents to the survey, 66.55% (n = 187) 

attend their respective universities full-time.  Four items tested significant; for full-time 

and part-time students, however, the significant results include all three items from the 

Mattering to Students section (Table 12).  In each of the items, full-time student-parents 

reported higher scores than part-time student-parents. One note of interest from the four 

significant items is in item B3 (“I often feel socially inadequate at school”) in which both 

full-time and part-time student-parents scored in the below average range (7.73 and 7.29, 

respectively).  Even with the lower threshold, part-time students reported significantly 

lower scores than their full-time peers.  The other three items, from the Mattering to 

Students category, all had a mean difference of at least at least 0.35 with the reported 

scores closer to, and in some case, above, the neutral range.  All four items carry an 

interesting common theme; each of them contains a relational component that reveals the 

difficulty of part-time enrollees connecting with other students.  This would seem to fall 

in line with assumptions and the literature.  Students that enroll part-time are spending 

less time on the campus and have fewer opportunities to engage with their peers.   These 

limited relationships had an effect on their responses as students with children felt as if 

other students were not dependent on them or they may feel as if they have less 

credibility in the eyes of their peers.  More likely, however, is the idea that the lack of 

time on campus is the primary reason for this disengagement with peers.   

Boyer (2005) believes that this lower opportunity can lead to less engagement 

with the campus community whereas Wang (2009) stated that this belies a half-hearted 
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commitment to the college experience.  Though there is an element of truth to such a 

statement, it is simply more likely that part-time student-parents fall victim to time 

poverty and have less time than they would prefer to engage with their peers in social 

settings.  Additionally, the myriad of responsibilities facing students with children can 

often limit the amount of credit hours they complete; this lessening of hours prevents 

them from engaging on campus as fully as possible.  There are socioeconomic 

implications, however; King (2003) found that low-income students were more likely to 

enroll part-time.  If they are the students that have a significant need for services but have 

little opportunity to use them, this could lead to hidden inequities that hinder success.  

Ironically, household income was negatively correlated for part-time students on the 

feelings of social inadequacy (r = -0.210).  It would seem that on at least this item, part-

time students with a lower household income felt higher levels of social adequacy.  On 

the whole, however, student-parents that enroll part-time have a lesser social connection 

to their campus than those that can enroll full time. The reasons that a student chooses (or 

is forced to choose) to enroll on a part-time basis play a significant factor in the difficulty 

of developing a comprehensive understanding of the heterogeneity of the non-traditional 

student group.    
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Table 12: Parent Respondents by Enrollment Status 

# Likert Statement Full-Time 

Student-Parents 

Part-Time 

Student-Parents 
  Mean Relevant 

Correlations 
Mean Relevant 

Correlations 

B3 I often feel socially inadequate at school. 2.73 Age 
(r = -0.210) 
Household 

Income 
(r = -0.119) 

2.29** Age 
(r = -0.039) 
Household 

Income 
(r = -0.265) 

E1 Some students are dependent on my 

guidance or assistance to help them succeed. 
3.10  2.73*  

E2 When in groups, other students tend to rely 

on my contributions. 
3.78  3.31***  

E3 Other students rely on me for support. 3.35  2.96**  

 * = p < .05; **= p < .01; ***= p < .001 
 

Age.  Originally, the College Mattering Inventory offered the respondents eight 

different age options.  Given that much of the literature defines non-traditional students 

as outside of the traditional 18-23 year old range, the researcher split the respondents into 

two groups with the age of 24 being the dividing line (for further information about the 

traditional age ranges of undergraduate students, see Gilardi & Guglielmetti, 2011; Scott, 

Burns, & Cooney, 1996; Wyatt, 2011). Though this made the older group substantially 

larger (87.94%, n = 248), it helped provide some interesting results.  Seven of the 28 

items tested significant with older students scoring lower on each of them; all six items 

from the Mattering vs Marginality section are included in this group (Table 13).  These 

results provide a wealth of interesting information.  First, it is no surprise that the 

younger student-parents reported a higher level of mattering than the older parents; the 

traditional students at the university have more in common socially with the younger 

students than the older ones.  The extent to which the older students feel marginalized, 

however, is something of a surprise.  Each of the items from that section had a mean 
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difference of at least 0.49; all but one of the items from older parents scored below the 

“neither agree nor disagree” threshold.  They feel strongly disconnected from the campus 

community and have difficulty finding ways to connect with others at the college.  This 

ties in to the “Household Income” section above and the literature that discusses the way 

older students tend to feel on campus (Lundberg, 2003; Marks, 1999).  It would appear 

that the added responsibilities that traditionally accompany an older age and one’s status 

as a parent prevent the level of engagement that they would otherwise prefer.  Their 

feelings of disconnect can have an impact on their success in the classroom and their 

ability to persist toward a degree (Marks, 1999).   

Older parents’ responses were often negatively correlated with household income 

(Item B1: r = -0.203, p < .05; Item B3: r = -0.151, p < .01; Item B6: r = -0.239, p < .05).  

This can be for a number of reasons but most likely their financial earnings and their 

difference in age from traditional students tended to exacerbate their feelings of isolation 

on the college campus.  They are outside of the age of the traditional student model with 

children and other responsibilities added to it.  There are multitudes of ways they differ 

from their undergraduate peers and, as such, are not the target audience for which the 

university is designed.  This leads to increased feelings of marginality as they attempt to 

connect with their peers.  There is much that university administrators can do to assist 

with the feelings of isolation experienced by older student-parents; Chapter V will 

discuss such implications and recommendations. 

It is interesting that many of the items (items B1, B3, and B5) for younger parents 

had positive correlations with employment (r = 0.327; r = 0.183; r = 0.345, respectively); 

in other words the employed younger students tended to report lower mattering scores.  
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They also had negative correlations with enrollment status (Item B1: r = -0.197; Item B2: 

r = -0.216; Item B3: r = -0.380; Item B5: r = -0.429; Item B6: r = -0.399; Item D2: r = -

0.159); younger, full-time students self-reported more positive social scores. It would 

seem that fewer responsibilities gave them the opportunity to feel connected with their 

peers.  This is a positive sign as it reveals that the presence of children, in and of itself, 

does not have a significant impact on one’s connection to the campus; other factors often 

related to one’s status as a parent can have a significant impact, however.   

Table 13: Parent Respondents by Age 

# Likert Statement <24 Parents >24 Parents 
  Mean Relevant 

Correlations 
Mean Relevant 

Correlations 

B1 Sometimes I feel alone at the college. 3.50 Enrollment 
(r = -0.197) 
Employed 
(r = 0.327) 
Household 

Income 
(r = 0.037) 

3.01* Enrollment 
(r = 0.013) 
Employed 
(r = 0.053) 
Household 

Income 
(r = -0.203) 

B2 Sometimes I feel that no one at the college 

notices me. 
3.52 Enrollment 

(r = -0.216) 
2.71*** Enrollment 

(r = 0.059) 

B3 I often feel socially inadequate at school 3.21 Enrollment 
(r = -0.380) 
Employed 
(r = 0.183) 
Household 

Income 
(r = -0.126) 

2.49** Enrollment 
(r = -0.133) 
Employed 
(r = 0.104) 
Household 

Income 
(r = -0.151) 

B4 Sometimes I feel that I am not interesting to 

anyone at the college. 
3.21  2.52**  

B5 Sometimes I get so wrapped up in my personal 

problems that I isolate myself from others at the 

college. 

3.46 Enrollment 
(r = -0.429) 
Employed 
(r = 0.345) 

2.82* Enrollment 
(r = -0.064) 
Employed 
(r = 0.070) 
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Table 13: Parent Respondents by Age (continued) 

# Likert Statement <24 Parents >24 Parents 

  Mean Relevant 
Correlations 

Mean Relevant 
Correlations 

B6 I often feel isolated when involved in student 

activities (e.g., clubs, events). 
3.31 Enrollment 

(r = -0.399) 
Household 

Income 
(r = -0.132) 

2.74* Enrollment 
(r = -0.050) 
Household 

Income 
(r = -0.239) 

D2 My instructors sometimes ignore my comments 

or questions. 
3.00 Enrollment 

(r = -0.159) 
Employed 

(r = -0.183) 
Household 

Income 
(r = -0.402) 

2.56* Enrollment 
(r = 0.092) 
Employed 
(r = 0.136) 
Household 

Income 
(r = -0.058) 

 * = p < .05; **= p < .01; ***= p < .001 

 

Additional Notes of Interest 

In addition to the results specific to the research questions above, there were a few 

additional notes of interest that require discussion, specifically from three different 

factors on the College Mattering Inventory.  None of the items within the category of 

“Mattering vs Marginality” showed up as significant in the overall results comparing 

parents and non-parents.  These items showed up among many of the demographic 

subgroups within the overall group of parents, however.  These feelings of loneliness or 

social inadequacy from parents specifically come about due the added social 

responsibilities (in roles as parents and potentially coupled partners), household income 

and employment (more work responsibilities), and age (older students have difficulty 

connecting socially with younger students).  It is difficult to provide effective 

programming to socially engage these students given the unique circumstances facing 

them.  The next chapter will outline suggestions that might assist in this process.   
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Another factor from the College Mattering Inventory that did not provide any significant 

results among any groups is “Mattering to Advisors.”  This is important to note as the 

advisors are often at the front line of student services.  In other words, they are often the 

face of the university for students with children, a serious responsibility.  Rayle (2006) 

recommends that advisors verbally remind their students on a regular basis of how they 

matter to them.  For many non-traditional students, the feeling of being cared for 

personally led to their satisfaction with college (Capps, 2012).  This does not mean that 

the respondents rated the advisors in a perfect manner, however.  One respondent noted 

that their advisor “never cared about what is going on in [their] life” and another notes 

that advisors “need to actually listen to the students.”  This is a relationship in which 

students often feel stress; it is vital for students to feel as if they matter to those whose job 

it is to guide these students.  One other respondent summed it up thusly: “I cannot stress 

how important a positive student/advisor relationship is.”  This thought aligns with Capps 

(2012) who found that some non-traditional students left their university due to 

dismissive or difficult advisors.   

The third factor that provided interesting responses is “Mattering to Instructors.”  

Only one demographic reflected any significant issues with instructors and it involved 

age.  One respondent explained their feelings about faculty relationships, being an older 

student: “I am an older college student, so I feel that I do not fit in and that most 

professors tend to focus on the college-aged students.”  It was surprising that there were 

not more significant results, but this could be because undergraduate students with 

children attend university with almost a sole focus on completing their coursework.  

Wyatt (2011) found that non-traditional students tended to have a strong relationship with 
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faculty because that was one of the only ways they were able to interact with campus 

agents.  Perhaps this practical approach diminishes the negativity that parents might 

otherwise feel.  Non-traditional students want faculty to be more considerate of their 

schedules (Brown & Amankwaa, 2007), however, and would appreciate an understanding 

of the unique needs they have.  This could be accomplished by further training in 

teaching methods specifically for adults (Kohler & Cropf, 2007) and also engaging them 

within their specific life context (Wyatt, 2011).   

Summary 

The purpose of this study was to determine whether undergraduate students with 

children feel as if they matter on their college campus by utilizing the College Mattering 

Inventory.  For all students, only five of twenty-eight items tested as significant with a 

two-tailed t-test, with student-parents possessing a lower mean score than non-parents on 

each of them.  On the institutional level, University B student’s reported no significant 

difference whereas University A and University C each had multiple significant items.  

Among the parent subgroup, a few noticeable differences emerged, primarily among 

differences of age, enrollment, relationship status, and household income.   Chapter V 

contains discussion about the implications of this study along with limitations, and 

recommendations for further research.   
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CHAPTER V 

CONCLUSION AND RECOMMENDATIONS 

Undergraduate students with children face many significant obstacles in their 

dreams of obtaining their college degree both outside the institution and within.  For 

many of them, the transition they face as a parent, significant other, employee, student, 

etc. has a pronounced influence on the way they perceive their relationship with the 

university community.  Such a perception often determines the level of success they 

obtain.  It is essential that students with children feel connected to the campus community 

and to feel as if they matter to their professors, advisors, and peers.  This study has shown 

that the level of perceived mattering of students with children is a complex idea that can 

be influenced by multiple factors.  Chapter V provides a discussion and recommendation 

for administrators to effectively improve the nature of the services that they provide to 

students with children.   

Summary of the Study 

The purpose of this study was to answer two distinct research questions. The first 

research question was: do undergraduate students with children have lower levels of 

mattering on campus than students without children?  The second research question was: 

what demographic variables are significantly different as they pertain to the level of 

campus mattering of undergraduate students with children?   The researcher utilized the 

College Mattering Inventory (Tovar, Simon, & Lee, 2009) to answer these questions.  

Comprised of 28 items, the CMI measures an individual’s perceived level of mattering in 

six different areas: General College Mattering, Mattering vs. Marginality, Mattering to 

Counselors, Mattering to Instructors, Mattering to Students, and Perception of Value.  
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The researcher sent the surveys to students at four different university campuses in the 

southwest United States.  Respondents completed the survey online over a three-to-four 

week span in July and August of 2015.  The researcher utilized t-tests and correlation 

coefficients on each of the individual items in order to determine the significant 

differences between various demographic groups.   

Summary of the Findings 

With regards to Research Question #1, the researcher hypothesized that students 

with children would report lower mattering scores than their peers without children.  

When comparing all respondents, this assumption held true, although only 5 of the 28 

items tested significant at p < .05 or higher.  Each of these significant items came from 

the General College Mattering section.  On the institutional level, University A student-

parents had significantly lower scores on four items, all of which are relationally based.  

University B did not have any significant results perhaps due to either the fact that it had 

the lowest percentage of parent respondents among public schools or because the 

demographic similarities (i.e. sex/gender and race/ethnicity) were similar between the 

parent and non-parent cohorts.  University C had the most significant differences (11) of 

any institution; students with children reported significantly lower mean scores in the 

Mattering vs. Marginality section and the Mattering to Students section.  University D 

did not yield enough parent respondents, so a proper analysis was not completed.  It 

should be noted, however, that the analysis of parent responses for Research Question #2 

include the three respondents from University D.   

Research Question #2 looked at the parent subgroup in more detail.  The goal of 

RQ2 was to determine whether certain demographic characteristics among parent 
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respondents related to their lower mattering scores.  Table 14 below outlines the 

significant differences for all items among the various demographics.  The most 

commonly occurring significant difference came from the Mattering vs. Marginality 

section with parents reporting lower scores if they were employed, had a higher 

household income, were in a coupled relationship, or if they were older than 24.  Part-

time student-parents reported lower mattering scores on every item concerning 

relationships with fellow students.  There were no significant differences in the 

race/ethnicity category and only one significant difference between the sexes.    
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Table 14: Significant Items by Demographic Category 

Question Sex/Gender Employment 
Household 

Income 
Race/Ethnicity 

Relationship 

Status 

Enrollment 

Status 
Age 

B1 - "Sometimes I feel alone at the 

college" 
  p < .01  p < .01  p < .05 

B2 - "Sometimes I feel that no one at 

the college notices me" 
    p < .05  p < .001 

B3 - "I often feel socially inadequate 

at school" 
 p < .05   p < .05 p < .01 p < .01 

B4 - "Sometimes I feel that I am not 

interesting to anyone at the college" 
  p < .05    p < .01 

B5 - "Sometimes I get so wrapped 

up in my personal problems that I 

isolate myself from others at the 

college" 

 p < .05 p < .001  p < .05  p < .05 

B6 - "I often isolate myself when 

involved in student activities" 
  p < .001    p < .05 

D2 - "My instructor sometimes 

ignores my questions or comments" 
      p < .05 

E1 - "Some students are dependent 

on my guidance or assistance to help 

them succeed" 
p < .05     p < .05  

E2 - "When in groups, other students 

tend to rely on my contributions" 
     p < .001  

E3 - "Other students rely on me for 

support" 
     p < .01  
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Implications for Practice 

When considering the results set forth from this study, there are two primary 

implications that one should consider in order to appropriately work with undergraduate 

students with children.  The first implication that this study reinforces is the importance 

of understanding the nature of transitions for students, specifically those with children.  It 

is worth reiterating that Schlossberg (2011) described three distinct types of transitions: 

anticipated (graduation, birth, marriage, etc.), unanticipated (loss of a job or loved one), 

or nonevent (a transition that occurs when something does not happen).  The type of 

transition itself is not critical but the manner to which it affects one’s roles, relationships, 

and routines is.  Undergraduate students with children undergo a series of transitions as 

they attempt to balance their role as parent, student and (potentially) spouse or employee.  

It is also possible that they are utilizing their college experience to transition from one 

type of career to another; they find themselves in college sharing multiple roles with little 

security or acceptance in any of them (Draper, 2003; Steltenpohl & Shipton, 1986).   

This feeling of marginality can contribute to the way that student-parents feel when they 

are on a college campus.  Schlossberg (2011) noted four factors that can determine the 

level of success in a transition; each of these apply to undergraduate students with 

children as well.  The type of transition that a student faces is vital: the transition to being 

a college student is an anticipated one; the way in which other elements of the student’s 

life changes, however, may very well be unanticipated.  Often, the family member’s 

lessened availability to spouses, children, and friends can have a pronounced effect on 

how they feel about themselves in their role as a student.  Another factor for a successful 

transition is the degree to which one’s life is altered; multiple changes at once can 
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provide instability that can impact the level of student success.  The third factor that 

impacts success is where the student is in the transition; a student just beginning college 

will have different needs than one approaching graduation.  The fourth factor, resources 

available to assist with the transition, is also vital but will be addressed in further detail in 

the “Recommendations for Practice” section below.   

As one would expect, students and their family members must all carry the weight 

of the transition.  It is vital that university agents understand the elements of a student’s 

life that can impact his/her academic success.  As they bring in certain characteristics and 

backgrounds, it is the duty of the institution to provide an environment that will enable 

them to grow and learn in a variety of ways as they obtain their education (Astin, 1991).  

As it stands, there are a number of barriers in place at the institutional level that can 

hinder success for students with children.  Jackson Hardin (2008) identified such 

institutional barriers as policies, procedures, and red tape that often unintentionally 

prevent students with children from utilizing all of their available resources (see also Ritt, 

2008).  The section below on recommendations for student services addresses ways in 

which universities can eliminate such barriers and assumptions.   

One other key implication that university agents might consider is the demands 

placed upon the student by other stakeholders in his/her life.  Jackson Hardin (2008) 

identified such situational barriers as another factor that can limit student success.  It is 

easy to see why.  Giancola, Grawitch, and Borchert (2009) found that adult students 

considered personal-life stressors so be significantly higher than school stressors.  

Essentially, a recognition of the responsibilities facing students with children would go a 

long way toward assisting them as they progress toward a degree.  They must negotiate a 
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change in roles with family members while handling school responsibilities and it can be 

an overwhelming task (Carriuolo, 2002; Davies & Williams, 2001; Osborne et al., 2004).  

As noted by James (1995), the university and the family are both “greedy institutions” (p. 

459) that demand as much as possible from the student.  The following section will 

provide universities with recommendations that reduce the feelings of marginality that 

students with children experience while promoting their retention and graduation.   

Recommendations for Practice 

Institutional Research 

On the institutional level, there are three primary areas of practice that can benefit 

from a greater understanding of the unique circumstances facing undergraduate students 

with children.  The first university practice that needs to be addressed by this study 

concerns offices of institutional research at the university level.  There are two distinct 

actions that would vastly improve services provided to undergraduate students with 

children.  First, the offices of institutional research (or the registrar) can develop a 

method to properly identify the exact number of students on their campus that have 

dependent children.  None of the four institutions in this study possessed exact numbers 

nor did any of the institutions found in the literature.  Although such data potentially exist 

in FAFSA information, this information would prove valuable to the research offices.  

Ritt (2008) recommends an integrated infrastructure among all colleges and universities 

for adult students, but such a system would take a significant amount of time and money 

to implement.  Each institution needs to provide a simple voluntary checkbox that permits 

students to disclose their status as a parent with dependent children.  This enables them to 

provide a baseline for budgeting for appropriate services.   
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Another recommendation related to institutional research is to determine 

workable definitions to measure success for students with children.  Traditional retention 

numbers can be helpful but do not account for the external life circumstances that can 

impact a student’s academic progress.  In the literature, Choy (2002) found that the three-

year persistence rate for non-traditional students in 1995 was 50% as opposed to 88% of 

traditional students.  This seems like a troubling number, but it is possible that institutions 

are measuring the wrong thing.  If a student is employed full-time or enrolled part-time, 

they may not achieve the benchmarks traditionally associated with success.  With this 

group, a six-year graduation rate has more value than almost any other current measure.  

Even then, delayed attendance, transfers between colleges, and “stopping out” for a term 

can have an impact on such numbers.  It is important to remember that this group is 

heterogeneous and very difficult to comprehensively track utilizing traditional measures.  

A six-year graduation rate is the closest current measure in place although an eight or 

even ten-year graduation rate should not be ignored; the University of Texas at El Paso 

has considered a ten-year metric to account for the fact that its students come from a 

more nontraditional background (Hamilton, 2012).  There are admitted concerns with 

such an approach; most notably, student-parents should be aware of the mandated 

timeframes required to graduate before they are required to repeat certain courses.  

Although the negotiation of such issues would remain specific to each institution, a 

comparable measurement or approach would provide greater flexibility when considering 

the need of non-traditional students to “stop out” for a semester or two in order to address 

other competing interests in their lives.   
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One other factor to consider within the context of institutional research is the 

manner in which universities measure the current rate of engagement of students with 

children.  Traditional instruments like the National Survey on Student Engagement 

(NSSE) provide less emphasis on the manners in which non-traditional students engage 

on campus (Price & Baker, 2012).  It would be helpful to offer the College Mattering 

Inventory or another instrument that does not contain assumptions about the traditional 

college experience.  Such an instrument should be offered as a means to learn about the 

circumstances facing all students and how to tailor programs specific to the needs of the 

non-traditional learner.  Regardless of the assessment chosen, advocates for non-

traditional students must rely on outcome data and anecdotal evidence as they 

communicate the success and needs of students with children.  Given the nebulous 

qualities of the population, institutional researchers must utilize both qualitative and 

quantitative methods to develop a more complete picture.  When the institution enacts 

such measures, faculty and administrators can take additional steps to engage these 

students in more effective ways.   

Classroom Experiences 

In the results from the survey, students with children did not have any scores 

significantly lower than their non-parent counterparts in the section regarding the 

relationship with faculty.  In fact, parents reported higher scores than non-parents on two 

of the four items, though none of them were significant.  In other words, students did not 

feel significantly different about their instructors than did students without children. On 

the surface, this seems like an overall positive finding.  The problem, however, is that 

both student groups reported a lower level of mattering to faculty: every mean score in 
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the Mattering to Instructors section was in the below average category, implying that they 

perceive as if they do not matter to their instructors.  With student-parents, there are some 

subtle ways that this could be true.  Many of the academic policies set forth can be 

perceived as insensitive to the needs of students with children.  For example, professors 

who assign group work might assume that everyone in the group has the same availability 

or complementary schedules in order to complete the task.  Students with children are 

juggling multiple roles and find it difficult to add such time to their already busy 

schedule.  The other policy that can prevent student success is the attendance policy set 

forth by professors; if the student has a sick child, they are often explicitly told that it is 

an unexcused absence.  As one respondent at University A said, “There’s no 

consideration for students with kids in the classroom.”   

