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The purpose of this research study was to explore gender variances in the 

satisfaction levels of African American students at UNT toward the goal of increasing 

the retention of these students.  Variances in satisfaction levels were measured using 

information obtained from African American students that participated in the fall 2004 

administration of the Noel Levitz Student Satisfaction Inventory (SSI).  In addition, the 

UNT Customer Satisfaction Survey (UNT-CSS), which applies Hom’s Basic Model of 

Customer Satisfaction, was used to further examine areas of interest identified by the 

Noel Levitz SSI.   

Analysis of the SSI data indicated that no statistical significance existed amongst 

any of the correlates of satisfaction as a function of gender.  In fact, African American 

students appeared to have very similar ideas on what services were important to them 

and on how satisfied they were with the services provided to them by the university.  

African American males and females were most satisfied with Campus Support 

Services, Academic Advising/Counseling, and Instructional Effectiveness at UNT. 

The UNT-CSS further examined the above areas.  African American males and 

females were measured against each other to discern if differences occur in how 

African American students process the customer service model as a function of gender.  

African American males demonstrated strong positive correlations between their 

expectation of customer service and their consequent evaluation of that service.  African 

American females were more influenced by their perception of the service received.   
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CHAPTER 1 

INTRODUCTION 

Summary 

 The access and consequent success of African American students in 

colleges and universities is a major concern in the field of higher education.  Disparities 

regarding African American persistence and matriculation have been highlighted for 

decades by educational researchers and historians (Douglass, 1993; Fowler, 2004; 

Hooks, 1995; Jackson, 2001; Johnson, 2004; Kambon, 1998; Karenga, 1992; Myrdal, 

1944; Stone, 1998).    Despite the fact that African American college students are 

enrolling in colleges and universities in record numbers, more than 60% of these 

students do not persist until graduation (ACE, 2003).   

Recent studies on attrition have begun to move away from what is wrong with the 

student to what is wrong with or what can be done by the institution to help persistence 

(Zerling, 1980).  What have emerged from these studies are several variables that have 

a positive impact on retention (Seidman, 1991).  The variables that impact positively on 

retention can be generally categorized as: social and academic integration; student 

institutional fit; student development, and faculty-student interaction outside of the 

formal classroom (Tinto, 1975, 1987; Pascarella et al., 1986).  

Satisfaction is one measure of persistence that has been linked to student 

retention in several prior empirical studies (Tinto, 1975, 1985, 1986, 1987; Metzner & 

Bean, 1987; Cohen, 1996; Aitken, 1983; Pascarella, Smart, & Ethington, 1986; Cabrera, 

Castaueda, Nora, & Hengstler, 1992; Getzlaf, Sedlacek, Kearney, & Blackwell, 1984).  

Findings from these studies suggest that satisfaction interacts with and is a component 
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of goal commitment, institutional commitment, student integration at both the academic 

and social levels, student’s perceived value of their education, institutional 

characteristics, and student characteristics. 

Satisfaction may be defined as an overall attitude or as a set of attitude 

components (Hom, 2002).  A student can have a level of overall satisfaction; at the 

same time, that student can have a level of satisfaction for each part of the experience.  

Willard Hom (2002) developed a basic model for customer (dis) satisfaction.   In this 

model, Hom demonstrates that students have expectations in regards to services in 

higher education before they experience the service.  Moreover, the students’ 

experiences pertaining to the services rendered in higher education affect their 

perceptions of that service and, therefore, have an essential impact on their consequent 

evaluation of the services rendered.  

African American students comprise approximately 10% of the student 

population at the University of North Texas (UNT).  Persistence rates of African 

American students at UNT mirror national statistics at large metropolitan universities.  

African American male students at UNT graduate and persist at a significantly lower 

rate than any other population of student on campus.  However, African American 

females at UNT graduate and persist at significantly higher rates than African American 

males (UNT Factbook, 2006).  

African American students comprise the largest ethnic minority group on the UNT 

campus.  Retention of this population of students has remained a significant issue with 

the university; however, no published studies are available that focus on the satisfaction 

level of African American students on campus. In addition, no current research exists on 
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gender variances in African American students at UNT.  Retention rates for African 

American students have remained consistently low.  Further, no published studies are 

available that link satisfaction level to persistence.  

This study examines gender differences in the satisfaction of African American 

students at UNT based on information obtained from African American students in the 

fall 2004 administration of the Noel-Levitz Student Satisfaction Inventory (SSI).   In 

addition, this investigation applies Hom’s basic model of customer satisfaction to further 

examine gender variations in African American students’ satisfaction at the University of 

North Texas.  

 

Persistence 

The American Association of Higher Education (AAHE) polled its members to 

compose a list of 10 important challenges in higher education over the last three 

decades.  The members found the most challenging issues in higher education to be 

access and diversity (Hendley, 2000).  African American student enrollment in higher 

education continues to increase; however, there is no consequent (or concurrent) 

increase in African American student retention (NCES, 1997a, 1997b).  National 

achievement scores for African American secondary students have steadily increased 

over the last decade (ACE, 2003).  However, nationally, graduation and persistence 

rates for African Americans have been continuously dismal (ACE, 2005).  

