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Student retention is one of the most important issues facing higher 

education. The demand for accountability of higher education has pushed the 

issue of student retention to the forefront of it's agenda. Increasingly, state 

legislatures are tying funding to institutional effectiveness, using graduation rates 

as measures of academic quality. Though there is an abundance of literature of 

studies conducted at the four year institution, few studies have examined the 

community college student. 

This study attempted to identify 4 specific pre-enrollment variables, (1) 

parent's education, (2) high school senior grade point average, (3) educational 

goals and (4) racial origin, as predictors of persistence and retention. The 

sample included 312 entering freshmen at North Lake College in Irving, Texas 

who were administered the College Student Inventory (CSI) in the fall semesters 

of 1995 and 1996. The 1995 cohort consisted of 201 entries, 103 (51.2%) female 

and 98 (48.8) male. The 1996 cohort consisted of 111 entries, 65 (58.5%) female 

and 46 (41.5%) male. A data base was constructed by extracting selected data 

elements from the completed inventory. Each student was tracked for one year 

following the semester they completed the survey. The Pearson Chi-Square 



Test of Independence with .05 level of significance as the criterion level of 

rejection was performed to identify significant variables tied to student 

persistence. 

The research found that 3 factors, high school senior GPA, parent's 

education level and family origin were significant predictors of attrition at the .05 

level. These factors represent information that is typically available from the 

student's prior to entry into the college. All too often an at-risk student is 

identified once he/she is placed on academic probation prompting the student to 

leave the college. Institutions need to implement an early warning system to 

identify students who are at-risk before the problem becomes intractable. The 

institution can then implement strategies and programs that would foster efforts 

to increase student engagement and retention. This study has demonstrated 

that there are important pre-enrollment data available to institutions that can 

assist potential non-persisters by identifying them early in their educational 

tenure. 
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CHAPTER I 

INTRODUCTION 

Demand for greater accountability in higher education has inspired 

increased reliance by academic institutions, government, and the public on 

measures of institutional effectiveness (Fischbach, 1990). One measure widely 

used as an indicator of effectiveness is retention, the percent of entering 

students graduating or persisting in their studies at institutions (Campbell & 

Blakey, 1996; Wymann, 1997). Student persistence is an important factor in 

determining the effectiveness of higher education (Texas Higher Education 

Coordinating Board, 1997). Persistence patterns in community and technical 

colleges demonstrate a high degree of volatility. Some students enroll in order to 

complete only a few courses, while others may continue at the same institution 

or transfer to another institution. The American Association of Community 

Colleges (AACC) (1994) cites student persistence, satisfaction, and goal 

attainment as one of the key variables that institutions can measure and analyze 

on a regular basis as indicators of institutional effectiveness. Colleges which 

receive state aid based upon enrollment are in the forefront in their concern with 

higher student attrition (DeVoll, 1989). 

Studies investigating retention and attrition of students in community 

colleges gather data on student demographics in order to discover the types of 



students who are likely to remain in school and who are at risk of dropping out 

(Brawer, 1996). The most "dropout-prone" freshmen are those with poor 

academic records in high school, low aspirations, poor study habits, relatively 

uneducated parents, and small town backgrounds (Astin, 1975). Bean (1986) 

suggests, to reduce attrition, an institution should only admit students who have 

academic and social characteristics which match those of the institution of higher 

education. The two-year public community college's open admissions policies, 

low cost, and the great variety of programs available contribute to the unique 

status held by these colleges across the nation (Curry, 1988). This status puts 

community colleges in the position of offering higher education to all who wish to 

seek it. Therefore, the selection of academically and socially prepared students 

only rivals the true nature of the mission given to public community colleges. 

An understanding of the persistence/attrition phenomenon is necessary if 

institutions are to develop programs that facilitate attainment of the educational 

goals of entering students (Brigman & Jacobs, 1979). Useful data contained in 

student enrollment records are often underutilized as tools in dropout 

intervention. When colleges have the ability to identify at-risk or dropout prone 

students, opportunities exist for the development of early warning systems 

premised upon the most salient variables affecting retention (Tharp, 1998). 

For the implementation of successful retention strategies to work, early 

identification of at-risk students is a prerequisite. Tinto (1975) suggests that a 

student's decision to dropout is based on commitments to both general academic 



goals and the institutions attended. These commitments are a function of 

background characteristics (e.g. family background, individual attributes, pre-

college schooling) which lead to the development of an initial set of institutional 

and goal commitments. Background characteristics represent facts about 

students who have not yet entered college. These characteristics precede the 

student's interaction with the organization, or an assessment of the organization 

environment as the students' college careers proceed (Bean, 1991). Student 

background characteristics are important variables for the prediction of student 

dropout. Identifying the background variables of entering students can predict 

the types of problems institutions can expect when admitting students. Because 

student retention is one way of maintaining enrollment (Lenner, Aucer, & Bean, 

1980), measuring, tracking and striving to increase retention rate are certainly 

worthy endeavors. 

Evidence suggests that on any campus there are groups of students who 

face distinct problems in accomplishing what they came to do; problems that 

require specific forms of intervention, as well as particular research 

methodologies to illuminate the characteristic persistence/dropout process 

(Boshier, 1973; Tinto, 1982). The early detection of distinct characteristics of 

entering freshmen is essential for the colleges to concentrate their resources to 

positively impact student development and academic achievement. 

The Problem 

Are pre-enrollment student characteristics, such as parent's education 



level, high school grade point average, educational goals (vocational certificate, 

A.A.S., A.A., A.S.) and racial origin associated with student persistence and 

retention? 

Purpose of the Study 

The purpose of this study was to determine if certain scholastic aptitudes, 

academic motivation, and biographical background characteristics can be used 

to distinguish non-returning from returning community college freshmen. 

This study was designed to identify predictors of persistence and 

retention in a two-year public community college. The results of the study may be 

used to improve the retention rates of traditional-aged community college 

students, and to help in the accountability of student retention for institutional 

effectiveness among Texas community colleges. In addition, knowing which 

factors predict persistence may assist administrators in determining programs 

and services that should be instituted to help the students succeed. 

Hypotheses 

The following hypotheses were tested in relation to pre-enrollment factors 

that can be identified as predictors of community college persistence: 

H0:1. There is no significant relationship between senior high school 

academic average and community college persistence. 

H0:2. There is no significant relationship between a student's mother's 

highest level of education attained and the student's community 

college rate of persistence. 



H0:3. There is no significant relationship between a student's father's 

highest level of education attained and the student's 

community college rate of persistence 

H0:4. There is no significant relationship between a student's academic 

aspirations and community college persistence. 

H0:5. There is no significant relationship between a family's racial 

origin and community college persistence. 

Significance of the Study 

Past research has indicated that two-year public colleges have 

considerably lower retention rates than do four-year institutions (Astin, 1975; 

Beal and Noel, 1980; Cope, 1978; Cope and Hannah 1975; Lenning, Saver, and 

Beal, 1980). Although the problems of student retention appear to be much more 

severe at community colleges, only a few studies are available; and little effort 

has been made to develop theoretical models to explain student retention at 

two-year colleges (Mohammadi, 1996). 

Vorhees (1987) argues that, "no conceptual models of student persistence 

behavior have been designed specifically for the two-year college setting, which 

adequately account for student background characteristics and how students 

interact within the community college environment" (p. 115). Grossett (1989) 

states that additional effort needs to be initiated within the community college to 

better clarify what may be unique to attrition in this setting. 

As colleges scramble for students, it becomes increasingly important to 



6 

characterize, if at all possible, the potential dropout, to determine the reasons 

why students withdraw, and see if procedures or programs can be established to 

help reduce those numbers that are going back out the open door (Rounds, 

1984). 

Assumptions 

This study was conducted with the following assumptions: 

1. Students provide accurate information regarding their educational 

goals and all other biographical data was not verified by comparison 

with other documents submitted by external agencies. 

2. All reported data were accurately entered into the computer base. 

Delimitations of the Study 

There were four delimitations in this study: 

1 .This study was restricted to students enrolled in an urban community 

college located in the southwestern region of the United States. 

2. This study was limited to students enrolled in courses awarding 

college credit. Non-credit or continuing education students were not be used in 

this study. 

3. Since this study did not control for academic dismissal, it is not 

possible to differentiate between non-persisters who were voluntary leavers and 

non-persisters who were involuntary leavers. 

4. Only part "B" of the College Student Inventory was used to 

garner the data necessary for this study. 



Definition of Terms 

For the purpose of this study the following definitions were considered: 

1. Persister: a person who is continuously enrolled (for the period of 

time under study) from one semester to the next, or completes an approved 

certificate within the one-year period; 

2. Persistence: attainment of a vocational certificate, a degree or 

continued enrollment for one year after admission in pursuit of such an outcome. 

3. Dropout: a student who leaves and does not return during the period 

under study-this student, of course, may subsequently prove to be a stop out, 

considered a non-persister; 

4. Attainer: a student who leaves prior to certificate or degree completion, 

but after achieving a personal goal (for example, completion of a particular 

course, or acquisition of a particular skill). This student is also called a 

"Marketable Skills Achiever". 

5. Retention: re-enrollment one year following the administration of the 

survey. 

6. Academic Aspirations: goals set out by the student prior to enrollment, 

these may include; certificate of completion, A.A., A.A.S., A.S., or transfer to a 

four-year institution for completion of a baccalaureate degree. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 

Few institutional research issues have received as much attention as 

student retention and attrition in higher education (Grossett, 1989). Concern 

about retention and attrition rates in higher education by administrators and 

researchers in the colleges and universities of our nation have increased over 

the years (DeVechio, 1972; DeVoll, 1989; Bers & Smith, 1991;Feldman, 1993; 

Brawer, 1994 ). More than forty percent of community college freshmen do not 

complete their stated educational goals and either withdraw during their 

freshmen year or do not return for their sophomore year (DeVechio, 1972; 

Rounds 1984). For this reason, many institutions have considerably increased 

their efforts for early identification and treatment of potential dropouts. (Brawer, 

1996). 

Most theories on student departure do not take into account the external 

forces that affect student participation in college. Even Tinto's (1982) 

interfactional theories of departure have some limitation on explaining external 

community forces. Current theories of student retention are neither particularly 

well-suited to the study of non-residential institutions nor of departure among 

community college students (Mohammadi, 1996). Research relevant to 
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community college persistence does not adequately address student persistence 

in community college (Vorhees, 1987; Tinto, 1987). Relatively complex models to 

account for student retention/attrition have been formulated and tested. 

However, their focus has been primarily at the baccalaureate level and in 

residential institutions (Feldman, 1993). Daley (1990) suggests; 

There are many studies in the literature specifically concerned with 

community college retention. Since 1970, nearly six hundred 

studies have been reported through ERIC dealing with 

retention/attrition issues. Despite the large number of studies, few 

have approached the problem with a theoretical perspective. 

Measuring community college success is a departure from the 

more traditional studies conducted using a theoretical model on 

four-year institutions. A framework which refines definitions to 

account for the multiple outcomes unique to community colleges is 

needed. Definitions of successful outcomes are reported in the 

literature and are important in constructing a community college 

model, (p. 6) 

Much research (Pascarella and Chapman, 1983; Fox, 1986; Halpin, 1990; 

Mulligan and Hennessy, 1990) has found that for two-year community college 

students, academic integration indirectly influences persistence through its direct 

effect on institutional commitment, but social integration does not influence 

persistence either directly or indirectly. 
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Overview 

The literature indicates that there is a direct relationship between the 

collegiate student experience and success in college, with success often defined 

as persistence to graduation (Tinto, 1987; Douzenis, 1994). Previous studies 

(Summerskill, 1962; Newman, 1965; Trent and Medsker, 1967; Astin and Panos, 

1969; Cope, 1969; H.S. Astin 1970; A.W. Astin, 1971, 1972; Devecchio, 1972;) 

suggest that a number of student background characteristics ( ability, secondary 

school grades, socioeconomic status, and educational aspirations) may be 

predictive of their chances of college attrition. The ability to estimate, on the 

basis of these indicators, any given student's chances of dropping out is of 

potential value to all three groups of decision-makers: students, institutional 

administrators, and educational policy-makers (Astin, 1975). 

Some studies on student retention have focused on variables associated 

with retention and attrition. Daniels (1990) conducted a longitudinal study of 

entering students at Brookdale Community College and concluded that students 

who enter institutions with aspirations of completing a degree or certificate or 

planned on transferring to a four-year institution, have higher rates of retention 

than those with low aspirations. Brooks (1991) found that educational 

objectives, full-time/part-time status, employment status, age, and first-term 

grade point average are significant predictors of student retention. Voorhees' 

(1987) study on community college persistence also concluded that the only 

factors related to persistence are gender, purpose for enrolling, and intent to 



11 

return. Feldman (1993) concluded from a study conducted at Niagra County 

Community College that high school grade point average (GPA), age, 

full-time/part-time status, and ethnicity are predictors of retention. 

Retention studies which focus on the pre-enrollment characteristics of 

students have much in common with studies that are based on descriptive 

approaches. In general, these studies have attempted to identify the input 

characteristics of students which are the best predictors of dropout prone 

students (Grossett, 1989). Predictors in these studies have generally included 

student characteristics related to academic ability, demographics, and financial 

and motivational factors (Lenning, Beal and Sauer, 1980). 

Astin (1972) found that even though higher rates of attrition at two-year 

colleges is primarily attributable to lower levels of motivation and academic 

abilities of entering students, the retention rates of two-year colleges are still 

somewhat lower than would be expected from the characteristics of their 

students alone. Some authors have concluded from this that it may well be the 

function of two-year community colleges to "screen-out", or "cool-out", students 

from going on to four-year senior institutions (Clark, 1960,1980; Tinto, 1975). 

The cooling-out process is one in which curricula, the socializing agents of the 

college (i.e., faculty and peers), and administrative procedures combine to lower 

students' educational aspirations and goals (Pascarella et. al., 1998). Thus, the 

social psychology of the reality of two-year college attendance itself functions to 

manage the ambition of lower socioeconomic status students in the post 
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secondary education system. As the concept of the open-admission college 

gained popularity, the issue of retaining those students who had expressed a 

desire for post secondary education became more obvious (DeVoll, 1989). 

Demographic and socioeconomic factors, combined with open-access policy at 

the community college level, influence the rates on attrition/retention 

(Mohammadi, 1996). 

Both Spady (1970) and Tinto (1975) have suggested in their models of 

student retention that student background characteristics, entering aspirations 

and pre-college experiences, influence both persistence/withdrawal decisions 

and the quality of students' experiences with an institution's social and academic 

systems. 

Community College Students 

Community college students comprise a multifaceted group with diverse 

needs. The principle purpose of community colleges is to help students learn 

and reach their educational objectives (Palmer, 1990). For many students 

enrolled in technical or vocational programs, the associate of applied science 

degree or certificate of completion is a terminal degree. Many students transfer 

before completing degrees, while others receive the training or course work 

desired and leave. These students view their educational experiences as a 

consumer good rather than the traditional rite of passage to intellectualism. 

Several researchers (Tinto, 1975; Lenning et al., 1980) suggest that student 

transfer is a major reason for students' subsequent attrition from community 
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colleges. Bean and Metzner (1985) indicate that the probability for transfer is 

greater among younger students enrolled at two-year institutions because they 

are unencumbered by careers and family commitments typical of older, part-time 

students. 

Community college students leave an institution for a variety of reasons, 

some of which mirror the reasons students leave four-year institutions. However, 

the profile of community college students is quite different from the profile of four-

year college students (Bean, 1982; Vorhees, 1987; Adelman, 1992). A part-time 

student attending a community college, for example, might enroll in an 

accounting course for a job advancement or in a literature course for personal 

interest. Once this short-term goal is reached, the student is not likely to return 

unless other goals emerge. The Chronicle of Higher Education (1/11/84), 

reporting on a survey of community colleges by the California Post-Secondary 

Education Commission, noted: "the typical student in the...community college 

system can be described as, a middle-class white woman seeking to update job 

skills or pursue personal interests, not a low-income student from a minority 

group, as was supposed to be the case" (Courtney, 1992). On the average, 

"community college students are older, attend part-time, do not reside on 

campus, have lower degrees of goals, have lower high school grades, have 

more modest financial resources, are employed for more hours, have more 

family responsibilities, have relatively little interaction with other students outside 

of class, and are not strongly involved in campus activities" (Baird, 1990, p. 2) as 
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compared to four-year university students. 

Knoell (1976) reported that a disproportionate percentage of part-time 

students entering community colleges for employment-related reasons persist at 

a significantly greater rate than part-time students who enter for other reasons. 