Professors would find it valuable to understand the elements that students with 

children value in a class.  Howell and Buck (2012) outlined four manageable variables 

that influence an adult student’s satisfaction with a course: relevancy of subject matter, 

faculty subject matter competency, faculty classroom management, and student 

workload.  The last two items are of primary interest here.  Given that student-parents 

tend to place a higher value on the educational process in the classroom (Eppler & Harju, 

1997; Myers & Mobley, 2004), the instructor must be able to maintain an appropriate 

classroom so that the learning process can move on in an unimpeded fashion.  They see 

the class as their primary method of campus interaction (Capps, 2012; Wyatt, 2011); the 

more organized the class is, the more likely the student-parent will find college 

beneficial.  The student workload variable is of particular interest, as well.  Adult 

students felt that too much work evidenced an inconsiderate attitude toward other 
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elements in their lives, whereas too little work made them feel as if they were not getting 

what they paid for.  Such elements often differ on a course by course basis, however, 

making it difficult to implement institutional change.  The relationship between students 

and faculty will often be dependent on the course subject and the attitudes that each bring 

into the classroom (Howell & Buck, 2012).  Additional training in the field of andragogy 

(adult learning) could provide greater levels of empathy that might make a positive 

impact on the student’s experience in the classroom (Kohler & Cropf, 2007).  Such 

approaches are important since faculty members are often the primary campus agents that 

interact with non-traditional students.   

Student Service Experiences  

As noted above, Schlossberg (2011) stated that available resources can have a 

positive impact on an individual’s ability to successfully navigate a transition.  As such, 

universities can provide both new programming and an adjustment of current efforts to 

effectively assist undergraduate students with children.  One of the primary 

recommendations set forth by respondents to the survey was the importance of on-

campus childcare.  One respondent stated, “An on-campus childcare center would be 

beneficial for the large number of students with children,” an idea echoed specifically by 

one other respondent.  The limited number of respondents specifically mentioning on-

campus childcare could be due to the fact the question asked for general comments and 

not about specific programs they would like to utilize.  The reasoning for this is that 

Chapter II discussed multiple articles advocating for a similar program on college and 

university campuses.  Schlossberg, Lynch, and Chickering (1989) cited a lack of quality 

childcare as one of the reasons that adult learners may drop out of a university.  



Texas Tech University, Jeffrey Taylor, May 2016 

103 

Additionally, Hammons-Bryner (1999) found that the probability of graduation decreased 

for low-income working mothers who struggled with childcare (see also Goldrick-Rab & 

Sorensen, 2010).   This is a problem prevalent across the nation as only 5% of childcare 

needed by student-parents is supplied by on-campus child care centers (Miller, Gault, & 

Thorman, 2011).  None of the campuses in this study have on-campus childcare designed 

specifically for the children of students.  The design of such a facility at a public, four-

year research institution would be unique to the specific context set forth by each of the 

institutions.  However, given the levels of stress felt by students with children and the 

marginalized feelings they experience, an on-campus childcare facility could provide 

them with a greater level of connection to the university community.   

One element of student programming is uniquely designed to work with a certain 

type of non-traditional student and could provide assistance to students with children: 

diversity offices.  Zepke, Leace, and Butler (2011) found that one of the most important 

things for adult students returning to college to learn was how to integrate into the 

academic culture and develop the necessary cultural capital to succeed, and they require 

assistance to help them facilitate this transition in order to optimize retention and success.  

Diversity offices are often responsible for assisting people from underrepresented 

backgrounds as they navigate the university campus; they are also often the advocates for 

awareness and inclusion.  It would be a natural fit to include students with children in this 

area as well.  In many ways, diversity offices are already working with student-parents, 

given the racial tendencies found by Sibulkin and Butler (2005): African American 

women were more than four times as likely as Caucasian women to have a child before or 

within five years of entering a four-year college; African American men were more than 
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five times as likely as their Caucasian peers to have a child.   With these statistics in 

mind, there could be a temptation to overlook the student-parents from “privileged” 

backgrounds to focus solely on those with perceived greater needs; such a thought must 

be ignored. In this very study, even student-parents that reported a higher household 

income felt more marginalized on a college campus than their peers with a lower income.  

It is important to not let assumptions guide policy and to meet the needs of all students 

with children. 

One relationship that students with children tend to value highly is the one they 

foster with their academic advisor.  It is of such importance that the CMI dedicated a 

whole section to this relationship.  None of the items from the Mattering to Advisors 

section revealed a significant difference between parent and non-parent respondents for 

any institution or demographic group.  This is a welcome sign as careful academic 

advising is essential for non-traditional students (Jackson Hardin, 2008).  Much of what 

an advisor does already considers the unique needs of the individual student, but it is 

worth emphasizing the following recommendations.  It is important that advisors assist in 

the establishment of clear educational pathways so that students with children can obtain 

their degree; such success is dependent upon ongoing, proactive communication between 

the advisor and the student (Ritt, 2008).  Many schools require that students meet with 

their advisor each semester prior to registration; given the time limitations that many 

student-parents endure, and even the increasingly heavy caseloads of advisors, it is often 

difficult for them to have a priority appointment.  Kurantowicz and Nizinska (2013) 

recommend group advising sessions at convenient times for student-parents so that they 

can also interact and build networks of support.  This interaction is of the utmost 
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importance and will be discussed in greater detail later.  Essentially, the academic 

advisors are providing effective assistance to their students; if they were to tweak the 

manner of their availability to non-traditional students, they would establish a more 

equitable experience for undergraduate students with children.   

Indeed, this need for availability of student services outside of traditional business 

hours is another idea that universities should consider (Tones et al., 2009).  Since it 

would admittedly be inefficient for every student service office to have regular extended 

hours, universities should consider an office dedicated to students with children and other 

non-traditional students that provides a comprehensive range of services in a way that 

works with their schedule.  A one-stop shop like this (Osborne et al., 2004) would serve 

as a frontline for adult student support while providing referrals to the regular offices as 

needed.  Such an office can provide information about scholarships, advising, counseling, 

health services, commuter issues, and others as deemed important by the individual 

campus (Jackson Hardin, 2008).  Implementing this type of program would require 

investment from stakeholders across the campus, never an easy task.  Plageman (2011) 

noted that such offices often feel marginalized by the university community.  

Accordingly, creativity, flexibility, and strong advocacy are important for such programs 

to succeed.   Problems arise because administrators operate under the assumption that the 

adult learner is self-supporting and does not require the same level of service as the 

“traditional” student (Jackson Hardin, 2008).  If the institutional research staff can 

provide data as discussed above, they can assist in convincing decision makers that such 

programs are important both to the recruitment of new students and the retention of 

students already in attendance.   
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The other important way to help increase the retention of students with children to 

the university is through the increase in social programming designed specifically for 

them (Jackson Hardin, 2008; Wyatt, 2011).  One of the easiest ways to begin such 

programming is through the establishment of a non-traditional student association with 

social events that include spouses and children.  This was an issue raised by multiple 

respondents at the conclusion of the present survey.  One of them asked for “An 

organization for people who [are] in the same ‘category’ as me so that I could have 

friendships and support,” whereas another asked for universities to provide “support 

for…students with families/children to participate in extracurricular activities.”  It is true 

that students with children provide a very inconvenient schedule for administrators that 

attempt to develop programming.  This is why the student organization is of vital 

importance; it can relieve the stress of planning for such an event from a staff member 

and give the students with children the freedom and flexibility to develop programming 

that better suits their needs.  Of all of the recommendations set forth in this chapter, the 

establishment of a non-traditional student association would require the smallest financial 

investment and could pay immediate dividends.  The results of this survey show that 

students with children tend to feel more marginalized on campus; giving them the 

opportunity to connect with peers in a similar situation would give them the opportunity 

to grow in their connection to the campus; it would truly let them know that they matter 

to both the university as a whole and to their fellow students.   

Recommendations for Future Research 

Given the specific limitations of this study, there are many ways to expound upon 

and better understand the specific needs of undergraduate students with children.  
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Specifically, qualitative interviews with student-parents might reveal more specific issues 

that they experience.  Many of the comments shared by respondents allude to needing 

help or having problems.  Specific follow-up questions to such statements might identify 

whether the needs are financial, social, emotional, etc. and provide a means by which 

administrators can customize programming.  Such questions might also reveal deeper 

issues along sex/gender or ethnic lines and provide added clarity to issues that did not 

show up as significant on the Likert items.   

Another way in which the research of undergraduate students with children can 

grow is through the addition of a demographic question inquiring about one’s status as a 

parent to any longitudinal survey.  Ideally, surveys provided to students would not just 

include the traditional characteristics associated with the 18-to-22-year-old population 

and could provide additional demographic information describing how non-traditional 

students compare under the traditional metrics.  This can provide valuable information 

that could help develop a more inclusive metric that accounts for the ever-growing 

population of non-traditional students and the ways in which they define a successful 

academic career.   

Additionally, the College Mattering Inventory should be utilized on multiple 

populations, not just students with children.  It would be interesting to see how other 

underrepresented populations perceive their level of mattering on college campuses.  

Specifically, further research should be considered to discuss the level of mattering 

experienced by commuter students, older students and students with higher household 

income, regardless of the presence of children.  Though assumptions already exist, it 

would be beneficial to test these assumptions and provide data that supports or refutes it.  
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Given the flexibility of the instrument and the amount of responses gathered from this 

study, a factor analysis might provide a richer context and insight into the direction this 

field needs to travel.   

Limitations 

There are a couple of key limitations in this study that should also warrant further 

research and consideration.  First, the lack of meaningful data from University D was 

disappointing.  The lack of student-parents on the campus hindered the appropriate 

analysis of the data.  As such, it is difficult to apply any of the results to private 

universities.  But given the smaller student populations, the varying religious affiliations, 

and unique institutional histories, it might be difficult to make generalizations about the 

level of mattering at private universities.  Another limitation to the study was the lack of 

community colleges, a decision based on the desire to directly compare similar 

institutions.  Another round of surveys comparing community colleges within the same 

district or in multiple areas is worthy of further study.   

Additionally, this study focused solely on undergraduate students with children.  A future 

study might find beneficial information in analyzing the perceived level of campus 

mattering for graduate-level students with children.  Although the educational context is 

different, it might provide further insight into the mindset of a student-parent in the 

classroom.   

Conclusion 

The purpose of this research was to determine whether undergraduate students 

with children felt as if they matter on a college campus as much as their non-parent peers.  
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The study shows that, in many ways, they feel a strong connection to the campus but feel 

marginalized in many significant ways, which could be attributed to multiple 

demographic variables.  It is the duty of each institution to make each student feel as if 

they matter, as if they are an important part of the campus community.  The results of this 

survey should challenge universities to consider the unique plight of undergraduate 

students with children and to provide services that assist them in their path toward degree 

completion.  This is an issue of social justice that should resonate with any stakeholder 

who values equity in their institutional culture.  Undergraduate students with children 

should feel as if they matter on the college campus and they can contribute meaningfully 

to the university mission.  They are not individuals to be pitied; they are agents actively 

trying to improve their lives and the lives of their families through the power of 

education.  Their abilities and efforts are a testament to the purpose of higher education 

and we must actively encourage them and make them feel as if they matter.   

  



Texas Tech University, Jeffrey Taylor, May 2016 

110 

REFERENCES 

Albers, C. (2006). Academic and student affairs collaborate to support student-parents: A 

response to change. Planning in Higher Education, 35, 19-30.  

Albreck, P. L., & Settle, R. B. (1995). Survey research handbook. Chicago: Richard D. 

Irwin, Inc. 

Astin, Alexander. (1991). Assessment for excellence: The philosophy and practice of 

assessment and evaluation in higher education.  Washington, D.C.: American 

Council on Education/Onyx Press Series on Higher Education.   

Bean, J., & Metzner, B. (1985). A conceptual model of nontraditional undergraduate 

student attrition. Review of Educational Research, 55(4), 485-540. 

Bigdeli, S., Pakpour, V., Aalaa, M., Shakarabi, R., Sanjari, M., Haghani, H., & Mehrdad, 

N. (2015). Clinical learning environments (actual and expected): Perceptions of 

Iran University of Medical Sciences nursing students. Medical Journal of the 

Islamic Republic of Iran, 29, 1-8. 

Blankson, J. & Kyei-Blankson, L. (2008). Nontraditional students' perception of a 

blended course: Integrating synchronous online discussion and face-to-face 

instruction. Journal of Interactive Learning Research, 19, 421-438.  

Blaxter, L, Dodd, K., & Tight, M. (1996). Mature student markets: An institutional case 

study. Higher Education, 31, 187-203.  

Boyer, P.G. (2005). College student persistence of first-time freshmen at a Midwestern 

university: A longitudinal study.  Research for Educational Reform, 10, 16-27.  

Brammer, L.M. (1992). Coping with life transitions. International Journal for the 

Advancement of Counseling, 15, 239-253.   

Brown, R. L., & Amankwaa, A. A. (2007). College females as mothers: Balancing the 

roles of student and motherhood. The ABNF Journal, 18(1), 25-29. 

Brown, U.M. (1995). Black/white interracial young adults: Quest for racial identity.  

American Journal of Orthopsychiatry, 65(1), 125-131.   

Capps, R. (2012).  Supporting adult student persistence in community colleges.  Change, 

44(2), 38-44. 

Carriuolo, N. (2002). The nontraditional undergraduate and distance learning. Change, 

34, 56-61.  

Chao, R. & Good, G.E. (2004). Nontraditional students' perspectives on college 

education: A qualitative study. Journal of College Counseling, 7, 5-12.  



Texas Tech University, Jeffrey Taylor, May 2016 

111 

Chen, R. (2012). Institutional characteristics and college student dropout risks: A 

multilevel event history analysis.  Research of Higher Education, 53, 487-505. 

Choy, S. (2002). Nontraditional undergraduates. Washington, D.C., National Center for 

Educational Statistics.   

Cohen, A. (1971). Women and higher education: Recommendations for change. The Phi 

Delta Kappan, 53(3), 164-167. 

Cornell, D., Klein, J., Konold, T., & Huang, F. (2011). Effects of validity screening items 

on adolescent survey data.  Psychological Assessment, 24(1), 21-35. 

Coulter, X., & Mandell, A. (2012). Adult higher education: Are we moving in the wrong 

direction? The Journal of Continuing Higher Education, 60, 40-42. 

Couper, M.P. (2011). The future of modes of data collection. Public Opinion Quarterly, 

75(5), 889-908.   

Crisp, G. & Nora, A. (2010). Hispanic student success: Factors influencing the 

persistence and transfer decisions of Latino community college students enrolled 

in developmental education. Research of Higher Education, 51, 175-194.  

Dave, R., Tripathi, K.N., Singh, P., & Udainiya, R. (2011). Subjective well-being, locus 

of control and general self-efficacy among university students. Amity Journal of 

Applied Psychology, 2(1), 28-32.   

Davies, P. & Williams, J. (2001). For me or not for me? Fragility and risk in mature 

students' decision-making. Higher Education Quarterly, 2, 185-203.  

Demir, M., Ozen, A., & Dogan, A. (2012). Friendship, perceived mattering and 

happiness: A study of American and Turkish college students. The Journal of 

Social Psychology, 152(6), 659-664. 

Dittrich, R., Francis, B., Hatzinger, R., & Katzenbeisser, W. (2007). A paired comparison 

approach for the analysis of sets of Likert-scale responses. Statistical Modeling, 

7(1), 3-28. 

Donaldson, J. F., & Townsend, B. K. (2007). Higher education journals' discourse about 

adult undergraduate students. The Journal of Higher Education, 78(1), 27-50. 

Draper, J. (2003). Men's passage to fatherhood: An analysis of the contemporary 

relevance of transition theory. Nursing Inquiry, 10, 66-78.   

Elliott, G.C., Kao, S., & Grant, A. (2004). Mattering: Empirical validation of a social-

psychological concept.  Self and Identity, 3, 339-354.   



Texas Tech University, Jeffrey Taylor, May 2016 

112 

Eppler, M.A. & Harju, B.L. (1997). Achievement motivation goals in relation to 

academic performance in traditional and nontraditional college students. Research 

in Higher Education, 38, 557-573.   

Exposito, S., & Bernheimer, S. (2012). Nontraditional students and institutions of higher 

education: A conceptual framework. Journal of Early Childhood Teacher 

Education, 33, 178-189. 

Fatoki, O. (2015). Gender, academic major, and the love of money by university students 

in South Africa. Gender & Behavior, 13(1), 6632-6639.  

Field, J. & Morgan-Klein, N. (2013). Reappraising the importance of class in higher 

education entry and persistence. Studies in the Education of Adults, 45, 162-176.  

Fike, D.S. & Fike, R. (2008). Predictors of first-year student retention in the community 

college.  Community College Review, 36(2), 68-88. 

Fike, D.S. & Fike, R. (2012). The consequences of delayed enrollment in developmental 

mathematics.  Journal of Developmental Education, 35(2), 2-10.   

Fortson, B.L., Scotti, J.R., Del Ben, K.S., & Chen, Y. (2006). Reliability and validity of 

an internet traumatic stress survey with a college student sample.  Journal of 

Traumatic Stress, 19(5), 709-720. 

Fortune, A. (1987). Multiple roles, stress, and well-being among MSW students. Journal 

of Social Work Education, 23(3), 81-90. 

France, M.K. & Finney, S.J. (2009). What matters in the measurement of mattering? A 

construct validity study.  Measurement and Evaluation in Counseling and 

Development, 42, 104-120.   

Freeman, T.M., Anderman, L.H., & Jensen, J.M. (2007). Sense of belonging in college 

freshmen at the classroom and campus levels.  The Journal of Experimental 

Education, 75(3), 203-220.   

Fritschner, L. (2000). Inside the undergraduate college classroom: Faculty and students 

differ on the meaning of student participation. The Journal of Higher Education, 

71(3), 342-362. 

Giancola, J.K., Grawitch, M.J., & Borchert, D. (2009). Dealing with the stress of college: 

A model for adult students. Adult Education Quarterly, 59, 246-263.  

Gilardi, S., & Guglielmetti, C. (2011). University life of non-traditional students: 

Engagement styles and impact on attrition. The Journal of Higher Education, 82, 

33-53. doi:10.1353/jhe.2011.0005 



Texas Tech University, Jeffrey Taylor, May 2016 

113 

Goldrick-Rab, S., & Sorensen, K. (2010). Unmarried parents in college. The Future of 

Children, 20(2), 179-203. 

Hagelskamp, C., Schleifer, D., & DiStasi, C. (2013). Is college worth it for me? How 

adults without degrees think about going (back) to school. Retrieved from 

http://www.publicagenda.org/pages/is-college-worth-it-for-me 

Hamilton, R. (2012, March 2). At UTEP, success is not all about graduation rates. 

Retrieved February 16, 2016, from http://www.nytimes.com/2012/03/02/us/utep-

calls-for-success-criteria-other-than-graduation-rates.html?_r=1 

Hammons-Bryner, S. (1999). The woman's obstacle course: Southern African-American 

and rural women's barriers to academic achievement. Race, Gender, & Class, 

6(2), 73-98. 

Hartley, M.T. (2011). Examining the relationships between resilience, mental health, and 

academic persistence in undergraduate college students. Journal of American 

College Health, 59(7), 596-604. 

Higher Education Research Institute. (2016). CIRP Freshman Survey. Retrieved 2016, 

from http://www.heri.ucla.edu/PDFs/surveyAdmin/tfs/2016-CIRP-Freshman-

Survey.pdf 

Howell, G.F. & Buck, J.M. (2012).  The adult student and course satisfaction: What 

matters most?  Innovation in Higher Education, 37, 215-226. 

Hu, S. & Kuh, G.D. (2003). Maximizing what students get out of college: Testing a 

learning productivity model. Journal of College Student Development, 44(2), 

185–203. 

Jackson Hardin, C.  (2008). Adult students in higher education: A portrait of transitions.  

New Directions for Higher Education, 144, 49-57.   

Jacobs, J. A., & King, R. B. (2002). Age and college completion: A life-history analysis 

of women aged 15-44. Sociology of Education, 75(3), 211-230. 

James, D. (1995). Mature studentship in higher education: Beyond a 'species' approach. 

British Journal of Sociology of Education, 16(4), 451-466. 

Javaras, K.N. & Ripley, B.D. (2007). An "unfolding" latent variable model for Likert 

attitude data: Drawing inferences adjusted for response style.  Journal of the 

American Statistical Association, 102(478), 454-463.  

Kaschak, E. (2013). The mattering map: Integrating the complexities of knowledge, 

experience, and meaning.  Psychology of Women Quarterly, 37, 436-443.   



Texas Tech University, Jeffrey Taylor, May 2016 

114 

Kasworm, C.E. (1990). Adult undergraduates in higher education: A review of past 

research perspectives. Review of Educational Research, 60, 345-372.  

Kasworm, C.E. & Pike, G.R. (1994). Adult undergraduate students: Evaluating the 

appropriateness of a traditional model of academic performance. Research in 

Higher Education, 35, 689-710.  

Keith, P.M.  (2007). Barriers and nontraditional students' use of academic and social 

services. College Student Journal, 41, 1123-1127.  

Kim, K.A., Sax, L.J., Lee, J.J., & Hagedorn, L.S. (2010). Redefining nontraditional 

students: Exploring the self-perceptions of community college students. 

Community College Journal of Research and Practice, 34, 402-422.  

 King, J.E. (2003). Nontraditional attendance and persistence: The cost of students' 

choices. New Directions for Higher Education, 121, 69-83. 

Kinzie, J., Gonyea, R., Shoup, R., & Kuh, G. (2008).  Promoting persistence and success 

of underrepresented students: Lessons for teaching and learning.  New Directions 

for Teaching and Learning, 115, 21-38. 

Kohler, J., & Cropf, R. (2007). Creating an accelerated joint BA-MPA degree programs 

for adult learners. Journal of Public Affairs Education, 13(2), 383-401. 

Kulm, T.L. & Cramer, S. (2006). The relationship of student employment to student role, 

family relationships, social interactions, and persistence.  College Student 

Journal, 40(4), 927-938. 

Kurantowicz, E. & Nizinska, A. (2013). How students 'stay the course:' Retention 

practices in higher education. Studies in the Education of Adults, 45, 135-147.   

Lenz, B. (2001). The transition from adolescence to young adulthood: A theoretical 

perspective. The Journal of School Nursing, 17, 300-306.   

Liu, M., Bowling, N.A., Huang, J.L., & Kent, T.A. (2013). Insufficient effort responding 

to surveys as a threat to validity: The perceptions and practices of SIOP members.  

The Industrial Organizational Psychologist, 51(1), 32-38. 

Lundberg, C.A. (2003). The influence of time-limitations, faculty, and peer relationships 

on adult student learning: A causal model. The Journal of Higher Education, 74, 

665-688.  

Madu, B.N. (2011).  Relationship between gender and university students’ academic 

performance in arts-related subjects. Gender & Behavior, 9(1), 2011. 



Texas Tech University, Jeffrey Taylor, May 2016 

115 

Makinen, J., Olkinuora, E., & Lonka, K. (2004). Students at risk: Students' general study 

orientations and abandoning/prolonging the course of studies. Higher Education, 

48(2), 173-188. 

Marandet, E., & Wainwright, E. (2010). Invisible experiences: Understanding the choices 

and needs of university students with dependent children. British Educational 

Research Journal, 36(5), 787-805. 

Marks, A. (1999). Really useful knowledge: The new vocationalism in higher education 

and its consequences for mature students. British Journal of Educational Studies, 

47(2), 157-169. 

Marks, A. (2003). Welcome to the new ambivalence: Reflections on the historical and 

current cultural antagonism between the working class male and higher education. 

British Journal of Sociology of Education, 24(1), 83-93. 

Marshall, S., Liu, Y., Wu, A., & Adams, G. (2010). Perceived mattering to parents and 

friends for university students: A longitudinal study. Journal of Adolescence, 33, 

367-375. 