Typically, graduation and persistence rates of African American students are 

lower than any other ethnic group at colleges and universities nation-wide (Brown, 

2000; NCES, 1997a, 1997b).  There are certain factors known to explain this variance in 
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attrition rates for African American students.  These factors include: (a) the academic 

preparation of African American students for higher education, (b) the availability of 

family resources and access to financial aid resources, and (c) institutional barriers to 

access, enrollment, and retention (Lang, 1992).  In addition, prior studies have identified 

social components of the college experience as having a dramatic effect on retention of 

ethnic minority groups as well (Astin, 1977, 1985).   

 

Gender Variations 

There is an old saying in the African American community: Mothers love their 

sons and raise their daughters.  The author of this axiom is unknown; however, this 

saying implies that there are distinct gender differences in expectations for African 

American children.  According to popular opinion, African American females are raised 

to survive, to conquer odds, to persist.  They are taught to be strong and self-sufficient. 

Popular opinion also suggests that African American males are often heralded for 

meeting the minimum, for graduating from high school, for working as opposed to 

selling drugs, for managing to stay out of jail.  A look at the statistics may bear out some 

of this opinion. Over 30% of African American males are under some form of criminal 

supervision (Mauer, 1999). African American males account for 86% of all crack 

cocaine arrests (Sklansky, 1995). In addition, even though African American males 

make up only 13% of the general population, they make up more than 49% of the jail 

population (Mauer, 1999). 

Statistics at large metropolitan universities show that African American females 

graduate and persist at a higher rate after 7 years than do African American males.   



 

 5

(Brown, 2000; NCES, 1997a, 1997b).  African American students, in general, face 

challenges such as poor academic preparation, availability of financial resources, and 

institutional barriers when entering colleges and universities.   Further, African American 

male and female college students share common attributes.  Both males and females 

may come from financially destitute homes, and may suffer from poor academic 

preparation, or experience institutional barriers (Lang, 1992).  Very little research has 

focused on ways in which African American students differ by gender. This research will 

show the extent to which African Americans differ from each other by gender as 

opposed to how they differ from other racial and ethnic groups.   

 

The Impact of Student Satisfaction on Higher Education 

Hendley (2000) discussed an important change in student demographics in 

higher education by outlining a shift in student populations in colleges and universities.  

No longer is a single, childless, eighteen year old, first time college student the perfect 

picture of a freshman in higher education.  Non-traditional students are quickly 

becoming the norm.  With this change, students participating in higher education have 

more responsibilities.  They often have children and/or spouses to care for, hold full time 

jobs, and have very demanding schedules.   The goal of higher education for many 

students now is to acquire gainful employment or to increase their marketability for 

better jobs (Verville & Oblinger, 1998).  

 The growing number of non-traditional students has had a unique effect on 

higher education.  Students have more of a sense of being a customer, paying for a 

service provided by higher education.  Accordingly, practitioners must have excellent 
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customer service skills to keep their student customers happy, or they run the risk of 

losing the customer to another institution that can provide the necessary 

accommodations for the student (National Student Satisfaction, 2005).  

 College and university leaders must understand the students’ satisfaction with 

their educational experience- both inside and outside of the classroom—to best serve 

those students (National Student Satisfaction, 2005).  Student satisfaction 

measurement is a core element of any comprehensive institutional assessment plan, 

serving as a formal needs assessment.  Satisfaction assessment enables institutions to 

strategically and tactically target areas most in need of immediate improvement.   

 

Statement of the Problem 

Graduation and persistence rates of African American students are lower than 

any other ethnic grouping nation-wide (Brown, 2000). There is general consensus 

among higher education scholars that satisfaction levels are linked to persistence in 

higher education (Tinto, 1975, 1985, 1986, 1987; Metzner & Bean, 1987; Cohen, 1996; 

Aitken, 1983; Pascarella, Smart, & Ethington, 1986; Cabrera, Castaueda, Nora, & 

Hengstler, 1992; Getzlaf, Sedlacek, Kearney, & Blackwell, 1984).  In addition, there is a 

substantial need for educators to recognize and understand all the variables and 

dynamics that may impact the persistence rates of African American students in higher 

education.  As stated earlier, satisfaction has been shown in previous studies to 

positively impact retention.  There needs to be an increase in the understanding of how 

satisfaction can positively affect the retention rates of minority students on large 

metropolitan campuses.  
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Scholarly research on gender differences in African American students in higher 

education is limited. Few studies in higher education examine ways in which African 

American students differ from each other.  Even fewer studies examine the interactions 

of race and gender on college satisfaction levels of African American students.    

 

Purpose of the Study 

The purpose of this research study is to explore gender variances in satisfaction 

levels of African American students at the University of North Texas (UNT) toward the 

goal of increasing the retention of these students.  Knowledge of how African American 

students differ from each other, by gender, in their satisfaction levels could assist 

university personnel in better targeting their efforts at retaining African American 

students. 

 

Research Questions/Focus of Inquiry 

This research study investigates the following questions. 

1. Which of the twelve indicators of satisfaction measured by the Noel-Levitz 
Student Satisfaction Inventory are deemed most important by African American 
students at the University of North Texas participating in the fall 2004 
assessment of satisfaction?  In which areas are these students most satisfied? 

 
2.  Which of the 12 indicators of satisfaction measured by the Noel-Levitz Student 

Satisfaction Inventory differ statistically, by gender, in terms of importance and 
satisfaction among African American male and female students that participated 
in the Noel-Levitz Student Satisfaction Inventory in the fall of 2004 at the 
University of North Texas? 