Vorhees (1987) stated: 

Community colleges reflect, in an immediate sense, and perhaps to 

a degree greater than other sectors of higher education, the trends 

within their environments. When local economies rise, for example, 

enrollments fall because many students are able to find 

employment that may be a more attractive alternative than 

remaining in school. Additionally, the majority of students attending 

the nation's community colleges attend on a part-time basis. It is 

these part-time students that are the lifeblood of the community 

college and simultaneously differentiate the fabric of the community 

college for its four-year and university counterparts, (p. 118) 

In 1996, Texas public community and technical colleges enrolled 

approximately forty-six percent of the state's first-time college students (Texas 

Higher Education Coordinating Board, 1997). Two-year community colleges hold 

a unique status in higher education. The colleges' purpose and mission is to 

serve the needs of communities and the constituents of the colleges' service 

areas. Vorhees (1987) states: 

Community colleges, with their ease of access, central locations 
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within the communities they serve, and commitment to providing 

wide diversity of educational experiences, are unique institutions 

serving a clientele that is much more heterogeneous with respect 

to both demographic characteristics and reasons for attending, 

than are students enrolled in other sectors of higher education. 

The ease with which students enter and the relatively low cost they 

bear may translate into less commitment toward the community 

college, which, in turn, means that fewer students might be 

expected to persist, (p. 126) 

The open admission policies and community-needs orientation of 

community colleges, especially those in urban environments, attract students 

who are less likely to complete degree programs than those students who enroll 

at four-year colleges (Grossett, 1989). A national study conducted by the 

American College Testing Program (1992) indicates that fifty percent of first-time, 

full-time students at four-year colleges fail to earn a bachelor's degree within five 

years of entry. The graduation rates at public community colleges are 

substantially lower with less than thirty nine percent of students completing an 

associates degrees within three years of initial entry. The mission of the 

community college and the type of students are, in many cases, substantially 

different from four-year institutions. Thus, it might be expected that factors 

associated with attrition/retention would operate differently (Feldman, 1993). 

Within the literature there have been no conceptual models of student 
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persistence behavior designed specifically for student bodies typical at two-year 

community colleges' settings (Grossett,1989). However, Bean and Metzner 

(1987) designed and tested a theoretical model of the attrition process for 

community college students (see figure 1 in appendix C, all figures are included 

in the appendix). Their results confirmed the lack of importance social 

integration, so emphasized in Tinto's (1975) model, had on the dropout decisions 

of commuter students. In their study, dropout was a function of academic 

performance and commitment to the institution. 

Community colleges are designed as commuter institutions to 

accommodate the variety of needs of diverse student population. Chickering 

(1974) reported that commuter students differ from residential students in three 

ways. First, at the time of enrollment, commuter students engage in fewer 

college activities and experiences. Second, commuter students, throughout their 

college experience, engage in few non-required activities and interact less often 

with faculty and other students and third, commuter students are less influenced 

by college experiences to change their aspirations and goal commitments. 

Academic Background 

Most research on dropouts has focused on ability as demonstrated 

through grade performance in high school and has shown that it, too, is related 

to persistence in college ( Panos & Astin, 1968; Chase, 1970; Blanchfield, 1971). 

The best measure associated with student retention is entering students' own 

abilities as measured by standard scholastic aptitude tests. The most accurate 
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measure of probable retention, however, are the high school or other previous 

grade point averages (Cope, 1978). Astin (1972) suggested that past grade 

performance tends to be the better predictor of success in college if only 

because it corresponds more closely to the individual's ability to achieve within 

an educational setting with social and academic requirements not too different 

from that of the college. 

A substantial body of research has clearly shown that students' academic 

performance in secondary school is a major predictor of college persistence and 

grades (Ammons, 1971; Astin, 1972, 1975; Coker, 1978). The measures used in 

most studies have included the students' average high school grade, rank in high 

school graduating class, and academic abilities as measured by college 

admissions test scores. These measures have been negatively related to 

dropping out of college in two-year institutions (MacMillan, 1970; DeVecchio, 

1972; Eagle, 1973). 

Demographic Background Characteristics 

Background variables represent facts about students who have not yet 

entered college. Previous research has shown that the academic and social 

integration of students are influenced by a variety of factors ( Munro, 1981; 

Pascarella & Terenzini, 1983). These factors include, student background 

characteristics (e.g., age, socioeconomic status, and personality needs), pre-

college educational experiences, previous academic achievement, and initial 

experiences in college (Napoli and Wortman, 1996). Astin (1975) suggested: 
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Individuals enter institutions of higher education with a variety of 

attributes (e.g., sex, race, ability), pre-college experiences (e.g., 

grade point averages, academic and social attainments), and 

family backgrounds (e.g..social status attributes, value climates, 

expectational climates), each of which has direct and indirect 

impacts upon performance in college. More importantly, 

background characteristics and individual attributes also influence 

the development of the educational expectations and commitments 

the individual brings with him into the college environment, (p. 94) 

Pascarella, Duby, and Iverson (1983) found that among students 

attending two-year commuter institutions, student background characteristics 

had direct effects on persistence. Background variables can be used to indicate 

the types of problems institutions can expect when admitting students with 

certain attributes. The most important of these variables is pre-enrollment 

educational performance (high school grades and ACT scores), which predicts 

from about twenty-five to fifty percent of the variance in college grades (Bean, 

1986). Morrisey (1971) proposed that these non-intellective characteristics have 

greater effects on student persistence and retention than the effects of ability. 

Bean (1986) describes a general approach to studying student retention: 

The researcher is to use data that in many instances already exists 

to describe students who remain in or drop out of school. These 

can be described in terms of demographic characteristics (age, 
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sex, ethnicity, high school attended) and previous academic 

characteristics (high school grades, college preparatory courses, 

standardized test scores), as well as current student's information 

(enrollment information, major, residence, class level). The student 

body can then be desegregated and the rates of attrition calculated 

for each sizable group of students, (p.57) 

Among two-year college students, dropout rates are highest among 

persons from families with higher income levels. Given the nature of entrance 

requirements at two and four-year colleges, it is likely that persons from high 

income families enrolled in two-year colleges are of lower ability and 

motivational levels than are other students in these colleges from lower 

income backgrounds (Tinto, 1975). 

Family's socioeconomic status appears to be inversely related to 

dropout (Astin 1964; Eckland, 1964). Specifically, children from lower status 

families exhibit higher rates of dropout than do children of higher status 

families even when intelligence is taken into account (Sewell & Shah, 1967) It 

appears that college persisters are more likely to come from families whose 

parents are more educated (Chase 1970; Cope, 1971; Spady, 1971). Tinto 

(1975) has stated that college persisters tend to come from families whose 

parents tend to enjoy more open, democratic, supportive, and less conflicting 

relationships with their children. Family income may no longer be an adequate 

measure of differences in social status between families, and when used in 
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studies of dropout, it may underestimate the extent to which dropout varies 

among individuals of different social status backgrounds (Tinto and Cullen, 

1973). Astin (1972) has suggested that family income alone is becoming 

increasingly less a determinant of college persistence. 

Tinto (1975), in his model of student departure, attempted to relate 

background characteristics to predictions of institutional involvement that would 

in turn predict student persistence (figure 2). He has suggested that "the student 

comes to a particular institution with background characteristics which, in turn, 

partially determine how the student will relate to an institution's social and 

academic systems. The nature and quality of these associations lead to varying 

levels of normative and structural integration in those collegiate systems" (Tinto 

1975, p. 103). Even though Tinto's model has served to enhance knowledge of 

the dropout phenomenon, Williamson and Creamer (1988) found that it does not 

have the power to explain the dropout phenomenon in two-year commuter 

colleges (Devoll, 1989). Williamson and Creamer's (1988) findings indicate: 

The background of the student may be more influential than 

institutional characteristics in explaining long-term persistence 

behavior of students in higher education. For two-year students in 

particular, institutionally based factors play a less important role 

than background characteristics in the ultimate decision to continue 

or terminate involvement in post-secondary education, (p. 218) 

Goal Commitment 

Goal commitment, or educational goal attainment, represents the degree 
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to which the individual is committed, or motivated, to earn a college degree 

(Napoli and Wortman, 1996). The students' initial commitment to completing 

college is often the most influential in determining persistence. Once students 

abilities are taken into account, it is their commitment to the goal of degree 

completion that is most influential in determining college persistence (Tinto, 

1975). Students bring into the college setting a variety of personal attributes, 

family backgrounds, and pre-college experiences that are important predictors of 

the manner in which they interact in college environments and upon their college 

performance. Other things being equal, one would expect goal commitment to 

be directly related to persistence in college (Tinto, 1975). Goal commitment is 

based on the student's reason for attending, which is the intent to transfer, obtain 

skills for a new job, obtain skills to remain current, attend because of a personal 

interest, or improve current English skills. In order for students to benefit from 

their educational experience, they must persist until they have achieved their 

objectives, which for most individuals is degree attainment (Campbell & Blakey, 

1996). 

Students enroll in the community college for a variety of reasons, one of 

which is to obtain specific skills for personal growth and improvement. Students 

can, in many cases, receive this training without completing a specified degree 

or certificate. When the skills are acquired, students may dropout from the 

institutions they attend. This voluntary withdrawal should not necessarily be 

categorized as a non-persister. Tinto (1991) argued,"we should expect that 

students will leave prior to degree completion: they have accomplished what they 
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came to the institution to do. To label such departures as dropouts, and 

representing a form of failure, is both inaccurate and misleading" ( p. 33). 

Pascarella, Smart, and Ethington (1986) recognized the commitment most 

two-year colleges have to the transfer function. Their research indicated that 

studies conducted at single institutions identified students who transferred to 

four-year institutions as dropouts who withdrew from college. These students left 

a specific institution but did not withdraw from higher education. Pascarella et. 

al. (1986) used Tinto's (1975) model to study the long-term persistence of 

students who began their post secondary education in two-year community 

colleges and persisted to four-year baccalaureate degree completion. The 

results indicate that while much of the influence of student pre-college traits is 

indirect, the two variables with the most consistent patterns of significant positive 

effects on degree completion are academic and social integration at the last 

college attended. The authors concluded that Tinto's model was reasonably 

useful in accounting for the long-term persistence/withdrawal behavior of 

students who begin their post secondary education careers in two-year 

institutions. 

Theorists 

Contemporary ideas about factors associated with persistence have been 

shaped by the works of Spady (1970), Bean (1982,1983), Astin (1975), Tinto 

(1975, 1982,1985) Lenning, Beal, and Sauer (1980), and Pascarella and 

Terenzini (1978), among others. Many researchers have discussed and 
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developed models of student attrition and persistence in higher education. 

Perhaps the richest conceptualization of persistence and withdrawal was 

formulated by Vincent Tinto (1975,1982,1987). Tinto draws upon Spady's 

(1970) work based on Durkheim's (1961) theory of suicide, which examines the 

role which social environment plays in incorporating or excluding an individual 

(Bean, 1982; Bers and Smith, 1991; Mutter, 1992). Tinto (1975,1982) asserts 

that students' academic and social integration are key contributors in their 

decisions to stay or leave. He pointed out that persistence rates in higher 

education have remained constant over the last one-hundred years. 

Tinto's (1975) theoretical model of student attrition has contributed greatly 

to a change in focus of subsequent theorists. The focus of this model is on the 

longitudinal process of departure as it occurs within a post-secondary institution. 

Tinto (1993) stated: 

The model seeks to explain how interactions among different 

individuals within the academic and social systems of the institution 

and the communities which comprise them lead individuals of 

different characteristics to withdraw from that institution prior to 

degree completion, (p.113). 

Tinto believes that retention rates serve as an indicator of institutional quality and 

health, and that retention studies reveal much about the character and problems 

within colleges. Grossett (1989) observed about Tinto's model; "his longitudinal 

process model has provided a theoretical structure that has greatly contributed to 
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an understanding of the character and roots of individual student departure from 

institutions of higher education" (p. 4). 

Tinto (1975, 1982, 1987,) proposed a multi-variate model of student 

retention in post-secondary institutions to explain student departure from college 

prior to graduation (figure 2). His model includes a comprehensive set of 

demographic, cognitive, psycho-social, and institutional factors. The model 

proposes that both student characteristics and interactions with the social and 

academic environments of the institution are the principle determinants of 

educational goals and institutional commitment. These characteristics and 

interactions account for the decision to persist or withdraw from college. 

Working from the end to the beginning of the model, Tinto (1975) proposed that 

persistence or departure behavior is directly influenced by two dimensions of 

commitment, namely institutional and goal commitment. Tinto believes it is 

important to consider student commitment to both their educational goals and 

their commitment to a specific institution (Grossett, 1989). 

Drawing from the theoretical work of Durkheim and Van Gennep, Tinto 

(1975) proposed integration as a process in which individuals establish 

membership in the college communities. He distinguishes between social 

integration and academic, or intellectual integration. The former represents the 

social ties that result from the day-to-day interactions, the latter results from 

sharing information, perspectives, and values common to other members of the 

community. In Tinto's theory the more students integrate themselves into the 
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social and academic life of the campus, the more they become committed to the 

goal of graduation and develops loyalty to the individual institution, the greater 

the chances that students will persist and graduate (Mutter, 1992). However, 

social integration, so important in the Tinto model, is not so influential for 

commuter students. These students are especially interested in the utilitarian 

aspects of their education and will persist if they perceive a practical value to 

education (Chickering, 1974). 

In his book Leaving College. Tinto (1987), states that faculty interaction 

may be even more important for marginal students at a commuter institution than 

at residential institutions. Although the model assumes that the decision to 

dropout is largely the result of events which take place within the institution 

following the student's entry, Tinto believes it also reflects the pre-entry attributes 

and skills of students and the pressure of external student commitments 

(Grossett, 1989). According to Durkheim (1961), suicide is more likely to occur 

when individuals are insufficiently integrated into the fabric of society. 

Specifically, the likelihood of suicide in society increases when two types of 

integration are lacking, insufficient moral (value) integration and insufficient 

collective affiliation (Tinto, 1975). 

William Spady (1970) first applied Durkheim's theory of suicide to dropout. 

When one views the college as a social system with its own value and social 

structures, one can treat dropout from that social system in a manner analogous 

to that of suicide in the wider society (Spady, 1970). Just as an individual would 
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be more likely to commit suicide due to a lack of belonging or involvement in 

society, Spady (1970) and Tinto (1975) have suggested that students are also 

more likely to dropout of college due to the same psychological lack of belonging 

to the institution. Just as the lack of social integration can produce suicide in 

society, it can also produce withdrawal from higher education (Tinto & Cullen, 

1973). 

A person may be able to achieve integration in one area without doing so 

in others. Thus, a person can conceivably be integrated into the social sphere of 

the college and still dropout because of insufficient integration into the academic 

domain of the college (Tinto, 1975). Students must secure acceptance in both 

social and academic circles of the institution to insure persistence. 

In Spady's (1970) explanatory sociological model of the dropout process, 

shared group values, grade performance, normative congruence, and friendship 

support were expected to lead to increased social integration. Social integration 

was expected to increase satisfaction, which was expected in turn to increase 

institutional commitment (figure 3). As in Tinto's model (1975), institutional 

commitment reduced the likelihood of dropping out. 

Spady (1970) specified in his model that dropout decisions are the result 

of a longitudinal process. Each student enters the institution with a set of values, 

predispositions, expectations, and goals shaped by family background and 

earlier educational experiences. These shape the student's responses to the 

college environment. He identified background characteristic as important 
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variables in the dropout process specifically, family background, academic 

potential, ability, and socioeconomic status (Bean, 1982). Spady viewed 

successful social integration into the institution as positively meeting the 

demands of both its social and academic systems. Successful integration leads, 

in turn, to satisfaction which is linked directly to institutional commitment. 

In their models of student persistence, both Tinto (1975) and Spady 

(1970) suggested that background characteristics (including family background, 

individual attributes, and pre-college schooling) interact with each other and can 

be expected to influence both goal commitment (commitment to the goal of 

graduation) and institutional commitment. However, the Spady model is basically 

descriptive, rather than predictive (Tinto, 1975). Not until Tinto built on the Spady 

model was a predictive model of attrition developed. Tinto observed the student 

as a passive participant in the social integration of an institution. 

Astin (1984) proposed a theory of involvement to explain the dynamics of 

how students develop. Astin's theory centers around five assumptions: (1) 

involvement requires the investment of psychological and physical energy in 

objects; (2) involvement is a continuous concept; (3) involvement has both 

quantitative and qualitative features; (4) the amount of learning or development 

is directly proportional to the quality and quantity of involvement; and (5) 

educational effectiveness of any policy or practice is related to its capacity to 

induce involvement in students (Astin, 1984). In this theory the college 

environment is critical in that it presents the student with a variety of 
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experiences. Students, however, determine their involvement within the 

institution. 

Pascarella and Chapman (1983) compared patterns of student social and 

academic integration across four institution types: four-year residential, liberal 

arts, two-year commuter, and four-year commuter. Their sample consisted of 

first-time freshman degree seeking students. After controlling for differences in 

student characteristics, patterns of student involvement in the academic and 

social life of their college differed significantly by institutional type. Students in 

residential institutions tended to be higher in both academic and social 

integration than students in commuter two or four-year institutions. This was the 

first attempt to use Tinto's model for two-year community colleges adjusting for 

student characteristics (Grossett, 1989). 