Marti, C.N. (2008). Latent postsecondary persistence pathways: Educational pathways in 

American two-year colleges. Research of Higher Education, 49, 317-336.  

Melton, B., Bland, H., Harris, B., Kelly, D., & Chandler, K. (2015). Evaluating a physical 

activity app in the classroom: A mixed methodological approach among 

university students. The Physical Educator, 72, 601-620. 

Miller, K., Gault, B., & Thorman, A. (2011). Improving child care access to promote 

postsecondary success among low-income parents. Washington, D.C., Institute 

for Women's Policy Research.  

Myers, J.E. & Mobley, A.K. (2004). Wellness of undergraduates: Comparisons of 

traditional and nontraditional students. Journal of College Counseling, 7, 40-49 

National Center for Educational Statistics. (2012). Nontraditional undergraduates: 

Definitions and data. Retrieved from http://nces.ed.gov/pubs/web/97578e.asp 

National Center for Education Statistics. (2016). The Integrated Postsecondary Education 

Data System. Retrieved 2016. 

Ng, P., Su, X.S., Chan, V., Leung, H., Cheung, W., & Tsun, A. (2012). The reliability 

and validity of a campus caring instrument developed for undergraduate students 

in Hong Kong. Measurement and Evaluation in Counseling and Development, 

46(2), 88-100.   



Texas Tech University, Jeffrey Taylor, May 2016 

116 

O'Donnell, V., & Tobbell, J. (2007). The transition of adult students to higher education: 

Legitimate peripheral participation in a community of practice? Adult Education 

Quarterly, 57, 312-328. 

Ogren, C. A. (2003). Rethinking the "nontraditional" student from a historical 

perspective: state normal schools in the late nineteenth and early twentieth 

centuries. The Journal of Higher Education, 74(6), 640-664. 

Orcher, L. (2005). Conducting Research: Social and Behavioral Science Methods. 

Glendale, CA: Pyrczak. 

Osborne, M., Marks, A., & Turner, E. (2004). Becoming a mature student: How adult 

applicants weigh the advantages and disadvantages of higher education. Higher 

Education, 48(3), 291-315. 

Pike, G.R. (2013). NSSE benchmarks and institutional outcomes: A note on the 

importance of considering the intended uses of a measure in validity studies.  

Research in Higher Education, 54, 149-170.  

Pinilla, B., & Munoz, S. (2005). Educational opportunities and academic performance: A 

case study of university student mothers in Venezuela. Higher Education, 50(2), 

299-322. 

Plageman, P.  (2011). Educator, planner, and advocate: Higher education for adults in the 

new millennium.  Adult Learning, 22, 32-36. 

Plagemen, P.M. & Sabina, C. (2010). Perceived family influence on undergraduate 

female students. The Journal of Continuing Higher Education, 58, 156-166.   

Pollard, K.M. & O'Hare, W.P. (1999). America's racial and ethnic minorities. Population 

Bulletin, 54(3), 3-47. 

Price, K. & Baker, S.N. (2012).  Measuring student engagement on college campus: Is 

the NSSE an appropriate measure of adult students' engagement?  The Journal of 

Continuing Higher Education, 60, 20-32.   

Ramsay, S., Jones, E., & Barker, M. (2007). Relationship between adjustment and 

support types: Young and mature-aged local and international first year university 

students. Higher Education, 54(2), 247-265. 

Rayle, A.D. (2006).  Mattering to others: Implications for the counseling relationship.  

Journal of Counseling and Development, 84, 483-487.   

Reay, D., Ball, S., & David, M. (2002). 'It's taking me a long time but I'll get there in the 

end': Mature students on access courses and higher education choice. British 

Educational Research Journal, 28(1), 5-19. 



Texas Tech University, Jeffrey Taylor, May 2016 

117 

Ricco, R., Sabet, S., & Clough, C. (2009). College mothers in the dual roles of student 

and parent: Implications for their children's attitudes toward school. Merrill-

Palmer Quarterly (1982-), 55(1), 79-110. 

Richardson, J.T.E. & King, E. (1998). Adult students in higher education: Burden or 

boon? The Journal of Higher Education, 69, 65-88.  

Ritt, E. (2008). Redefining tradition: Adult learners and higher education. Adult 

Learning, 19, 12-16.  

Robertson, D.L. (1997). Transformative learning and transition theory: Toward 

developing the ability to facilitate insight. Journal on Excellence in College 

Teaching, 8, 105-125.  

Rowan-Kenyon, H. T. (2007). Predictors of delayed college enrollment and the impact of 

socioeconomic status. The Journal of Higher Education, 78(2), 188-214. 

Sahlqvist, S., Song, Y., Bull, F., Adams, E., Preston, J., & Ogilvie, D. (2011)  Effect of 

questionnaire length, personalisation, and reminder type on response rate to a 

complex postal survey: Randomised controlled trial.  BMC Medical Research 

Methodology, 11, 1-8. 

Sargent, A.G. & Schlossberg, N.K. (1988). Managing adult transitions. Training and 

Development Journal, 42, 58-60.  

Schlossberg, N.K. (1975).  Programs for adults.  Personnel and Guidance Journal, 53, 

681-685. 

Schlossberg, N. (1989). Marginality and mattering: Key issues in community building. 

New Directions for Student Services, 48, 5-15. 

Schlossberg, N., Lassalle, A., & Golec, R. (1989). The Mattering Scales for Adult 

Students in Higher Education. Washington, D.C.: Center for Adult Learning, The 

American Council of Education. 

Schlossberg, N.K., Lynch, A., & Chickering, A. (1989). Improving higher education 

environments for adults: Responsive programs and services from entry to 

departure. San Francisco: Jossey-Bass.   

Schlossberg, N.K. (2011). The challenge of change: The transition model and its 

applications. Journal of Employment Counseling, 48, 159-162.  

Schuetze, H. G., & Slowey, M. (2002). Participation and exclusion: A comparative 

analysis of non-traditional students and lifelong learners in higher education. 

Higher Education, 44(3/4), 309-327. 



Texas Tech University, Jeffrey Taylor, May 2016 

118 

Scott, C., Burns, A., & Cooney, G. (1996). Reasons for discontinuing study: The case of 

mature age female students with children. Higher Education, 31, 233-253.  

Senders, A., Hanes, D., Bourdette, D., Whitham, R., & Shinto, L. (2014). Reducing 

survey burden: Feasibility and validity of PROMIS measures in multiple 

sclerosis.  Multiple Sclerosis Journal, 20(8), 1102-1111.   

Shapiro, E. (1990). Effect of instructor and class characteristics on students' class 

evaluations. Research in Higher Education, 31(2), 135-148. 

Sibulkin, A., & Butler, J. (2005). Differences in graduation rates between young black 

and white college students: Effect of entry into parenthood and historically black 

universities. Research in Higher Education, 46(3), 327-348. 

Sinclair, M., O'Toole, J., Malawaraarachchi, M., & Leder, K. (2012). Comparison of 

response rates and cost-effectiveness for a community-based survey: postal, 

internet and telephone modes with generic or personalised recruitment 

approaches.  BMC Medical Research Methodology, 12, 1-8. 

Steltenpohl, E. & Shipton, J. (1986). Facilitating a successful transition to college for 

adults. The Journal of Higher Education, 57, 637-658.  

Stepney, C.T., Sanchez, D.T., & Handy, P.E. (2015). Perceptions of parents' ethnic 

identities and the personal ethnic-identity and racial attitudes of biracial adults. 

Cultural Diversity & Ethnic Minority Psychology, 21(1), 65-75.   

Taniguchi, H., & Kaufman, G. (2005). Degree completion among nontraditional college 

students. Social Science Quarterly, 86(4), 912-927. 

Texas Health and Human Services. (2016). Children's Medicaid.  Retrieved January 

2016, from https://chipmedicaid.org. 

Texas Higher Education Coordinating Board. (2014). University accountability measures 

and definitions. Austin, TX: Author. Retrieved from 

http://www.txhighereddata.org/Interactive/Accountability/MeasDef.cfm?InstType

=Univ 

Tones, M., Fraser, J., Elder, R., & White, K. M. (2009). Supporting mature-aged students 

from a low socioeconomic background. Higher Education, 58, 505-529. doi: 

10:1007/s10734-009-9208-y 

Tovar, E., Simon, M., & Lee, H. (2009). Development and validation of the college 

mattering inventory with diverse urban college students. Measurement and 

Evaluation in Counseling and Development, 42(3), 154-178. 

Tuttle, L.V. & Musoba, G.D. (2013). Transfer student persistence at a Hispanic-serving 

university.  Journal of Latinos and Education, 36(2), 38-58.   



Texas Tech University, Jeffrey Taylor, May 2016 

119 

Wainwright, E. & Marandet, E. (2010). Parents in higher education: Impacts of university 

learning on the self and the family.  Educational Review, 62(4), 449-465. 

Wang, L., Haberland, C., Thurm, C., Bhattacharya, J., & Park, K.T. (2015). Health 

outcomes in US children with abdominal pain at major emergency departments 

associated with race and socioeconomic status. PLoS ONE, 10(8), 1-17.  

Wang, X. (2009). Baccalaureate attainment and college persistence of community college 

transfer students at four-year institutions. Research of Higher Education, 50, 570-

588. 

Warden, D., Rush, A.J., Wisniewski, S.R., Lesser, I.M., Thase, M.E., Balasubramani, 

G.K., Shores-Wilson, K., Nierenberg, A.A., Trivedi, M.H. (2009). Income and 

attrition in the treatment of depression: a STAR*D report. Depression & Anxiety, 

26(7), 622-633. 

Warikoo, N.K. & Deckman, S.L. (2014). Beyond the numbers: Institutional influences on 

experiences with diversity on elite college campuses.  Sociological Forum, 29(4), 

959-981. 

Wintre, M.G. & Bowers, C.D. (2007).  Predictors of persistence to graduation: Extending 

a model and data on the transition to university model.  Canadian Journal of 

Behavioral Science, 39, 220-234. 

Wyatt, L.G. (2011). Nontraditional student engagement: Increasing adult student success 

and retention. The Journal of Continuing Higher Education, 59, 10-20.  

Yang, S., Li, L., Yalikunjiang, A., Tao, X., Li, Q., & Gong, S. (2013). Ethnic identity of 

minority no-fee preservice students. Chinese Education and Society, 46(2-3), 76-

89. 

Zajacova, A., Lynch, S. M., & Espenshade, T. J. (2005). Self-efficacy, stress, and 

academic success in college. Research in Higher Education, 46(6), 677-706. 

Zepke, N., Leach, L., & Butler, P. (2011), Non-institutional influences and student 

perceptions of success.  Studies in Higher Education, 36(2), 227-242.   

 

  



Texas Tech University, Jeffrey Taylor, May 2016 

120 

APPENDICES 

Appendix A 

Protection of Human Subjects Committee Approval 

 



Texas Tech University, Jeffrey Taylor, May 2016 

121 

Appendix B 

College Mattering Inventory 

 



Texas Tech University, Jeffrey Taylor, May 2016 

122 

 



Texas Tech University, Jeffrey Taylor, May 2016 

123 

 



Texas Tech University, Jeffrey Taylor, May 2016 

124 

 



Texas Tech University, Jeffrey Taylor, May 2016 

125 

 



Texas Tech University, Jeffrey Taylor, May 2016 

126 

 

 

  



Texas Tech University, Jeffrey Taylor, May 2016 

127 

Appendix C 

Comprehensive Mean Scores and Descriptives 

All Respondents 

 

Demographics 
 

UNIVERSITY A - 37% (1071), UNIVERSITY B - 32% (926), UNIVERSITY C - 

24% (680), UNIVERSITY D - 7% (211) 

Female - 64% (1836), Male - 36% (1054) 

White - 58% (1683), Mexican American - 22% (633), Asian - 10% (187), Black - 10% 

(277) 

Full-time - 89% (2579), Part time - 11% (307) 

Employed - 66% (1902), Unemployed - 34% (993) 

Single/never married - 62% (1782), Committed - 24% (688), Married - 12% (333), 

Divorced - 3% (80) 

No Dependent Children - 90% (2600), Dependent Children - 10% (283) 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Respondents) 

 

Question n Mean SD 

A1 2551 3.22 1.11 

A2 2554 3.03 1.05 

A3 2554 3.44 .99 

A4 2554 3.45 .98 

A5 2554 2.94 1.09 

A6 2554 3.43 1.07 

A7 2555 3.58 1.06 

 

Section B – Mattering vs Marginality (All Respondents) 

 

Question n Mean SD 

B1 2548 3.13 1.17 

B2 2554 2.83 1.19 

B3 2545 2.73 1.22 

B4 2555 2.67 1.19 

B5 2556 3.03 1.29 

B6 2555 2.66 1.18 
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Section C - Mattering to Counselors (All Respondents) 

 

Question n Mean SD 

C1 2554 2.93 1.23 

C2 2554 3.25 1.16 

C3 2555 3.62 1.10 

C4 2554 2.46 1.19 

C5 2554 3.07 1.22 

 

Section D - Mattering to Instructors (All Respondents) 

 

Question n Mean SD 

D1 2547 2.33 1.03 

D2 2549 2.71 1.14 

D3 2548 2.40 1.07 

D4 2548 2.31 1.04 

 

Section E - Mattering to Students (All Respondents) 

 

Question n Mean SD 

E1 2544 3.07 1.08 

E2 2544 3.61 .94 

E3 2545 3.41 .98 

 

Section F - Perception of Value (All Respondents) 

 

Question n Mean SD 

F1 2552 3.81 .84 

F2 2553 3.51 .99 

F3 2553 3.75 .97 

 

 

University A 
 

Demographics 
 

Female - 59% (630) 

White - 70% (752), Non-white – 30% 

Full time students - 94% (1010) 

Employed - 62% 

Single/Divorced - 65%, Married/Committed - 35% 

Dependent Children - 9% 
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Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY A) 

 

Question n Mean SD 

A1 948 3.30 1.06 

A2 949 3.12 1.01 

A3 949 3.46 .95 

A4 949 3.47 .95 

A5 949 3.05 1.06 

A6 949 3.47 1.04 

A7 949 3.62 1.02 

 

Section B – Mattering vs Marginality (All UNIVERSITY A) 

 

Question n Mean SD 

B1 954 3.09 1.17 

B2 956 2.78 1.17 

B3 956 2.68 1.23 

B4 955 2.63 1.17 

B5 955 2.97 1.28 

B6 956 2.62 1.16 

 

Section C - Mattering to Counselors (All UNIVERSITY A) 

 

Question n Mean SD 

C1 956 2.98 1.25 

C2 949 3.26 1.19 

C3 951 3.65 1.14 

C4 952 2.53 1.19 

C5 952 3.10 1.25 

 

Section D - Mattering to Instructors (All UNIVERSITY A) 

 

Question n Mean SD 

D1 948 2.39 1.02 

D2 949 2.80 1.11 

D3 949 2.46 1.05 

D4 949 2.36 1.03 
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Section E - Mattering to Students (All UNIVERSITY A) 

 

Question n Mean SD 

E1 947 3.15 1.05 

E2 947 3.68 .89 

E3 947 3.49 .92 

 

Section F - Perception of Value (All UNIVERSITY A) 

 

Question n Mean SD 

F1 949 3.80 .85 

F2 949 3.56 .97 

F3 949 3.80 .94 

 

 

University D 
 

Demographics 
 

Female - 70% (148) 

White - 82% (171), Non-white – 18% 

Full time students - 98% (207) 

Employed - 66% (140) 

Single/never Married - 82% (172) 

Dependent Children - 1% (3) 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY D) 

 

Question n Mean SD 

A1 191 3.87 .92 

A2 191 3.36 .95 

A3 191 4.05 .81 

A4 191 4.04 .80 

A5 191 3.24 1.06 

A6 191 4.02 .85 

A7 191 4.30 .76 
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Section B – Mattering vs Marginality (All UNIVERSITY D) 

 

Question n Mean SD 

B1 190 3.06 1.21 

B2 190 2.52 1.19 

B3 190 2.78 1.28 

B4 190 2.51 1.24 

B5 190 3.30 1.29 

B6 190 2.51 1.17 

 

Section C - Mattering to Counselors (All UNIVERSITY D) 

 

Question n Mean SD 

C1 190 3.69 1.07 

C2 191 3.95 .96 

C3 191 4.04 .94 

C4 191 3.22 1.27 

C5 191 3.67 1.02 

 

Section D - Mattering to Instructors (All UNIVERSITY D) 

 

Question n Mean SD 

D1 191 2.02 .99 

D2 191 2.22 1.04 

D3 191 2.03 1.01 

D4 191 1.99 .97 

 

Section E - Mattering to Students (All UNIVERSITY D) 

 

Question n Mean SD 

E1 191 3.13 1.02 

E2 191 3.43 .94 

E3 191 3.63 .91 

 

Section F - Perception of Value (All UNIVERSITY D) 

 

Question n Mean SD 

F1 191 4.10 .72 

F2 191 3.84 .86 

F3 191 4.11 .89 
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University B 
 

Demographics 
 

Female - 66% (607) 

White - 46% (424), Non-white – 54% 

Full time students - 88% (810) 

Employed - 68% (627) 

Single/never married - 61% (558) 

Dependent Children - 7% (67) 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY B) 

 

Question n Mean SD 

A1 815 3.04 1.16 

A2 815 2.94 1.12 

A3 815 3.37 1.02 

A4 815 3.36 1.04 

A5 815 2.83 1.12 

A6 815 3.34 1.11 

A7 815 3.48 1.11 

 

Section B – Mattering vs Marginality (All UNIVERSITY B) 

 

Question n Mean SD 

B1 810 3.13 1.18 

B2 815 2.86 1.21 

B3 815 2.76 1.23 

B4 815 2.70 1.21 

B5 815 2.98 1.32 

B6 815 2.68 1.20 
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Section C - Mattering to Counselors (All UNIVERSITY B) 

 

Question n Mean SD 

C1 815 2.78 1.23 

C2 812 3.16 1.16 

C3 812 3.55 1.09 

C4 812 2.28 1.14 

C5 812 2.95 1.22 

 

Section D - Mattering to Instructors (All UNIVERSITY B) 

 

Question n Mean SD 

D1 815 2.31 1.03 

D2 815 2.69 1.15 

D3 815 2.40 1.11 

D4 815 2.28 1.06 

 

Section E - Mattering to Students (All UNIVERSITY B) 

Question n Mean SD 

E1 815 3.03 1.12 

E2 815 3.62 .94 

E3 815 3.37 1.02 

 

Section F - Perception of Value (All UNIVERSITY B) 

 

Question n Mean SD 

F1 815 3.77 .88 

F2 815 3.45 1.04 

F3 815 3.67 1.01 

 

 

University C 
 

Demographics 
 

Female - 66% (448) 

White - 49% (333), Non-white – 51% 

Full time student - 80% (545) 

Employed - 69% (466) 

Single/never married - 56% (378) 

Dependent children - 18% (121) 
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Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY C) 

 

Question n Mean SD 

A1 592 3.12 1.10 

A2 592 2.90 1.02 

A3 592 3.29 .99 

A4 592 3.33 .95 

A5 592 2.83 1.08 

A6 592 3.30 1.07 

A7 592 3.41 1.07 

 

Section B – Mattering vs Marginality (All UNIVERSITY C) 

 

Question n Mean SD 

B1 588 3.23 1.14 

B2 594 2.97 1.16 

B3 593 2.78 1.17 

B4 595 2.74 1.18 

B5 594 3.10 1.25 

B6 594 2.74 1.16 

 

Section C - Mattering to Counselors (All UNIVERSITY C) 

 

Question n Mean SD 

C1 594 2.80 1.16 

C2 595 3.14 1.11 

C3 595 3.54 1.05 

C4 595 2.35 1.14 

C5 595 2.97 1.16 

 

Section D - Mattering to Instructors (All UNIVERSITY C) 

 

Question n Mean SD 

D1 590 2.39 1.01 

D2 591 2.77 1.15 

D3 590 2.45 1.03 

D4 590 2.39 1.03 
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Section E - Mattering to Students (All UNIVERSITY C) 

 

Question n Mean SD 

E1 591 2.98 1.07 

E2 591 3.53 .99 

E3 592 3.27 1.01 

 

Section F - Perception of Value (All UNIVERSITY C) 

 

Question n Mean SD 

F1 594 3.77 .80 

F2 594 3.41 .96 

F3 594 3.67 .95 

 

 

Parents vs Non-Parents 
 

Demographics 
 

UNIVERSITY C - 43%, UNIVERSITY A 

- 33%, UNIVERSITY B - 24% 

UNIVERSITY A - 38%, UNIVERSITY B 

- 33%, UNIVERSITY C - 21% 

Female - 71% (201) Female - 63% 

White - 64% (180) White - 58% (1494) 

Full time - 67% (187) Full time - 92% (2382) 

Employed - 66% (188) Employed - 66% (1703) 

Married - 61% (173) Single/never married - 67% (1751) 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Parents vs Non-Parents) 

 

Question n Mean SD n Mean SD 

A1 253 2.90 1.05 2292 3.26 1.11 

A2 253 2.74 .99 2295 3.06 1.06 

A3 253 3.22 .96 2295 3.46 .99 

A4 253 3.29 .98 2295 3.47 .98 

A5 253 2.69 1.02 2295 2.97 1.10 

A6 253 3.19 1.09 2295 3.46 1.07 

A7 253 3.29 1.12 2296 3.61 1.05 
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Section B – Mattering vs Marginality (All Parents vs All Non-Parents) 

 

Question n Mean SD n Mean SD 

B1 249 3.06 1.21 2293 3.14 1.16 

B2 253 2.80 1.14 2302 2.83 1.19 

B3 254 2.58 1.18 2301 2.75 1.22 

B4 252 2.60 1.13 2303 2.67 1.20 

B5 252 2.89 1.28 2303 3.04 1.29 

B6 253 2.80 1.18 2303 2.64 1.17 

 

Section C - Mattering to Counselors (All Parents vs Non-Parents) 

 

Question n Mean SD n Mean SD 

C1 253 2.81 1.26 2305 2.94 1.23 

C2 254 3.24 1.18 2294 3.26 1.16 

C3 254 3.66 1.12 2296 3.62 1.09 

C4 254 2.56 1.23 2297 2.45 1.19 

C5 254 3.12 1.20 2297 3.06 1.22 

 

Section D - Mattering to Instructors (All Parents vs Non-Parents) 

 

Question n Mean SD n Mean SD 

D1 251 2.31 1.09 2290 2.34 1.02 

D2 252 2.61 1.20 2291 2.72 1.13 

D3 251 2.46 1.11 2291 2.40 1.06 

D4 251 2.39 1.13 2291 2.31 1.03 

 

Section E - Mattering to Students (All Parents vs Non-Parents) 

 

Question n Mean SD n Mean SD 

E1 252 2.98 1.14 2286 3.08 1.07 

E2 252 3.62 .95 2286 3.60 .93 

E3 253 3.23 1.07 2286 3.43 .97 

 

Section F - Perception of Value (All Parents vs Non-Parents) 

 

Question n Mean SD n Mean SD 

F1 252 3.75 .88 2294 3.81 .84 

F2 253 3.38 1.04 2294 3.52 .98 

F3 253 3.62 .93 2294 3.77 .97 
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UNIVERSITY A Parents vs UNIVERSITY A Non-Parents 
 

Demographics 
 

n= 94 n=974 

Female – 61.7% Female – 58.92% 

White – 60.6% White – 63% 

Full-Time – 71.3% Full-Time – 96.3% 

Employed – 61.7% Employed – 62.2% 

Married/Coupled – 77.7% Single/Divorced – 69% 

>24 – 88% <24 – 83.6% 

>$40000 – 51.1% <$40000 – 59.5% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY A Parents vs 