 
3.  On which factors in the customer service process (expectations, experience, 

perceived service, or evaluation) do African American male and female students 
differ, and to what degree do they differ? 
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4.  What correlations can be found among the factors of gender, satisfaction level 
and customer service satisfaction within the population of African American 
students at the University of North Texas? 

 
 

Assumptions 

The following assumptions are made in regards to this study. 

1. Willard Hom’s basic model of customer (dis)satisfaction is valid and can illustrate 
differences in African American men and women. 

 
2. A definite link exists between student satisfaction and retention as has been 

shown through various research studies. 
 
 

Definition of Terms 

 The following terms were defined to clearly articulate major concepts/ideas used 

in this study.  Terms marked with an asterisk are definitions provided by Noel-Levitz1. 

• Customer satisfaction – A reaction to the actual performance quality of a product 
or service (Hom, 2002) 

• Customer service – Professional assistance or other resources provided by the 
University of North Texas to its students  

• Customer service satisfaction – The reaction by students to the actual quality of 
services provided (Hom, 2002) 

• Expectation – A student’s anticipation of service in higher education (Hom, 2002) 

• *Importance score – Scale 1 (low) to 7 (high); how important is it to the student 
that this expectation be met 

• *Performance gap score – Discrepancy between the expectation (importance 
score) and the reality (satisfaction score) 

• Persistence – The property of a continuous and connected period of time 
(dictionary.com) 

• Retention – The act of keeping in your possession (dictionary.com) 

                                                 
1 (“National Student Satisfaction,” 2005) is the source for the definitions. 
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• *Satisfaction – When expectations are met or exceeded by the student’s 
perception of the campus  

• *Satisfaction score – Scale 1 (low) to 7 (high); how satisfied is the student that 
this expectation is being met?  

 
 

Limitations 

This study has the following limitations: 

1. The Noel-Levitz Student Satisfaction Inventory was administered to 
undergraduate African American students who volunteered to complete the 
survey in the fall 2004 semester. A total of 156 undergraduate African American 
students participated in the assessment.  

 
2. African American students comprise only 10% of the UNT student population. 

 
3. Persistence data cannot be tracked to participants in this study. 

 
 

Delimitations 

This study will be delimited in the following capacity. 

1. UNT overall persistence data will be used to project implications of satisfaction 
on persistence. 

 
2. Surveys will be administered to all African American students--not necessarily in 

their first year of college – which has been seen to be important in the literature. 
 

3. This study will draw conclusions/implications for the students who complete the 
UNT-CSS and can only offer suggestions to the total UNT community.  

 
 

Significance of the Study 

 Retention of African American students is an issue of high priority in many 

institutions of higher education (Lang, 1992; Brown, 2000). Retention, in this study, is 

viewed as the progression of students to graduation.  The graduation rate of African 

American college students has remained stagnant at 40% for the last two decades, 
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despite the fact that the number of African American college students has drastically 

increased (ACE, 2003; Astin, 1977, 1982, 1990; Astin et al. (1996); NCES, 1997a, 

1997b).  The retention rate of African American students nationally, is 33.5% after 5 

years when looking at full time new from high school only students (ACE, 2005).  Five 

year retention rates for African American students at UNT are 39%, above the national 

average for 5 years but still extremely low. [See Table 1]  

 
Table 1 
 
Persistence Rates for African American Male and Female Students at UNT (full & part-
time students) Cohort Semester: Fall 1999 
 

Year 
Number 

Academic 
Year 

Last Year 
Enrolled & 
Have Not 

Graduated 

Graduated 
in the Year 
Specified 

Total 
Retained to 
Subsequent 

Year 

Graduated 
by 

Specified 
Year 

Year 01 1999-00 720 0 720   
Year 02 2000-01 463 2 465 76.2 0 
Year 03 2001-02 143 28 171 60.9 1.1 
Year 04 2002-03 111 381 492 55.3 13.5 
Year 05 2003-04 90 552 642 39.1 31.7 
Year 06 2004-05 95 221 316 17.9 39.0 
Year 07 2005-06 190 38 228 7.5 40.3 
Source: University Planning, University of North Texas (Program: N8TRK2B (EIS) _1999) 
 

Further study of these numbers shows that African American females are 

retained at higher levels than are African American males [See Table 2,3]. Graduation 

rates also differ in that gains in the number of degrees earned by African Americans 

from 2000-01 to 2001-02 were attributable largely to the growth in degrees conferred to 

African American women (ACE, 2005).  African American men did not increase the 

number of associate, bachelor’s, or master’s degrees they had earned by more than 

3%.  Over the same 1 year period, African American women increased the number of 
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associate degrees they had earned by 6.5 %, bachelor’s degree by 4.3%, and master’s 

degree by 4.5%.    