Literature Summary 

Most of the research on student persistence has utilized the Tinto (1975) 

model of student departure to identify and predict student attrition behavior. The 

Tinto model has been, and continues to be, the basis for much of the 

persistence/withdraw research. However, the literature on the Tinto model is 

limited. Even though Tinto's model was limited to one four-year residential 

college in the northeast part of the United States, many researchers have tried to 

use Tinto's model to explain persistence for a wide variety of student 

populations. With the exception of Pascarella and Chapman (1983), nearly all of 

the research guided by Tinto's model has been conducted at four-year, largely 
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residential institutions. (Feldman, 1993; Pascarella, Smart, & Ethington, 1986; 

Grossett, 1989 ; Webb, 1989). "Consistent with the total body of existing 

research on persistence, those estimating Tinto's model have essentially ignored 

the large and growing population of students who begin their careers in post-

secondary education in two-year or community colleges....we know little or 

nothing about the factors that influence persistence/withdraw behavior on this 

important group of students" (Pascarella, Smart, and Ethington, 1986, p. 49). 

The mission of community colleges is to meet the needs of the 

communities they serve. Because the two-year community college is a commuter 

college by design, the majority of students attend on a part-time basis, do not 

work on campus, and do not join collegiate activities. Loyalty, commitment and 

social integration to the college is not a priority to these students. Social 

integration is a concept that is not substantiated for community college students 

(Feldman, 1993). This integration is a substantial part of Tinto's model for 

student retention. Therefore, the only measurable predictive method of 

identifying students who are most likely to drop-out is by using background 

characteristics which these students bring to the college. There was no argument 

that student interaction with the institution was an integral part of many retention 

models (Tinto, Astin, and Spady). However, as theorists tried to adopt these 

models to the two-year commuter student, they focused on the background 

variables that were more constant for freshmen students. Student pre-

enrollment characteristics include measures related to family and community 
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background, intellectual and social skills, and varying types of pre-college 

educational experiences and achievements. It has been hypothesized that these 

background characteristics interact with each other and influence the ways in 

which students interact with the college environment by directly affecting initial 

intentions and commitments (Grossett, 1989). 

The literature appears to indicate that the models for student retention in 

two-year community colleges differ from those of four-year residential 

institutions, and suggests a need for research that targets persistence patterns 

within community college environments. Vorhees (1987) states: 

Since most students who attend the community college are 

demographically unlike typical students attending four-year 

colleges and universities, the bulk of extant research in this area 

has only limited application to the community college. In view of 

the fact that community colleges now enroll 55% of the nation's 

first-time college students, the sparse connections between 

conceptual studies of persistence and the community college 

environment represent a substantial gap in the literature, (p. 116) 



CHAPTER III 

METHODOLOGY 

Research Design 

In this study the researcher used ex-post facto analysis to identify 

determinants that can identify pre-enrollment freshmen students who are at-risk 

for non-persistence. The data were collected using an instrument which identified 

freshmen background characteristics prior to entry into the institution. The 

student's records were then queried to identify those who did and did not persist 

one year after the background information was collected. An analysis was 

conducted and reported to identify the common pre-enrollment background 

characteristics of those students. 

Population and Sample 

The study consisted of an availability sample of 312 freshmen at North 

Lake College who were administered the College Student Inventory (CSI) during 

the first week of school. All freshmen were required to complete the inventory as 

part of the orientation process. In the fall semester of 1995 201 completed the 

CSI, and 111 completed the CSI in the fall semester of 1996. 

The College 

North Lake College (NLC) is one of seven colleges that comprise the 

Dallas County Community College District and is located in Irving, Texas. The 
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approximate enrollment is 6,200 students, 49% are male and 49% are reported 

as female and 2% are unaccounted for. Of the total students enrolled in the 

spring semester of 1998, 75.9% were first-year students. The ethnicity 

distribution of the students are as follows; White non Hispanic, 64.7%; Hispanic, 

13.0%; African American, 9.9%; Asian/Pacific Islander, 8.5% and American 

Indian, 0.8%. As is common with most commuter colleges, 69% of the students 

attend on a part-time basis. The average age of the students is twenty-eight 

(Dallas County Community College District, 1998). 

Instrument 

The instrument chosen for use for identifying predictors of student 

retention in the community college was the College Student Inventory (CSI). The 

CSI is specifically designed to identify dropout-prone and transfer-prone 

students. In 1971, Michael L. Stratil, author of the College Student Inventory, 

began research in the area of academic and social motivation as it applied to 

students. His goals were; (1) to create a coherent framework for understanding 

human motivation in general; (2) to identify the specific motivational variables 

that are most closely related to persistence and academic success in college; 

and (3) to develop a reliable and valid instrument for measuring these variable 

(Stratil, 1988). 

As a result of his research, the original version of the College Student 

Inventory (titled "Stratil Counseling Inventory") was published in 1984. The 

inventory was revised in 1987 after considerable field-testing and the current 
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1988 version reflects the revisions made on the basis of statistical analysis and 

input from expert judges regarding item content (Stratil & Scheiner, 1993). 

The inventory itself is divided into four sections. Part "A" garners basic 

demographic information on the student; name, age, gender and social security 

number. Part "B" consists of twenty-one questions related to the student's 

academic and family background. The student must select an answer from each 

question's selection. There are no open-ended questions. This study 

concentrated on these questions. Part "C" consists of questions related to 

student attitudes about their education and themselves. These questions are 

rated on a seven-point Likert type scale ranging from "not at all true" (1) to 

"completely true" (7). Part "D" consists of fourteen questions measuring the 

students' current impressions of their institution. In addition, there is a statement 

giving consent to release this information to the publisher of the instrument for 

scoring, processing and preparation of reports. Noel/Levitz is the publisher of 

the College Student Inventory and is responsible for the dissemination and 

scoring of the instrument (Appendix A). 

Validity and Reliability of the College Student Inventory 

Beginning in the fall of 1988, 46 colleges and universities were selected to 

participate in a study of the validity of the newly revised College Student 

Inventory (CSI). These institutions returned the completed CSI forms to the 

publisher for scoring. In the fall of 1989 each institution supplied information 

regarding each CSI respondent's cumulative grade point average (GPA), credit 
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hours attempted, credit hours completed, terms of enrollment, current enrollment 

status and reason for leaving college, if not re-enrolled for fall 1989. Appendix B 

contains descriptive information regarding this sample of institutions (Stratil & 

Scheiner, 1993). In evaluating the predictive validity of the CSI, the instrument 

effectively predicts academic success in terms of first-year GPA and enrollment 

status. In addition, certain scales of the CSI are effective predictors of enrollment 

status after one year. 

The central goal of the CSI is to maximize the internal consistency 

reliability (homogeneity) while keeping the inventory's total length relatively short. 

To achieve that goal, the research design incorporated the following features: 

1. A large initial pool of preliminary items for each scale; 

2. Item testing with large samples; 

3. An item-selection procedure that reduced content redundancy and 

maximized inter-item correlations; 

4. Pilot testing of preliminary scales that resulted in further refinements of 

the final inventory. 

With this solid homogeneity as a base, the CSI's test-retest reliability 

(stability) is also good. Data from the latest research indicate that the average 

stability coefficient for the CSI's nineteen major scales is .80 (Stratil & Scheiner, 

1993). Overall, the CSI's reliability appears to be similar to that of several leading 

personality inventories despite its reliance on fewer items per scale (Stratil, 

1988). 
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The results of the data analysis indicate that institutions can identify at-risk 

students with a fairly high degree of accuracy with the CSI satisfying the 

predictive validity of the instrument. The CSI appears to be a valid and reliable 

means of estimating students' ability to succeed in college and assessing levels 

of risk factors which may influence their ability to persist. As such, it enables 

college personnel to identify the needs of entering students and target those at-

risk for appropriate intervention early in the term (Stratil & Scheiner, 1993). 

Procedures for the Collection of Data 

The College Student Inventory questionnaire was self-administered by the 

students. All freshmen students are given the CSI during freshmen orientation 

classes. After each questionnaire is scored, Noel/Levitz returns a one-page 

Advisor/Counselor report on each student. This report is divided into four 

sections identified as: summary of academic motivation; specific 

recommendations for the students; motivational assessment and student 

background information. 

The student's pre-enrollment background information was recorded on a 

spreadsheet with each entry identified only by the student's social security 

number. This information was then coded from the responses and identified as 

nominal data. Permission was obtained from the Dallas County Community 

College District (D.C.C.C.D.) to query the institution's records for student 

enrollment status of the seven campuses within the D.C.C.C.D. 
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Data Analysis 

Pearsons Chi-Square correlation and basic descriptive statistics were 

conducted between the student's background information retrieved from the 

Advisor/Counselor report and the enrollment information obtained from the 

D.C.C.C.D. mainframe of student records. The null hypotheses on page 4 and 5 

were tested by a chi-square test of independence with .05 level of significance 

as the criterion level for rejection. The analysis was conducted utilizing the 

Statistical Package for Social Science (SPSS) published by SPSS incorporated. 



CHAPTER IV 

ANALYSIS OF DATA 

The problem as stated earlier in this study was; are pre-enrollment 

student characteristics, such as parent's education level, senior high school 

grade average, educational goals (vocational certificate, A.A.S., A.A., A.S.) and 

racial origin associated with student persistence and retention? 

As originally stated the purpose of this study was to determine if certain 

scholastic aptitudes, academic motivation, and biographical background 

characteristics can be used to distinguish non-returning from returning 

community college freshmen. 

Summary of analysis 

The 1995 data consisted of 201 entries. Of the students who completed 

the survey 119 (59.2%) persisted one year following the fall 1995 semester. In 

addition, 82 (40.8%) did not persist to the 1996 fall semester. The composition of 

the 1995 cohort consisted of 103 (51.2%) females and 98 (48.8%) males. Of the 

1995 females 69 (67%) persisted and 34 (33%) were non-persisters. Of the 1995 

males 50 (51%) persisted and 48 (49%) were non-persisters (figure 4). 

The 1996 data consisted of 111 entries. Of the students who completed 

the survey 61 (55%) persisted and 50 (45%) did not persist to the 1997 fall 

semester. The composition of the 1996 cohort consisted of 65 individuals 
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(58.5%) females and 46 (41.5%) males. Of the 1996 females 36 (55%) 

persisted and 29 (45%) were non-persisters. Of the 1996 males 25 (54%) 

persisted and 21 (46%) were non-persisters (figure 5). 

H0:1 There is no significant difference between high school senior academic 

average and community college persistence. 

The first hypothesis called for testing the relationship between high school 

senior average and community college persistence. In describing their high 

school senior average on the survey, the students had to choose from one of the 

following answers: 

a) A 

b) halfway between A and B 

c) B 

d) halfway between B and C 

e) C 

f ) halfway between C and D 

9) D 

Responses a-g were re-keyed as 1-7 with 1 equal to "a" and 7 

equal to "g" for statistical purposes. The mean response of all students in the 

1995 cohort was 2.9104 (1.1798). The mean response of all students in the 1996 

cohort was 2.9459 (1.4761). Therefore, the mean response for all students was 

that they had achieved a "B" average in their senior year of high school. 

1995 high school senior year average and persistence data 

The mean response of all the persisters was 2.7983 (1.1541), .1121 

higher than the overall mean. Table 1 shows 33.6% of the persisters responded 
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that their high school average was halfway between "A" and "B" and 31% 

responded that their high school average was "B". 

Table 1 

1995 High School Senior Average and Persistence 

Answer Frequency Percent 

no answer 1 0.8 

1) A 11 9.2 

2) halfway between A and B 40 33.6 

3) B 3 31.1 

4) halfway between B and C 22 18.5 

5) C 5 4.2 

6) halfway between C and D 3 2.5 

Total 119 100.0 

When the persisters were distributed by gender, 39.1% of the females 

responded to answer "2", that their high school average was between an "A" and 

"B", and 30.4% responded to answer "3" that their high school average was 

"B". The mean response was 2.6957 (1.1155). 

The male persisters had a mean response of 2.94 (1.2022). Of the 

respondents 32% answered "3", 26% answering to "2" and 24% answering to"4" 

(Table 2, figure 6). 
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Table 2 

1995 High School Senior Average and Persistence bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 1 2.0 0 0.0 

1) A 4 8.0 7 10.1 

2) halfway between A and B 13 26.0 27 39.1 

3) B 16 32.0 21 30.4 

4) halfway between B and C 12 24.0 10 14.5 

5) C 3 6.0 2 2.9 

6) halfway between C and D 1 2.0 2 2.9 

Total 50 100.0 69 100.0 

1995 high school senior year average and non-persistence data 

The mean response for all non-persisters was 3.0732 (1.2047). This is 

.1628 lower than the overall mean. The average non-persister indicated that 

their high school senior average was a "B". Table 3 shows 37.8% of the non-

persisters responded that their high school senior average was halfway between 

"B" and "C" and 26.8% responded that their high school senior average was 

between an "A" and "B". 
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Table 3 

1995 High School Senior Average and Non-persistence 

Answer Frequency Percent 

no answer 1 1.2 

1) A 7 8.5 

2) halfway between A and B 22 26.8 

3) B 14 17.1 

4) halfway between B and C 31 37.8 

5) C 7 8.5 

6) halfway between C and D 0 0.0 

Total 82 100.0 

When the non-persisters were distributed by gender, 35.3% of the 

females responded to answer "4", that their high school senior average was 

halfway between "B" and "C", and 32.4% responded to answer "2" that their high 

school senior average was between "A" and "B". The mean response was 

2.9706(1.1411). 

The male non-respondents had a mean response of 3.1458 (1.2546). Of 

the respondents, 39.6 percent to answer "4", while 22.9% responded to answer 

"2" in the survey (Table 4, figure 7). 
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Table 4 

1995 High School Senior Average and Non-persistence bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 1 2.1 0 0.0 

1) A 4 8.3 3 8.8 

2) halfway between A and B 11 22.9 11 32.4 

3) B 8 16.7 6 17.6 

4) halfway between B and C 19 39.6 12 35.3 

5) C 5 10.4 2 5.9 

6) halfway between C and D 0 0.0 0 0.0 

Total 48 100.0 34 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "2", "3" or "4". The other responses were scattered in the remaining 

cells (Table 5). 
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Table 5 

Cross-tabulation: 1995 High School Senior Average and Persistence 

H.S. average Persistence Non-persistence Total 

no answer 1 1 2 

1) A 11 7 18 

2) between A and B 40 22 62 

3) B 37 14 51 

4) between B and C 22 31 53 

5) C 5 7 12 

6) between C and D 3 0 3 

Total 119 82 201 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

6). 

Table 6 

Collapsed Cross-tabulation: 1995 High School Senior Average and Persistence 

H.S. average Persistence Non-persistence Total 

2 52 30 82 

3 37 14 51 

4 30 38 68 

Total 119 82 201 

Once the responses were collapsed 52 (44%) of the persisters 

responded to answer "2" on the survey and 38 (46%) of the non-persisters 

responded to answer "4" of the survey. The chi-square test resulted in: 
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f .05(2,N=201) = 10.770, fi<.05 

Therefore, the association between student high school senior average and 

persistence is significant. Thus, the null hypothesis is rejected at the .05 level. 

1996 high school senior year average and persistence data 

The mean response of all the persisters was 2.6721 (1.4459), .2738 

higher than the overall mean. Table 7 shows 37.7 percent of the persisters 

responded that their high school average was halfway between "A" and "B" and 

23% responded that their high school average was between "B" and "C". 

Table 7 

1996 Senior High School Average and Persistence 

Answer Frequency Percent 

no answer 1 1.6 

1) A 11 18.0 

2) between A and B 23 37.7 

3) B 7 11.5 

4) between B and C 14 23.0 

5) C 2 3.3 

6) between C and D 2 3.3 

7) D 1 1.6 

Total 61 100.00 
When the persisters were distributed by gender, 33.3% of the females 

responded to answer "2" that their high school average was between an "A" and 

"3", and 27.8% responded to answer "4" that their high school average was 

between "B" and "C". The mean response was 2.8611 (1.6926). 
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The male persisters had a mean response of 2.40 (.9574). Of the 

respondents 44% answered "3" and 24% answering to "4" (Table 8, figure 8). 

Table 8 

1996 High School Senior Average and Persistence bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 0 0.0 1 2.8 

1) A 4 16.0 7 19.4 

2) between A and B 11 44.0 12 33.3 

3) B 6 24.0 1 2.8 

4) between B and C 4 16.0 10 27.8 

5) C 0 0.0 2 5.6 

6) between C and D 0 0.0 2 5.6 

7) D 0 0.0 1 2.8 

Total 25 100.0 36 100.0 

1996 high school senior year average and non-persistence data 

The mean response for all non-persisters was 3.2800 (1.4574). This is 

.3341 lower than the overall mean. The average non-persister indicated that their 

high school senior average was a "B". Table 9 shows 36% of the non-persisters 

responded that their high school senior average was halfway between "A" and 

"B" and 26% responded that their high school senior average was "B". 
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Table 9 

1996 High School Senior Average and Non-persistence 

Answer Frequency Percent 

1) A 1 2.0 

2) between A and B 18 36.0 

3) B 13 26.0 

4) between B and C 10 20.0 

5) C 2 4.0 

6) between C and D 4 8.0 

7) D 2 4.0 

Total 50 100.0 

When the non-persisters were distributed by gender, 44.8% of the 

females responded to answer "2" that their high school senior average was 

halfway between "A" and "B", and 24.1% responded to answer "3" that their high 

school senior average was between "B" and "C". The mean response was 

2.9655 (1.3224). 