UNIVERSITY A Non-Parents) 

 

Question n Mean SD n Mean SD 

A1 81 3.05 1.02 863 3.33 1.06 

A2 81 2.77 .97 864 3.15 1.01 

A3 79 3.28 .96 864 3.48 .95 

A4 81 3.36 .94 864 3.48 .95 

A5 80 2.78 1.09 864 3.07 1.06 

A6 81 3.30 1.08 864 3.49 1.03 

A7 81 3.43 1.11 864 3.63 1.01 

 

Section B – Mattering vs Marginality (All UNIVERSITY A Parents vs UNIVERSITY A 

Non-Parents) 

 

Question n Mean SD n Mean SD 

B1 79 3.01 1.14 871 3.09 1.17 

B2 81 2.84 1.17 871 2.78 1.17 

B3 81 2.70 1.23 871 2.67 1.23 

B4 80 2.68 1.12 871 2.62 1.17 

B5 80 3.00 1.34 871 2.97 1.27 

B6 81 3.05 1.18 871 2.58 1.15 
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Section C - Mattering to Counselors (All UNIVERSITY A Parents vs UNIVERSITY A 

Non-Parents) 

 

Question n Mean SD n Mean SD 

C1 81 3.09 1.22 872 2.97 1.25 

C2 81 3.52 1.16 864 3.24 1.19 

C3 79 3.87 1.16 866 3.63 1.14 

C4 81 2.84 1.21 867 2.51 1.19 

C5 81 3.40 1.23 867 3.07 1.25 

 

Section D - Mattering to Instructors (All UNIVERSITY A Parents vs UNIVERSITY A 

Non-Parents) 

 

Question n Mean SD n Mean SD 

D1 81 2.52 1.10 863 2.38 1.01 

D2 81 2.73 1.19 864 2.81 1.10 

D3 81 2.59 1.10 864 2.45 1.05 

D4 81 2.58 1.17 864 2.34 1.01 

 

Section E - Mattering to Students (All UNIVERSITY A Parents vs UNIVERSITY A 

Non-Parents) 

 

Question n Mean SD n Mean SD 

E1 81 3.12 1.17 862 3.15 1.04 

E2 81 3.59 .95 862 3.69 .89 

E3 81 3.23 1.11 862 3.52 .90 

 

Section F - Perception of Value (All UNIVERSITY A Parents vs UNIVERSITY A Non-

Parents) 

 

Question n Mean SD n Mean SD 

F1 81 3.77 .88 864 3.80 .85 

F2 81 3.35 1.11 864 3.57 .95 

F3 81 3.63 .94 864 3.81 .94 
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UNIVERSITY B Parents vs UNIVERSITY B Non-Parents 
 

Demographics 
 

n=67 n=853 

Female – 68.7% Female – 65.4% 

Non-white – 53.7% Non-white – 66.7% 

Full-Time – 65.7% Full-time – 89.6% 

Employed – 52.2% Employed – 68.8% 

Married/Coupled – 76.1% Single/Divorced – 66% 

>24 – 82% <24 – 84.1% 

>$40000 – 50.7% <$40000 – 64.7% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY B Parents vs 

UNIVERSITY B Non-Parents) 

 

Question n Mean SD n Mean SD 

A1 62 2.90 1.11 751 3.05 1.16 

A2 62 2.81 1.05 752 2.95 1.13 

A3 62 3.44 .86 752 3.36 1.03 

A4 62 3.44 .99 752 3.36 1.04 

A5 62 2.89 .98 751 2.83 1.13 

A6 62 3.27 1.03 752 3.35 1.11 

A7 62 3.52 1.00 752 3.49 1.11 

 

Section B – Mattering vs Marginality (All UNIVERSITY B Parents vs UNIVERSITY B 

Non-Parents) 

 

Question n Mean SD n Mean SD 

B1 61 3.18 1.13 748 3.12 1.18 

B2 62 2.66 1.09 752 2.88 1.22 

B3 62 2.57 1.18 752 2.77 1.24 

B4 62 2.56 1.20 752 2.71 1.21 

B5 62 2.84 1.28 752 2.99 1.32 

B6 62 2.84 1.23 752 2.67 1.20 
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Section C - Mattering to Counselors (All UNIVERSITY B Parents vs UNIVERSITY B 

Non-Parents) 

 

Question n Mean SD n Mean SD 

C1 62 2.74 1.34 752 2.79 1.22 

C2 62 3.06 1.17 749 3.17 1.16 

C3 62 3.65 1.00 749 3.54 1.10 

C4 62 2.40 1.24 749 2.27 1.13 

C5 62 3.05 1.24 749 2.95 1.22 

 

Section D - Mattering to Instructors (All UNIVERSITY B Parents vs UNIVERSITY B 

Non-Parents) 

 

Question n Mean SD n Mean SD 

D1 61 2.20 1.08 750 2.32 1.03 

D2 61 2.54 1.23 750 2.71 1.15 

D3 61 2.44 1.16 750 2.40 1.10 

D4 61 2.28 1.05 750 2.29 1.07 

 

Section E - Mattering to Students (All UNIVERSITY B Parents vs UNIVERSITY B 

Non-Parents) 

 

Question n Mean SD n Mean SD 

E1 62 3.15 1.10 746 3.02 1.12 

E2 62 3.82 .93 746 3.60 .93 

E3 62 3.49 .98 746 3.36 1.02 

 

Section F - Perception of Value (All UNIVERSITY B Parents vs UNIVERSITY B Non-

Parents) 

 

Question n Mean SD n Mean SD 

F1 61 3.89 .97 750 3.76 .87 

F2 62 3.37 1.09 750 3.46 1.03 

F3 62 3.69 .97 750 3.67 1.01 
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UNIVERSITY C Parents vs UNIVERSITY C Non-Parents 
 

Demographics 
 

n=121 n=556 

Female – 78.5% Female – 63.3% 

White – 59.5% Non-white – 61% 

Full-Time – 61.2% Full-Time – 84.2% 

Employed – 78.5% Employed – 66.2% 

Coupled – 71.1% Single/Divorced – 68% 

>24 – 91.7% <24 – 77.9% 

>$40000 – 68.6% <$40000 – 60.4% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All UNIVERSITY C Parents vs 

UNIVERSITY C Non-Parents) 

 

Question n Mean SD n Mean SD 

A1 108 2.75 1.0 484 3.20 1.11 

A2 108 2.65 .94 485 2.95 1.03 

A3 108 3.05 .98 485 3.35 .98 

A4 108 3.13 .98 485 3.37 .94 

A5 108 2.51 .97 485 2.89 1.09 

A6 108 3.05 1.12 485 3.35 1.06 

A7 108 3.03 1.14 485 3.50 1.04 

 

Section B – Mattering vs Marginality (All UNIVERSITY C Parents vs UNIVERSITY C 

Non-Parents) 

 

Question n Mean SD n Mean SD 

B1 107 3.02 1.30 481 3.28 1.10 

B2 108 2.84 1.16 486 2.99 1.16 

B3 108 2.49 1.15 485 2.85 1.17 

B4 109 2.57 1.10 486 2.77 1.19 

B5 108 2.80 1.22 486 3.17 1.25 

B6 108 2.62 1.13 486 2.76 1.17 
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Section C - Mattering to Counselors (All UNIVERSITY C Parents vs UNIVERSITY C 

Non-Parents) 

 

Question n Mean SD n Mean SD 

C1 108 2.60 1.19 486 2.85 1.15 

C2 109 3.11 1.16 486 3.15 1.10 

C3 108 3.49 1.14 486 3.56 1.03 

C4 108 2.40 1.19 486 2.34 1.13 

C5 108 2.92 1.12 486 2.98 1.17 

 

Section D - Mattering to Instructors (All UNIVERSITY C Parents vs UNIVERSITY C 

Non-Parents) 

 

Question n Mean SD n Mean SD 

D1 107 2.22 1.08 483 2.43 1.00 

D2 108 2.57 1.19 483 2.81 1.13 

D3 107 2.37 1.09 483 2.47 1.01 

D4 107 2.32 1.14 483 2.41 1.01 

 

Section E - Mattering to Students (All UNIVERSITY C Parents vs UNIVERSITY C 

Non-Parents) 

 

Question n Mean SD n Mean SD 

E1 107 2.76 1.11 484 3.04 1.06 

E2 107 3.52 .96 484 3.53 .99 

E3 108 3.06 1.07 484 3.32 1.00 

 

Section F - Perception of Value (All UNIVERSITY C Parents vs UNIVERSITY C Non-

Parents) 

 

Question n Mean SD n Mean SD 

F1 108 3.67 .83 486 3.79 .79 

F2 108 3.39 .97 486 3.42 .96 

F3 108 3.55 .89 486 3.70 .96 
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Male Parents vs Female Parents 
 

Demographics 
 

n=82 n=201 

UNIVERSITY A – 41.4%, 

UNIVERSITY C – 31.7% 

UNIVERSITY B – 25.6% 

UNIVERSITY C – 47.3%, 

UNIVERSITY A – 28.9%, 

UNIVERSITY B – 22.9%  

White –52.4% White – 59.2% 

Full-time – 72% Full-time – 63.7% 

Employed – 61% Employed – 68.7% 

Coupled – 86.6% Coupled – 69.7% 

>24 – 93.9% >24 – 88.1% 

>$40000 – 52.4% >$40000 – 62.7% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Male Parents vs Female Parents) 

 

Question n Mean SD n Mean SD 

A1 77 2.79 1.16 176 2.94 .99 

A2 77 2.64 1.12 176 2.79 .92 

A3 77 3.27 1.06 175 3.20 .91 

A4 77 3.32 1.09 176 3.27 .92 

A5 77 2.79 1.17 175 2.65 .95 

A6 77 3.17 1.21 176 3.20 1.03 

A7 77 3.35 1.19 176 3.26 1.09 

 

Section B – Mattering vs Marginality (All Male Parents vs Female Parents) 

 

Question n Mean SD n Mean SD 

B1 76 3.01 1.28 173 3.09 1.18 

B2 77 2.66 1.15 176 2.86 1.14 

B3 77 2.54 1.25 176 2.59 1.16 

B4 77 2.58 1.21 176 2.61 1.10 

B5 77 2.95 1.38 175 2.86 1.23 

B6 77 2.74 1.27 176 2.83 1.14 
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Section C - Mattering to Counselors (All Male Parents vs Female Parents) 

 

Question n Mean SD n Mean SD 

C1 77 2.83 1.32 176 2.80 1.24 

C2 77 3.19 1.25 177 3.25 1.15 

C3 77 3.69 1.11 176 3.64 1.13 

C4 77 2.57 1.24 176 2.55 1.23 

C5 77 3.00 1.21 175 3.17 1.19 

 

Section D - Mattering to Instructors (All Male Parents vs Female Parents) 

 

Question n Mean SD n Mean SD 

D1 77 2.39 1.22 174 2.28 1.03 

D2 77 2.69 1.29 175 2.58 1.16 

D3 77 2.56 1.22 174 2.42 1.07 

D4 77 2.57 1.31 174 2.32 1.04 

 

Section E - Mattering to Students (All Male Parents vs Female Parents) 

 

Question n Mean SD n Mean SD 

E1 77 3.23 1.12 175 2.86 1.13 

E2 77 3.79 .91 175 3.55 .96 

E3 77 3.32 1.08 176 3.18 1.06 

 

Section F - Perception of Value (All Male Parents vs Female Parents) 

 

Question n Mean SD n Mean SD 

F1 77 3.75 .92 175 3.75 .87 

F2 77 3.35 1.19 176 3.39 .97 

F3 77 3.65 .98 176 3.60 .90 
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Employed Parents vs Unemployed Parents 
 

Demographics 
 

n=188 n=95 

UNIVERSITY C – 50.5%, 

UNIVERSITY A – 30.9%, 

UNIVERSITY B – 18.6% 

UNIVERSITY A – 35.8%, 

UNIVERSITY B – 33.7%, 

UNIVERSITY C – 27.4% 

Female – 73.4% Female – 66.3% 

White – 58.5% White – 54.7% 

Full-Time – 58.5% Full-time – 81.1% 

Coupled – 75% Coupled – 73.7% 

>24 – 91% >24 – 82.1% 

>$40000 – 62.2% >$40000 – 52.6% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Employed Parents vs Unemployed Parents) 

 

Question n Mean SD n Mean SD 

A1 168 2.83 1.01 85 3.04 1.10 

A2 168 2.67 .95 85 2.88 1.04 

A3 168 3.18 .94 84 3.31 .99 

A4 168 3.31 .94 85 3.25 1.05 

A5 168 2.67 1.01 84 2.74 1.05 

A6 168 3.21 1.07 85 3.16 1.12 

A7 168 3.26 1.14 85 3.34 1.09 

 

Section B – Mattering vs Marginality (All Employed Parents vs Unemployed Parents) 

 

Question n Mean SD n Mean SD 

B1 164 2.97 1.18 85 3.25 1.24 

B2 167 2.75 1.12 86 2.88 1.19 

B3 167 2.45 1.13 86 2.81 1.26 

B4 167 2.55 1.09 86 2.69 1.21 

B5 166 2.77 1.26 86 3.12 1.28 

B6 167 2.75 1.12 86 2.91 1.29 
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Section C - Mattering to Counselors (All Employed Parents vs Unemployed Parents) 

 

Question n Mean SD n Mean SD 

C1 167 2.81 1.23 86 2.80 1.34 

C2 168 3.27 1.18 86 3.16 1.18 

C3 168 3.69 1.16 85 3.60 1.04 

C4 168 2.57 1.21 86 2.52 1.27 

C5 168 3.05 1.19 86 3.25 1.20 

 

Section D - Mattering to Instructors (All Employed Parents vs Unemployed Parents) 

 

Question n Mean SD n Mean SD 

D1 167 2.23 1.07 84 2.49 1.12 

D2 168 2.58 1.24 84 2.68 1.12 

D3 167 2.38 1.08 84 2.62 1.17 

D4 167 2.32 1.11 84 2.55 1.17 

 

Section E - Mattering to Students (All Employed Parents vs Unemployed Parents) 

 

Question n Mean SD n Mean SD 

E1 167 2.95 1.10 85 3.04 1.21 

E2 167 3.62 .91 85 3.64 1.03 

E3 168 3.16 1.03 85 3.36 1.13 

 

Section F - Perception of Value (All Employed Parents vs Unemployed Parents) 

 

Question n Mean SD n Mean SD 

F1 168 3.77 .84 84 3.73 .96 

F2 168 3.37 1.04 85 3.40 1.04 

F3 168 3.61 .91 85 3.62 .96 
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>$40,000 Parents vs <$40,000 Parents 

 

Demographics 

 
n=165 n=114 

UNIVERSITY C – 50.3%, 

UNIVERSITY A – 28.5%, 

UNIVERSITY B – 20.6% 

UNIVERSITY A – 36%, 

UNIVERSITY C – 33.3%, 

UNIVERSITY B – 28.9% 

Female – 75.8% Female – 65.8% 

White – 61.2% White – 50.9% 

Full-time – 57% Full-time – 79.8% 

Employed – 70% Employed – 62.3% 

Coupled – 86.7% Coupled – 56.1% 

>24 – 94% >24 – 78.9% 

 

 

Descriptive Statistics 

 
Section A - General College Mattering (All >$40,000 Parents vs <$40,000 Parents) 

 

Question n Mean SD n Mean SD 

A1 148 2.91 .99 102 2.88 1.12 

A2 148 2.77 .94 102 2.72 1.05 

A3 148 3.27 .94 100 3.16 .97 

A4 148 3.33 .93 102 3.24 1.03 

A5 148 2.76 .99 101 2.61 1.05 

A6 148 3.24 1.07 102 3.14 1.10 

A7 148 3.29 1.06 102 3.29 1.19 

 

Section B – Mattering vs Marginality (All >$40,000 Parents vs <$40,000 Parents) 

 

Question n Mean SD n Mean SD 

B1 147 2.88 1.11 99 3.33 1.30 

B2 148 2.68 1.10 102 2.96 1.19 

B3 148 2.38 1.07 102 2.85 1.29 

B4 149 2.45 1.03 101 2.81 1.25 

B5 148 2.65 1.24 101 3.23 1.26 

B6 148 2.56 1.07 102 3.14 1.26 
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Section C - Mattering to Counselors (All >$40,000 Parents vs <$40,000 Parents) 

 

Question n Mean SD n Mean SD 

C1 148 2.75 1.25 102 2.90 1.29 

C2 149 3.26 1.19 102 3.20 1.18 

C3 149 3.67 1.11 101 3.63 1.16 

C4 149 2.59 1.19 102 2.53 1.29 

C5 149 3.21 1.16 102 2.96 1.26 

 

Section D - Mattering to Instructors (All >$40,000 Parents vs <$40,000 Parents) 

 

Question n Mean SD n Mean SD 

D1 147 2.29 1.05 101 2.34 1.15 

D2 148 2.53 1.13 101 2.70 1.30 

D3 147 2.37 1.02 101 2.56 1.24 

D4 147 2.31 1.04 101 2.50 1.25 

 

Section E - Mattering to Students (All >$40,000 Parents vs <$40,000 Parents) 

 

Question n Mean SD n Mean SD 

E1 147 3.02 1.06 102 2.94 1.22 

E2 147 3.63 .93 102 3.61 1.00 

E3 148 3.23 1.00 102 3.26 1.11 

 

Section F - Perception of Value (All >$40,000 Parents vs <$40,000 Parents) 

 

Question n Mean SD n Mean SD 

F1 147 3.72 .87 102 3.81 .89 

F2 148 3.45 .97 102 3.31 1.10 

F3 148 3.63 .89 102 3.61 .96 
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White Parents vs Non-White Parents 
 

Demographics 
 

n=180 n=132 

UNIVERSITY C – 44.4%, 

UNIVERSITY A – 35.2%, 

UNIVERSITY B – 19% 

UNIVERSITY C – 39.8%, 

UNIVERSITY C – 30.5%, 

UNIVERSITY A – 28.8% 

Female – 73.5% Female – 67.8% 

Full-Time – 65.4% Full-time – 66.1% 

Employed – 67.9% Employed – 66.1% 

Coupled – 79% Coupled – 68.6% 

>24 – 90.7% >24 – 84.7% 

>$40000 – 64.2% >$40000 – 54.2% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All White Parents vs Non-White Parents) 

 

Question n Mean SD n Mean SD 

A1 144 2.97 1.06 107 2.80 1.03 

A2 144 2.77 1.00 106 2.70 .98 

A3 143 3.23 .96 105 3.21 .97 

A4 144 3.30 .98 106 3.26 .98 

A5 144 2.69 1.04 105 2.70 1.01 

A6 144 3.22 1.13 106 3.15 1.04 

A7 144 3.31 1.16 106 3.27 1.07 

 

Section B – Mattering vs Marginality (All White Parents vs Non-White Parents) 

 

Question n Mean SD n Mean SD 

B1 142 3.11 1.12 105 3.00 1.31 

B2 145 2.79 1.12 106 2.79 1.17 

B3 145 2.52 1.13 106 2.63 1.24 

B4 144 2.59 1.11 107 2.59 1.15 

B5 144 2.79 1.22 106 3.01 1.33 

B6 145 2.83 1.14 106 2.75 1.23 
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Section C - Mattering to Counselors (All White Parents vs Non-White Parents) 

 

Question n Mean SD n Mean SD 

C1 145 2.82 1.29 106 2.79 1.24 

C2 145 3.30 1.18 108 3.14 1.19 

C3 145 3.65 1.08 107 3.68 1.19 

C4 145 2.57 1.25 108 2.53 1.21 

C5 145 3.12 1.23 108 3.10 1.17 

 

Section D - Mattering to Instructors (All White Parents vs Non-White Parents) 

 

Question n Mean SD n Mean SD 

D1 143 2.30 1.06 106 2.33 1.14 

D2 143 2.64 1.18 107 2.58 1.25 

D3 143 2.53 1.10 106 2.38 1.13 

D4 143 2.51 1.17 106 2.25 1.08 

 

Section E - Mattering to Students (All White Parents vs Non-White Parents) 

 

Question n Mean SD n Mean SD 

E1 144 2.95 1.15 106 3.00 1.13 

E2 144 3.62 .94 106 3.63 .98 

E3 144 3.24 1.09 107 3.20 1.05 

 

Section F - Perception of Value (All White Parents vs Non-White Parents) 

 

Question n Mean SD n Mean SD 

F1 143 3.75 .89 107 3.77 .88 

F2 144 3.38 1.08 107 3.38 1.00 

F3 144 3.58 .95 107 3.66 .90 
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Single Parents vs. Coupled Parents 
 

Demographics 
 

n=72 n=211 

UNIVERSITY C – 48.6%, 

UNIVERSITY A – 26.4%, 

UNIVERSITY B – 22.2% 

UNIVERSITY C – 40.8%, 

UNIVERSITY A – 34.6%, 

UNIVERSITY B – 24.2% 

Female – 84.7% Female – 66.35% 

Non-white – 52.8% White – 60.7% 

Full-time – 68.1% Full-time – 65.4% 

Employed – 65.2% Employed – 66.8% 

Coupled – 83.3% Coupled – 89.1% 

<$40000 – 69.4% >$40000 – 67.8% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Single/Divorced Parents vs Coupled Parents) 

 

Question n Mean SD n Mean SD 

A1 66 2.83 1.05 187 2.92 1.05 

A2 66 2.73 1.09 186 2.75 .95 

A3 65 3.18 1.03 185 3.24 .94 

A4 66 3.20 .92 186 3.32 1.00 

A5 65 2.51 .99 186 2.76 1.03 

A6 66 3.12 1.10 186 3.22 1.08 

A7 66 3.29 1.11 186 3.29 1.13 

 

Section B – Mattering vs Marginality (All Single/Divorced Parents vs Coupled Parents) 

 

Question n Mean SD n Mean SD 

B1 65 3.40 1.22 184 2.95 1.18 

B2 66 3.05 1.18 187 2.71 1.12 

B3 66 2.86 1.31 187 2.48 1.12 

B4 66 2.82 1.20 187 2.52 1.10 

B5 66 3.20 1.29 186 2.78 1.26 

B6 66 2.98 1.20 187 2.74 1.17 

 

  



Texas Tech University, Jeffrey Taylor, May 2016 

152 

Section C - Mattering to Counselors (All Single/Divorced Parents vs Married/Coupled 

Parents) 

 

Question n Mean SD n Mean SD 

C1 66 2.64 1.26 187 2.87 1.26 

C2 66 3.18 1.16 188 3.26 1.19 

C3 65 3.60 1.17 188 3.68 1.11 

C4 66 2.48 1.24 188 2.58 1.23 

C5 66 3.06 1.30 188 3.13 1.17 

 

Section D - Mattering to Instructors (All Single/Divorced Parents vs Coupled Parents) 

 

Question n Mean SD N Mean SD 

D1 66 2.42 1.11 185 2.28 1.09 

D2 65 2.65 1.27 186 2.60 1.18 

D3 66 2.67 1.15 185 2.39 1.09 

D4 66 2.56 1.22 185 2.34 1.10 

 

Section E - Mattering to Students (All Single/Divorced Parents vs Coupled Parents) 

 

Question n Mean SD n Mean SD 

E1 66 3.02 1.26 186 2.96 1.09 

E2 66 3.62 1.05 186 3.62 .92 

E3 66 3.26 1.18 187 3.22 1.03 

 

Section F - Perception of Value (All Single/Divorced Parents vs Coupled Parents) 