 
Table 2 
 
Persistence Rates for African American Female Students at UNT (full & part-time 
students) Cohort Semester: Fall 1999 
 

Year 
Number 

Academic 
Year 

Last Year 
Enrolled & 
Have Not 

Graduated 

Graduated 
in the Year 
Specified 

Total 
 Retained to 
Subsequent 

Year 

Graduated 
by 

Specified 
Year 

Year 01 1999-00 381 0 381   
Year 02 2000-01 238 0 238 77.7 0 
Year 03 2001-02 68 17 85 63.8 0 
Year 04 2002-03 63 280 343 41.1 >1 
Year 05 2003-04 44 362 406 38.8 17.3 
Year 06 2004-05 39 117 156 15.2 38.5 
Year 07 2005-06 83 21 104 6.1 45.3 
Source: University Planning, University of North Texas (Program: N8TRK2B (EIS) _1999) 
 
Table 3 
 
Persistence Rates for African American Male Students at UNT (full & part-time 
students) Cohort Semester: Fall 1999 
 

Year 
Number 

Academic 
Year 

Last Year 
Enrolled & 
Have Not 

Graduated 

Graduated 
in the Year 
Specified 

Total 
Retained to 
Subsequent 

Year 

Graduated 
by 

Specified 
Year 

Year 01 1999-00 339 0 339   
Year 02 2000-01 225 2 227 74.3 0 
Year 03 2001-02 75 11 86 57.2 >1 
Year 04 2002-03 48 101 149 50.6 >1 
Year 05 2003-04 46 190 236 39.4 8.6 
Year 06 2004-05 56 104 160 21.5 23 
Year 07 2005-06 107 17 124 9.4 30.9 
Source: University Planning, University of North Texas (Program: N8TRK2B (EIS) _1999) 
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 African American females have a higher graduation rate than do African 

American males at the University of North Texas.  After 7 years, African American 

males appear to have a higher retention rate than do African American females, but this 

is only because at this point more African American women have graduated from UNT.  

After 6 years at UNT, 38% of the females that entered in 1999 had graduated. Only, 

23% of African American males had graduated during the same time period. 

 This study is significant in that it will provide a more in-depth view of gender 

variances in satisfaction among African American students at UNT for the purpose of 

identifying factors that may influence retention of these students.  Identification of these 

factors may assist university personnel in improving retention rates of African American 

students in general and African American males in particular. 
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CHAPTER 2 
 

LITERATURE REVEIW 
 

Theoretical Framework 

Many leading theorists have researched issues concerning retention of ethnic 

minority groups in higher education.  Several studies have investigated the validity of 

these theories and have confirmed their impact on the American higher education 

system.  Astin’s theory of involvement (1977, 1985) proclaims the more involved a 

student is with college, the higher likelihood of student retention.  Tinto’s model (1975, 

1993) promotes academic and social integration with the formal and informal academic 

and social systems of a college to increase persistence.  Another popular theory of 

nontraditional students states environmental factors have a greater impact on departure 

decisions of adult students than academic variables (Bean & Metzner, 1985).  In 

addition, Summerskill (1962) reported personality attributes of students is the main 

reason for persistence and leaving in higher education. There are several options 

available to determine a framework for empirical studies. 

This study, however, utilizes a theory unique to higher education as its theoretical 

base—the customer satisfaction theory.  Researchers have argued that students are 

not usually customers in the traditional sense as exemplified by people who purchase 

goods and services in the retail sector (Alford, 2002; Hom, 2002). However, according 

to Taylor (1996) academic researchers in marketing have analyzed this theory in the 

setting of postsecondary education (as cited in Hom, 2002).  Institutional researchers 

and college administrators have used student satisfaction surveys such as the Noel-

Levitz instrument, for a variety of institutional services (Graham & Gisi, 2000; and 
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Lampley, 2001) but hardly without debate (Olshavsky & Spreng, 1995).  Finally, major 

studies of policy in higher education have used student satisfaction to help draw their 

conclusions (Bowen & Bok, 1998; and Knox, Lindsay, & Kolb, 1993).    

 

Defining Student Satisfaction Using the Customer Service Theory 

There are several definitions of student satisfaction available to researchers.  

The definition that I have chosen for the purposes of this study comes from the work of 

Solomon (1996) and relates student satisfaction with expectation (as cited in Hom, 

2002).  Solomon stated: 

Satisfaction or dissatisfaction is more than a reaction to the actual performance 
quality of a product or service. It is influenced by prior expectations regarding the 
level of quality.  According to the expectancy disconfirmation model, consumers 
often form beliefs about product performance based upon prior experience with 
the product and /or upon communications about the product that imply a certain 
level of quality. (p. 6) 
 

In Hom’s basic model of customer satisfaction, he demonstrates that students undergo 

a process when evaluating customer service received in higher education.  The student 

begins the process with a certain expectation of the service to be received.  Next, the 

student has an actual customer service experience, followed by the development of a 

perception of the customer service received, which leads to how the student will actually 

evaluate the service. The central relationship of the customer service theory (CST) is 

displayed in Figure 1.  The historical and current definitions of customer satisfaction 

center on the concepts of expectations, experience, perceived service, and resulting 

evaluation (Hom, 2002). 
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Figure 1. Basic model for customer (dis)satisfaction (Horn, 2002). Reproduced with 
permission. 
 
 

Satisfaction, in the customer satisfaction theory is reconceptualized as an 

ongoing attitude whereby the student occasionally re-evaluates his/her satisfaction level 

on the basis of new experiences or new data.  Figure 2 below presents this longer view.  

Change in student customer satisfaction may occur over time even if the student has no 

new service experience or data on the subject (Hom, 2002).   

 

Figure 2. Factors in durable (dis)satisfaction (Horn, 2002).  Reproduced with 
permission. 
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Figure 3. Linkage of overall and component satisfaction (Horn, 2002).  Reproduced with 
permission. 
 