The male non-respondents had a mean response of 3.7143 (1.5538). Of 

the respondents, 28.6 percent to answer "3" while 23.8% responded to answer 2 

and 23.8% responded to answer "4" in the survey (Table 10, figure 9). 
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Table 10 

1996 High School Senior Average and Non-persistence bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1) A 0 0.0 1 3.4 

2) between A and B 5 23.8 13 44.8 

3) B 6 28.6 7 24.1 

4) between B and C 5 23.8 5 17.2 

5) C 2 9.5 0 0.0 

6) between C and D 1 4.8 2 10.3 

7) D 2 9.5 0 0.0 

Total 21 100.0 29 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "2", "3" or "4". The other responses were scattered in the remaining 

cells (Table 11). 
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Table 11 

Cross-tabulation: 1996 High School Senior Average and Persistence 

H.S. average Persistence Non-persistence Total 

no answer 1 0 1 

1) A 11 1 12 

2) between A and B 23 18 41 

3) B 7 13 20 

4) between B and C 14 10 24 

5) C 2 2 4 

6) between C and D 2 4 6 

7) D 1 2 3 

Total 61 50 111 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

12). 

Table 12 

Collapsed Cross-tabulation: 1996 High School Senior Average and Persistence 

H.S. average Persistence Non-persistence Total 

2 35 19 54 

3 7 13 20 

4 19 18 37 

Total 61 50 111 

Once the responses were collapsed 35 (31.5%) of the persisters 

responded to answer "2" on the survey and 19 (17.1%) of the non-persisters also 
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responded to answer "2" of the survey. The chi-square test resulted in: 

X 2 ( 2 , N=111) = 5.532, £>.05 

Therefore, the association between student high school senior average and 

persistence is not significant. Thus, the null hypothesis is accepted. 

Hn:2. There is no significant difference between a student's mother's highest 

level of education attained and the student's community college rate of 

persistence. 

The second hypothesis called for testing the relationship between a 

student's mother's highest level of education attained and community college 

persistence. In describing their mother's highest level of education on the survey, 

the students had to choose from one of the following answers: 

1) 8 years or less of elementary school 

2) some high school but no diploma 

3) a high school diploma or equivalent 

4) 1 to 3 years of college (including study at a technical, 

community, or junior college) 

5) a 4-year undergraduate college degree (bachelor's 

degree) 

6) a master's degree 

7) a doctoral degree 

The mean response of all students in 1995 was 3.5672 (1.1076). The 

mean response of all students in 1996 was 3.6937 (1.2343). Therefore, the 

mean response for all students was that there mother highest level of education 

was between a high school diploma and 1 to 3 years of college. 
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1995 mother's highest level of education and persistence data 

The mean response of all the persisters was 3.5546 (1.1911). Table 13 

shows, the distribution of mother's education level for the 1995 persistence data 

is 38.7% obtained a high school diploma or equivalent and 26.1% received 1 to 3 

years of college. 

Table 13 

1995 Mother's Highest Level of Education and Persistence Data 

Answer Frequency Percent 

1) 8 years or less of elementary 4 3.4 

2) some high school, no diploma 14 11.8 

3) a h. s. diploma or equivalent 46 38.7 

4) 1 to 3 years of college 31 26.1 

5) a bachelor's degree 16 13.4 

6) a master's degree 7 5.9 

7) a doctoral degree 1 .8 

Total 119 100.0 

When the persisters were distributed by gender, 43.5% of the females 

responded to answer "3" that their mother's education level was a high school 

diploma or equivalent. In addition 26.1% indicated that their mother's education 

level was 1 to 3 years of college. The mean response was 3.3478 (1.0958). 

The male persisters had a mean response of 3.8400 (1.2675). Of the 

respondents, 32.0 % responded to answer "3", while 26.0% responded to 

answer "4" (Table 14, figure 10). 
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Table 14 

1995 mother's highest level of education and persistence data by gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1) 8 years or less of 
elementary 

1 2.0 3 4.3 

2) some high school, no 
diploma 

5 10.0 9 13.0 

3) a h. s. diploma or 
equivalent 

16 32.0 30 43.5 

4) 1 to 3 years of college 13 26.0 18 26.1 

5) a bachelor's degree 10 20.0 6 8.7 

6) a master's degree 4 8.0 3 4.3 

7) a doctoral degree 1 2.0 0 0.0 

Total 50 100.0 69 100.0 

1995 mother's highest level of education and non-persistence data 

The mean response of all the non-persisters was 3.5854 (.9807). As 

table 15 shows, the distribution of mother's education level for the 1995 non-

persistence data is 40.2% obtained a high school diploma or equivalent and 

31.7% received 1 to 3 years of college. 
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Table 15 

1995 Mother's Highest Level of Education and Non-persistence Data 

Answer Frequency Percent 

1) 8 years or less of elementary 0 0.0 

2) some high school, no diploma 9 11.0 

3) a h. s. diploma or equivalent 33 40.2 

4) 1 to 3 years of college 26 31.7 

5) a bachelor's degree 11 13.4 

6) a master's degree 3 3.7 

7) a doctoral degree 0 0 

Total 82 100 

When the persisters were distributed by gender, 38.2% of the females 

responded to answer "3" that their mother's education level was a high school 

diploma or equivalent. In addition 38.2% indicated that their mother's education 

level was 1 to 3 years of college. The mean response was 3.5588 (.9906). 

The male non-persisters had a mean response of 3.6042 (.9837). Of the 

respondents, 41.7 % responded to answer "3", while 27.1% responded to 

answer "4" (Table 16, figure 11). 
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Table 16 

1995 Mother's Highest Level of Education and Non-persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1) 8 years or less of 
elementary 

0 0.0 0 0.0 

2) some high school, no 
diploma 

5 10.4 4 11.8 

3) a h. s. diploma or 
equivalent 

20 41.7 13 38.2 

4) 1 to 3 years of 
college 

13 27.1 13 38.2 

5) a bachelor's degree 9 18.8 2 5.9 

6) a master's degree 1 2.1 2 5.9 

7) a doctoral degree 0 0.0 0 0.0 

Total 48 100.0 34 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "3" "4" or "5". The other responses were scattered in the remaining 

cells (Table 17). 



54 

Table 17 

Cross-tabulation: 1995 Mother's Highest Level of Education and Persistence 

Mother's 
education 

Persistence Non-persistence Total 

1) 8 years or less of 
elementary 

4 0 4 

2) some high school, 
no diploma 

14 9 23 

3) a h. s. diploma or 
equivalent 

46 33 79 

4) 1 to 3 years of 
college 

31 26 57 

5) a bachelor's 
degree 

16 11 27 

6) a master's degree 7 3 10 

7) a doctoral degree 1 0 1 

Total 119 82 201 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

18). 
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Table 18 

Collapsed Cross-tabulation: 1995 Mother's Highest Level of Education and 

Persistence 

Mother's Persistence Non-persistence Total 
education 

3 64 42 106 

4 31 26 57 

5 24 14 38 

Total 119 82 201 
Once the responses were collapsed 64 (53.78%) of the persisters 

responded to answer "3" on the survey and 42 (51.22%) of the non-persisters 

also responded to answer "3" on the survey. The chi-square test resulted in: 

X
2

05(2,N=201) = .854,fi>.05 

Therefore, the association between the student's mother's education level and 

persistence is not significant. Thus, the null hypothesis is accepted at the .05 

level. 

1996 mother's highest level of education and persistence data 

The mean response of all the persisters was 3.8003 (1.2493). Table 19 

shows, the distribution of mother's education level for 1996 persistence data is 

42.6% obtained a high school diploma or equivalent, 19.7% received a 4-year 

undergraduate degree, and 18.0% received 1 to 3 years of college. 
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Table 19 

1996 Mother's Highest Level of Education and Persistence Data 

Answer Frequency Percent 

1) 8 years or less of elementary 2 3.3 

2) some high school, no diploma 3 4.9 

3) a h. s. diploma or equivalent 26 42.6 

4) 1 to 3 years of college 11 18.0 

5) a bachelor's degree 12 19.7 

6) a master's degree 7 11.5 

7) a doctoral degree 0 0.0 

Total 61 100.0 

When the persisters were distributed by gender, 36.1% of the females 

responded to answer "3" that their mother's education level was a high school 

diploma or equivalent. In addition 22.1% indicated that their mother's education 

level was 1 to 3 years of college and 22.1% responded that their mother had 

received a 4-year undergraduate degree. The mean response was 3.7500 

(1.2734). 

The male persisters had a mean response of 3.8800 (1.2356). Of the 

respondents, 52.0 % responded to answer "3", while 16.0% responded to 

answer "5" and 16% responded to answer "6" (Table 20, figure 12). 
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Table 20 

1996 Mother's Highest Level of Education and Persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1) 8 years or less of 
elementary 

0 0.0 2 5.6 

2) some high school, 
no diploma 

1 4.0 2 5.6 

3) a h. s. diploma or 
equivalent 

13 52.0 13 36.1 

4) 1 to 3 years of 
college 

3 12.0 8 22.2 

5) a bachelor's 
degree 

4 16.0 8 22.2 

6) a master's degree 4 16.0 3 8.3 

Total 25 100.0 36 100.0 

1996 mother's highest level of education and non-persistence data 

The mean response of all the non-persisters was 3.5600 (1.2149). Table 

21 shows, the distribution of mother's education level for 1996 non-persistence 

data is 50.0% received 1 to 3 years of college, and 22% obtained a high school 

diploma or equivalent. 
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Table 21 

1996 Mother's Highest Level of Education and Non-persistence Data 

Answer Frequency Percent 

1) 8 years or less of elementary 6 12.0 

2) some high school, no diploma 1 2.0 

3) a h. s. diploma or equivalent 11 22.0 

4) 1 to 3 years of college 25 50.0 

5) a bachelor's degree 5 10.0 

6) a master's degree 2 4.0 

7) a doctoral degree 0 0.0 

Total 50 100.00 

When the non-persisters were distributed by gender, 44.8% of the 

females responded to answer "4" that their mother's education level was 1 to 3 

years of college. In addition 27.6% indicated that their mother's education level 

was a high school diploma or equivalent. The mean response was 3.4828 

(1.2427). 

The male non-persisters had a mean response of 3.6667 (1.1972). Of the 

respondents, 57.1 % responded to answer "4", while 14.3% responded to 

answer "3" (Table 22, figure 13). 
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Table 22 

1996 Mother's Highest Level of Education and Non-persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1) 8 years or less of 
elementary 

2 9.5 4 13.8 

2) some high school, 
no diploma 

1 4.8 0 0.0 

3) a h. s. diploma or 
equivalent 

3 14.3 8 27.6 

4) 1 to 3 years of 
college 

12 57.1 13 44.8 

5) a bachelor's 
degree 

2 9.5 3 10.3 

6) a master's degree 1 4.8 2 3.4 

Total 21 100.0 19 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "3" "4" or "5". The other responses were scattered in the remaining 

cells (Table 23). 
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Table 23 

Cross-tabulation: 1996 Mother's Highest Level of Education and Persistence 

Mother's education Persistence Non-persistence Total 

1) 8 years or less of 
elementary 2 

6 8 14 

2) some high school, 
no diploma 

3 1 4 

3) a h. s. diploma or 
equivalent 

26 11 37 

4) 1 to 3 years of 
college 

11 25 36 

5) a bachelor's 
degree 

12 5 17 

6) a master's degree 7 2 9 

7) a doctoral degree 0 0 0 

Total 61 50 111 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

24). 
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Table 24 

Collapsed Cross-tabulation: 1996 Mother's Highest Level of Education and 

Persistence 

Mother's 

education Persistence Non-persistence Total 

3 31 18 49 

4 11 25 36 

5 19 7 26 

Total 61 50 111 
Once the responses were collapsed 31 (27.92%) of the persisters 

responded to answer "3" on the survey and 25 (22.52%) of the non-persisters 

also responded to answer "4" on the survey. The chi-square test resulted in: 

X 2 0 5 ( 2 , N = 1 1 1 ) = 13.474, e<-05 

Therefore, the association between the student's mother's education level and 

persistence is significant. Thus the null hypothesis is rejected at the .05 level. 

H0:3. There is no significant difference between a student's father's highest level 

of education attained and the student's community college rate of persistence. 

The third hypothesis called for testing the relationship between a student's 

father's highest level of education attained and community college persistence. 

In describing their father's highest level of education on the survey, the students 

had the same choices as their mother's education in H0:2. 

The mean response of all students in 1995 was 3.9055 (1.4304). The 

mean response of all students in 1996 was 3.8468 (1.3017). Therefore, the 

mean response for all students was that there father's highest level of education 
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was 1 to 3 years of college. 

1995 father's highest level of education and persistence data 

The mean response of all the persisters was 3.9496 (1.3520). Table 25 

shows, the distribution of father's education level for 1995 data of persisters is 

28.6% received 1 to 3 years of college, 24.4% obtained a high school diploma or 

equivalent, and 19.3% received a 4 year degree. 

Table 25 

1995 Father's Highest Level of Education and Persistence Data 

Answer Frequency Percent 

no answer 1 0.8 

1) 8 years or less of elementary 4 3.4 

2) some high school, no diploma 10 8.4 

3) a h. s. diploma or equivalent 29 24.4 

4) 1 to 3 years of college 34 28.6 

5) a bachelor's degree 23 19.3 

6) a master's degree 18 15.1 

7) a doctoral degree 0 0.0 

Total 119 100.0 

When the persisters were distributed by gender, 30.4% of the females 

responded to answer "4" that their father's education level was 1 to 3 years of 

college. In addition 26.1% indicated that their father's education level was a high 

school diploma or equivalent. The mean response was 3.7391 (1.4106). 

The male persisters had a mean response of 4.2400 (1.2216). Of the 
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respondents, 26.0 % responded to answer "4", 26.0% responded to answer "5" 

and 22% responded to answer "3" (Table 26, figure 14). 

Table 26 

1995 Father's Highest Level of Education and Persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 0 0.0 1 1.4 

1) 8 years or less of 
elementary 

0 0.0 4 5.8. 

2) some high school, 
no diploma 

4 8.0 6 8.7 

3) a h. s. diploma or 
equivalent 

11 22.0 18 26.1 

4) 1 to 3 years of 
college 

13 26.0 21 30.4 

5) a bachelor's degree 13 26.0 10 14.5 

6) a master's degree 9 18.0 9 13.0 

Total 50 100.0 69 100.0 

1995 father's highest level of education and non-persistence data 

The mean response of all the non-persisters was 3.8415 (1.5434). Table 

27 shows, the distribution of father's education level for 1995 data of non-

persisters is that 26.0% received 1 to 3 years of college, 23.2% earned a 4-year 

degree, and 20.7% obtained a high school diploma or equivalent. 
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Table 27 

Answer Frequency Percent 

no answer 4 4.9 

1) 8 years or less of elementary 1 1.2 

2) some high school, no diploma 9 11.0 

3) a h. s. diploma or equivalent 17 20.7 

4) 1 to 3 years of college 22 26.8 

5) a bachelor's degree 19 23.2 

6) a master's degree 8 9.8 

7) a doctoral degree 2 2.4 

Total 82 100.0 

When the non-persisters were distributed by gender, 29.4% of the 

females responded to answer "3" that their father's education level was a high 

school diploma or equivalent. In addition 23.5% indicated that their father's 

education level was 1 to 3 years of college and 23.5% responded that a 4 year 

degree was the highest level of education obtained. The mean response was 

3.9706(1.2906). 

The male non-persisters had a mean response of 3.7500 (1.7073). Of the 

respondents, 29.2 % responded to answer "4", 22.9% responded to answer "5" 

and 14.6% responded to answer "3" (Table 28, figure 15). 
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Table 28 

1995 Father's Highest Level of Education and Non-persistence Data by Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 4 8.3 0 0.0 

1) 8 years or less of 
elementary 

1 2.1 0 0.0 

2) some high school, no 
diploma 

5 10.4 4 11.8 

3) a h. s. diploma or 
equivalent 

7 14.6 10 29.4 

4) 1 to 3 years of 
college 

14 29.2 8 23.5 

5) a bachelor's degree 11 22.9 8 23.5 

6) a master's degree 5 10.4 3 8.8 

7) a doctoral degree 1 2.1 1 2.9 

Total 48 100.0 34 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "3" "4" or "5". The other responses were scattered in the remaining 

cells (Table 29). 
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Table 29 

Cross-tabulation: 1995 Father's Highest Level of Education and Persistence 

Father's education Persistence Non-persistence Total 

no answer 1 4 5 

1) 8 years or less of 
elementary 

4 1 5 

2) some high school, 
no diploma 

10 9 19 

3) a h. s. diploma or 
equivalent 

29 17 46 

4) 1 to 3 years of 
college 

34 22 56 

5) a bachelor's degree 23 19 42 

6) a master's degree 18 8 26 

7) a doctoral degree 0 2 2 

Total 119 82 201 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

30). 
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Table 30 

Collapsed Cross-tabulation: 1995 Father's Highest Level of Education and 

Persistence 

Father's 

education Persistence Non-persistence Total 

3 44 31 75 

4 34 22 56 

5 41 29 70 

Total 119 82 201 

Once the responses were collapsed 44 (36.97%) of the persisters 

responded to answer "3" on the survey and 31 (37.80%) of the non-persisters 

also responded to answer "3" on the survey. The chi-square test resulted in: 

X2
05(2,N=201) = .073,j)>.05 

Therefore, the association between the student's father's education level and 

persistence is not significant; thus, the null hypothesis was accepted at the .05 

level. 