 

Question n Mean SD n Mean SD 

F1 66 3.71 .96 186 3.77 .85 

F2 66 3.30 1.05 187 3.40 1.04 

F3 66 3.58 1.05 187 3.63 .88 
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Full-Time Student-Parents vs. Part-Time Student-Parents 
 

Demographics 
 

n=187 n=94 

UNIVERSITY C –39.5%, 

UNIVERSITY A – 35.8%, 

UNIVERSITY B 23.5% 

UNIVERSITY C – 48.9%, 

UNIVERSITY A – 26.6%, 

UNIVERSITY B – 23.4% 

Female – 68.4% Female – 75.5% 

White – 56.7% White – 58.5% 

Employed – 58.8% Employed – 80.1% 

Coupled – 73.8% Coupled – 75.5% 

>24 – 85% >24 – 92.6% 

>$40000 – 50.3% >$40000 – 75.6% 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Full-Time Student-Parents vs Part-Time 

Student-Parents) 

 

Question n Mean SD n Mean SD 

A1 166 2.96 1.05 85 2.75 1.03 

A2 166 2.74 1.00 84 2.73 .97 

A3 165 3.22 .98 83 3.22 .94 

A4 166 3.32 .95 84 3.21 1.03 

A5 165 2.66 1.00 84 2.74 1.08 

A6 166 3.23 1.09 84 3.08 1.07 

A7 166 3.31 1.13 84 3.25 1.12 

 

Section B – Mattering vs Marginality (All Full-Time Student-Parents vs Part-Time 

Student-Parents) 

 

Question n Mean SD n Mean SD 

B1 163 3.09 1.28 84 3.04 1.07 

B2 167 2.80 1.20 84 2.81 1.04 

B3 167 2.73 1.23 84 2.29 1.04 

B4 166 2.64 1.17 85 2.51 1.04 

B5 166 3.00 1.33 84 2.69 1.16 

B6 167 2.90 1.24 84 2.63 1.04 
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Section C - Mattering to Counselors (All Full-Time Student-Parents vs Part-Time 

Student-Parents) 

 

Question n Mean SD n Mean SD 

C1 167 2.85 1.30 84 2.73 1.20 

C2 167 3.22 1.25 85 3.25 1.03 

C3 166 3.63 1.16 85 3.69 1.04 

C4 167 2.52 1.27 85 2.62 1.16 

C5 167 3.12 1.26 85 3.08 1.09 

 

Section D - Mattering to Instructors (All Full-Time Student-Parents vs Part-Time 

Student-Parents) 

 

Question n Mean SD n Mean SD 

D1 166 2.28 1.14 83 2.40 1.00 

D2 166 2.57 1.25 84 2.71 1.12 

D3 166 2.45 1.18 83 2.49 .98 

D4 166 2.37 1.19 83 2.43 1.04 

 

Section E - Mattering to Students (All Full-Time Student-Parents vs Part-Time Student-

Parents) 

 

Question n Mean SD n Mean SD 

E1 166 3.10 1.18 84 2.73 1.01 

E2 166 3.78 .93 84 3.31 .93 

E3 166 3.35 1.10 85 2.96 .97 

 

Section F - Perception of Value (All Full-Time Student-Parents vs Part-Time Student-

Parents 

 

Question n Mean SD n Mean SD 

F1 165 3.83 .85 85 3.60 .94 

F2 166 3.45 1.08 85 3.21 .95 

F3 166 3.69 .91 85 3.46 .95 
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<24 Parents vs >24 Parents 
 

Demographics 
 

n=34 n=248 

UNIVERSITY B – 35.3%, 

UNIVERSITY A – 29.4%, 

UNIVERSITY C – 29.4% 

UNIVERSITY C – 44.8%, 

UNIVERSITY A – 32.7%, 

UNIVERSITY B – 22.2% 

Female – 70.6%  Female – 71.4% 

Non-white – 55.9% White – 59.3% 

Full-Time – 79.4% Full-Time – 64.1% 

Employed – 50% Employed – 69% 

Coupled – 64.7% Coupled – 75.8% 

<$40000 – 70.6% >$40000 – 63.7% 

 

 

Descriptive Statistics 
 

Section A - General College Mattering (All Parents 24 or younger vs 25+) 

 

Question n Mean SD n Mean SD 

A1 29 3.10 1.08 224 2.87 1.04 

A2 29 3.03 .94 223 2.70 .99 

A3 29 3.10 .90 221 3.24 .97 

A4 29 3.10 .82 223 3.31 .99 

A5 29 2.59 .78 222 2.71 1.05 

A6 29 3.07 1.03 223 3.21 1.10 

A7 29 3.28 1.16 223 3.29 1.12 

 

Section B – Mattering vs Marginality (All Parents 24 or younger vs 25 or older) 

 

Question n Mean SD n Mean SD 

B1 28 3.50 1.35 221 3.01 1.18 

B2 29 3.52 1.24 221 2.71 1.09 

B3 29 3.21 1.42 221 2.49 1.12 

B4 28 3.21 1.40 221 2.52 1.07 

B5 28 3.46 1.40 221 2.82 1.24 

B6 29 3.31 1.49 221 2.74 1.11 
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Section C - Mattering to Counselors (All Parents 24 or younger vs Parents 25 or older) 

 

Question n Mean SD n Mean SD 

C1 29 2.86 1.41 221 2.80 1.24 

C2 29 3.14 1.19 225 3.25 1.18 

C3 29 3.34 1.26 224 3.70 1.10 

C4 29 2.59 1.15 225 2.55 1.24 

C5 29 2.76 1.12 225 3.16 1.20 

 

Section D - Mattering to Instructors (All Parents 24 or younger vs 25+) 

 

Question n Mean SD n Mean SD 

D1 29 2.69 1.17 222 2.26 1.07 

D2 29 3.00 1.20 223 2.56 1.20 

D3 29 2.76 1.24 222 2.42 1.09 

D4 29 2.69 1.28 222 2.36 1.11 

 

Section E - Mattering to Students (All Parents 24 or younger vs 25+) 

 

Question n Mean SD n Mean SD 

E1 29 3.00 1.16 223 2.97 1.13 

E2 29 3.59 .91 223 3.63 .96 

E3 29 3.31 1.04 224 3.21 1.07 

 

Section F - Perception of Value (All Parents 24 or younger vs 25+) 

 

Question n Mean SD n Mean SD 

F1 29 3.69 .76 223 3.76 .90 

F2 29 3.17 .93 224 3.40 1.05 

F3 29 3.48 .69 224 3.63 .95 
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Appendix D 

T-Test Data Results 

t-test Parent vs Non-Parent (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -9.693 7.6849E-22 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -9.181 8.57E-20 

A3 People on campus are generally supportive of my individual needs. -7.2409 5.88E-13 

A4 People on campus seem happy about my accomplishments. -5.523 3.6709E-08 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I 

did not 

-7.6605 2.616E-14 

A6 There are people at the college who are concerned about my future. -7.567 5.288E-14 

A7 There are people at the college who are genuinely interested in me as a person. -9.1255 1.413E-19 

B1 Sometimes I feel alone at the college. -1.9642547 0.049609438 

B2 Sometimes I feel that no one at the college notices me. -0.7899083 0.429654881 

B3 I often feel socially inadequate at school -4.2061669 2.68751E-05 

B4 Sometimes I feel that I am not interesting to anyone at the college. -1.8327896 0.06695056 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

-3.6852360 0.000233253 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 0.00405253 0.99676687 

C1 If I stopped attending college, my counselor(s) would be disappointed. -3.23678 0.001224374 

C2 Counselors at the college generally show their concern for students’ well-being. -0.419 0.67524392 

C3 My counselor is generally receptive to what I have to say. -0.01560 0.987551658 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college -0.0734 0.9415 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -0.100 0.9201 

D1 Sometimes my instructors simply do not listen to what I have to say. .1307 0.8959 

D2 My instructors sometimes ignore my comments or questions. -0.777 0.437 

D3 I often feel my instructor(s) care more about other things than me as a student. -3.049 0.0023 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. 0.0500 0.96 

E1 Some students are dependent on my guidance or assistance to help them succeed. -2.8819 0.00398 

E2 When in groups, other students tend to rely on my contributions. -0.0035 0.0072 

E3 Other students rely on me for support. -6.072 1.448E-09 

F1 It is comforting to know that my contributions are valued by my instructors. -1.899 0.0576 

F2 There are people at the college that sincerely appreciate my involvement as a student. -4.391 1.17027E-05 
F3 Knowing that other people at the college care for me motivates me to do better. -4.673 3.11006E-06 
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t-test UNIVERSITY A Parent vs UNIVERSITY A Non-Parent (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -4.59218699 4.98173E-06 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -6.62891035 5.68912E-11 

A3 People on campus are generally supportive of my individual needs. -3.72052590 0.000210623 

A4 People on campus seem happy about my accomplishments. -2.39780519 0.016687823 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I did 

not 

-4.91825437 1.03071E-06 

A6 There are people at the college who are concerned about my future. -3.31177203 0.000962396 

A7 There are people at the college who are genuinely interested in me as a person. -3.52729600 0.000440108 

B1 Sometimes I feel alone at the college. -0.97668317 0.328975451 

B2 Sometimes I feel that no one at the college notices me. 0.199119405 0.84221213 

B3 I often feel socially inadequate at school 0.132125702 0.894913112 

B4 Sometimes I feel that I am not interesting to anyone at the college. 0.100621531 0.919872293 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

0.192797459 0.847159063 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 0.173603146 0.862214578 

C1 If I stopped attending college, my counselor(s) would be disappointed. -0.21239966 0.831841097 

C2 Counselors at the college generally show their concern for students’ well-being. -0.13314910 0.894103897 

C3 My counselor is generally receptive to what I have to say. -0.06511740 0.94809435 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college -0.1634344 0.870211439 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -0.1908667 0.84867101 

D1 Sometimes my instructors simply do not listen to what I have to say. 0.164522632 0.869355027 

D2 My instructors sometimes ignore my comments or questions. 0.165852607 0.868308571 

D3 I often feel my instructor(s) care more about other things than me as a student. -1.08584512 0.277825604 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. -1.33734087 0.181434213 

E1 Some students are dependent on my guidance or assistance to help them succeed. -0.66797847 0.504311301 

E2 When in groups, other students tend to rely on my contributions. -2.04427311 0.041204759 

E3 Other students rely on me for support. -5.54612201 3.79622E-08 

F1 It is comforting to know that my contributions are valued by my instructors. -0.80139768 0.423103551 

F2 There are people at the college that sincerely appreciate my involvement as a student. -4.14648085 3.6815E-05 

F3 Knowing that other people at the college care for me motivates me to do better. -3.42696344 1.962488142 
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t-test UNIVERSITY B Parent vs UNIVERSITY B Non-Parent (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -2.07065187 0.038707617 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -1.80645253 0.071219619 

A3 People on campus are generally supportive of my individual needs. -0.13756811 0.890615945 

A4 People on campus seem happy about my accomplishments. 0.068030121 0.945778446 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I did 

not 

-0.27025606 0.787032279 

A6 There are people at the college who are concerned about my future. -0.77166228 0.440539531 

A7 There are people at the college who are genuinely interested in me as a person. -0.04870854 0.961163558 

B1 Sometimes I feel alone at the college. -0.02554 0.979630186 

B2 Sometimes I feel that no one at the college notices me. -2.61817 0.009005068 

B3 I often feel socially inadequate at school -2.33070 0.020014571 

B4 Sometimes I feel that I am not interesting to anyone at the college. -1.79243 0.073435957 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

-1.84655 0.065175123 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). -0.10880 0.913381936 

C1 If I stopped attending college, my counselor(s) would be disappointed. -0.50105 0.616471405 

C2 Counselors at the college generally show their concern for students’ well-being. -1.27765 0.201737266 

C3 My counselor is generally receptive to what I have to say. -0.07419 0.940877301 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.15743742 0.874939452 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. 0.225527995 0.821625579 

D1 Sometimes my instructors simply do not listen to what I have to say. -0.3201344 0.74894927 

D2 My instructors sometimes ignore my comments or questions. -1.7383565 0.082528928 

D3 I often feel my instructor(s) care more about other things than me as a student. -2.32000282 0.020589028 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. -0.1426377 0.886611859 

E1 Some students are dependent on my guidance or assistance to help them succeed. 0.735936407 0.461983779 

E2 When in groups, other students tend to rely on my contributions. 1.640162063 0.10136214 

E3 Other students rely on me for support. 0.792549238 0.428274577 

F1 It is comforting to know that my contributions are valued by my instructors. 1.010993414 0.31232223 

F2 There are people at the college that sincerely appreciate my involvement as a student. -0.68892193 0.491069917 

F3 Knowing that other people at the college care for me motivates me to do better. 0.113326972 0.90979945 
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t-test UNIVERSITY C Parent vs UNIVERSITY C Non-Parent (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -3.9348524 9.31965E-05 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -2.9776819 0.003023997 

A3 People on campus are generally supportive of my individual needs. -3.035224 0.002509658 

A4 People on campus seem happy about my accomplishments. -2.5706169 0.010396242 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I did 

not 

-3.1909726 0.0014934 

A6 There are people at the college who are concerned about my future. -2.8191112 0.004977603 

A7 There are people at the college who are genuinely interested in me as a person. -4.3255385 1.78714E-05 

B1 Sometimes I feel alone at the college. -2.13700 0.033010626 

B2 Sometimes I feel that no one at the college notices me. -1.08446 0.278601226 

B3 I often feel socially inadequate at school -2.77448 0.005704938 

B4 Sometimes I feel that I am not interesting to anyone at the college. -1.47967 0.139494228 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

-2.59954 0.009568358 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). -1.02508 0.305741072 

C1 If I stopped attending college, my counselor(s) would be disappointed. -1.85750 0.063735941 

C2 Counselors at the college generally show their concern for students’ well-being. -0.28691 0.774280775 

C3 My counselor is generally receptive to what I have to say. -0.70519 0.480968246 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.62278093 0.533668718 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -0.533479 0.593902609 

D1 Sometimes my instructors simply do not listen to what I have to say. -0.6837511 0.494402112 

D2 My instructors sometimes ignore my comments or questions. -1.7592484 0.079056241 

D3 I often feel my instructor(s) care more about other things than me as a student. -2.0272952 0.043083575 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. -0.7549831 0.450561913 

E1 Some students are dependent on my guidance or assistance to help them succeed. -2.5347726 0.011510198 

E2 When in groups, other students tend to rely on my contributions. -0.2039925 0.838429888 

E3 Other students rely on me for support. -2.4071030 0.0163868 

F1 It is comforting to know that my contributions are valued by my instructors. -1.2848927 0.199333958 

F2 There are people at the college that sincerely appreciate my involvement as a student. -0.4136577 0.679275093 

F3 Knowing that other people at the college care for me motivates me to do better. -1.5477243 0.122224872 
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t-test Male vs Female (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -1.16416522 0.245466838 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -1.06076689 0.289823663 

A3 People on campus are generally supportive of my individual needs. 0.459534075 0.64625488 

A4 People on campus seem happy about my accomplishments. 0.350978987 0.725900885 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I did 

not 

0.903387146 0.3671971 

A6 There are people at the college who are concerned about my future. -0.28106188 0.778896342 

A7 There are people at the college who are genuinely interested in me as a person. 0.514512389 0.607350167 

B1 Sometimes I feel alone at the college. -0.44226 0.658685891 

B2 Sometimes I feel that no one at the college notices me. -1.19203 0.234379035 

B3 I often feel socially inadequate at school -0.27596 0.782803876 

B4 Sometimes I feel that I am not interesting to anyone at the college. -0.08736 0.930451344 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

0.41476401 0.678674674 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). -0.645784 0.519013649 

C1 If I stopped attending college, my counselor(s) would be disappointed. 0.235927435 0.813682145 

C2 Counselors at the college generally show their concern for students’ well-being. -0.2698410 0.787504233 

C3 My counselor is generally receptive to what I have to say. 0.261846584 0.793657071 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.242773662 0.808379801 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -0.8484677 0.396992439 

D1 Sometimes my instructors simply do not listen to what I have to say. 1.523070098 0.129015258 

D2 My instructors sometimes ignore my comments or questions. 0.751390039 0.453130389 

D3 I often feel my instructor(s) care more about other things than me as a student. 0.547511659 0.584519653 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. 0.783660612 0.433987062 

E1 Some students are dependent on my guidance or assistance to help them succeed. 2.331894222 0.020504372 

E2 When in groups, other students tend to rely on my contributions. 1.753628438 0.08072457 

E3 Other students rely on me for support. 0.818999172 0.413570045 

F1 It is comforting to know that my contributions are valued by my instructors. -0.03528144 0.971883583 

F2 There are people at the college that sincerely appreciate my involvement as a student. -0.32441091 0.745899319 

F3 Knowing that other people at the college care for me motivates me to do better. 0.350125023 0.726540853 
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t-test Employed vs Unemployed (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -1.49806 0.135373 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -1.61584 0.107389 

A3 People on campus are generally supportive of my individual needs. -1.00207 0.317289 

A4 People on campus seem happy about my accomplishments. 0.447526 0.654883 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I did 

not 

-0.4923 0.622939 

A6 There are people at the college who are concerned about my future. 0.390226 0.696701 

A7 There are people at the college who are genuinely interested in me as a person. -0.52077 0.602985 

B1 Sometimes I feel alone at the college. -1.72818 0.085205 

B2 Sometimes I feel that no one at the college notices me. -0.85204 0.395002 

B3 I often feel socially inadequate at school -2.27874 0.023533 

B4 Sometimes I feel that I am not interesting to anyone at the college. -0.87766 0.380971 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

-2.06315 0.0401 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). -1.01972 0.308847 

C1 If I stopped attending college, my counselor(s) would be disappointed. 0.071813 0.942808 

C2 Counselors at the college generally show their concern for students’ well-being. 0.709337 0.478771 

C3 My counselor is generally receptive to what I have to say. 0.62164 0.534747 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.315822 0.7524 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -1.24658 0.213717 

D1 Sometimes my instructors simply do not listen to what I have to say. -1.52083 0.129572 

D2 My instructors sometimes ignore my comments or questions. -1.79154 0.074421 

D3 I often feel my instructor(s) care more about other things than me as a student. -0.60682 0.544522 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. -1.58694 0.113794 

E1 Some students are dependent on my guidance or assistance to help them succeed. -0.58852 0.556716 

E2 When in groups, other students tend to rely on my contributions. -0.14588 0.884137 

E3 Other students rely on me for support. -1.47276 0.142074 

F1 It is comforting to know that my contributions are valued by my instructors. 0.353368 0.724111 

F2 There are people at the college that sincerely appreciate my involvement as a student. -0.2503 0.802557 

F3 Knowing that other people at the college care for me motivates me to do better. -0.10304 0.918014 
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t-test <$40,000 vs >$40,000 (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do 0.171916 0.863644 

A2 Some people on campus are disappointed in me when I do not accomplish all I should 0.418367 0.676042 

A3 People on campus are generally supportive of my individual needs. 0.907431 0.36507 

A4 People on campus seem happy about my accomplishments. 0.729453 0.466416 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I 

did not 

1.130387 0.259414 

A6 There are people at the college who are concerned about my future. 0.771876 0.440925 

A7 There are people at the college who are genuinely interested in me as a person. -0.01113 0.991128 

B1 Sometimes I feel alone at the college. -2.89564 0.004127 

B2 Sometimes I feel that no one at the college notices me. -1.89849 0.058792 

B3 I often feel socially inadequate at school -3.10182 0.002149 

B4 Sometimes I feel that I am not interesting to anyone at the college. -2.47575 0.013967 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

-3.60027 0.000385 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). -3.9118 0.000118 

C1 If I stopped attending college, my counselor(s) would be disappointed. -0.93357 0.351431 

C2 Counselors at the college generally show their concern for students’ well-being. 0.386726 0.699289 

C3 My counselor is generally receptive to what I have to say. 0.225983 0.821402 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.41077 0.681596 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. 1.615883 0.107396 

D1 Sometimes my instructors simply do not listen to what I have to say. -1.28881 0.198676 

D2 My instructors sometimes ignore my comments or questions. -0.36005 0.71912 

D3 I often feel my instructor(s) care more about other things than me as a student. -1.11408 0.266333 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. -1.32551 0.186231 

E1 Some students are dependent on my guidance or assistance to help them succeed. 0.5448 0.586383 

E2 When in groups, other students tend to rely on my contributions. 0.145846 0.884162 

E3 Other students rely on me for support. -0.20319 0.839155 

F1 It is comforting to know that my contributions are valued by my instructors. -0.81742 0.414475 

F2 There are people at the college that sincerely appreciate my involvement as a student. 1.026295 0.305757 

F3 Knowing that other people at the college care for me motivates me to do better. 0.209558 0.834186 
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t-test White vs Minority (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do 1.207184 0.228507 

A2 Some people on campus are disappointed in me when I do not accomplish all I should 0.573123 0.56708 

A3 People on campus are generally supportive of my individual needs. 0.171422 0.86403 

A4 People on campus seem happy about my accomplishments. 0.274425 0.783987 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I 

did not 

-0.00602 0.995203 

A6 There are people at the college who are concerned about my future. 0.509398 0.610926 

A7 There are people at the college who are genuinely interested in me as a person. 0.222146 0.824383 

B1 Sometimes I feel alone at the college. 0.681409 0.496256 

B2 Sometimes I feel that no one at the college notices me. 0.004469 0.996438 

B3 I often feel socially inadequate at school -0.66653 0.505693 

B4 Sometimes I feel that I am not interesting to anyone at the college. -0.02819 0.977534 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

-1.33365 0.183553 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 0.475315 0.634981 

C1 If I stopped attending college, my counselor(s) would be disappointed. 0.174167 0.861875 

C2 Counselors at the college generally show their concern for students’ well-being. 1.083371 0.279688 

C3 My counselor is generally receptive to what I have to say. -0.20983 0.833972 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.279459 0.780125 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. 0.092515 0.926363 

D1 Sometimes my instructors simply do not listen to what I have to say. 1.831271 0.068265 

D2 My instructors sometimes ignore my comments or questions. -0.20964 0.834118 

D3 I often feel my instructor(s) care more about other things than me as a student. 0.438294 0.661556 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. 1.079383 0.28147 

E1 Some students are dependent on my guidance or assistance to help them succeed. -0.33301 0.73941 

E2 When in groups, other students tend to rely on my contributions. -0.11459 0.908859 

E3 Other students rely on me for support. 0.327393 0.743646 

F1 It is comforting to know that my contributions are valued by my instructors. -0.16009 0.87294 

F2 There are people at the college that sincerely appreciate my involvement as a student. -0.01764 0.98594 

F3 Knowing that other people at the college care for me motivates me to do better. -0.6469 0.518294 
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t-test Single vs Coupled (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do -0.69312 0.488875 

A2 Some people on campus are disappointed in me when I do not accomplish all I should -0.06209 0.950541 

A3 People on campus are generally supportive of my individual needs. -0.47276 0.6368 

A4 People on campus seem happy about my accomplishments. -0.94109 0.347571 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I 

did not 

-1.85848 0.064286 

A6 There are people at the college who are concerned about my future. -0.68382 0.494727 

A7 There are people at the college who are genuinely interested in me as a person. -0.0829 0.933997 

B1 Sometimes I feel alone at the college. 2.641279 0.008786 

B2 Sometimes I feel that no one at the college notices me. 2.143196 0.033063 

B3 I often feel socially inadequate at school 2.343062 0.01992 

B4 Sometimes I feel that I am not interesting to anyone at the college. 1.906643 0.057718 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

2.227143 0.02684 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 1.369817 0.171978 