 

Figure 3 illustrates 2 important points. First, satisfaction may be defined as an 

overall attitude or as a set of attitude components; secondly, the degree upon the 

students’ ability to discriminate between the components of a service experience and 

upon the potential for the halo effect.  The halo effect will depend upon how much 

salience, importance, or affect that a student will attach to one component in 

comparison to other components of a service (Hom, 2002).  

 Components of satisfaction can be conceptualized as 2 different types of factors.  

There is an objective type of factor that identifies the physical features or parts of a 

service experience.  On the other hand, the evaluative type of factor is part of a 

universal set of factors that people use to evaluate service quality.  Figure 4 illustrates 

these 2 different types of factors in satisfaction. 
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Figure 4. Inputs to component satisfaction (Hom, 2002).  Reproduced with permission. 

 

Figure 5. Potential effects of customer (dis)satisfaction (Hom, 2002).  Reproduced with 
permission. 
 
 
 Figure 5 identifies the 3 major effects of student satisfaction.  As a foundation to 
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student’s own behavior.  Student satisfaction will tend to generate word-of-mouth 

information about a service to other people.  Student satisfaction can affect the delivery 

of service by informing service providers of the efficacy of their work with the student 

(Hom, 2002).   

 

Figure 6. Linkage of measurements to administrative action (Hom, 2002).  Reproduced 
with permission. 
 
 
 The intended use of student satisfaction measurement in policy decisions will 

also determine a vital decision about the form of measurement.  Ideally, the 

researcher/planner will use questions that measure both overall satisfaction and 
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in Figure 6. 
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Student Satisfaction in Higher Education  

An increasingly important part of institutional accountability is student retention 

(Bailey, Bauman, & Lata, 1998).  In recent years, many colleges and universities have 

conducted student satisfaction studies.  Research studies have found that satisfaction 

interacts with and is a component of goal commitment, institutional commitment, student 

integration at both the academic and social levels, student’s perceived value of their 

education, institutional characteristics, and student characteristics (Tinto, 1975, 1985, 

1986, 1987;  Metzner & Bean, 1987; Cohen, 1996; Aitken, 1983; Pascarella, Smart, & 

Ethington, 1986; Cabrera, Castaueda, Nora, & Hengstler, 1992; Getzlaf, Sedlacek, 

Kearney, & Blackwell, 1984).  The goals of these studies vary, but the motivation for this 

research rests on the call for greater accountability by colleges and universities that is 

occurring nationwide (Bailey, Bauman, & Lata, 1998).   

 In a study performed by Bailey, Bauman, & Lata (1998), satisfaction data from 

the 14 universities of the Pennsylvania State System of Higher Education (SSHE) were 

gathered in an effort to develop a model for predicting student retention, to identify 

individual students who could be retained with appropriate intervention, and to target 

factors which may be useful in the intervention process.  In this study, a student 

satisfaction survey of 5,558 students was conducted in fall 1996, and these data were 

linked to fall 1997 enrollment data. Eighty-five % of the participants indicated that they 

would reenroll.  However, only 75% actually persisted.   

 The Bailey, Bauman & Lata (1998) study found a strong relationship with 

retention on 40 of the 68 student satisfaction survey questions.  The study further 

suggested that 14 of these factors accounted for 56.2% of the variance in reenrollment.  
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The 5 most important factors included major, overall experience, campus community, 

faculty, and advising.  Significant differences were found between all of the factors 

except major. 

 The Bailey, Bauman & Lata (1998) study is another example of how satisfaction 

has been found to link with retention of students.  This study differs from the proposed 

study in that it doesn’t focus on any particular group of students but tackles the problem 

of attrition of all students.  The results from this study indicate that satisfaction in certain 

areas of higher education have a big impact on retention.  In this study, the areas of 

satisfaction that most affect African American students will be identified, but more 

importantly by using the Hom’s basic model of customer (dis) satisfaction, at which point 

in the process students are less satisfied will be identified.   

 Another significant study was performed by Ronald Graham (1995).  This was a 

dissertation study what investigated the relationship between student satisfaction and 

retention among criminology students.  In this study, 3 years of data were used to 

sample 3 groups of students: those who had graduated currently enrolled students, and 

students who had dropped.  The results of the study indicated that students who had 

dropped out of the program were significantly less satisfied with college services than 

enrolled or graduated students.  No differences were found between graduated students 

and enrolled students; both groups were satisfied with college services.  Specifically, 

the students that dropped were not satisfied with academics, admission, registration, 

and the general environment.   

Another important question was answered in the study performed by Graham 

(1995) that relates directly to this investigation.  The study also questioned how the 
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relationship between student satisfaction and retention is affected by demographic data 

such as age, gender, and ethnicity.  The study found that no relationship exists with 

gender or with African Americans in particular.  Hispanics were found to be more 

satisfied with college services than any other ethnic group.  However, older students 

and students with higher grades were more likely than students with lower grades to be 

satisfied with college services. 

 

Retention of African Americans in Higher Education 

The U.S. Supreme Court in 1954 made equal access the law of the land with the 

renowned case, Brown vs. Board of Education.  In an earlier case, Plessey vs. 

Ferguson, the Supreme Court upheld separate but equal school systems for blacks and 

whites.  Historically it has been noted that schools for African Americans and schools for 

White Americans were indeed separate at this time, but not equal.  In the early 1950s, 

racial segregation was the norm in the American public school system.  Black students 

endured poorer facilities that affected every aspect of academic preparation.(Cozzens, 

1998). 