1996 father's highest level of education and persistence data 

The mean response of all the persisters was 3.9836 (1.2973). Table 31 

shows, the distribution of the student's father's education level for the 1996 

persistence data is that 29.5% received 1 to 3 years of college, 27.9% obtained 

a high school diploma or equivalent, and 23.0% a 4-year undergraduate degree. 
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Table 31 

1996 Father's Highest Level of Education and Persistence Data 

Answer Frequency Percent 

no answer 1 1.6 

1) 8 years or less of elementary 1 1.6 

2) some high school, no diploma 3 4.9 

3) a h. s. diploma or equivalent 17 27.9 

4) 1 to 3 years of college 18 29.5 

5) a bachelor's degree 14 23.0 

6) a master's degree 6 9.8 

7) a doctoral degree 1 1.6 

Total 61 100.0 

When the persisters were distributed by gender, 33.3% of the females 

responded to answer "4" that their father's education level was 1 to 3 years of 

college. In addition 25.0% indicated that their father's education level was a high 

school diploma or equivalent and 22.2% responded that their mother had 

received a 4-year undergraduate degree. The mean response was 4.000 

(1.1952). 

The male persisters had a mean response of 3.9600 (1.4572). Of the 

respondents, 32.0 % responded to answer "3", while 24.0% responded to 

answer "4" and 24% responded to answer "5" (Table 32, figure 16). 
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Table 32 

1996 Father's Highest Level of Education and Persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 1 4.0 0 0.0 

1) 8 years or less of 
elementary 

0 0.0 1 2.8 

2) some high school, 
no diploma 

1 4.0 2 5.6 

3) a h. s. diploma or 
equivalent 

8 32.0 9 25.0 

4) 1 to 3 years of 
college 

6 24.0 12 33.3 

5) a bachelor's degree 6 24.0 8 22.2 

6) a master's degree 2 8.0 4 11.1 

7) a doctoral degree 1 4.0 0 0.0 

Total 25 100.0 36 100.0 

1996 father's highest level of education and non-persistence data 

The mean response of all the non-persisters was 3.6800 (1.3005). Table 

33 shows, the distribution of the student's father's education level for the 1996 

non-persistence data is that 40.0% received 1 to 3 years of college, and 20% 

obtained a high school diploma or equivalent. 
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Table 33 

1996 Father's Highest Level of Education and Non-persistence Data 

Answer Frequency Percent 

1) 8 years or less of elementary 5 10.0 

2) some high school, no diploma 3 6.0 

3) a h. s. diploma or equivalent 10 20.0 

4) 1 to 3 years of college 20 40.0 

5) a bachelor's degree 9 18.0 

6) a master's degree 3 6.5 

7) a doctoral degree 0 0.0 

Total 50 100.0 

When the non-persisters were distributed by gender, 55.2% of the 

females responded to answer "4" that their father's education level was 1 to 3 

years of college. In addition 13.8% indicated that their father's education level 

was a high school diploma or equivalent and 13.8% indicated that a 4 year 

degree was the highest level obtained. The mean response was 3.6897 

(1.1983). 

The male non-persisters had a mean response of 3.6667 (1.4606). Of the 

respondents, 28.6 % responded to answer "3", while 23.8% responded to 

answer "5". (Table 34, figure 17) 
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Table 34 

1996 Father's Highest Level of Education and Non-persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1) 8 years or less of 
elementary 

2 9.5 3 10.3 

2) some high school, no 
diploma 

2 9.5 1 3.4 

3) a h. s. diploma or 
equivalent 

6 28.6 4 13.8 

4) 1 to 3 years of college 4 19.0 16 55.2 

5) a bachelor's degree 5 23.8 4 13.8 

6) a master's degree 2 9.5 1 3.4 

Total 21 100.0 29 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "3" "4" or "5". The other responses were scattered in the remaining 

cells. (Table 35) 
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Table 35 

Cross-tabulation: 1996 Father's Highest Level of Education and Persistence 

Father's education Persistence Non-persistence Total 

no answer 1 0 1 

1) 8 years or less of 
elementary 

1 5 6 

2) some high school, 
no diploma 

3 3 6 

3) a h. s. diploma or 
equivalent 

17 10 27 

4) 1 to 3 years of 
college 

18 20 38 

5) a bachelor's degree 14 9 23 

6) a master's degree 6 3 9 

7) a doctoral degree 1 0 1 

Total 61 50 111 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

36). 
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Table 36 

Collapsed Cross-tabulations: 1996 Father's Highest Level of Education and 

Persistence 

Father's 

education Persistence Non-persistence Total 

3 22 18 40 

4 18 20 38 

5 21 12 33 

Total 61 50 111 

Once the responses were collapsed 22 (36.07%) of the persisters 

responded to answer "3" on the survey and 20 (40.0%) of the non-persisters 

responded to answer "4" on the survey. The chi-square test resulted in: 

X 2
0 5 ( 2 , N = 1 1 1 ) = 1.888,E>.05 

Therefore, the association between the student's father's education level and 

persistence is not significant. Thus the null hypothesis is accepted at the .05 

level. 

H0:4. There is no significant difference between a student's academic 

aspirations and community college persistence. 

The fourth hypothesis called for testing the relationship between a 

student's academic aspirations and community college persistence. In describing 

their academic aspirations on the survey, the students had to choose from one of 

the following answers: 
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1) none 

2) 1-year certificate 

3) a 2-year college degree (associate) 

4) a 4-year college degree (bachelor's) 

5) a master's degree 

6) a doctoral degree [medicine(M.D.), dentistry (D.D.S.), 

law (J.D.), philosophy (Ph.D.), or other similar 

degrees 

The mean response of all students in 1995 was 4.5224 (.9115). The mean 

response of all students in 1996 was 4.4955 (.7963). Therefore, the mean 

response for all students was that their academic aspiration was between a 4-

year degree and a masters degree. 

1995 academic aspirations and persistence data 

The mean response for all persisters in 1995 was 4.5714 (.8979). Table 37 

shows 47.1 % of the persisters responded that their academic aspirations prior to 

enrolling in their first class was a 4-year college degree, and 29.4% responded 

that their aspirations were to receive a masters degree. 
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Table 37 

1995 Academic Aspirations and Persistence Data 

Answer Frequency Percent 

1) none 1 0.8 

2) 1-year certificate 0 0.0 

3) a 2-year college degree 6 5.0 

4) a 4-year college degree 56 47.1 

5) a master's degree 35 29.4 

6) a doctoral degree 21 17.6 

Total 119 100.0 

When the persisters were distributed by gender, 50.7% of the females 

responded to answer "4", that their aspirations was to achieve a 4-year degree, 

and 27.5% responded to answer "5" that their aspirations was to achieve a 

masters degree. The mean response was 4.4203 (.9140). 

The male persisters had a mean response of 4.7800 (.8401). Of the 

respondents, 42.0% responded to answer "4", 32.0% responded to answer "5" 

and 24.0% responded to answer "6" (Table 38, figure 18). 
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Table 38 

1995 Academic Aspirations and Persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1)none 0 0.0 1 1.4 

2) a 2-year degree 1 2.0 5 7.2 

3) a 4-year degree 21 42.0 35 50.7 

5) a master's degree 16 32.0 19 27.5 

6) a doctoral degree 12 24.0 9 13.0 

Total 50 100.0 69 100.0 

1995 academic aspirations and non-persistence data 

The mean response for all non-persisters in 1995 was 4.4512 (.9316). 

Table 39 shows 51.2% of the non-persisters responded that prior to enrolling in 

their first class their academic aspirations were to obtain a 4-year college 

degree, and 24.4% responded that their aspirations were to receive a masters 

degree. 
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Table 39 

1995 Academic Aspirations and Non-persistence Data 

Answer Frequency Percent 

1) none 1 1.2 

2) 1-year certificate 0 0.0 

3) a 2-year college degree 6 7.3 

4) a 4-year college degree 42 51.2 

5) a master's degree 20 24.4 

6) a doctoral degree 13 15.9 

Total 82 100.0 

When the non-persisters were distributed by gender, 44.1% of the 

females responded to answer "4", that their aspirations were to achieve a 4-year 

degree, and 26.5% responded to answer "5" that their aspirations were to 

achieve a masters degree. The mean response was 4.5882 (.9250). 

The male non-persisters had a mean response of 4.3542 (.9338). Of the 

respondents, 56.3% responded to answer "4", and 22.9.0% responded to answer 

"5" (Table 40, figure 19). 
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Table 40 

1995 Academic Aspirations and Non-persistence Data by Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

1)none 1 2.1 0 0.0 

3) a 2-year college degree 3 6.3 3 8.8 

4) a 4-year college degree 27 56.3 15 44.1 

5) a master's degree 11 22.9 9 26.5 

6) a doctoral degree 6 12.5 7 20.6 

Total 48 100.0 34 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "4", "5" or "6". The other responses were scattered in the remaining 

cells (Table 41). 

Table 41 

Cross-tabulation: 1995 Academic Aspirations and Persistence 

Academic aspirations Persistence Non-persistence Total 

1)none 1 1 2 

3) a 2-year college degree 6 6 12 

4) a 4-year college degree 56 42 98 

5) a master's degree 35 20 55 

6) a doctoral degree 21 16 34 

Total 119 82 201 
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Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

42). 

Table 42 

Collapsed Cross-tabulations: 1995 Academic Aspirations and Persistence 

Academic aspirations Persistence Non-persistence Total 

4 63 49 112 

5 35 20 55 

6 21 13 34 

Total 119 82 201 

Once the responses were collapsed 63 (52.9%) of the persisters 

responded to answer "4" on the survey and 49 (59.75%) of the non-persisters 

also responded to answer "4" on the survey. The chi-square test resulted in: 

X 2
0 5 (2 , N=201) = .944, £>.05 

Therefore, there is not a significant difference between the student's academic 

aspirations and persistence; thus, the null hypothesis is accepted at the .05 

level. 

1996 academic aspirations and persistence data 

The mean response for all persisters in 1996 was 4.4754 (.6735). Table 

43 shows 57.4% of the persisters responded that their academic aspirations prior 

to enrolling in their first class was a 4-year college degree, and 32.8% responded 

that their aspirations were to receive a masters degree. 



80 

Table 43 

1996 Academic Aspirations and Persistence Data 

Answer Frequency Percent 

1) none 0 0.0 

2) 1-year certificate 0 0.0 

3) a 2-year college degree 1 1.6 

4) a 4-year college degree 35 57.4 

5) a master's degree 20 32.8 

6) a doctoral degree 5 8.2 

Total 61 100.0 

When the persisters were distributed by gender, 61.1% of the females 

responded to answer "4", that their aspirations were to achieve a 4-year degree, 

and 36.1 % responded to answer "5" that their aspirations were to achieve a 

masters degree. The mean response was 4.4167(.5542). 

The male persisters had a mean response of 4.5600 (.8206). Of the 

respondents, 52.0% responded to answer "4" and 28.0% responded to answer 

"5" (Table 44, figure 20). 
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Table 44 

1996 Academic Aspirations and Persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

3) a 2-year college degree 1 4.0 0 0.0 

4) a 4-year college degree 13 52.0 22 61.1 

5) a master's degree 7 28.0 13 36.1 

6) a doctoral degree 4 16.0 1 2.8 

Total 25 100.0 36 100.0 

1996 academic aspirations and non-persistence data 

The mean response for all non-persisters in 1996 was 4.4138 (1.0528). 

Table 45 shows 48.0% of the non-persisters responded that prior to enrolling in 

their first class their academic aspirations were to obtain a 4-year college 

degree, and 40.0% responded that their aspirations was to receive a masters 

degree. 
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Table 45 

1996 Academic Aspirations and Non-persistence Data 

Answer Frequency Percent 

no answer 1 2.0 

1) none 0 0.0 

2) 1-year certificate 0 0.0 

3) a 2-year college degree 0 0.0 

4) a 4-year college degree 24 48.0 

5) a master's degree 20 40.0 

6) a doctoral degree 5 10.0 

Total 50 100.0 

When the non-persisters were distributed by gender, 48.3% of the 

females responded to answer "4", that their aspirations were to achieve a 4-year 

degree, and 41.4% responded to answer "5" that their aspirations was to achieve 

a masters degree. The mean response was 4.4138 (1.0528). 

The male non-persisters had a mean response of 4.6667 (.7303). Of the 

respondents, 47.6% responded to answer "4", and 38.1% responded to answer 

"5" (Table 46, figure 21). 



Table 46 

1996 Academic Aspirations and Non-persistence Data bv Gender 

Male Female 
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Answer Freq. Per. Freq. Per. 

no answer 0 0.0 1 3.4 

4) a 4-year college degree 10 47.6 14 48.3 

5) a master's degree 8 38.1 12 41.4 

6) a doctoral degree 3 14.3 2 6.9 

Total 21 100.0 29 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "4" or "5". The other responses were scattered in the remaining cells 

(Table 47). 

Table 47 

Cross-tabulation: 1996 Academic Aspirations and Persistence 

Academic aspirations Persistence Non-persistence Total 

1) none 0 1 1 

2) 1-year certificate 0 0 0 

3) a 2-year college degree 1 0 1 

4) a 4-year college degree 35 24 59 

5) a master's degree 20 20 40 

6) a doctoral degree 5 5 10 

Total 61 50 111 
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Due to the percentage cell frequency, the adjacent cells were collapsed 

(Table 48). 

Table 48 

Collapsed Cross-tabulation: Academic Aspirations and Persistence 

Answer 
Academic Persistence Non-persistence Total 
aspirations 

4 36 25 61 

5 25 25 50 

Total 61 50 111 

Once the responses were collapsed 36 (59.0%) of the persisters 

responded to answer "4" on the survey and 25 (50.0%) of the non-persisters also 

responded to answer "4" on the survey with 25 (50.0%) responding to answer 

"3". The chi-square test resulted in: 

X2
05(1 > N=111) = .902, jd>.05 

Therefore, the association between the student's academic aspirations and 

persistence is not significant, thus the null hypothesis is accepted at the .05 

level. 

H0:5. There is no significant difference between a family's racial origin and 

community college persistence 

The fifth hypothesis called for testing the relationship between a family's 

racial origin and community college persistence. In describing their racial origin 

on the survey, the students had to choose from one of the following answers: 
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1) Afro-American (Black) 

2) American Indian, Alaskan Native 

3) Asian-American, Pacific Islander 

4) Caucasian-American (White) 

5) Hispanic-American (Mexican, Puerto Rican, Cuban, etc.) 

6) Other 

7) I prefer not to respond 

The mean response of all students in 1995 was 3.915 (1.0573). The mean 

response of all students in 1996 was 3.9730 (1.2170). Therefore, the mean 

response for all students was that their family's origin was Caucasian-American. 

1995 family origin and persistence data 

The mean response for all persisters in 1995 was 3.9496 (1.3520). Table 

49 shows that 64.7% of the persisters responded that their family's origin was 

Caucasian-American, and 19.3% responded that their origin was Hispanic-

American. 
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Table 49 

1995 Family Origin and Persistence Data 

Answer Frequency Percent 

no answer 3 2.5 

1) Afro-American (Black) 8 6.7 

2) American Indian, Alaskan 0 0.0 Native 0 0.0 

3) Asian-American, 4.2 
Pacific Islander o 4.2 

4) Caucasian-American (White) 77 64.7 

5) Hispanic-American 23 19.3 

6) Other 1 0.8 

7) I prefer not to respond 2 1.7 

Total 119 100.0 

When the persisters were distributed by gender, 60.9% of the females 

responded to answer "4", that their family's origin was Caucasian-American, and 

26.1% responded to answer "5" that their origin were Hispanic-American. The 

mean response was 4.0725 (1.1156). 

The male persisters had a mean response of 3.7000 (1.2817). Of the 

respondents, 70.0% responded to answer "4", and 10.0% responded to answer 

"5" (Table 50, figure 22). 
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Table 50 

1995 Family Origin and Persistence Data bv Gender 

Male Female 

Answer Freq Per. Freq. Per. 

no answer 2 4.0 1 1.4 

1) Afro-American 4 8.0 4 5.8 

2) American Indian, 
Alaskan Native 

0 0.0 0 0.0 

3) Asian-American, 
Pacific Islander 

3 6.0 2 2.9 

4) Caucasian-American 35 70.0 42 60.9 

5) Hispanic-American 5 10.0 18 26.1 

6) Other 0 0.0 1 1.4 

7) I prefer not to respond 1 2.0 1 1.4 

Total 50 100.0 69 100.0 

1995 family origin and non-persistence data 

The mean response for all non-persisters in 1995 was 3.9146 (.8195). 