C1 If I stopped attending college, my counselor(s) would be disappointed. -1.24159 0.215551 

C2 Counselors at the college generally show their concern for students’ well-being. -0.32551 0.745067 

C3 My counselor is generally receptive to what I have to say. -0.51303 0.608384 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college -0.42487 0.671295 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -0.244 0.807436 

D1 Sometimes my instructors simply do not listen to what I have to say. 1.246538 0.213743 

D2 My instructors sometimes ignore my comments or questions. 0.983111 0.326511 

D3 I often feel my instructor(s) care more about other things than me as a student. 0.130946 0.895924 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. 1.607444 0.109229 

E1 Some students are dependent on my guidance or assistance to help them succeed. 0.229423 0.818728 

E2 When in groups, other students tend to rely on my contributions. -0.17261 0.863095 

E3 Other students rely on me for support. 0.10232 0.918585 

F1 It is comforting to know that my contributions are valued by my instructors. -0.47999 0.631659 

F2 There are people at the college that sincerely appreciate my involvement as a student. -0.73898 0.460615 

F3 Knowing that other people at the college care for me motivates me to do better. -0.4463 0.655771 
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t-test Full-Time vs Part-Time (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do 1.514159 0.131254 

A2 Some people on campus are disappointed in me when I do not accomplish all I should 0.111562 0.911261 

A3 People on campus are generally supportive of my individual needs. 0.056827 0.954729 

A4 People on campus seem happy about my accomplishments. 0.800042 0.424452 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I 

did not 

-0.56432 0.573047 

A6 There are people at the college who are concerned about my future. 1.043006 0.297961 

A7 There are people at the college who are genuinely interested in me as a person. 0.380396 0.703977 

B1 Sometimes I feel alone at the college. 0.34658 0.729204 

B2 Sometimes I feel that no one at the college notices me. -0.08543 0.931986 

B3 I often feel socially inadequate at school 2.82712 0.005083 

B4 Sometimes I feel that I am not interesting to anyone at the college. 0.904359 0.366683 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

1.830439 0.068394 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 1.688792 0.092516 

C1 If I stopped attending college, my counselor(s) would be disappointed. 0.732075 0.464811 

C2 Counselors at the college generally show their concern for students’ well-being. -0.16162 0.871735 

C3 My counselor is generally receptive to what I have to say. -0.39919 0.6901 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college -0.594 0.553052 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. 0.23027 0.818072 

D1 Sometimes my instructors simply do not listen to what I have to say. -0.39294 0.694703 

D2 My instructors sometimes ignore my comments or questions. -0.81713 0.414644 

D3 I often feel my instructor(s) care more about other things than me as a student. -0.89104 0.373777 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. -0.32012 0.749149 

E1 Some students are dependent on my guidance or assistance to help them succeed. 2.452531 0.014875 

E2 When in groups, other students tend to rely on my contributions. 3.753084 0.000218 

E3 Other students rely on me for support. 2.743795 0.006517 

F1 It is comforting to know that my contributions are valued by my instructors. 1.96225  

F2 There are people at the college that sincerely appreciate my involvement as a student. 1.708786 0.088742 

F3 Knowing that other people at the college care for me motivates me to do better. 1.844635 0.066283 
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t-test <24 vs >24 (.05 significance, Critical Value – 1.963993) 
 Item t Stat P(T<=t) two-tail 

A1 There are people on campus who are sad for me when I fail in something I set out to do 1.129714 0.259675 

A2 Some people on campus are disappointed in me when I do not accomplish all I should 1.703435 0.089729 

A3 People on campus are generally supportive of my individual needs. -0.71858 0.473077 

A4 People on campus seem happy about my accomplishments. -1.06862 0.286271 

A5 I sometimes feel pressured to do better because people at the college would be disappointed if I 

did not 

-0.59855 0.550016 

A6 There are people at the college who are concerned about my future. -0.63887 0.523493 

A7 There are people at the college who are genuinely interested in me as a person. -0.07061 0.943763 

B1 Sometimes I feel alone at the college. 2.041542 0.04226 

B2 Sometimes I feel that no one at the college notices me. 3.691129 0.000274 

B3 I often feel socially inadequate at school 3.104475 0.002127 

B4 Sometimes I feel that I am not interesting to anyone at the college. 3.10711 0.002107 

B5 Sometimes I get so wrapped up in my personal problems that I isolate myself from others at the 

college 

2.566091 0.010874 

B6 I often feel isolated when involved in student activities (e.g., clubs, events). 2.491556 0.013368 

C1 If I stopped attending college, my counselor(s) would be disappointed. 0.234569 0.814735 

C2 Counselors at the college generally show their concern for students’ well-being. -0.47617 0.634365 

C3 My counselor is generally receptive to what I have to say. -1.60051 0.110754 

C4 I believe that my counselor(s) would miss me if I suddenly stopped attending college 0.13433 0.893249 

C5 If I had a personal problem, I believe that counselors would be willing to discuss it with me. -1.70643 0.08917 

D1 Sometimes my instructors simply do not listen to what I have to say. 1.493359 0.136609 

D2 My instructors sometimes ignore my comments or questions. 1.977275 0.049114 

D3 I often feel my instructor(s) care more about other things than me as a student. 1.849081 0.065631 

D4 I sometimes feel my instructor(s) want me to hurry up and finish speaking. 1.527602 0.127881 

E1 Some students are dependent on my guidance or assistance to help them succeed. 0.119758 0.904771 

E2 When in groups, other students tend to rely on my contributions. -0.22107 0.825222 

E3 Other students rely on me for support. 0.450511 0.652733 

F1 It is comforting to know that my contributions are valued by my instructors. -0.41729 0.676828 

F2 There are people at the college that sincerely appreciate my involvement as a student. -1.12727 0.260711 

F3 Knowing that other people at the college care for me motivates me to do better. -0.81665 0.414906 
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Appendix E 

Correlation Matrices 

 
 

All Respondents Enrollment Employment Age H.I.

Sometimes I feel alone at the college 0.018583078 0.045734798 -0.01511 -0.03173

Sometimes I feel no one at the college notices me. 0.041078704 0.015884185 -0.01176 -0.03415

I often feel socially inadequate at school. -0.044751794 0.081911108 -0.06101 -0.06042

Sometimes I feel that I am not interesting to anyone at the college. 0.022170407 0.039183448 -0.02874 -0.05404

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.066730888 0.03589158 -0.08301 -0.01862

I often feel isolated when involved in student activities. 0.019167821 0.043185252 0.018248 -0.05149

If I stopped attending college, my advisor(s) would be disappointed. -0.05637747 0.027248092 -0.09348 0.036851

Advisors at the college generally show their concern for students' well-being. -0.046146014 0.044524538 -0.07907 0.036938

My advisor is generally receptive to what I have to say. -0.023275568 0.029415174 -0.01136 0.035303

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.028012222 0.032879107 -0.01288 0.013352

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.051468368 0.030569621 -0.04172 0.044378

My instructors sometimes ignore my comments or questions. 0.014828275 0.004470036 0.019815 -0.00508

I often feel that instructors care more about other things than me as a student. 0.008467513 -0.014213392 -0.00112 0.001243

I sometimes feel my instructors want me to hurry up and finish speaking. 0.024993352 0.00832909 0.04477 -0.01167

Sometimes my instructors simply do not listen to what I have to say. 0.025625684 -0.003090707 0.032685 -0.01657

There are people on campus who are sad for me when I fail in something I set out to do. -0.151254791 0.006697576 -0.17073 0.018882

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.127872567 -0.016670215 -0.15589 0.013873

People on campus are generally supportive of my individual needs. -0.100706866 0.015208532 -0.12742 0.018663

People on campus seem happy about my accomplishments. -0.099701871 0.005642562 -0.09657 -0.00409

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.082381322 0.024693117 -0.11974 0.013041

There are people at the college who are concerned about my future. -0.113080216 -0.027409336 -0.13526 0.023074

There are people at the college who are genuinely interested in me as a person. -0.115215651 -0.02017717 -0.15453 0.021295

Some students are dependent on my guidance or assistance to help them succeed. -0.07054582 -0.023457444 -0.03881 0.016515

When in groups, others tend to rely on my contributions. -0.070801975 -0.036710305 0.032181 0.01878

Other students rely on me for support. -0.10539807 -0.003748591 -0.07592 0.026571

It is comforting to know that my contributions are valued by my instructors. -0.067384807 -0.014653848 -0.06152 0.001411

There are people at the college that sincerely appreciate my involvement as a student. -0.092267826 -0.00247611 -0.04169 0.012724

Knowing that other people at the college cares for me motivates me to do better. -0.111727908 0.001754383 -0.11913 -0.01952
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Sometimes I feel alone at the college 0.004598791 0.019472378 -0.00153 -0.06679

Sometimes I feel no one at the college notices me. 0.002712046 -0.00194681 -0.02189 -0.06813

I often feel socially inadequate at school. -0.026511763 0.036436328 -0.01504 -0.08805

Sometimes I feel that I am not interesting to anyone at the college. -0.004804142 0.026998675 0.031656 -0.10421

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.04530955 0.000699333 -0.04914 0.007217

I often feel isolated when involved in student activities. 0.012592415 0.000270188 0.045172 -0.08205

If I stopped attending college, my advisor(s) would be disappointed. 0.029971542 -0.06214518 -0.03526 -0.00369

Advisors at the college generally show their concern for students' well-being. 0.03309518 -0.00116264 -0.01816 0.009637

My advisor is generally receptive to what I have to say. 0.067615872 -0.01703647 0.005749 0.00922

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.05044021 -0.01966693 0.04695 -0.04686

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.026681748 -0.03664004 0.035392 0.018444

My instructors sometimes ignore my comments or questions. 0.017718855 -0.01403946 0.00358 -0.00391

I often feel that instructors care more about other things than me as a student. -0.018064908 0.009063992 -0.03286 -0.00338

I sometimes feel my instructors want me to hurry up and finish speaking. 0.0269417 0.023757305 0.038661 -0.0402

Sometimes my instructors simply do not listen to what I have to say. 0.020056168 0.016247029 0.031787 -0.02886

There are people on campus who are sad for me when I fail in something I set out to do. -0.036117694 -0.04184785 -0.14972 0.040022

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.061787746 -0.05688042 -0.15286 0.003249

People on campus are generally supportive of my individual needs. -0.007523963 -0.00618812 -0.13006 0.057787

People on campus seem happy about my accomplishments. -0.014653627 -0.02294155 -0.09463 0.017656

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.014855572 -0.01950157 -0.1257 -0.02348

There are people at the college who are concerned about my future. -0.064331761 -0.0757777 -0.11652 -0.00264

There are people at the college who are genuinely interested in me as a person. -0.018900934 -0.04136096 -0.14761 0.052967

Some students are dependent on my guidance or assistance to help them succeed. -0.043239108 -0.0568889 -0.02567 0.021256

When in groups, others tend to rely on my contributions. -0.085282527 -0.07117885 0.000835 0.009329

Other students rely on me for support. -0.122039969 -0.05117302 -0.09814 0.036436

It is comforting to know that my contributions are valued by my instructors. -0.043109587 -0.0890181 -0.05723 -0.00846

There are people at the college that sincerely appreciate my involvement as a student. -0.056648879 -0.03695898 -0.05296 -0.00703

Knowing that other people at the college cares for me motivates me to do better. -0.043685432 -0.01507991 -0.09148 -0.04663
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Sometimes I feel alone at the college 0.047334739 0.03263827 0.022607 -0.00369

Sometimes I feel no one at the college notices me. 0.066655774 -0.000459432 -0.02695 0.006716

I often feel socially inadequate at school. 0.001075262 0.081629532 -0.06388 -0.05589

Sometimes I feel that I am not interesting to anyone at the college. 0.057253798 -0.011822881 -0.03633 -0.05877

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.039110536 0.010427083 -0.05347 -0.03195

I often feel isolated when involved in student activities. 0.061072237 0.064181321 0.043547 -0.0507

If I stopped attending college, my advisor(s) would be disappointed. -0.060653114 0.09240041 -0.09924 0.095381

Advisors at the college generally show their concern for students' well-being. -0.078956781 0.075461074 -0.09314 0.111184

My advisor is generally receptive to what I have to say. -0.066050236 0.075517435 -0.00129 0.09635

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.006630083 0.067266848 -0.04748 0.043988

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.039009449 0.03953951 -0.08091 0.115604

My instructors sometimes ignore my comments or questions. 0.023917024 -0.012801963 0.024001 -0.04437

I often feel that instructors care more about other things than me as a student. -0.009510014 -0.072272279 -0.00912 -0.03017

I sometimes feel my instructors want me to hurry up and finish speaking. 0.018136343 -0.010115621 0.052418 -0.03872

Sometimes my instructors simply do not listen to what I have to say. 0.029616562 -0.042130915 0.035491 -0.06184

There are people on campus who are sad for me when I fail in something I set out to do. -0.125841193 0.028450598 -0.13039 0.009726

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.109317516 0.004666605 -0.14323 0.023919

People on campus are generally supportive of my individual needs. -0.069482351 0.004809197 -0.08856 0.028069

People on campus seem happy about my accomplishments. -0.076946543 -0.000451618 -0.04566 0.006767

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.078798929 0.041017598 -0.06499 0.054112

There are people at the college who are concerned about my future. -0.087411196 -0.010192256 -0.13744 0.075401

There are people at the college who are genuinely interested in me as a person. -0.055513677 -0.031394687 -0.08637 0.05666

Some students are dependent on my guidance or assistance to help them succeed. -0.07228324 -0.044397183 -0.01217 0.021463

When in groups, others tend to rely on my contributions. -0.061790541 -0.065001242 0.033232 0.03913

Other students rely on me for support. -0.074468052 -0.021407504 -0.02864 0.014468

It is comforting to know that my contributions are valued by my instructors. -0.062524785 0.008673646 -0.02708 0.027606

There are people at the college that sincerely appreciate my involvement as a student. -0.094336756 0.006403369 -0.04163 0.031144

Knowing that other people at the college cares for me motivates me to do better. -0.135726066 -0.033473959 -0.15479 0.015953
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Sometimes I feel alone at the college -0.04026629 0.110385382 -0.1268 -0.0756

Sometimes I feel no one at the college notices me. 0.000474065 0.082586938 -0.07096 -0.05246

I often feel socially inadequate at school. -0.15506194 0.202019576 -0.15539 -0.07584

Sometimes I feel that I am not interesting to anyone at the college. -0.02805525 0.144746644 -0.1362 -0.04245

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.15273044 0.13542509 -0.1804 -0.0979

I often feel isolated when involved in student activities. -0.05628935 0.083099044 -0.0966 -0.02497

If I stopped attending college, my advisor(s) would be disappointed. -0.06357189 0.06161695 -0.07285 0.031474

Advisors at the college generally show their concern for students' well-being. -0.02281397 0.086030859 -0.05183 0.036618

My advisor is generally receptive to what I have to say. -0.01623636 0.057852407 0.022489 0.03028

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.0349832 0.063721525 0.039447 0.056579

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.09219859 0.117913873 -0.02703 0.039823

My instructors sometimes ignore my comments or questions. -0.02291526 0.052876349 -0.0307 -0.01222

I often feel that instructors care more about other things than me as a student. 0.026018129 0.026217644 -0.02893 0.01165

I sometimes feel my instructors want me to hurry up and finish speaking. 0.002604389 0.02097732 -0.00746 -0.0017

Sometimes my instructors simply do not listen to what I have to say. -0.00502178 0.027226306 -0.01158 0.011877

There are people on campus who are sad for me when I fail in something I set out to do. -0.23402235 0.047206747 -0.18237 -0.0568

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.17531741 0.024463139 -0.1464 0.001964

People on campus are generally supportive of my individual needs. -0.14808302 0.076394186 -0.07115 -0.0473

People on campus seem happy about my accomplishments. -0.15076909 0.056318478 -0.0535 -0.06552

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.10540786 0.059974228 -0.15506 -0.01869

There are people at the college who are concerned about my future. -0.13467386 0.027460751 -0.08242 -0.01379

There are people at the college who are genuinely interested in me as a person. -0.19781695 0.019553922 -0.15675 -0.08708

Some students are dependent on my guidance or assistance to help them succeed. -0.07342672 0.053826973 -0.08122 0.0387

When in groups, others tend to rely on my contributions. -0.06601748 0.025430644 0.03932 0.056215

Other students rely on me for support. -0.07598361 0.075916696 -0.0683 0.010889

It is comforting to know that my contributions are valued by my instructors. -0.07708927 0.082535163 -0.06274 -0.02868

There are people at the college that sincerely appreciate my involvement as a student. -0.08495813 0.021181079 0.012317 -0.0156

Knowing that other people at the college cares for me motivates me to do better. -0.11948146 0.077825713 -0.07523 -0.0294
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Sometimes I feel alone at the college 0.098913559 0.077349353 -0.029 0.10268

Sometimes I feel no one at the college notices me. 0.015939347 0.036798962 0.023843 0.024045

I often feel socially inadequate at school. 0.055209992 0.017565499 -0.04463 0.068078

Sometimes I feel that I am not interesting to anyone at the college. 0.084677574 0.041924347 -0.15974 0.138386

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. 0.068979336 0.050249747 -0.02819 0.053781

I often feel isolated when involved in student activities. 0.053256805 0.098781606 -0.01136 0.010612

If I stopped attending college, my advisor(s) would be disappointed. -0.042902837 0.078662543 0.065766 -0.03182

Advisors at the college generally show their concern for students' well-being. 0.006939765 -0.018514882 0.084299 -0.18637

My advisor is generally receptive to what I have to say. -0.004925492 -0.039761285 0.071382 -0.09942

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.08907888 0.016344554 0.210518 -0.01522

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.040900814 0.037310676 0.139269 -0.15883

My instructors sometimes ignore my comments or questions. 0.040765248 0.033741627 0.007578 0.175954

I often feel that instructors care more about other things than me as a student. 0.013627035 0.008397505 -0.07258 0.152774

I sometimes feel my instructors want me to hurry up and finish speaking. 0.080487575 -0.007671241 -0.09457 0.231915

Sometimes my instructors simply do not listen to what I have to say. 0.087684012 -0.007608488 -0.15466 0.150185

There are people on campus who are sad for me when I fail in something I set out to do. -0.074823334 -0.072020946 0.022637 0.074791

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.040647831 -0.120598048 0.07237 0.017698

People on campus are generally supportive of my individual needs. -0.16526142 -0.098203674 0.049047 -0.09012

People on campus seem happy about my accomplishments. -0.006720054 -0.023780642 -0.0087 -0.06818

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.01156076 -0.001663226 0.051686 0.042211

There are people at the college who are concerned about my future. -0.003152739 -0.123071061 0.131926 -0.01824

There are people at the college who are genuinely interested in me as a person. -0.106135706 -0.079324841 0.142432 -0.03801

Some students are dependent on my guidance or assistance to help them succeed. -0.01571361 -0.066543781 0.036153 -0.12161

When in groups, others tend to rely on my contributions. -0.013209533 0.004479588 0.172176 -0.08495

Other students rely on me for support. -0.133941681 -0.0133046 0.069084 0.030917

It is comforting to know that my contributions are valued by my instructors. -0.017537989 -0.052425627 0.046987 -0.04016

There are people at the college that sincerely appreciate my involvement as a student. -0.025115354 0.018712176 0.233892 0.070331

Knowing that other people at the college cares for me motivates me to do better. 0.0325231 -0.021775528 0.097132 -0.06997
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Sometimes I feel alone at the college -0.02213675 0.109302722 -0.07516 -0.20431

Sometimes I feel no one at the college notices me. 0.005414019 0.053702883 -0.15954 -0.13216

I often feel socially inadequate at school. -0.17739189 0.143208479 -0.18959 -0.19542

Sometimes I feel that I am not interesting to anyone at the college. -0.05733238 0.05542282 -0.16098 -0.17021

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.11591782 0.129899901 -0.18685 -0.18198

I often feel isolated when involved in student activities. -0.10662706 0.064359002 -0.15141 -0.2572

If I stopped attending college, my advisor(s) would be disappointed. -0.04634351 -0.004532773 0.020805 -0.01959

Advisors at the college generally show their concern for students' well-being. 0.010221231 -0.044639487 0.035554 0.011194

My advisor is generally receptive to what I have to say. 0.025391514 -0.039364329 0.102673 0.022995

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.037616487 -0.019930555 0.05246 -0.00123

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.01462057 0.078597002 0.083905 0.080526

My instructors sometimes ignore my comments or questions. 0.051922312 0.11280954 -0.03872 -0.00299

I often feel that instructors care more about other things than me as a student. 0.056604403 0.038427328 -0.01427 -0.06934

I sometimes feel my instructors want me to hurry up and finish speaking. 0.020364477 0.100063709 -0.04098 -0.1105

Sometimes my instructors simply do not listen to what I have to say. 0.024994377 0.095933898 -0.02779 -0.07739

There are people on campus who are sad for me when I fail in something I set out to do. -0.09551718 0.094137052 -0.06896 -0.0299

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.00708402 0.101665437 -0.06458 -0.00509

People on campus are generally supportive of my individual needs. -0.00362313 0.063502808 0.046993 0.015485

People on campus seem happy about my accomplishments. -0.05073732 -0.028292699 0.023685 0.006887

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.035883836 0.031183257 0.03409 0.02673

There are people at the college who are concerned about my future. -0.06608617 -0.024672567 -0.01461 0.024061

There are people at the college who are genuinely interested in me as a person. -0.02414816 0.032918822 -0.01056 -0.03234

Some students are dependent on my guidance or assistance to help them succeed. -0.15388095 0.03719538 0.013509 0.008133

When in groups, others tend to rely on my contributions. -0.23182841 0.00922564 0.030704 -0.00077

Other students rely on me for support. -0.17164536 0.092743873 -0.00375 -0.05435

It is comforting to know that my contributions are valued by my instructors. -0.1236468 -0.022343359 -0.05796 -0.08596

There are people at the college that sincerely appreciate my involvement as a student. -0.10787482 0.015828688 0.018632 0.064162

Knowing that other people at the college cares for me motivates me to do better. -0.11633906 0.00651663 0.023057 -0.02045
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Sometimes I feel alone at the college 0.032013626 0.037927167 0.00011 -0.01274

Sometimes I feel no one at the college notices me. 0.051645152 0.01113253 0.005928 -0.02351

I often feel socially inadequate at school. -0.012603625 0.075584048 -0.03304 -0.04272

Sometimes I feel that I am not interesting to anyone at the college. 0.042930673 0.037048452 -0.00992 -0.04041

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.052216348 0.024972778 -0.06387 0.00223

I often feel isolated when involved in student activities. 0.031028107 0.040744356 0.015224 -0.03731

If I stopped attending college, my advisor(s) would be disappointed. -0.049836882 0.029247611 -0.09942 0.046885

Advisors at the college generally show their concern for students' well-being. -0.054774579 0.055255558 -0.09828 0.041657

My advisor is generally receptive to what I have to say. -0.036086772 0.038396067 -0.02998 0.036197

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.04880971 0.039232353 -0.03552 0.011469

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.064652147 0.025854141 -0.0679 0.041091

My instructors sometimes ignore my comments or questions. 0.011579892 -0.00974376 0.035511 -0.00488

I often feel that instructors care more about other things than me as a student. 0.007358475 -0.02164002 0.018346 0.011681

I sometimes feel my instructors want me to hurry up and finish speaking. 0.020891839 -0.00337284 0.051485 -0.00454

Sometimes my instructors simply do not listen to what I have to say. 0.019503891 -0.01601293 0.03155 -0.01409