Marvel Lang (1992) in his article, “Barriers to Blacks Educational Achievement,” 

commented that a huge mistake of modern-day scholars is that they debate minority 

access to higher education without recognizing that equal access to educational 

opportunity as a matter of national policy is a recent occurrence for minorities in the 

United States.  Simply stated, African American students must bear the tremendous 

hurdle of ‘catching up.’ 
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In general, African American students live in poorer school districts.  Poorer 

school districts provide lesser educational opportunities.  Consequently, students 

provided with lesser educational opportunities perform inadequately on standardized 

test, a major indication of academic preparation for higher education.(Lang, 1992). 

On a national level, a recent report highlighting stagnant graduation rates for 

African American college students has brought renewed attention to t he need for 

greater cooperation between K-12 schools and higher education.  The Southern 

Educational Foundation wrote the report and it cites inadequate K-12 schooling as one 

of several factors limiting African Americans’ access to and success in college.  For 

example, low-income students – who are disproportionately likely to be black—are far 

less likely than middle-income students to enroll in rigorous classes during high school 

or take Advanced Placement exams than those in families with higher incomes (Blair, 

1998).   

All too often the problem for African American students is money (Blair, 1998).  

Dr. Norman C. Francis, the President of Xavier University of Louisiana in New Orleans 

concurs that “money is a major barrier to black students” (p. 120).  In a report entitled, 

Miles to Go: A Report on Black Students in Postsecondary Education, public higher 

education in sixteen Southern states and in Pennsylvania, Ohio, and Missouri—all 

states that once segregated their colleges—were examined.  More than one-third of 

financial aid in Southern states is given without consideration of need.  This, of course is 

very bad news for African American families in the regions, who earn almost 50 % less 

than the average middle-income white family.  Moreover, the current trend in aid is 

toward student loans rather than outright grants (Blair, 1998). 
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Pell grants comprise by far the largest federal student-aid program, accounting 

for about 35% of the total distribution of federal and campus-based aid to students 

(Miller, 2004).  Subsidized Stafford loans comprise about 6% of aid to students; 5% for 

unsubsidized Stafford loans, along with 9% for campus-based programs. However, 

according to the College Board, “the purchasing power of the Pell Grant has declined 

considerably.” In 2003-2004, the average Pell Grant covered 23% of the total charges at 

the average public 4 year school.  So, while all types of student aid are rapidly 

increasing, federal loan programs are outpacing grants: in 2003-2004, grants increased 

by 6%, while federal loans volume went up 13%.  This trend is a reversal of what 

happened between 1996 and 2001, when grants surpassed loans.  The Bush 

administration proposes to eliminate the Perkins Loan Program for college students by 

raising the Pell grant $100 each year for the next 5 years; the Perkins loan averages 

$2,000 a year, and is a $66 million  financial aid program (”Higher Education 

Assistance,” 2005).  

In a study published by the Mellon Foundation, it was reported that income, or 

lack thereof, may still be the single most important factor determining college access 

and completion (Boulard, 2004).  Anthony Carnevale (2004) revealed that only 3 of 

freshmen at 146 selective colleges and universities in the nation came from families in 

the lowest economic quartile (as cited in Boulard, 2004).  Richard Kahlenberg (2003) of 

the Century Foundation noted that up to 66% of the nation’s wealthiest quartile was 

enrolled in a college with 24 months of graduating high school.  By contrast, only 20% of 

the students from the lowest quartile were enrolled in a college or university during that 
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same period of time.  Also, among the nation’s most-selective schools, 74% of the 

students came from the top economic quartile (Boulard, 2004). 

According to Powell (2005) inferior socioeconomic status and lack of available 

family resources hinder African Americans from higher education. In addition, loss of 

federal programs limits African American’s progress towards degree attainment.  Lack 

of family resources causes a lack of learning and enrichment experiences for minorities, 

which is shown to have a positive correlation with realistic college expectations of 

students. 

Academic preparation and availability of financial aid clearly affect the 

accessibility and the promotion of higher education in the African American community; 

however, institutional barriers also contribute to the lack of access and diversity in 

higher education.  Institutional barriers are often responsible for limiting access to higher 

education to African Americans and other minority groups.  Students are often ignorant 

to the institutional processes required in higher education, and as a result lack the 

proper knowledge to gain access to higher education. 

In the following quote, Julianne Malveaux speaks out about one of the biggest 

problems African American students, and minority students in general, face in regards 

to higher education—institutional barriers. 

Outright hostility and affirmative action indifference are not the only reasons 
African American high school students are not applying to college. While African 
Americans are at a disadvantage in playing the SAT game, the biggest barrier 
African American students’ face is information. (Malveaux, 2005, p. 35) 
 
Malveaux (2005) considers misinformation or lack of information to be a 

contributing factor in providing access to African American students. Fewer students 
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were admitted to state universities around the country, prompting speculation that the 

African American presence is endangered on many campuses. 

 There are several other factors that attribute to the lack of access, enrollment 

and retention of African American students.  One factor is increased enrollment 

pressure in many states from “Tidal Wave II,” the children of the Baby-Boom generation 

who will combine to make up the largest and most diverse high school graduating class 

in American history in 2007.  Boswell (2004) used data from the National Center for 

Education Statistics which reported 99 of high-income students and 94% of low-income 

students indicated that they plan to attend postsecondary education in the future (as 

cited in Boswell, 2004).   