Table 51 shows that 78.0% of the non-persisters responded that their family's 

origin was Caucasian-American, 8.5% responded that their origin was Asian-

American and 7.3% responded that their origin was Hispanic-American. 
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Table 51 

1995 Family Origin and Non-persistence Data 

Answer Frequency Percent 

no answer 1 1.2 

1) Afro-American (Black) 2 2.4 

2) American Indian, Alaskan 0 0.0 Native 0 0.0 

3) Asian-American, 7 8.5 Pacific Islander i 8.5 

4) Caucasian-American (White) 64 78.0 

5) Hispanic-American 6 7.3 

6) Other 2 2.4 

7) I prefer not to respond 0 0.0 

Total 82 100.0 

When the non-persisters were distributed by gender, 88.2% of the 

females responded to answer "4", that their family's origin was Caucasian-

American, and 5.9% responded to answer "5" that their origin was Hispanic-

American. The mean response was 3.9412 (.6001). 

The male non-persisters had a mean response of 3.8958 (.9507). Of the 

respondents, 70.8% responded to answer "4", and 12.5% responded to answer 

"3" (Table 52, figure 23). 
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Table 52 

1995 Family Origin and Non-persistence Data by Gender 

Male Female 

Answer Freq Per. Freq. Per. 

no answer 1 2.1 0 0.0 

1) Afro-American 1 2.1 1 2.9 

2) American Indian, 
Alaskan Native 

0 0.0 0 0.0 

3) Asian-American, 
Pacific Islander 

6 12.5 1 2.9 

4) Caucasian-American 34 70.8 30 88.2 

5) Hispanic-American 4 8.3 2 5.9 

6) Other 2 4.2 0 0.0 

Total 48 100.0 34 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "4"or "5". The other responses were scattered in the remaining cells 

(Table 53). 
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Table 53 

Cross-tabulation: 1995 Family Origin and Persistence 

Family origin Persistence Non-persistence Total 

no answer 3 1 4 

1) Afro-American (Black) 8 2 10 

2) American Indian, 
Alaskan Native 

0 0 0 

3) Asian-American, 
Pacific Islander 

5 7 12 

4) Caucasian-American 
(White) 

77 64 141 

5) Hispanic-American 23 6 29 

6) Other 1 2 3 

7) I prefer not to respond 2 0 2 

Total 119 82 201 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

54). 

Table 54 

Collapsed Cross-tabulation: 1995 Family Origin and Persistence 

Family origin Persistence Non-persistence Total 

4 

5 

93 

26 

74 

8 

167 

34 

Total 119 82 201 

Once the responses were collapsed 93 (78.15%) of the persisters 
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responded to answer "4" on the survey and 74 (90.24%) of the non-persisters 

also responded to answer "4" on the survey. The chi-square test resulted in: 

X 2
0 5 ( 1 , N = 2 0 1 ) = 5.051, £<.05 

Therefore, the association between the student's family's origin and persistence 

is significant. Thus the null hypothesis is rejected at the .05 level. 

1996 family's origin and persistence data 

The mean response for all persisters in 1996 was 4.1639 (.9862). Table 

55 shows 67.2% of the persisters responded that their family origin was 

Caucasian-American, and 21.3% responded that their origin was Hispanic-

American. 

Table 55 

1996 Family's Origin and Persistence Data 

Answer Frequency Percent 

no answer 1 1.6 

1) Afro-American (Black) 1 1.6 

2) American Indian, Alaskan 
Native 

1 1.6 

3) Asian-American, 
Pacific Islander 

1 1.6 

4) Caucasian-American (White) 41 67.2 

5) Hispanic-American 13 21.3 

6) Other 2 3.3 

7) I prefer not to respond 1 1.6 

Total 61 100.0 
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When separating the persisters by gender, 58.3% of the females 

responded to answer "4", that their family origin was Caucasian-American, and 

25.0% responded to answer "5" that their origin was Hispanic-American. The 

mean response was 4.2500 (1.1307). 

The male persisters had a mean response of 4.0400 (.7348). Of the 

respondents, 80.0% responded to answer "4" and 16.0% responded to answer 

"5" (Table 56, figure 24). 

Table 56 

1996 Family's Origin and Persistence Data bv Gender 

Answer 

Male Female 

Freq. Per. Freq. Per. 

no answer 0 0.0 1 2.8 

1) Afro-American 1 4.0 0 0.0 

2) American Indian, 
Alaskan Native 

0 0.0 1 2.8 

3) Asian-American, 
Pacific Islander 

0 0.0 1 2.8 

4) Caucasian-American 20 80.0 21 58.3 

5) Hispanic-American 4 16.0 9 25.0 

6) Other 0 0.0 2 5.6 

7) I prefer not to respond 0 0.0 1 2.8 

Total 25 100.0 36 100.0 

1996 family origin and non-persistence data 

The mean response for all non-persisters in 1996 was 3.7400 (1.4259). 



93 

Table 57 shows that 66.0% of the non-persisters responded that their family 

origin was Caucasian-American, and 10.0% responded that their origin was 

Hispanic-American. 

Table 57 

1996 Family Origin and Non-persistence Data 

Answer Frequency Percent 

no answer 3 6.0 

1) Afro-American (Black) 3 6.0 

2) American Indian, Alaskan 
Native 

1 2.0 

3) Asian-American, Pacific 
Islander 

2 4.0 

4) Caucasian-American (White) 33 66.0 

5) Hispanic-American 5 10.0 

6) Other 2 4.0 

7) I prefer not to respond 1 2.0 

Total 50 100.0 

When the non-persisters were distributed by gender, 62.1% of the 

females responded to answer "4", that their family origin was Caucasian-

American, 10.3% responded to answer "1" that their origin was Afro-American 

and 10.3% responded to answer "5" that their origin was Hispanic-American. The 

mean response was 43.4828 (1.5029). 

The male non-persisters had a mean response of 4.0952 (.1.2611). Of the 
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respondents, 71.4% responded to answer "4", and 4.8% responded to answer 

"5" (Table 58, figure 25). 

Table 58 

1996 Family Origin and Non-persistence Data bv Gender 

Male Female 

Answer Freq. Per. Freq. Per. 

no answer 1 4.8 2 6.9 

1) Afro-American 0 0.0 3 10.3 

2) American Indian, 
Alaskan Native 

0 0.0 1 3.4 

3) Asian-American, 
Pacific Islander 

1 4.8 1 3.4 

4) Caucasian-American 15 71.4 18 62.1 

5) Hispanic-American 2 9.5 3 10.3 

6) Other 1 4.5 1 3.4 

7) I prefer not to respond 1 4.5 0 0.0 

Total 21 100.0 29 100.0 

Cross-tabulations 

A cross-tabulation of responses revealed that a majority of the responses 

were either "4" or "5". The other responses were scattered in the remaining cells 

(Table 59). 
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Table 59 

Cross-tabulation: 1996 Family Origin and Persistence 

Family origin Persistence Non-persistence Total 

no answer 1 3 4 

1) Afro-American 1 3 4 

2) American Indian, 
Alaskan Native 

1 1 2 

3) Asian-American, 
Pacific Islander 

1 2 3 

4) Caucasian-American 41 33 74 

5) Hispanic-American 13 5 18 

6) Other 2 2 4 

7) I prefer not to respond 1 1 2 

Total 61 50 111 

Due to the percentage cell frequency, the adjacent cells were collapsed (Table 

60). 

Table 60 

Collapsed Cross-tabulation: 1996 Family Origin and Persistence 

Family origin Persistence Non-persistence Total 

4 

5 

45 

16 

42 

8 

87 

24 

Total 61 50 111 

Once the responses were collapsed 45 (51.72%) of the persisters responded to 
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answer "4" on the survey and 16 (66.67%) of the non-persisters also responded 

to answer "4" on the survey.. The chi-square test resulted in: 

X 2
0 5 (1 , N = 1 1 1 ) = 1 - 6 9 7 , fi>.05 

Therefore, the association between the student's family's origin and persistence 

is not significant. Thus the null hypothesis is accepted at the .05 level. 

Summary 

In reviewing the 1995 data, 2 of the 5 hypotheses were rejected (table 

61). Table 62 shows, only 1 of the 5 hypotheses for the 1996 data was rejected 

in the study. 

Table 61 

1995 Chi-Sauare Summaries 

1995 df 

Asymp. 
Sig. 

(2-sided) 

Ho:1 2 .005* 

Ho:2 2 .652 

Ho:3 2 .964 

Ho:4 2 .624 

Ho:5 1 .025* 
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Table 62 

1996 Chi-Square Summaries 

1996 df 

Asymp. 
Sig. 

(2-sided) 

Ho:1 2 .063 

Ho:2 2 .001* 

Ho:3 2 .389 

Ho:4 1 .342 

Ho:5 1 .193 



CHAPTER V 

DISCUSSION OF FINDINGS, CONCLUSIONS, IMPLICATIONS AND 

RECOMMENDATIONS 

Introduction 

Tinto (1993), and other researchers cite the importance of specific 

institutional data collection and analysis in designing effective campus retention 

programs. Studies investigating retention and attrition of students in community 

colleges gather data on student demographics in order to discover the 

characteristics of students who are likely to remain in school and those who are 

at risk of dropping out. Many studies in this area attempt to ascertain and identify 

the characteristics of persisters and non-persisters. 

This study explored pre-enrollment variables that can predict persistence 

of community college students. For this analysis, the dependent variable, 

persistence, was defined as attainment of a vocational certificate, a degree or 

continued enrollment for one year after admission in pursuit of such an outcome. 

The research found that three factors, high school senior GPA average, parent's 

level of education, and family origin were significant predictors of persistence. 

These factors represent information that is typically available from students prior 

to entry into the college. 

98 
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Discussion 

High school senior year GPA average was a significant factor related to 

persistence at the .05 level. Students who persisted reported that they had an 

"A" or "B" average in their senior year of high school prior to enrolling in college 

courses. This finding, academic performance at the secondary level, is the best 

predictor of college persistence. This concurs with that of Astin (1972,1978), 

Coker (1978) and Cope (1978). This study also supports Felman's (1993) study 

at Niagra County Community College, which indicated that high school grade 

point average is a predictor of student retention. 

When reviewing the 1996 study data of mother's highest level of 

education and persistence, there is a significant difference between the two. As 

the mother's level of education increases beyond an associate degree, the 

probability increases that the student will not persist to the next semester. In 

addition, a higher percentage of non-persisters reported that their fathers had 

completed more college education than was reported for the persister's fathers. 

This indicates that as the level of the education for parents increases, the 

probability of the student persisting declines. 

In both the 1995 and 1996 study data, as the parents level of education 

increased, the students' level of persistence decreased. It could be concluded, 

as the level of parents education increases so does their socioeconomic status. 

Therefore, these findings may suggest that a student entering a community 

college from a high socioeconomic family income alone has a less chance of 
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persisting than that of a low socioeconomic status. For much of the institutional 

population, the choice of a community college is based on it's low cost. However, 

students who have difficulty with the enrollment standards of the university, will 

attend an open-enrollment community college as an avenue to prepare for a 

four-year institution. This finding supports Astin's (1972) statement that family 

income alone is becoming increasingly less a determinant of college persistence. 

In addition, Tinto and Cullen (1973) found that family income can no longer be 

an adequate measure of student persistence. When separating these data by 

gender it was found that male non-persisters stated that their fathers had a 

higher level of education than the female non-persisters. Additionally, female 

persisters said that their father had a higher education level than male persisters. 

It is socially acceptable for students to begin their tenure in higher 

education at the community college level. With the increasing cost of education, 

many students elect to enroll in transferrable academic courses at community 

colleges before enrolling in four-year institutions. The Texas Higher Education 

Coordinating Board (1997) reported that in 1996, approximately forty-six percent 

of first-time college students begin at community colleges. Many students who 

are presently enrolled in four-year institutions will take one or two courses at 

community colleges that might be more convenient than the schedule at the 

university. Additionally, some students from four-year institutions, or those who 

plan to attend four-year institutions, may take courses at community colleges to 

try to raise their grade point average. 
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In this study there was no association between academic aspirations of 

the student and persistence. A majority of both the persisters and non-persisters 

indicated that their aspirations were to obtain a four-year college degree. Many 

community colleges, including the one used for this study, do not track students 

who transfer to a four-year institution. Therefore, it could be possible that many 

of the students who were classified as non-persisters transferred after one 

semester to a four-year institution to complete their studies. These students 

would be ones who did not persist within the community college, but did continue 

their education. 

In reference to family origin and persistence, the percentage of students 

responding to the survey matched closely the ethnic makeup of the college. 

Based on data collected from 1995, more Caucasian and Hispanic students were 

persisters than non-persisters. The 1996 study data, however, indicated that 

there was no difference between the number of persisters and non-persisters of 

these groups. Traditionally, community colleges have supported equal access to 

education; thus, the student population in community colleges represent a 

diverse group of learners who posses a range of academic skills, motivational 

levels, and financial support for their education. This makes the need to reduce 

non-persistence toward degrees and student goals more critical. With the 

student population becoming more heterogenous, all students have an equal 

chance of persisting or non-persisting. 

The results of this study indicate that community colleges can use 



102 

information supplied by the student, as part of the college student inventory, as 

an indicator of what are and are not predictors of community college student 

persistence. 

Conclusions 

This study supported the hypothesis that at least some pre-enrollment 

variables can be used to predict student persistence. For students entering a 

community college the high school senior GPA is the single best predictor of 

persistence. This measure of student persistence has been a major factor 

reported in previous studies (Pascarella, Dubi and Inverson, 1983; Pascarella, 

Smart and Ethington, 1986). In her 1990 study at Illinois Central Community 

College, Fischbach found that high school academic level was the best predictor 

of student persistence. In addition, it was found in the present study that as the 

level of education of a student's parents increases, the probability of the student 

becoming a non-persister increases. 

The ease with which students enter and the relatively low cost they bear 

may translate into less commitment toward the community college, which in turn 

means that fewer and fewer students might be expected to persist (Vorhees, 

1987). Many times community college's do not identify at-risk students until they 

are placed by the institution on a probationary status. When intervention is then 

attempted many of these students tend to leave the college permanently. For 

this reason it is essential to try to identify potential at-risk students prior to entry 

into the institution. As mentioned in the literature, data routinely collected during 
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freshmen orientation are underutilized (Tharp, 1998). This study has 

demonstrated that there are important data available to institutions that can 

assist potential non-persisters by identifying them early in their educational 

tenure. 

If the college community in general can become more responsive to 

students whose characteristics include one or more of these factors, attrition may 

decline. The ease with which students are able to enroll in community colleges 

and the equal ease with which they can drop out has been referred to as the 

"revolving door syndrome" (Ignash, 1993) Implementing successful strategies to 

retain students until they achieve their educational goals is a problem for many 

community colleges. 

Implications 

The implications of this study indicate that two-year institutions should 

attempt to identify certain characteristics in pre-enrollment data that might predict 

the students chances of persisting one year following their first semester. As 

Astin (1975) has stated, the ability to estimate, on the basis of background 

characteristics, any given student's chances of dropping out is of potential value 

to the institution. Once these characteristics are identified, the institution must 

intervene to offer assistance to these at-risk students during their first semester 

in the institution. 

The prior academic status entering freshman is the best predictor of 

persistence. North Lake College, as well as many community colleges, routinely 
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gather academic information on students. This information is obtained from high 

school GPA, ACT and/or SAT scores, as well as self reported data. Academic 

advisors rely on these scores for placement in general education courses. In 

addition to placement, this information should be used by college personnel to 

identify at-risk students to mentor these students to insure persistence to the 

next semester. Since it has been found that this information can be an indicator 

of non-persistence, it should be used as an identification tool as well as 

placement. 

The other indicator that was significant in this study was parent's level of 

education. The literature on this subject is debatable. Many researchers 

(Chase, 1970; Cope, 1971 and Spady, 1971) have found that the higher the 

educational level of a student's parents, the more likely they are to persist. 

However, Astin (1972) and Tinto (1975) found that the social and economic 

status of a student's parents has no relevance when predicting student 

persistence. If the college is to use this information as an identifier of possible 

non-persistence, it should in combination with other pertinent information. This 

would include prior academic history and test scores. Parent's educational level 

cannot be the sole indicator of predicting student persistence. 

Intervention is the best prevention method of student non-persistence. 

The college should have a retention program in place for students who are 

identified as being at-risk. Faculty need to identify at-risk students prior to mid-

semester and direct them to student services programs. Faculty advisors need to 
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receive in-service training in order to better advise at-risk students. Also, 

selected faculty members in each department should be appointed as mentors or 

advisors with the responsibility of mentoring, counseling and tutoring all students 

who are identified as at-risk. Any retention program must serve individual 

students (Bean, 1987). 

Recommendations for future study 

The results of this study can be used as baseline information for future 

studies. The following recommendations for further study are based on data from 

this study: 

1. These factors should be studied using a larger sample size. 

2. If possible, data on high school GPA should be taken from high school 

transcripts, rather than self-reported. 

3. Students who do withdraw should be tracked to indicate if they entered 

the workforce or transferred to another institution. 