There are people on campus who are sad for me when I fail in something I set out to do. -0.139760904 -0.00441418 -0.14804 0.035015

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.127183095 -0.03084079 -0.13383 0.028223

People on campus are generally supportive of my individual needs. -0.099817106 0.008788566 -0.1216 0.029066

People on campus seem happy about my accomplishments. -0.09508273 0.007763043 -0.08945 0.002591

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.083002601 0.021949843 -0.10731 0.022474

There are people at the college who are concerned about my future. -0.102711682 -0.0283501 -0.12374 0.033149

There are people at the college who are genuinely interested in me as a person. -0.109376188 -0.02696222 -0.13971 0.038839

Some students are dependent on my guidance or assistance to help them succeed. -0.046223827 -0.03302747 -0.03078 0.021466

When in groups, others tend to rely on my contributions. -0.046213814 -0.04272025 0.033293 0.021639

Other students rely on me for support. -0.078924414 -0.01679296 -0.05985 0.041803

It is comforting to know that my contributions are valued by my instructors. -0.054340281 -0.01447867 -0.05899 0.011768

There are people at the college that sincerely appreciate my involvement as a student. -0.078155764 -0.00641629 -0.02801 0.013902

Knowing that other people at the college cares for me motivates me to do better. -0.100088296 0.000854497 -0.12185 -0.01224
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Sometimes I feel alone at the college -0.0818849 -0.031925978 -0.10753 -0.23057

Sometimes I feel no one at the college notices me. -0.1069763 -0.000540855 -0.17704 -0.12643

I often feel socially inadequate at school. -0.2494508 0.027371666 -0.18932 -0.25796

Sometimes I feel that I am not interesting to anyone at the college. -0.1217141 -0.113279601 -0.17655 -0.32872

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.0430483 -0.058421044 -0.13286 -0.1504

I often feel isolated when involved in student activities. -0.1935546 -0.077748727 -0.15542 -0.2695

If I stopped attending college, my advisor(s) would be disappointed. 0.04818394 -0.056283952 0.198515 0.014986

Advisors at the college generally show their concern for students' well-being. 0.11028206 -0.02360221 0.138531 0.163993

My advisor is generally receptive to what I have to say. 0.19092755 -0.075930103 0.19964 0.117294

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.01226468 -0.000522022 0.139496 0.046413

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.02967507 0.098632064 0.216507 0.19102

My instructors sometimes ignore my comments or questions. -0.0867744 0.13810048 -0.2137 -0.01931

I often feel that instructors care more about other things than me as a student. -0.1014668 0.076456283 -0.15178 -0.06867

I sometimes feel my instructors want me to hurry up and finish speaking. -0.0515203 0.107151167 -0.07857 -0.07855

Sometimes my instructors simply do not listen to what I have to say. -0.137492 0.131208234 -0.23218 -0.08956

There are people on campus who are sad for me when I fail in something I set out to do. 0.16137165 0.061658539 -0.12844 -0.07554

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.1493112 0.113100284 -0.06225 -0.07694

People on campus are generally supportive of my individual needs. 0.21484592 0.099686449 -0.03374 0.018123

People on campus seem happy about my accomplishments. 0.1523045 -0.029890016 -0.0052 -0.00179

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.15370508 0.089347466 0.058735 0.004058

There are people at the college who are concerned about my future. 0.06431826 -0.051830217 -0.06378 -0.00808

There are people at the college who are genuinely interested in me as a person. 0.18922108 -0.03223523 -0.00849 0.073642

Some students are dependent on my guidance or assistance to help them succeed. -0.1129635 -0.018130968 0.10082 -0.1014

When in groups, others tend to rely on my contributions. -0.1487506 0.017015321 0.272825 0.089617

Other students rely on me for support. -0.2053564 0.039802131 0.090692 -0.00061

It is comforting to know that my contributions are valued by my instructors. 0.03665708 -0.165584446 0.058194 -0.07347

There are people at the college that sincerely appreciate my involvement as a student. -0.1160128 0.075709462 0.002372 -0.01326

Knowing that other people at the college cares for me motivates me to do better. 0.00439554 -0.041229462 0.088575 -0.09611
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University A Non-Parent Enrollment Employment Age H.I.

Sometimes I feel alone at the college 0.0313027 0.021890578 0.018911 -0.05424

Sometimes I feel no one at the college notices me. 0.0220249 -0.004974201 -0.01679 -0.06237

I often feel socially inadequate at school. 0.0169666 0.036626865 -0.00326 -0.07502

Sometimes I feel that I am not interesting to anyone at the college. 0.0157027 0.037377249 0.046833 -0.08807

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.0526879 0.003485575 -0.04987 0.021765

I often feel isolated when involved in student activities. 0.0173086 0.005593767 0.011923 -0.07638

If I stopped attending college, my advisor(s) would be disappointed. 0.0198504 -0.065086622 -0.07135 -0.00552

Advisors at the college generally show their concern for students' well-being. -0.0035893 0.003079353 -0.06955 -0.00179

My advisor is generally receptive to what I have to say. 0.0260214 -0.009201191 -0.04044 -0.00021

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.0351545 -0.020878074 0.004716 -0.05879

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.0029068 -0.049596511 -0.015 0.006073

My instructors sometimes ignore my comments or questions. 0.029338 -0.032649965 0.008938 -0.00645

I often feel that instructors care more about other things than me as a student. 0.0061339 -0.00095116 -0.01077 0.000848

I sometimes feel my instructors want me to hurry up and finish speaking. 0.0331705 0.011392909 0.038361 -0.04065

Sometimes my instructors simply do not listen to what I have to say. 0.036617 0.000718757 0.032975 -0.02979

There are people on campus who are sad for me when I fail in something I set out to do. -0.055434 -0.053848051 -0.12928 0.049941

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.0730419 -0.074959087 -0.12275 0.016482

People on campus are generally supportive of my individual needs. -0.0338491 -0.015488563 -0.12612 0.067605

People on campus seem happy about my accomplishments. -0.0389803 -0.023793027 -0.09333 0.022773

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.0241922 -0.031957167 -0.11667 -0.01693

There are people at the college who are concerned about my future. -0.0812607 -0.076591631 -0.10973 0.002013

There are people at the college who are genuinely interested in me as a person. -0.0497825 -0.040336365 -0.15101 0.056672

Some students are dependent on my guidance or assistance to help them succeed. -0.0281834 -0.064769007 -0.03421 0.031182

When in groups, others tend to rely on my contributions. -0.069184 -0.084380626 -0.00748 0.0072

Other students rely on me for support. -0.0787163 -0.063459307 -0.08666 0.044736

It is comforting to know that my contributions are valued by my instructors. -0.0619468 -0.082041313 -0.06862 -0.00312

There are people at the college that sincerely appreciate my involvement as a student. -0.0216228 -0.052333252 -0.03191 -0.00204

Knowing that other people at the college cares for me motivates me to do better. -0.0386743 -0.011732295 -0.091 -0.03942
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University B Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college -0.068485 0.150718475 -0.23036 -0.14104

Sometimes I feel no one at the college notices me. -0.0355407 0.195157956 -0.2605 -0.14998

I often feel socially inadequate at school. -0.1388556 0.252098989 -0.26416 -0.05016

Sometimes I feel that I am not interesting to anyone at the college. -0.0105325 0.059932438 -0.13505 0.049061

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.1592983 0.21691054 -0.21967 -0.11805

I often feel isolated when involved in student activities. -0.0535223 0.173006088 -0.19873 -0.20818

If I stopped attending college, my advisor(s) would be disappointed. -0.115515 0.078536981 0.130039 0.016709

Advisors at the college generally show their concern for students' well-being. -0.0302137 0.088014501 0.088795 0.105714

My advisor is generally receptive to what I have to say. -0.0722338 -0.03444744 0.047174 0.118953

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.16071557 0.018788204 0.103297 -0.10603

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.03685924 0.149503533 0.011193 0.107062

My instructors sometimes ignore my comments or questions. 0.22978626 -0.009621438 -0.00327 -0.0594

I often feel that instructors care more about other things than me as a student. 0.11492861 -0.043377782 0.010076 -0.11549

I sometimes feel my instructors want me to hurry up and finish speaking. 0.06091449 0.087307665 -0.10186 -0.16112

Sometimes my instructors simply do not listen to what I have to say. 0.17953745 0.015054922 0.020286 -0.13965

There are people on campus who are sad for me when I fail in something I set out to do. -0.2374565 0.138397143 -0.00252 -0.05774

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.0173708 0.044029774 -0.11135 -0.11286

People on campus are generally supportive of my individual needs. 0.04218568 -0.121165864 0.245178 0.053505

People on campus seem happy about my accomplishments. -0.033381 -0.105885442 0.151301 -0.04987

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.1516161 0.038843699 0.208364 -0.01981

There are people at the college who are concerned about my future. -0.1088885 -0.021552557 0.03995 -0.03769

There are people at the college who are genuinely interested in me as a person. -0.0231441 -0.014698165 0.171442 -0.01622

Some students are dependent on my guidance or assistance to help them succeed. -0.2761987 0.08726545 0.048982 0.083286

When in groups, others tend to rely on my contributions. -0.5630388 -0.176321058 -0.12083 -0.08367

Other students rely on me for support. -0.3280808 0.075712189 0.01681 -0.11458

It is comforting to know that my contributions are valued by my instructors. -0.3809626 -0.065390738 -0.16351 -0.17126

There are people at the college that sincerely appreciate my involvement as a student. -0.2404216 0.018373712 0.085752 0.005919

Knowing that other people at the college cares for me motivates me to do better. -0.207707 0.019596382 -0.01344 -0.00508
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University B Non-Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college 0.057 0.023 0.037 0.004

Sometimes I feel no one at the college notices me. 0.088 -0.011 0.005 0.020

I often feel socially inadequate at school. 0.022 0.073 -0.038 -0.054

Sometimes I feel that I am not interesting to anyone at the college. 0.073 -0.014 -0.020 -0.064

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.022 -0.004 -0.033 -0.024

I often feel isolated when involved in student activities. 0.068 0.052 0.050 -0.043

If I stopped attending college, my advisor(s) would be disappointed. -0.047 0.094 -0.121 0.104

Advisors at the college generally show their concern for students' well-being. -0.075 0.075 -0.102 0.115

My advisor is generally receptive to what I have to say. -0.071 0.082 -0.015 0.093

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.033 0.069 -0.076 0.054

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.055 0.028 -0.105 0.115

My instructors sometimes ignore my comments or questions. 0.010 -0.012 0.045 -0.040

I often feel that instructors care more about other things than me as a student. -0.020 -0.072 0.004 -0.021

I sometimes feel my instructors want me to hurry up and finish speaking. 0.008 -0.019 0.064 -0.031

Sometimes my instructors simply do not listen to what I have to say. 0.013 -0.047 0.041 -0.056

There are people on campus who are sad for me when I fail in something I set out to do. -0.102 0.021 -0.133 0.018

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.110 0.003 -0.140 0.037

People on campus are generally supportive of my individual needs. -0.080 0.010 -0.122 0.027

People on campus seem happy about my accomplishments. -0.081 0.004 -0.068 0.010

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.070 0.039 -0.092 0.059

There are people at the college who are concerned about my future. -0.076 -0.010 -0.151 0.086

There are people at the college who are genuinely interested in me as a person. -0.055 -0.036 -0.111 0.062

Some students are dependent on my guidance or assistance to help them succeed. -0.049 -0.060 -0.027 0.016

When in groups, others tend to rely on my contributions. -0.016 -0.061 0.020 0.042

Other students rely on me for support. -0.057 -0.032 -0.051 0.020

It is comforting to know that my contributions are valued by my instructors. -0.029 0.013 -0.034 0.040

There are people at the college that sincerely appreciate my involvement as a student. -0.068 0.006 -0.044 0.036

Knowing that other people at the college cares for me motivates me to do better. -0.125 -0.041 -0.176 0.019
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University C Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college 0.042 0.162 0.071 -0.201

Sometimes I feel no one at the college notices me. 0.108 0.037 -0.096 -0.153

I often feel socially inadequate at school. -0.137 0.163 -0.131 -0.226

Sometimes I feel that I am not interesting to anyone at the college. -0.041 0.213 -0.189 -0.225

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.116 0.199 -0.170 -0.198

I often feel isolated when involved in student activities. -0.063 0.088 -0.133 -0.278

If I stopped attending college, my advisor(s) would be disappointed. -0.008 -0.130 -0.105 0.057

Advisors at the college generally show their concern for students' well-being. 0.012 -0.204 -0.048 -0.064

My advisor is generally receptive to what I have to say. 0.001 -0.083 0.119 0.009

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.047 -0.147 0.029 0.127

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.020 -0.080 0.102 0.108

My instructors sometimes ignore my comments or questions. 0.085 0.159 0.108 0.070

I often feel that instructors care more about other things than me as a student. 0.145 0.060 0.088 -0.047

I sometimes feel my instructors want me to hurry up and finish speaking. 0.070 0.083 0.058 -0.084

Sometimes my instructors simply do not listen to what I have to say. 0.089 0.106 0.134 -0.024

There are people on campus who are sad for me when I fail in something I set out to do. -0.142 0.000 0.010 0.111

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.076 0.055 0.050 0.189

People on campus are generally supportive of my individual needs. -0.136 0.043 0.069 0.093

People on campus seem happy about my accomplishments. -0.166 -0.072 0.021 0.127

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.082 -0.123 -0.051 0.153

There are people at the college who are concerned about my future. -0.103 -0.083 0.039 0.148

There are people at the college who are genuinely interested in me as a person. -0.121 -0.013 -0.028 0.020

Some students are dependent on my guidance or assistance to help them succeed. -0.086 -0.044 -0.015 0.131

When in groups, others tend to rely on my contributions. -0.106 0.057 -0.016 0.040

Other students rely on me for support. -0.053 0.056 -0.022 0.027

It is comforting to know that my contributions are valued by my instructors. -0.066 0.081 -0.040 0.002

There are people at the college that sincerely appreciate my involvement as a student. -0.017 -0.056 0.005 0.171

Knowing that other people at the college cares for me motivates me to do better. -0.140 -0.006 0.021 0.057
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University C Non-Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college -0.045 0.090 -0.133 -0.02038

Sometimes I feel no one at the college notices me. -0.017 0.087 -0.043 -0.01795

I often feel socially inadequate at school. -0.134 0.199 -0.104 -0.01217

Sometimes I feel that I am not interesting to anyone at the college. -0.007 0.127 -0.109 0.010897

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.139 0.113 -0.138 -0.04794

I often feel isolated when involved in student activities. -0.044 0.078 -0.076 0.039561

If I stopped attending college, my advisor(s) would be disappointed. -0.058 0.093 -0.018 0.051752

Advisors at the college generally show their concern for students' well-being. -0.030 0.146 -0.056 0.064321

My advisor is generally receptive to what I have to say. -0.015 0.087 0.027 0.044007

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.068 0.110 0.034 0.036508

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.110 0.153 -0.040 0.033527

My instructors sometimes ignore my comments or questions. -0.035 0.022 -0.004 -0.00809

I often feel that instructors care more about other things than me as a student. 0.015 0.010 0.006 0.050735

I sometimes feel my instructors want me to hurry up and finish speaking. -0.007 0.004 0.007 0.027756

Sometimes my instructors simply do not listen to what I have to say. -0.026 0.006 -0.019 0.030451

There are people on campus who are sad for me when I fail in something I set out to do. -0.226 0.038 -0.136 -0.04448

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.178 0.006 -0.128 -0.0008

People on campus are generally supportive of my individual needs. -0.124 0.071 -0.022 -0.04477

People on campus seem happy about my accomplishments. -0.123 0.072 -0.002 -0.08155

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.121 0.077 -0.104 -0.01185

There are people at the college who are concerned about my future. -0.118 0.038 -0.040 -0.01825

There are people at the college who are genuinely interested in me as a person. -0.182 0.007 -0.087 -0.06516

Some students are dependent on my guidance or assistance to help them succeed. -0.042 0.063 -0.034 0.050658

When in groups, others tend to rely on my contributions. -0.056 0.019 0.062 0.062595

Other students rely on me for support. -0.055 0.069 -0.014 0.038731

It is comforting to know that my contributions are valued by my instructors. -0.065 0.077 -0.035 -0.01862

There are people at the college that sincerely appreciate my involvement as a student. -0.105 0.035 0.026 -0.05236

Knowing that other people at the college cares for me motivates me to do better. -0.102 0.087 -0.065 -0.03006
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Sometimes I feel alone at the college 0.038 0.121 -0.286 -0.279

Sometimes I feel no one at the college notices me. 0.044 0.135 -0.332 -0.210

I often feel socially inadequate at school. -0.125 0.204 -0.263 -0.205

Sometimes I feel that I am not interesting to anyone at the college. -0.010 0.046 -0.234 -0.096

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.079 0.167 -0.226 -0.062

I often feel isolated when involved in student activities. -0.046 -0.031 -0.191 -0.173

If I stopped attending college, my advisor(s) would be disappointed. 0.041 -0.002 0.043 0.000

Advisors at the college generally show their concern for students' well-being. 0.149 -0.144 0.093 0.204

My advisor is generally receptive to what I have to say. 0.132 -0.120 0.157 0.170

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.135 -0.012 0.055 0.000

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.141 0.089 0.045 0.148

My instructors sometimes ignore my comments or questions. 0.024 0.193 -0.037 -0.010

I often feel that instructors care more about other things than me as a student. -0.041 0.168 -0.087 -0.188

I sometimes feel my instructors want me to hurry up and finish speaking. -0.067 0.305 -0.092 -0.240

Sometimes my instructors simply do not listen to what I have to say. -0.068 0.214 -0.066 -0.152

There are people on campus who are sad for me when I fail in something I set out to do. -0.005 0.070 -0.045 -0.085

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.187 0.085 -0.161 -0.035

People on campus are generally supportive of my individual needs. -0.034 0.002 0.138 0.067

People on campus seem happy about my accomplishments. 0.014 -0.035 0.085 0.015

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.165 0.070 0.181 0.086

There are people at the college who are concerned about my future. 0.003 -0.109 -0.010 -0.023

There are people at the college who are genuinely interested in me as a person. 0.022 -0.027 0.010 -0.016

Some students are dependent on my guidance or assistance to help them succeed. -0.086 0.005 0.092 -0.079

When in groups, others tend to rely on my contributions. -0.227 -0.029 0.246 0.051

Other students rely on me for support. -0.012 -0.035 0.015 -0.116

It is comforting to know that my contributions are valued by my instructors. -0.103 -0.259 -0.032 -0.094

There are people at the college that sincerely appreciate my involvement as a student. 0.022 -0.095 0.140 0.103

Knowing that other people at the college cares for me motivates me to do better. 0.002 -0.133 0.123 0.009
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Sometimes I feel alone at the college -0.053 0.106 0.018 -0.172

Sometimes I feel no one at the college notices me. -0.017 0.022 -0.093 -0.107

I often feel socially inadequate at school. -0.204 0.116 -0.159 -0.196

Sometimes I feel that I am not interesting to anyone at the college. -0.080 0.061 -0.129 -0.209

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.132 0.109 -0.167 -0.240

I often feel isolated when involved in student activities. -0.139 0.115 -0.137 -0.304

If I stopped attending college, my advisor(s) would be disappointed. -0.085 -0.007 0.012 -0.028

Advisors at the college generally show their concern for students' well-being. -0.054 0.005 0.008 -0.084

My advisor is generally receptive to what I have to say. -0.018 -0.004 0.082 -0.041

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.003 -0.024 0.052 -0.001

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.086 0.079 0.096 0.043

My instructors sometimes ignore my comments or questions. 0.069 0.066 -0.037 0.004

I often feel that instructors care more about other things than me as a student. 0.106 -0.031 0.022 -0.008

I sometimes feel my instructors want me to hurry up and finish speaking. 0.067 -0.013 -0.013 -0.041

Sometimes my instructors simply do not listen to what I have to say. 0.084 0.019 -0.001 -0.026

There are people on campus who are sad for me when I fail in something I set out to do. -0.147 0.113 -0.086 -0.009

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.113 0.118 -0.022 0.003

People on campus are generally supportive of my individual needs. 0.014 0.094 0.005 -0.006

People on campus seem happy about my accomplishments. -0.081 -0.027 -0.005 0.007

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.026 0.004 -0.037 0.002

There are people at the college who are concerned about my future. -0.102 0.021 -0.018 0.048

There are people at the college who are genuinely interested in me as a person. -0.043 0.060 -0.017 -0.036

Some students are dependent on my guidance or assistance to help them succeed. -0.174 0.040 -0.009 0.062

When in groups, others tend to rely on my contributions. -0.228 0.016 -0.046 -0.011

Other students rely on me for support. -0.236 0.148 -0.007 -0.020

It is comforting to know that my contributions are valued by my instructors. -0.133 0.093 -0.070 -0.081

There are people at the college that sincerely appreciate my involvement as a student. -0.178 0.079 -0.044 0.042

Knowing that other people at the college cares for me motivates me to do better. -0.170 0.073 -0.020 -0.030
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Sometimes I feel alone at the college 0.003 0.031 -0.207

Sometimes I feel no one at the college notices me. 0.027 -0.048 -0.182

I often feel socially inadequate at school. -0.147 -0.103 -0.217

Sometimes I feel that I am not interesting to anyone at the college. -0.055 -0.102 -0.208

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.120 -0.095 -0.154

I often feel isolated when involved in student activities. -0.148 -0.111 -0.347

If I stopped attending college, my advisor(s) would be disappointed. -0.102 -0.009 -0.095

Advisors at the college generally show their concern for students' well-being. -0.034 0.019 -0.037

My advisor is generally receptive to what I have to say. -0.023 0.107 -0.046

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.003 0.046 -0.039

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.005 0.116 0.074

My instructors sometimes ignore my comments or questions. 0.107 -0.042 -0.009

I often feel that instructors care more about other things than me as a student. 0.073 -0.027 -0.075

I sometimes feel my instructors want me to hurry up and finish speaking. 0.092 -0.079 -0.107

Sometimes my instructors simply do not listen to what I have to say. 0.106 -0.034 -0.076

There are people on campus who are sad for me when I fail in something I set out to do. -0.031 0.119 0.045

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.053 0.066 0.122

People on campus are generally supportive of my individual needs. -0.024 0.103 0.048

People on campus seem happy about my accomplishments. -0.047 0.097 0.052

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.074 0.068 0.007

There are people at the college who are concerned about my future. -0.030 0.062 0.021

There are people at the college who are genuinely interested in me as a person. 0.003 0.101 -0.019

Some students are dependent on my guidance or assistance to help them succeed. -0.111 0.040 0.022

When in groups, others tend to rely on my contributions. -0.224 0.053 -0.029

Other students rely on me for support. -0.132 -0.009 -0.014

It is comforting to know that my contributions are valued by my instructors. -0.128 -0.035 -0.028

There are people at the college that sincerely appreciate my involvement as a student. -0.086 0.061 0.108

Knowing that other people at the college cares for me motivates me to do better. -0.089 0.040 -0.001
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Unemployed Parents Enrollment Age H.I.