 Also, rising costs are driving increasing numbers of students to attend lower-cost 

institutions.  Over the last few years, colleges and universities across the nation have 

raised tuition and fees to record levels as a result of state support of public higher 

education.  This further restrains access of minority students to higher education 

institutions of choice (Boswell, 2004). 

 As stated previously in the work of Boswell (2004), academic preparation for 

students K-12 is in need of repair.  Minorities are, in general, less prepared for college 

than their white counterparts.  However, there seems to be increasing pressure from 

state policymakers to improve efficiency and institute cost reductions at public 

universities.  This has led to ‘raising the bar’ in some states, limiting access to 4 year 

institutions to those students who do not need remediation in order to be successful in 

college-level work. Students who need additional college preparatory work are directed 

to community colleges to aid in the successful transition to college-level..  Lastly, court 
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challenges to affirmative action admissions policies at some selective public universities 

have led to a climate that tends to direct more students of color away from 4 year 

institutions and to the community colleges as the entry point into higher education 

(Boswell, 2004). 

 There is a clear demonstration that academic preparation, availability of financial 

aid resources, and institutional barriers play a significant role in the access and 

consequent success of African Americans in higher education.  However, more 

research is required to adequately determine why there is a discrepancy in the 

graduation and persistence rates of African American males and females. 

The retention of African American college students is currently a popular topic for 

empirical studies.  Yet, actually retaining African American students continues to be a 

dilemma at most colleges and universities nation-wide.  Through the valiant efforts of 

university staff and administrators in higher education, overall persistence rates among 

students who began their postsecondary education at four-year institutions improved 

from 1994 to 2000: more students had earned a bachelor’s degree and fewer had left 

school without a degree by the end of that period (ACE, 2005). [See Appendix C.] 

 Further illustration of the retention rates of African Americans in higher education 

are illustrated by Figures 7 and 8. 
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Figure 7. African American increase in associate and bachelor degrees 1991-2002. 
[Source: USDOE, NCES (2001), Digest of Education Statistics, 2001, based on integrated Postsecondary 
Education Data System (IPEDS) “fall enrollment” and “completion” surveys, 1999-2000.]  
  
 Figure 8 illustrates the number of degrees conferred by colleges and universities 

with a breakdown by gender. 
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Figure 8.  Number and percentage of distribution of degrees conferred by colleges and 
universities by race / ethnicity and degree level: 1999-2000. [Source: USDOE, NCES (2001), 
Digest of Education Statistics, 2001, based on integrated Postsecondary Education Data System (IPEDS) 
“fall enrollment” and “completion” surveys, 1999-2000.]  
 

Retention rates of African American students in higher education can be 

described as an infectious, generational occurrence (Lang, 1992).  The more 
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uneducated parents are about the process of higher education, the less likely the 

student is to have a rational perception of the college experience.  Unreasonable 

college expectations justify significant attritions rates among African Americans and 

other minority groups (Boulard, 2004; Coleman, 2003).  

African American students lack appropriate role models (Hale, 1986; Boulard, 

2004; Coleman, 2003; Jackson, 2001).  In higher education, diversity in faculty and staff 

continue to be pressing issues.  Consequently, this population of students is not able to 

fully identify with members of the professoriate and can be suspect to misinformation, 

stereotypes, and unfair generalizations. [See Figures 9 and 10.] 
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Figure 9. Percent change in number of full-time faculty, by race/ethnicity: 1993-2001. 
[Source:  U.S. Equal Employment Opportunity Commission.  EEO-6 Higher Education Staff Information 
surveys, 1983.  U.S. Department of Education, National Center for Education Statistics.  Integrated 
Postsecondary Education System (IPEDS), Fall Staff Survey, 1999-2000.] 
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Figure 10. Number of full-time administrators in higher education, by race/ethnicity: 
1993 to 2001. [Source: U.S. Department of Education, National Center for Education Statistics, 
Integrated Postsecondary Education System (IPEDS), Fall Staff Survey, 1993 through 2001.] 

 
 
The dearth of undergraduate and graduate degrees in the African American 

community contributes to the lower socioeconomic status of many Africa Americans.  

Retention of African Americans in higher education could have a direct correlation to 

higher incomes.  Higher incomes in turn may lead to better academic preparation (since 

richer school districts normally out perform poorer ones), and definitely higher incomes 

may increase accessibility to colleges and universities (Boulard, 2004).  

Retention of African Americans in higher education is a national problem that will 

require a considerable amount of scholarly research.  Solving this national dilemma 

could improve the lives of African Americans and society in general.  As it stands, there 

are more African American males imprisoned than have graduated from any level of 

higher education (Kunjufu, 1989; Lang, 1992).  Research in this area could greatly 

improve the quality of life for this culture and create a new standard. 

  Higher education has particular implications for the status of African Americans, 

especially African American men, given that greater access for these men to higher 
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education means a better quality of life in the African American community (Malveaux, 

2004).   

Several other significant benefits of higher education, to the African American 

population, were noted in M.H. Miller’s (2004) study.  In this investigation, Miller noted 

society gains from an individual’s higher education through tax revenue, lower demands 

on social support programs, lower incarceration rates, higher levels of civic participation, 

a greater likelihood for the children of college graduates to go to college themselves.  