4. An exit interview should be conducted with withdrawing students. This 

will provide the college with better information regarding student needs and to 

improve services. 

5. Family origin should be studied at an institution where there is a more 

evenly mix of ethnic groups. 
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PART A 

Instructions. Please be advised that by completing and returning this answer sheet, you give 
consent to its release to Noel/Levitz Centers for the purpose of scoring, processing, and preparation of 
reports for yourself, your advisor, and your college or university. 

Use a No. 2 (medium) black lead pencil in answering all parts of this questionnaire. Do not use ink or 
ball point pen. 

1. On the front of the answer sheet, find the area for your name. It looks like this: 

LAST NAME FIRST NAME MI 

Print your last name in the 12 spaces provided. If your last name is too long, abbreviate it. 
Do not go past the line that divides the last and first name. Do the same for your first name (which 
goes in the next 7 spaces) and your middle initial (which goes in the last column). 

2. Now blacken the circles that represent the letters in each part of your name. Be sure to 
completely fill each of the appropriate circles. Erase any stray makrs or errors. 

3. 

4. 

5. 

6. 

Move down to the area marked "GROUP #." The examiner has written this number on the 
board (or will read it to you). Print the number in the spaces provided. Be sure to include 
any O's that are in the number. 

Print your age in the next section. 

In the section labeled "SEX," blacken one of the circles (either "M" or "F"). 

In the last section, print your social security number. This number will enable your 
counseling staff to avoid misidentifications in cases where more than one person has the 

same name. If you do not know your social security number or do not wish to provide it, enter 
123456789. 

7. Now blacken the appropriate circles under GROUP #, AGE, and SOCIAL SECURITY 
NUMBER. Again, be sure to completely fill each appropriate circle and to erase all stray 
marks and errors. 

GO TO PART B. 
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PARTE 

Instructions. The main body of the questionnaire contains 194 questions. The questions in 
the present section offer various options, which are represented on the answer sheet as numbered 
circles. Thus, question #1 appears as follows on the answer sheet: 

Question # Options 

1 

Notice that the answer sheet always provides seven circles, even though some questions 
offer fewer than seven options. Ignore the extra circles. 

You are to answer each question by deciding which option is most appropriate to you. 
Then use your pencil to blacken the circle that corresponds to the option you have chosen. 

If you have difficulty in answering any of the questions in this section, see the examiner. 
Begin with the first question and continue to the end of the section. 

1. My graduating class in high school had: 

1) less than 50 students 
2) 50 to 99 students 
3) 100 to 149 students 
4) 150 to 299 students 
5) 300 to 499 students 
6) 500 or more students 
7) none of the above, as I received a General Education Degree (G.E.D.) 

2. The program of courses that I took in high school was designed primarily to prepare me for: 

1) a manual trade (auto mechanics, farming, plumbing, carpentry, manufacturing, etc.) 
2) a technical trade (electrical, electronics, data processing, commercial art, medical technician, 

nursing, etc.) 
3) secretarial work (typing, filing, dictation, etc.) 
4) general commerce (sales, purchasing, banking, bookkeeping, etc.) 
5) a college education leading to various occupations 
6) other 

3. The average of all my grades during my senior year in high school was approximately: 

1) A 
2) halfway between A and B 
3) B 
4) halfway between B and C 
5) C 
6) halfway between C and D 
7) D 
Note: If your school did not use letter grades, do your best to translate your grades into the above 
system. 
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4. Based on its general reputation, I would say that my high school's academic standards were: 

1) far below the average high school 
2) somewhat below the average high school 
3) about equal to the average high school 
4) somewhat above the average high school 
5) far above the average high school 

5. The following question is about your current knowledge of college preparatory courses (e.g., 
English, mathematics, science, and social studies). 

Compared to the average high school graduating senior in this country, I consider my academic 
knowledge to be in the: 

1) highest 20% 
2) next to the highest 20% 
3) middle 20% 
4) next to the lowest 20% 
5) lowest 20% 

6. In college, I am currently (or will be when school starts) a: 

1) freshman 
2) sophomore 
3) junior 
4) senior 
5) graduate student 
6) special (non-degree) student 

7. While attending college, I am living in (or plan to live in): 

1) a residence hall 
2) my parents'home 
3) a relative's home 
4) my own off-campus apartment or house 
5) married student housing 
6) a fraternity or sorority 
7) other 

8. The highest degree that I plan to pursue is: 

1) none 
2) 1-year certificate 
3) a 2-year college degree (associate) 
4) a 4-year college degree (bachelor's) 
5) a master's degree 
6) a doctoral degree [medicine(M.D.), dentistry (D.D.S.), law (J.D.), philosophy (Ph.D.), or other 

similar degrees] 

9. Academic ability is one's capacity to learn from books, lectures, and written assignments. Its key 
ingredient is the ability to understand and remember complex ideas. 
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In relation to the general population of our society, I consider my academic ability to be: 
1) considerably below average 
2) slightly below average 
3) average 
4) slightly above average 
5) considerably above average (in the top 20%) 
6) extremely high (in the top 5%) 

10. While attending college, the amount of time I expect to spend studying outside of class is 
approximately: 

1) 3 hours or less per week 
2) 6 hours per week 
3) 9 hours per week 
4) 12 hours per week 
5) 15 hours per week 
6) 18 hours per week 
7) 21 hours or more per week 

11. Based on the information I currently have, I feel that my college's academic standards and 
expectations are: 

1) much too high for me 
2) somewhat too high for me 
3) slightly too high for me 
4) just right for me 
5) slightly too low for me 
6) somewhat too low for me 
7) much too low for me 

12. My native (family) language is: 

1) English 
2) Spanish 
3) French or Italian 
4) German or Slavic (Russian, Polish, Czech, Bulgarian, etc.) 
5) Arabic 
6) Chinese, Vietnamese, Korean, or Japanese 
7) other 

13. I would describe my racial origin as: 

1) Afro-American (Black) 
2) American Indian, Alaskan Native 
3) Asian-American, Pacific Islander 
4) Caucasian-American (White) 
5) Hispanic-American (Mexican, Puerto Rican, Cuban, etc.) 
6) Other 
7) I prefer not to respond 

14. What is the highest level of education completed by your mother? 

1) 8 years or less of elementary school 
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2) some high school but no diploma 
3) a high school diploma or equivalent 
4) 1 to 3 years of college (including study at a technical, community, or junior college) 
5) a 4-year undergraduate college degree (bachelor's degree) 
6) a master's degree 
7) a doctoral degree 

15. What is the highest level of education completed by your father? 

1) 8 years or less of elementary school 
2) some high school but no diploma 
3) a high school diploma or equivalent 
4) 1 to 3 years of college (including study at a technical, community, or junior college) 
5) a 4-year undergraduate college degree (bachelor's degree) 
6) a master's degree 
7) a doctoral degree 

16. My present marital status is: 

1) single, with no plans to get married 
2) single, with a close relationship to someone I plan to marry 
3) single, with children 
4) married, without children 
5) married, with children 
6) divorced, without children 
7) divorced, with children 

17. The distance between my college and my family home (residence of parents, guardians, or spouse) is: 

1) less than 10 miles 
2) 10 to 50 miles 
3) 51 to 100 miles 
4) 101 to 300 miles 
5) 301 to 600 miles 
6) more than 600 miles 

Complete the following question if you have taken the ACT assessment. Otherwise skip this question and 
go on to the next one. 

18. My composite score on the ACT was: 

1) 10 or less 
2) between 11 and 14 
3) between 15 and 18 
4) between 19 and 22 
5) between 23 and 26 
6) between 27 and 30 
7) 31 or higher 



112 

Complete the following question if you have taken the Scholastic Aptitude Test (SAT). Add your scores 
for the Verbal and Mathematics sections to get your total score. 

If you have not taken the SAT, skip this question and go on to the next one. 

19. My total SAT score (verbal plus mathematics) was: 

1) 600 or less 
2) between 601 and 720 
3) between 721 and 840 
4) between 841 and 960 
5) between 961 and 1080 
6) between 1081 and 1200 
7) 1201 or higher 

The following two questions are the only ones in the inventory that allow for more than one response. 

20. Before deciding to enroll, my familiarity with my present college consisted of (select all options that 
apply): 

1) reports from acquaintances 
2) reading the description in a general college guide (e.g., Lovejoy's) 
3) reading its catalog and brochures 
4) a brief drive through the campus on my own 
5) talking briefly with a college representative 
6) an interview and/or guided tour of the campus conducted by staff members 
7) extensive contact over a period of years (e.g., attendance at activities sponsored by the school) 

21. From the list below, fill in the circle for each type of voluntary, non-credit activity in which you 
participated during high school. Do not indicate activities for which you received course credit. 

1) art exhibit or musical, theatrical, or dance production 
2) school newspaper, yearbook, literary magazine, or writing contest 
3) debate team, speech contest, or radio/TV production 
4) scientific research project 
5) member of a special interest, social, honorary, or service organization 
6) member of an athletic team or active in intramural sports 
7) class officer, member of student council, team captain, or officer of any other type of school 

organization 

ANSWER ANY QUESTIONS THAT HAVE BEEN LEFT BLANK, EXCEPT FOR THOSE THAT 
ALLOW FOR A BLANK ANSWER (QUESTIONS # 18-21). 

THEN GO TO PART C. 
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PART C 

Instructions. The present section measures a variety of attitudes related to college. 
Students usually find it to be quite interesting. 

As you answer the questions, keep in mind that attitudes are hard to measure. Different 
individuals often interpret the meaning of a question differently, and a fleeting thought or feeling 
may influence how one responds. 

For these reasons, a good questionnaire should contain a number of similar items about 
every topic covered. Each item reduces the chances of error. So please be patient with the 
questions. Also, don't try to recall your previous responses—just answer each question as 
spontaneously and naturally as you can. 

Answer each question by selecting one number from the following rating scale: 

RATING SCALE 

NOT AT 

ALL TRUE 1 

COMPLETELY 

TRUE 

Thus, if you agree completely with a statement, you should answer with a "7." Agreement 
that is fairly strong but not total is indicated by selecting a "5," while agreement that is fairly weak is 
indicated by "3." Total disagreement is indicated by selecting "1." Use any number between 1 and 
7. 

Keep in mind that there are no "right" or "wrong" answers. Simply give the answer that 
best fits you. In answering the questions on study habits and teachers, you should draw primarily on 
your pre-college experiences. 

Read each question carefully, but do not spend a lot of time on any one question. As 
before, blacken the appropriate circle on the answer sheet. Give only one response for each 
question. 

22. When I think about my career choice, I find that I have very little solid information to go on. 

23. Most of my teachers have been very caring and dedicated. 

24. Books have never gotten me very excited. 

25. I study all of the assigned readings in my courses. 
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The next question has a special purpose, which is to confirm that you are putting your answers in the 
correct position on the answer sheet. There will be others like it throughout the inventory. 

When you encounter questions of this type, simply enter the number indicated. For example, select the 
#2 option for question 26. Please be especially careful with all of these questions. 

NOT AT 

ALL TRUE 1 

RATING SCALE 

COMPLETELY 

TRUE 

26. Enter a "2" for this question. 

27. I have financial problems that are very distracting and troublesome. 

28. It is wise to avoid people with strange and unusual ideas. 

29. Often I get so uptight about an exam that I can't concentrate on studying. 

30. I would like to talk with someone about the qualifications needed for certain occupations. 

31. I often rely on my own ideas when making a decision, and I'm prepared to make an unpopular 
decision if necessary. 

32. I am having a hard time breaking away from my family, and attending college is going to make the 
situation worse. 

33. My teachers did a very poor job of explaining the purpose of our studies. 

34. I would like to receive some help in improving my study habits. 

35. Of all the things I could do at this point in my life, going to college is definitely the most satisfying. 

36. I try to avoid long conversations with people. 

37. Most people have a lot of trust in my judgment and respect for my opinion. 

38. I have family problems that interfere (or will interfere) with my studies. 

39. I would like to talk with someone about a problem that I'm having (or expect to have) with a 
roommate. 

40. I have a good memory for the information that teachers present in class. 

41. In trying to plan a career, I have explored several possibilities and have weighed their advantages and 
disadvantages. 
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RATING SCALE 

NOT AT COMPLETELY 

ALL TRUE 1 2 3 4 | 5 | 6 | 7 | TRUE 

42. It is likely that even our most hostile enemies have some good ideas. 

43. I have great difficulty concentrating on school work. 

44. I would like to talk to someone about getting a part-time job during the regular school year. 

45. I often get confused when trying to reach major decisions, and I seek a lot of help with them. 

46. I expect to make friends easily at college. 

47. I have some serious misgivings about my decision to come to college. 

48. While I was growing up, I felt that the rest of my family was firmly behind me. 

49. There are many sensitive subjects that people should never talk about. 

50. I like to go to large, lively parties. 

51. Enter a "7" for this question. 

52. Other people don't think of me as a leader. 

53. I often have a hard time trying to imagine the people and actions described in a novel. 

54. I would like to attend an informal gathering where I can meet some new friends. 

55. I get a great deal of personal satisfaction from reading. 

56. I would like some information or counseling on the best way to eliminate an unwanted habit (e.g., 
involving food, drugs, cigarettes, or alcohol). 

57. I have gathered information about the salaries, job openings, and working conditions for several 
occupations, and I'm taking this into account in trying to choose a career. 

58. I have had (or expect to have) much difficulty adapting to my living arrangements while attending 
college. 

59. I am strongly dedicated to finishing college—no matter what obstacles get in my way. 

60. I take very clear notes during class, and I review them carefully before a test. 

61. I resent the large amount of power that teachers have had over me throughout my days in school. 
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RATING SCALE 

NOT AT COMPLETELY 

ALL TRUE | 1 | 2 | 3 | 4 5 | 6 7 TRUE 

62. I have a lot of faith in my own reasoning, and I'm not discouraged when someone else disagrees with 
my conclusions. 

63. I plan to transfer to another school sometime before completing a degree at this college or university. 

64. When faced with a tough decision, I like to open my imagination to many possible solutions. 

65. 1 would like to talk with someone about the current job market for college graduates. 

66. I would like to find out more about student government and the various student activities on campus. 

67. I usually put off doing school assignments until it's too late. 

68. I would like to receive some instruction in the most effective ways to take college exams. 

69. My parents have paid little attention to my schooling, and they haven't done much to help me. 

70. I am very confused about what occupation to go into. 

71. I can think of many things I would rather do than go to college. 

72. People with extreme political views should not be allowed to speak in public, as they tend to upset the 
community. 

73. When I need to, I can work quickly on an exam without getting uptight. 

74. Because I know very few people at my college, I expect my overall social situation to be very difficult 
during the coming term. 

75. I would like to talk with a counselor about my general attitude toward school. 

76. Enter a "1" for this question. 

77. I often don't know what to say when I'm in a group of people, so I try to get away as soon as I can. 

78. My teachers were very interesting and lively, and they made the learning process quite enjoyable. 

79. Over the years, I have frequently been selected as a spokesperson or group leader. 

80. I feel comfortable discussing important issues with my parents. 

81. I have the financial resources that I need to finish college. 
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RATING SCALE 

NOT AT 

ALL TRUE 1 2 3 4 

COMPLETELY 

TRUE 

82. I think a lot about the future, amd I try to plan my current life around my long-range goals. 

83. On controversial issues, my opinions are often strongly influenced by what other people think. 

84. My vocabulary is fairly limited, and I have a hard time understanding textbooks. 

85. I spend a lot of time with other people. 

86. I would like to receive some individual help in improving my writing skills. 

87. Our ideas about life are far from perfect, and we can all benefit greatly from studying the beliefs and 
values of other societies. 

88. I would like some help selecting an occupation that is well suited to my interests and abilities. 

89. When studying, I am able to keep my attention clearly focused on the material. 

90. I expect to get a lot out of college. 

91. My family has a one-sided way of looking at me, and they don't understand my feelings. 

92. I feel confident of my own opinions, and I'm willing to act on them. 

93. Most teachers have a superior attitude that I find very annoying. 

94. I hardly ever go to a bookstore, and I've bought few, if any, serious books. 

95. I feel very comfortable with the changes in life style that my going to college will require. 

96. Most people either avoid me or take me for granted. 

97. I have not talked with any knowledgeable individuals about the training required for the occupation 
that most interests me. 

98. When the odds are stacked against a person, it's best to throw in the towel early and avoid a painful 
failure. 

99. Studying is only a small part of my life, and I don't take it very seriously. 

100. I would like to talk with a counselor about some emotional tensions that are bothering me. 

101. Enter a "4" for this question. 
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NOT AT 

ALL TRUE 1 

RATING SCALE 

COMPLETELY 

2 | 3 | 4 | 5 | 6 | 7 | TRUE 

102. I find it very hard to get into the joking and casual conversation that goes on at parties. 

103. I am good at figuring out what material is most important for an exam and what is secondary. 

104. I don't express unpopular opinions, even when something important is at stake. 

105. I have spent a lot of time thinking about how best to prepare myself for a career. 

106. I would like to talk with someone about getting a loan to help me through school. 

107. In striving for an important goal, it is sometimes sensible to take a few calculated risks. 

108. I would readily leave college if I found a well paying job. 

109. I know many of the students at my college, and I feel (or expect to feel) very much at home. 

110. My parents have been very helpful in teaching me how to get along with people. 

111. My studying is very irregular and unpredictable. 

112. Books have widened my horizons and stimulated my imagination. 

113. I am in a bad financial position, and the pressure to earn extra money will probably hinder my 
studies. 

114. I would like to receive some individual help with basic mathematics. 

115. Most teachers do a very good job of explaining their objectives. 

116. I have no respect for people who openly reject the group and do things differently than everyone 
else. 

117. Many people consider me an effective leader, and they look to me for direction. 

118. During the coming term, I expect to feel somewhat lonely and to have a strong desire to see more of 
my friends and family. 