Sometimes I feel alone at the college 0.001 -0.196 -0.165

Sometimes I feel no one at the college notices me. -0.004 -0.309 -0.032

I often feel socially inadequate at school. -0.168 -0.275 -0.116

Sometimes I feel that I am not interesting to anyone at the college. -0.024 -0.230 -0.092

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.020 -0.293 -0.184

I often feel isolated when involved in student activities. 0.011 -0.190 -0.100

If I stopped attending college, my advisor(s) would be disappointed. 0.071 0.062 0.107

Advisors at the college generally show their concern for students' well-being. 0.087 0.049 0.079

My advisor is generally receptive to what I have to say. 0.131 0.088 0.151

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.109 0.058 0.054

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.026 0.064 0.135

My instructors sometimes ignore my comments or questions. 0.019 0.004 0.061

I often feel that instructors care more about other things than me as a student. 0.051 0.021 -0.040

I sometimes feel my instructors want me to hurry up and finish speaking. -0.061 0.048 -0.078

Sometimes my instructors simply do not listen to what I have to say. -0.086 0.013 -0.037

There are people on campus who are sad for me when I fail in something I set out to do. -0.181 -0.314 -0.110

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.062 -0.222 -0.174

People on campus are generally supportive of my individual needs. 0.094 -0.013 -0.006

People on campus seem happy about my accomplishments. -0.086 -0.088 -0.077

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.023 -0.006 0.082

There are people at the college who are concerned about my future. -0.175 -0.139 0.023

There are people at the college who are genuinely interested in me as a person. -0.069 -0.182 -0.036

Some students are dependent on my guidance or assistance to help them succeed. -0.239 -0.012 0.005

When in groups, others tend to rely on my contributions. -0.269 0.004 0.049

Other students rely on me for support. -0.210 0.034 -0.077

It is comforting to know that my contributions are valued by my instructors. -0.147 -0.098 -0.193

There are people at the college that sincerely appreciate my involvement as a student. -0.158 -0.042 -0.006

Knowing that other people at the college cares for me motivates me to do better. -0.188 0.001 -0.045
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>$40,000 Parents Enrollment Employment Age

Sometimes I feel alone at the college 0.040 0.084 -0.039

Sometimes I feel no one at the college notices me. 0.011 0.048 -0.029

I often feel socially inadequate at school. -0.204 0.130 -0.054

Sometimes I feel that I am not interesting to anyone at the college. -0.084 0.074 -0.097

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.120 0.122 -0.096

I often feel isolated when involved in student activities. -0.052 0.143 -0.031

If I stopped attending college, my advisor(s) would be disappointed. -0.031 0.123 0.110

Advisors at the college generally show their concern for students' well-being. 0.001 0.040 0.096

My advisor is generally receptive to what I have to say. -0.004 0.093 0.098

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.043 0.069 0.134

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.084 0.160 0.091

My instructors sometimes ignore my comments or questions. 0.088 0.114 0.055

I often feel that instructors care more about other things than me as a student. 0.084 0.043 -0.029

I sometimes feel my instructors want me to hurry up and finish speaking. 0.050 0.090 -0.037

Sometimes my instructors simply do not listen to what I have to say. 0.064 0.088 0.062

There are people on campus who are sad for me when I fail in something I set out to do. -0.095 0.109 -0.025

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.007 0.070 0.062

People on campus are generally supportive of my individual needs. -0.076 0.106 0.004

People on campus seem happy about my accomplishments. -0.097 0.037 -0.028

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.041 0.101 0.046

There are people at the college who are concerned about my future. -0.106 0.027 0.003

There are people at the college who are genuinely interested in me as a person. -0.045 0.081 -0.002

Some students are dependent on my guidance or assistance to help them succeed. -0.169 0.099 0.000

When in groups, others tend to rely on my contributions. -0.274 0.029 -0.011

Other students rely on me for support. -0.210 0.111 0.013

It is comforting to know that my contributions are valued by my instructors. -0.155 -0.029 -0.085

There are people at the college that sincerely appreciate my involvement as a student. -0.166 0.073 0.012

Knowing that other people at the college cares for me motivates me to do better. -0.142 0.075 -0.025
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<$40,000 Parents Enrollment Employment Age

Sometimes I feel alone at the college -0.006 0.102 -0.048

Sometimes I feel no one at the college notices me. 0.078 0.026 -0.279

I often feel socially inadequate at school. -0.055 0.124 -0.276

Sometimes I feel that I am not interesting to anyone at the college. 0.060 0.005 -0.185

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.001 0.098 -0.222

I often feel isolated when involved in student activities. -0.076 -0.070 -0.215

If I stopped attending college, my advisor(s) would be disappointed. -0.053 -0.176 -0.042

Advisors at the college generally show their concern for students' well-being. 0.014 -0.166 -0.044

My advisor is generally receptive to what I have to say. 0.064 -0.215 0.105

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.044 -0.136 -0.032

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.035 -0.008 0.042

My instructors sometimes ignore my comments or questions. -0.001 0.111 -0.127

I often feel that instructors care more about other things than me as a student. 0.039 0.022 0.021

I sometimes feel my instructors want me to hurry up and finish speaking. 0.023 0.092 -0.001

Sometimes my instructors simply do not listen to what I have to say. -0.008 0.101 -0.090

There are people on campus who are sad for me when I fail in something I set out to do. -0.159 0.119 -0.136

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.063 0.176 -0.200

People on campus are generally supportive of my individual needs. 0.042 0.062 0.073

People on campus seem happy about my accomplishments. -0.051 -0.063 0.061

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.012 -0.026 0.028

There are people at the college who are concerned about my future. -0.044 -0.062 -0.033

There are people at the college who are genuinely interested in me as a person. -0.030 0.009 -0.024

Some students are dependent on my guidance or assistance to help them succeed. -0.171 -0.012 0.049

When in groups, others tend to rely on my contributions. -0.201 -0.014 0.073

Other students rely on me for support. -0.123 0.091 0.023

It is comforting to know that my contributions are valued by my instructors. -0.078 0.006 -0.006

There are people at the college that sincerely appreciate my involvement as a student. -0.063 -0.023 0.043

Knowing that other people at the college cares for me motivates me to do better. -0.135 -0.036 0.076
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White/Caucasian Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college -0.019 0.117 -0.022 -0.234

Sometimes I feel no one at the college notices me. -0.004 0.054 -0.158 -0.148

I often feel socially inadequate at school. -0.166 0.082 -0.189 -0.157

Sometimes I feel that I am not interesting to anyone at the college. 0.015 -0.026 -0.107 -0.174

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.040 0.123 -0.248 -0.222

I often feel isolated when involved in student activities. -0.051 0.019 -0.137 -0.256

If I stopped attending college, my advisor(s) would be disappointed. -0.015 0.020 0.039 0.072

Advisors at the college generally show their concern for students' well-being. -0.054 0.026 -0.004 0.035

My advisor is generally receptive to what I have to say. -0.076 0.055 0.096 0.010

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.027 0.011 0.071 0.059

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.125 0.196 0.084 0.116

My instructors sometimes ignore my comments or questions. 0.039 0.083 -0.036 -0.067

I often feel that instructors care more about other things than me as a student. 0.109 0.022 -0.003 -0.144

I sometimes feel my instructors want me to hurry up and finish speaking. 0.080 0.014 0.040 -0.133

Sometimes my instructors simply do not listen to what I have to say. 0.049 0.051 -0.029 -0.146

There are people on campus who are sad for me when I fail in something I set out to do. -0.070 0.093 -0.109 -0.013

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.051 0.030 -0.030 0.061

People on campus are generally supportive of my individual needs. -0.009 0.107 0.031 0.043

People on campus seem happy about my accomplishments. -0.092 -0.035 -0.022 0.005

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.044 -0.019 0.056 0.064

There are people at the college who are concerned about my future. -0.120 -0.035 -0.063 0.026

There are people at the college who are genuinely interested in me as a person. -0.031 0.055 -0.018 -0.010

Some students are dependent on my guidance or assistance to help them succeed. -0.120 0.004 0.024 0.002

When in groups, others tend to rely on my contributions. -0.230 0.068 0.090 0.044

Other students rely on me for support. -0.142 0.168 0.011 -0.068

It is comforting to know that my contributions are valued by my instructors. -0.114 -0.036 -0.050 -0.048

There are people at the college that sincerely appreciate my involvement as a student. -0.107 -0.014 0.026 0.111

Knowing that other people at the college cares for me motivates me to do better. -0.190 0.000 -0.007 0.011
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Non-white Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college -0.021 0.094 -0.114 -0.176

Sometimes I feel no one at the college notices me. 0.026 0.039 -0.140 -0.098

I often feel socially inadequate at school. -0.184 0.200 -0.163 -0.213

Sometimes I feel that I am not interesting to anyone at the college. -0.142 0.143 -0.196 -0.148

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.211 0.133 -0.084 -0.114

I often feel isolated when involved in student activities. -0.171 0.108 -0.154 -0.257

If I stopped attending college, my advisor(s) would be disappointed. -0.088 -0.044 -0.002 -0.148

Advisors at the college generally show their concern for students' well-being. 0.102 -0.150 0.056 -0.020

My advisor is generally receptive to what I have to say. 0.149 -0.155 0.107 0.037

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.135 -0.075 0.030 -0.079

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.147 -0.097 0.079 0.044

My instructors sometimes ignore my comments or questions. 0.070 0.149 -0.029 0.084

I often feel that instructors care more about other things than me as a student. -0.009 0.062 -0.025 0.018

I sometimes feel my instructors want me to hurry up and finish speaking. -0.060 0.227 -0.130 -0.108

Sometimes my instructors simply do not listen to what I have to say. -0.011 0.176 -0.040 -0.008

There are people on campus who are sad for me when I fail in something I set out to do. -0.128 0.094 -0.045 -0.059

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.083 0.197 -0.116 -0.092

People on campus are generally supportive of my individual needs. 0.008 -0.003 0.054 -0.013

People on campus seem happy about my accomplishments. 0.008 -0.026 0.061 0.014

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.022 0.108 0.020 -0.032

There are people at the college who are concerned about my future. 0.010 -0.005 0.034 0.010

There are people at the college who are genuinely interested in me as a person. -0.018 0.008 -0.007 -0.077

Some students are dependent on my guidance or assistance to help them succeed. -0.195 0.071 0.000 0.033

When in groups, others tend to rely on my contributions. -0.238 -0.064 -0.041 -0.062

Other students rely on me for support. -0.209 -0.018 -0.035 -0.033

It is comforting to know that my contributions are valued by my instructors. -0.142 0.004 -0.080 -0.149

There are people at the college that sincerely appreciate my involvement as a student. -0.108 0.056 0.001 0.001

Knowing that other people at the college cares for me motivates me to do better. -0.015 0.020 0.058 -0.066
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Single Parents EnrollmentEmployment Age H.I.

Sometimes I feel alone at the college 0.016 -0.068 -0.061 0.032

Sometimes I feel no one at the college notices me. 0.140 -0.137 -0.259 0.068

I often feel socially inadequate at school. -0.053 0.131 -0.388 -0.117

Sometimes I feel that I am not interesting to anyone at the college. 0.077 -0.038 -0.300 -0.226

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.107 0.098 -0.398 -0.247

I often feel isolated when involved in student activities. 0.009 -0.122 -0.316 -0.234

If I stopped attending college, my advisor(s) would be disappointed. -0.270 -0.073 -0.009 -0.149

Advisors at the college generally show their concern for students' well-being. -0.108 -0.150 0.068 -0.006

My advisor is generally receptive to what I have to say. -0.074 -0.148 0.247 0.067

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.005 -0.206 -0.035 -0.090

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.083 -0.012 0.135 0.129

My instructors sometimes ignore my comments or questions. 0.209 -0.074 -0.095 0.104

I often feel that instructors care more about other things than me as a student. 0.188 -0.079 0.045 0.019

I sometimes feel my instructors want me to hurry up and finish speaking. 0.114 -0.018 -0.015 -0.103

Sometimes my instructors simply do not listen to what I have to say. 0.168 0.103 -0.053 -0.016

There are people on campus who are sad for me when I fail in something I set out to do. -0.329 0.246 -0.103 -0.130

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.129 0.168 -0.257 -0.105

People on campus are generally supportive of my individual needs. -0.125 0.236 0.057 -0.086

People on campus seem happy about my accomplishments. -0.327 0.140 -0.003 -0.091

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.157 -0.039 -0.010 -0.094

There are people at the college who are concerned about my future. -0.165 0.085 -0.079 -0.089

There are people at the college who are genuinely interested in me as a person. -0.268 0.165 -0.160 -0.217

Some students are dependent on my guidance or assistance to help them succeed. -0.269 0.066 0.043 0.077

When in groups, others tend to rely on my contributions. -0.314 0.044 -0.003 -0.015

Other students rely on me for support. -0.317 0.148 -0.003 -0.067

It is comforting to know that my contributions are valued by my instructors. -0.238 0.138 -0.077 -0.251

There are people at the college that sincerely appreciate my involvement as a student. -0.323 0.192 0.002 -0.218

Knowing that other people at the college cares for me motivates me to do better. -0.314 0.168 -0.118 -0.228
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Coupled Parents Enrollment Employment Age H.I.

Sometimes I feel alone at the college -0.032 0.170 -0.082 -0.220

Sometimes I feel no one at the college notices me. -0.040 0.119 -0.114 -0.146

I often feel socially inadequate at school. -0.228 0.144 -0.087 -0.168

Sometimes I feel that I am not interesting to anyone at the college. -0.105 0.086 -0.092 -0.104

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.115 0.132 -0.091 -0.099

I often feel isolated when involved in student activities. -0.146 0.128 -0.077 -0.242

If I stopped attending college, my advisor(s) would be disappointed. 0.029 0.026 0.034 -0.025

Advisors at the college generally show their concern for students' well-being. 0.049 -0.006 0.022 0.004

My advisor is generally receptive to what I have to say. 0.061 0.004 0.035 -0.005

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.052 0.051 0.093 0.006

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.011 0.118 0.058 0.058

My instructors sometimes ignore my comments or questions. -0.003 0.179 -0.013 -0.004

I often feel that instructors care more about other things than me as a student. 0.010 0.083 -0.042 -0.095

I sometimes feel my instructors want me to hurry up and finish speaking. -0.011 0.139 -0.054 -0.061

Sometimes my instructors simply do not listen to what I have to say. -0.028 0.087 -0.016 -0.056

There are people on campus who are sad for me when I fail in something I set out to do. -0.016 0.042 -0.054 -0.019

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.041 0.075 0.036 0.026

People on campus are generally supportive of my individual needs. 0.042 -0.003 0.042 0.040

People on campus seem happy about my accomplishments. 0.036 -0.081 0.035 0.007

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.097 0.062 0.053 0.008

There are people at the college who are concerned about my future. -0.032 -0.063 0.015 0.041

There are people at the college who are genuinely interested in me as a person. 0.059 -0.015 0.056 0.024

Some students are dependent on my guidance or assistance to help them succeed. -0.108 0.024 -0.002 -0.010

When in groups, others tend to rely on my contributions. -0.200 -0.005 0.048 0.006

Other students rely on me for support. -0.114 0.068 -0.004 -0.051

It is comforting to know that my contributions are valued by my instructors. -0.081 -0.086 -0.049 -0.052

There are people at the college that sincerely appreciate my involvement as a student. -0.033 -0.047 0.026 0.141

Knowing that other people at the college cares for me motivates me to do better. -0.035 -0.062 0.100 0.045



Texas Tech University, Jeffrey Taylor, May 2016 

191 

 
  

Full-Time Parents Employment Age H.I.

Sometimes I feel alone at the college 0.104 -0.109 -0.212

Sometimes I feel no one at the college notices me. 0.063 -0.220 -0.115

I often feel socially inadequate at school. 0.125 -0.210 -0.119

Sometimes I feel that I am not interesting to anyone at the college. 0.042 -0.177 -0.124

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. 0.084 -0.216 -0.120

I often feel isolated when involved in student activities. 0.002 -0.192 -0.224

If I stopped attending college, my advisor(s) would be disappointed. -0.061 0.049 -0.002

Advisors at the college generally show their concern for students' well-being. -0.073 0.065 0.022

My advisor is generally receptive to what I have to say. -0.073 0.106 0.037

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.043 0.038 -0.003

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.075 0.093 0.133

My instructors sometimes ignore my comments or questions. 0.149 -0.078 -0.064

I often feel that instructors care more about other things than me as a student. 0.058 -0.039 -0.116

I sometimes feel my instructors want me to hurry up and finish speaking. 0.148 -0.006 -0.129

Sometimes my instructors simply do not listen to what I have to say. 0.157 -0.024 -0.105

There are people on campus who are sad for me when I fail in something I set out to do. 0.134 -0.195 -0.029

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.146 -0.110 -0.006

People on campus are generally supportive of my individual needs. 0.035 0.005 0.071

People on campus seem happy about my accomplishments. -0.026 -0.012 0.026

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.075 0.005 0.006

There are people at the college who are concerned about my future. 0.009 0.016 0.075

There are people at the college who are genuinely interested in me as a person. 0.052 -0.031 -0.015

Some students are dependent on my guidance or assistance to help them succeed. 0.055 0.084 0.030

When in groups, others tend to rely on my contributions. -0.008 0.151 0.072

Other students rely on me for support. 0.098 0.104 -0.014

It is comforting to know that my contributions are valued by my instructors. -0.036 -0.015 -0.036

There are people at the college that sincerely appreciate my involvement as a student. 0.021 0.055 0.108

Knowing that other people at the college cares for me motivates me to do better. 0.016 0.109 0.013
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Part-Time Parents Employment Age H.I.

Sometimes I feel alone at the college 0.098 0.025 -0.172

Sometimes I feel no one at the college notices me. 0.031 -0.024 -0.193

I often feel socially inadequate at school. 0.040 -0.039 -0.265

Sometimes I feel that I am not interesting to anyone at the college. 0.055 -0.119 -0.283

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. 0.160 -0.059 -0.266

I often feel isolated when involved in student activities. 0.144 0.009 -0.277

If I stopped attending college, my advisor(s) would be disappointed. 0.112 -0.015 -0.032

Advisors at the college generally show their concern for students' well-being. 0.060 -0.050 -0.045

My advisor is generally receptive to what I have to say. 0.086 0.072 -0.054

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.081 0.061 -0.044

If I had a personal problem, I believe that advisors would be willing to discuss it with me. 0.103 0.067 -0.061

My instructors sometimes ignore my comments or questions. 0.064 0.022 0.134

I often feel that instructors care more about other things than me as a student. 0.038 0.016 0.012

I sometimes feel my instructors want me to hurry up and finish speaking. -0.013 -0.138 -0.083

Sometimes my instructors simply do not listen to what I have to say. -0.046 -0.049 -0.020

There are people on campus who are sad for me when I fail in something I set out to do. -0.060 0.222 0.037

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.012 0.012 -0.015

People on campus are generally supportive of my individual needs. 0.148 0.131 -0.115

People on campus seem happy about my accomplishments. -0.072 0.109 0.006

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.023 0.056 0.030

There are people at the college who are concerned about my future. -0.153 -0.062 -0.067

There are people at the college who are genuinely interested in me as a person. -0.027 0.036 -0.056

Some students are dependent on my guidance or assistance to help them succeed. -0.139 -0.067 0.069

When in groups, others tend to rely on my contributions. -0.129 -0.080 0.002

Other students rely on me for support. -0.045 -0.150 -0.039

It is comforting to know that my contributions are valued by my instructors. -0.084 -0.078 -0.111

There are people at the college that sincerely appreciate my involvement as a student. -0.078 -0.008 0.027

Knowing that other people at the college cares for me motivates me to do better. -0.110 -0.070 0.007
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<24 Parents Enrollment Employment H.I.

Sometimes I feel alone at the college -0.197 0.327 0.037

Sometimes I feel no one at the college notices me. -0.216 0.098 -0.130

I often feel socially inadequate at school. -0.380 0.183 -0.126

Sometimes I feel that I am not interesting to anyone at the college. -0.145 0.083 -0.139

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.429 0.345 -0.112

I often feel isolated when involved in student activities. -0.399 0.144 -0.132

If I stopped attending college, my advisor(s) would be disappointed. -0.195 0.161 -0.417

Advisors at the college generally show their concern for students' well-being. 0.086 0.166 -0.228

My advisor is generally receptive to what I have to say. 0.133 0.251 0.021

I believe that my advisor(s) would miss me if I suddenly stopped attending college. -0.114 0.161 -0.372

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.120 0.494 0.129

My instructors sometimes ignore my comments or questions. -0.159 -0.183 -0.402

I often feel that instructors care more about other things than me as a student. 0.000 -0.295 -0.179

I sometimes feel my instructors want me to hurry up and finish speaking. -0.108 -0.235 -0.304

Sometimes my instructors simply do not listen to what I have to say. -0.077 -0.277 -0.458

There are people on campus who are sad for me when I fail in something I set out to do. -0.531 0.480 -0.127

Some people on campus are disappointed in me when I do not accomplish all that I should. -0.294 0.407 -0.166

People on campus are generally supportive of my individual needs. -0.252 0.419 -0.020

People on campus seem happy about my accomplishments. -0.278 0.375 -0.022

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. -0.280 0.328 -0.121

There are people at the college who are concerned about my future. -0.035 0.335 0.065

There are people at the college who are genuinely interested in me as a person. -0.198 0.400 -0.076

Some students are dependent on my guidance or assistance to help them succeed. -0.074 0.121 0.082

When in groups, others tend to rely on my contributions. -0.145 0.204 0.263

Other students rely on me for support. -0.155 0.138 -0.052

It is comforting to know that my contributions are valued by my instructors. -0.130 0.275 0.196

There are people at the college that sincerely appreciate my involvement as a student. -0.283 0.398 -0.050

Knowing that other people at the college cares for me motivates me to do better. -0.113 0.234 0.097
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Sometimes I feel alone at the college 0.013 0.053 -0.203

Sometimes I feel no one at the college notices me. 0.059 0.005 -0.063

I often feel socially inadequate at school. -0.133 0.104 -0.151

Sometimes I feel that I am not interesting to anyone at the college. -0.026 0.013 -0.122

Sometimes I get so wrapped up in my personal problems that I isolate myself from others at college. -0.064 0.070 -0.148

I often feel isolated when involved in student activities. -0.050 0.022 -0.239

If I stopped attending college, my advisor(s) would be disappointed. -0.027 -0.033 0.033

Advisors at the college generally show their concern for students' well-being. -0.001 -0.069 0.028

My advisor is generally receptive to what I have to say. 0.001 -0.067 -0.010

I believe that my advisor(s) would miss me if I suddenly stopped attending college. 0.054 -0.045 0.038

If I had a personal problem, I believe that advisors would be willing to discuss it with me. -0.016 0.047 0.044

My instructors sometimes ignore my comments or questions. 0.092 0.136 0.089

I often feel that instructors care more about other things than me as a student. 0.076 0.063 -0.019

I sometimes feel my instructors want me to hurry up and finish speaking. 0.047 0.136 -0.058

Sometimes my instructors simply do not listen to what I have to say. 0.049 0.139 0.001

There are people on campus who are sad for me when I fail in something I set out to do. -0.039 0.027 0.004

Some people on campus are disappointed in me when I do not accomplish all that I should. 0.035 0.044 0.048

People on campus are generally supportive of my individual needs. 0.017 0.027 0.004

People on campus seem happy about my accomplishments. -0.038 -0.062 -0.013

I sometimes feel pressured to do better because people at the college would be disappointed if I did not. 0.058 0.008 0.026

There are people at the college who are concerned about my future. -0.074 -0.064 0.006

There are people at the college who are genuinely interested in me as a person. -0.005 -0.018 -0.031

Some students are dependent on my guidance or assistance to help them succeed. -0.163 0.024 0.002

When in groups, others tend to rely on my contributions. -0.244 -0.013 -0.032

Other students rely on me for support. -0.171 0.083 -0.049

It is comforting to know that my contributions are valued by my instructors. -0.127 -0.053 -0.126

There are people at the college that sincerely appreciate my involvement as a student. -0.099 -0.017 0.052

Knowing that other people at the college cares for me motivates me to do better. -0.123 -0.006 -0.049