119. I study hard for all my courses, even those I don't like. 

120. I like to make my own decisions, and I have a lot of trust in my judgment. 

121. I get so nervous during an exam that I tend to lose track of what I'm doing. 
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122. The total college experience-including both the studying and the social life-is very attractive to me. 

RATING SCALE 

NOT AT COMPLETELY 

ALL TRUE | 1 | 2 3 | 4 5 | 6 | 7 TRUE 

123. Although school administrators may pretend to have their students' interest at heart, they really 
don't. 

124. At this point, my college plans are not directed toward achieving any particular occupational goal. 

125. There is too much tension and emotional turmoil in my family. 

126. Enter a "5" for this question. 

127. On those occasions when I've tried to lead other people, things have turned out badly. 

128. I would like some help selecting a program of courses that will prepare me to get a good job after I. 
graduate. 

129. I tend to be adventurous and fun loving. 

130. I often wonder if a college education is really worth all the time, money, and effort that I'm being 
asked to spend on it. 

131. I like to explore new ways of doing things-despite the frustrations and disappointments that 
sometimes result. 

132. I let my friends have too much influence on my life. 

133. When I try to study, I usually get bored and quit after a few minutes. 

134. The teachers I had in school were very professional and objective in assigning grades. 

135. My mind is able to grasp complicated ideas. 

136. I would like to talk with a counselor about some family problems. 

137. I have no desire to transfer to another school before finishing a degree at this college or university. 

138. It has been (or will be) very easy for me to adapt to my living arrangements while attending college. 

139. I would like to meet an older student who can show me around and give me some advice. 

140. Our enemies have nothing valuable to say, and we should ignore them. 
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141. When I was a child, my parents usually understood me, respected my judgment, and treated me in 
ways that helped me grow. 

142. I have found at least one occupation that seems to fit well with my personality and interests. 

RATING SCALE 

NOT AT 

ALL TRUE 1 2 4 5 6 

COMPLETELY 

7 TRUE 

143. When I'm doing something with a group of people, they often turn to me as the group's natural 
leader. 

144. I am quite confident that my decision to go to college was the right thing for me. 

145. I avoid most types of social activities. 

146. I have developed some very effective study techniques. 

147. In my opinion, many teachers are more concerned about themselves than they are about their 
students. 

148. Listening to a frank discussion on some emotional issue can be very interesting. 

149. I would like to find out more about the fraternities and sororities at my college. 

150. Enter a "3" for this question. 

151. I would like to receive some training to improve my reading skills. 

152. I have done a lot of reading about different occupations that interest me. 

153. My life at college is (or will be) quite different from what I'm used to, and the adjustments will be 
very hard for me to make. 

154. The notes I take during class are very spotty and incomplete. 

155. I get no enjoyment out of browsing in a library. 

156. I would like to talk to someone about getting a scholarship. 

157. I often take the initiative in solving my own problems. 

158. I don't agree with many of the lessons that my parents tried to teach me. 

159. I would like to talk with someone about the advantages and disadvantages of various occupations. 

160. I dread the thought of going to school for several more years. 



161. Some national problems are so hopeless that we should stop worrying about them. 

162. I liked my teachers, and I feel they did a good job. 

163. People show little regard for my views, and they hardly ever seek my advice. 
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RATING SCALE 

NOT AT 

ALL TRUE 1 2 3 

COMPLETELY 

TRUE 

164. I feel very good about my capacity to adapt to my new social environment at college. 

165. When taking notes in class, I often get confused and can't keep up. 

166. I have not yet found a potential career that strongly attracts me. 

167. I enjoy activities that bring me into close contact with people. 

168. I would like to receive tutoring in one or more of my courses. 

169. My family and I communicate very well, and we understand each other's point of view. 

170. I don't have any financial problems that will hinder my school work. 

171. I would like to talk with a counselor about some difficulties in my dating or social life. 

172. I have developed a solid system of self-discipline, which helps me keep up with my school work. 

173. Enter a "6" for this question. 

174. I often feel unsure of my opinions on important matters. 

175. I would like to talk to a placement officer about the opportunities available for summer employment. 

176. Our true feelings are often hidden, and it's healthy to explore them to gain a greater understanding of 
ourselves. 

177. I like to spend some of my free time reading serious books and articles 

178. I have not talked with any knowledgeable people about the advantages and disadvantages of a 
particular occupation. 

179. During an exam, I'm able to concentrate and keep my thoughts well organized. 
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CHECK TO MAKE SURE YOU HAVE ANSWERED EVERY 
QUESTION IN THIS SECTION (QUESTIONS 22 TO 179). 
ANSWER ANY THAT HAVE BEEN LEFT BLANK. 

THEN GO TO PART D. 

PART D 

Instructions. The present section measures your current impressions of your institution. It is 
recognized that most of the students completing this questionnaire have had little or no direct contact with 
their institution, so they do not have well formed impressions. But everyone comes to college with at least 
some knowledge-which is acquired from catalogs, the institution's general reputation, the reports of 
friends, preliminary contacts, and so forth. 

So if you have just arrived on campus, don't let this fact bother you. Just give your initial 
impressions. 

Each question describes a different characteristic. You are to rate how you currently feel about 
your institution in relation to these characteristics. Answer by selecting a number from the following rating 
scale: 

VERY 

DISSATISFIED 1 2 3 4 5 6 7 

VERY 

SATISFIED 

You may select any number from 1 to 7. As before, blacken the appropriate circle on the answer 
sheet. Blacken only one circle for each question. 

180. The location of the institution 

181. The kinds of academic courses and majors available. 

182. The variety and quality of food available (both on- and off-campus). 

183. The cost of tuition, housing, and food. 

184. The condition and appearance of buildings and grounds. 

185. The general characteristics of the student body. 

186. The entertainment available at or near the institution. 
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187. The adequacy of financial aid. 

188. Enter a "2" for this question. 

189. The intercollegiate athletic program. 

190. The faculty in general. 

191. The social life (both on- and off-campus). 
192. Shopping facilities at or near the institution. 

193. My living arrangements while attending the institution (whether at home, in a residence hall, or in an 
apartment). 

NOTE that the following is not a rating question. Select option 1 if you 
agree with the statement; select option 2 if you do not. 

194. I authorize the counseling center at my institution to send the student and advisor reports from this 
inventory to my academic advisor, who will help me select courses and make other educational 
decisions: 

1) YES 

2) NO (If you select this option, all of your reports will be kept on file at your counseling 
center (or its equivalent); as soon as the Student Report is available, you will be able to 
obtain it from that office.) 

CHECK TO MAKE SURE YOU HAVE ANSWERED EVERY 
QUESTION IN THIS SECTION (QUESTIONS 180 TO 194). 
ANSWER ANY THAT HAVE BEEN LEFT BLANK. 

THEN RETURN THE QUESTIONNAIRE AND THE ANSWER 
SHEET TO THE EXAMINER. 

THANK YOU! 
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Variable 

Type of Institution 

Public 

Private 

Percentage 

39% 

61% 

18 

28 

Highest Degree Offered 

AA/AS 

BA/BS 

MA/MS 

Ph.D. 

33% 

33% 

26% 

9% 

15 

15 

12 

4 

Total Enrollment 

Less than 1,000 

1,000 to 4,999 

5,000 to 9,999 

Over 10,000 

35% 

46% 

15% 

4% 

16 

21 

7 

2 

Average ACT/SAT Scores of Entering Class 

ACT ^ 26; SAT ^ 1100 

ACT 22 - 25.9; SAT 931 - 1099 

ACT 18-21.9; SAT 800-930 

ACT 15-17.9; SAT 700 - 799 

ACT < 15; SAT < 700 

No Response 

0% 

20% 

37% 

22% 

7% 

15% 

0 

9 

17 

10 

3 

7 
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Enrollment Status After One Year 

Enrolled 69.6% 3,422 

Academically Dismissed 2.5% 122 

Stopped Out 1.4% 68 

Transferred 5.1% 252 

Withdrew 21.3% 1,048 

GPA After One Year 

>3.00 30.7% 1,507 

2.49-3.00 23.1% 1,134 

2.00-2.50 21.9% 1,074 

<2.00 24.4% 1,200 

Source: Stratil, M.L. & Schreiner, L.A. (1993). Coordinators manual: Retention 
management systems. Noel/Levitz National Center for Student Retention, Iowa 
City, Iowa. 
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Females • Males 

51.2% 
48.8% 

Persisters Non-persisters Total 

Figure 4. 1995 summaries 

58.5% 

Males 

41.5% 

Persisters Non-persisters 

Figure 5. 1996 summaries 

Total 
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Figure 6. 1995 senior high school average and persistence by gender 
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Figure 7. 1995 senior high school average and non-persistence by gender 
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Figure 8. 1996 senior high school average and persistence by gender 
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Figure 9. 1996 senior high school average and non-persistence by gender 
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Figure 10. 1995 mother's highest level of education and persistence data 
by gender 
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Figure 11. 1995 mother's highest level of education and non-
persistence data by gender 
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Figure 12.1996 mother's highest level of education and persistence 
data by gender 
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Figure 13. 1996 mother's highest level of education and non-
persistence data by gender 
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Figure 14.1995 father's highest level of education and persistence 
data by gender 
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Figure 15. 1995 father's highest level of education and non-
persistence data by gender 
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Figure 16.1996 father's highest level of education and persistence 
data by gender 
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Figure 17. 1996 father's highest level of education and non-persistence 
by gender 



60 

50 

40 

30 

20 

10 

0 

1 
5 

3 
6 

Freq. Perc. 

Males 

• 4 

138 

Freq. Perc. 

Females 

Figure 18. 1995 academic aspirations and persistence data by gender 
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Figure 19. 1995 academic aspirations and non-persistence data by 
gender 
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Figure 20. 1996 academic aspirations and persistence data by gender 
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Figure 21. 1996 academic aspirations and non-persistence data by 
gender 
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Figure 22. 1995 family origin and persistence data by gender 
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Figure 23. 1995 family origin and non- persistence data by gender 
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Figure 24. 1996 family's origin and persistence data by gender 
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Figure 25. 1996 family origin and non-persistence data by gender 
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1995 total respondents 
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N Minimum Maximum Mean Std. 
Deviation 

Ho:1 201 .00 6.00 2.9104 1.1798 

Ho:2 201 1.00 7.00 3.5672 1.1076 

Ho:3 201 .00 7.00 3.9055 1.4304 

Ho:4 201 1.00 6.00 4.5224 .9115 

Ho:5 201 .00 7.00 3.9754 1.0573 

1995 total non-persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 82 .00 5.00 3.0732 1.2047 

Ho:2 82 2.00 6.00 3.5854 .9807 

Ho:3 82 .00 7.00 3.8415 1.5434 

Ho:4 82 1.00 6.00 4.4512 .9316 

Ho:5 82 .00 6.00 3.9146 .8495 



1995 female non-persisters 

144 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 34 1.00 5.00 2.9706 1.1411 

Ho:2 34 2.00 6.00 3.5588 .9906 

Ho:3 34 2.00 7.00 3.9706 1.2906 

Ho:4 34 3.00 6.00 4.5882 .9250 

Ho:5 34 1.00 5.00 3.9412 .6001 

1995 male non-persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 48 .00 5.00 3.1458 1.2546 

Ho:2 48 2.00 6.00 3.6042 .9837 

Ho:3 48 .00 7.00 3.7500 1.7073 

Ho:4 48 1.00 6.00 4.3542 .9338 

Ho:5 48 .00 6.00 3.8958 .9507 



1995 total persisters 
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N Minimum Maximum Mean Std. 
Deviation 

Ho:1 119 .00 6.00 2.7983 1.1541 

Ho:2 119 1.00 7.00 3.5546 1.1911 

Ho:3 119 .00 6.00 3.9496 1.3520 

Ho:4 119 1.00 6.00 4.5714 .8979 

Ho:5 119 .00 7.00 3.9160 1.1973 

1995 female persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 69 1.00 6.00 2.6957 1.1155 

Ho:2 69 1.00 6.00 3.3478 1.0958 

Ho:3 69 .00 6.00 3.7391 1.4106 

Ho:4 69 1.00 6.00 4.4203 .9140 

Ho:5 69 .00 7.00 4.0725 1.1156 

1995 male persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 50 .00 6.00 2.9400 1.2002 

Ho:2 50 1.00 7.00 3.8400 1.2675 

Ho:3 50 2.00 6.00 4.2400 1.2216 

Ho:4 50 3.00 6.00 4.7800 .8401 

Ho:5 50 .00 7.00 3.7000 1.2817 



1996 total respondents 
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N Minimum Maximum Mean Std. 
Deviation 

Ho:1 111 .00 7.00 2.9459 1.4761 

Ho:2 111 1.00 6.00 3.6937 1.2343 

Ho:3 111 .00 7.00 3.8468 1.3017 

Ho:4 111 .00 6.00 4.4955 .7963 

Ho:5 111 .00 7.00 3.9730 1.2170 

1996 total non-persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 50 1.00 7.00 3.2800 1.4574 

Ho:2 50 1.00 6.00 3.5600 1.2149 

Ho:3 50 1.00 6.00 3.6800 2.3005 

Ho:4 50 .00 6.00 4.5200 .9311 

Ho:5 50 .00 7.00 3.7400 1.4259 



1996 female non-persisters 
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N Minimum Maximum Mean Std. 
Deviation 

Ho:1 29 1.00 6.00 2.9655 1.3224 

Ho:2 29 1.00 6.00 3.4828 1.2427 

Ho:3 29 1.00 6.00 3.6897 1.1983 

Ho:4 29 .00 6.00 4.4138 1.0528 

Ho:5 29 .00 6.00 3.4828 1.5029 

1996 male non-persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 21 2.00 7.00 3.7143 1.5538 

Ho:2 21 1.00 6.00 3.6667 1.1972 

Ho:3 21 1.00 6.00 3.6667 1.4606 

Ho:4 21 4.00 6.00 4.6667 .7303 

Ho:5 21 .00 7.00 4.0952 1.2611 



1996 total persisters 
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N Minimum Maximum Mean Std. 
Deviation 

Ho:1 61 .00 7.00 2.6721 1.4459 

Ho:2 61 1.00 6.00 3.8033 1.2493 

Ho:3 61 .00 7.00 3.9836 1.2973 

Ho:4 61 3.00 6.00 4.4754 .6735 

Ho:5 61 .00 7.00 4.1639 .9862 

1996 female persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 36 .00 7.00 2.8611 1.6929 

Ho:2 36 1.00 6.00 3.7500 1.2734 

Ho:3 36 1.00 6.00 4.0000 1.1952 

Ho:4 36 4.00 6.00 4.4167 .5542 

Ho:5 36 .00 7.00 4.2500 1.1307 

1996 male persisters 

N Minimum Maximum Mean Std. 
Deviation 

Ho:1 25 1.00 4.00 2.4000 .9574 

Ho:2 25 2.00 6.00 3.8800 1.2356 

Ho:3 25 .00 7.00 3.9600 1.4572 

Ho:4 25 3.00 6.00 4.5600 .8206 

Ho:5 25 1.00 5.00 4.0400 .7348 
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1 5 0 

d f X205 X 2 o i X2.ooi 

1 3 . 8 4 6 . 6 4 1 0 . 8 3 

2 5 . 9 9 9 . 2 1 1 3 . 8 2 

3 7 . 8 2 1 1 . 3 4 1 6 . 2 7 

4 9 . 4 9 1 3 . 2 8 1 8 . 4 6 

5 1 1 . 0 7 1 5 . 0 9 2 0 . 5 2 

6 1 5 . 5 9 1 6 . 8 1 2 2 . 4 6 

7 1 4 . 0 7 1 8 . 4 8 2 4 . 3 2 

8 1 5 . 5 1 2 0 . 0 9 2 6 . 1 2 

9 1 6 . 9 2 2 1 . 6 7 2 7 . 8 8 

1 0 1 8 . 3 1 2 3 . 2 1 2 9 . 5 9 

1 1 1 9 . 6 8 2 4 . 7 2 3 1 . 2 6 

1 2 2 1 . 0 3 2 6 . 2 2 3 2 . 9 1 

1 3 2 2 . 3 6 2 7 . 6 9 3 4 . 5 3 

1 4 2 3 . 6 8 2 9 . 1 4 3 6 . 1 2 

1 5 2 5 . 0 0 3 0 . 5 8 3 7 . 7 0 
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