He also notes that people with more education tend to be less affected by 

unemployment.  In 2003, the 8% unemployment rate for African American workers with 

an associate’s degree or some college experience was 6% lower than it was for African 

American workers without a high school diploma (Miller, 2004).   

A better educated population is also healthier.  For those with annual incomes of 

$35,000 to $54,999, 73% of individuals with a bachelor’s degree or higher report 

excellent or very good health, compared to those in the same income bracket with only 

a high-school degree, 62% of whom report excellent or very good health (Miller, 2004). 

 

 

Gender Differences between African Americans  
in Higher Education 

 
For over 20 years, African American women have had much higher college 

enrollment rates and degree attainment rates than African American men (Constantine 

& Perna, 2000).  This gender gap is partially explained by different high school 

graduation rates for black men and women (“Higher Education,” 2006).   
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 Differences in educational achievement, as measured by high school 

achievement examination scores are small. High school completion rates between 

African American students are not significantly different with 87.5% of young African 

American men and 86.7% of young African American women between the ages of 25 

and 29 having completed high school by 2001(Muhammad, 2005).   

The work of Constantine and Perna (2000) supports educational attainment 

gender differences between African American young adults.  Constantine and Perna 

found that young black women score slightly higher on achievement exams when using 

the NELS: 88/00; but, when using the National Longitudinal Survey of the class 1972 

(NLSY-72), Constantine (1999) found that young black men perform slightly better than 

their female counterparts.  Similarly, Nettles and Perna (1997) found that young black 

men outperform women on the SAT and ACT (as cited in Muhammad, 2005).   

The gap in college enrollments is much larger than the gap in high school 

graduation rates.  Constantine and Perna (2000) used the National Educational 

Longitudinal Study of 1988 eighth graders, which includes data on schooling and work 

histories of respondents through 1994, and controls for characteristics that are likely to 

affect high school persistence and college enrollment, such as test scores in eighth and 

tenth grade.  In addition to test scores and the like, the authors take into account 

measures of social capital, that is, high school and community characteristics that 

influence persistence through high school and college enrollment (“Higher Education,” 

2006).  Their results indicate that African American women are more likely than African 

American men to enroll in a two or four year institution upon graduating from high 

school.  The authors estimate that the effects of social and cultural capital on young 
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black men and women. They found that receiving assistance in applying to college, 

parental involvement in education, and educational aspirations are important factors in 

the decision to enroll in college (Constantine & Perna, 2000).   

The disparity in college attendance rates between young African American men 

and women has scarcely been explored in higher education research (Muhammad, 

2005).  Differentials in 2001 enrollment rates were nearly 2 to 1: of the 1,850,400 

African American college students, 1,178,000 were women.  While overall enrollment 

rates of African Americans increased over the past 60 years, enrollments of African 

American men relative to African American women declined slightly, about 1%, between 

1965 and 1984, then a more dramatic 7.6% from 1984 through the 1990s (Cross and 

Slater, 2000). However, even in the face of this and other data discerning differences in 

African American students, higher education literature fails to address differences even 

as simple as gender. 

An exhaustive search of the literature reveals that most studies tackle college 

persistence issues with African Americans using a cross-race comparative paradigm 

(Brown, 2000; Leppel, 2002; Wawrynski & Sedlacek, 2003).  This leaves little to be 

understood about how African American students differ from each other by gender in 

their college adjustment experiences; even the obvious difference of gender has been 

left relatively unexplored.   

Very little is known about the college satisfaction of African American students 

attending predominantly white universities.  Moreover, even fewer studies have 

explored the interaction of race and gender on college satisfaction levels of African 
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American students (Brown, 2000; Allen & Haniff, 1991; Echols, 1998; Flowers, 2003; 

Scott, 1994). 

 Tamara Brown (2000) found that college satisfaction and social support were key 

determinants of retention for African American male and female students.  College 

satisfaction was measured using a modified version of Astin’s (1993) Overall 

Satisfaction with College scale; 2 items that measured global assessments of college 

satisfaction were used.  The first item had students to rate their “satisfaction with the 

overall college environment” on a 5-point scale.  To the second item, “If you could make 

your college choice over again, would you still choose to enroll at the University?” 

students responded on a 5-point scale.   

 In Brown’s (2000) study, social support was measured along 2 dimensions: 

source and type of support.  The 2 sources of support measured were support from 

outside the university environment and support from within the university environment.  

The 2 types of support measured were emotional and instrumental.  Because no 

existing social support scale assessed type and source of social support, the Brown 

Scale of College Social Support was developed for this study by the author.   

 Findings in the Brown (2000) study indicated that correlates and predictors of 

satisfaction with college for African American students attending this predominantly 

white university varied as a function of gender and dimension of social support.  The 

main correlate of satisfaction with college for African American men was university-

based instrumental support.  African American females were found to have several 

correlates of satisfaction, namely university-based emotional and instrumental support 

and resource use.   
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 The Brown (2000) study represents an important step in understanding the 

adjustment of African American students at predominantly white colleges and 

universities. It demonstrates the need to examine gender differences among African 

American students rather than merely comparing them to students with different ethnic 

identities.  In addition, this study focused on satisfaction as an indicator of college 

adjustment as opposed to academics, again setting it apart from prior research. 

 The main point of Brown’s study (2000) was to indicate if correlates and 

predictors of satisfaction with college varied as a function of gender and dimension of 

social support.  This study differs in that it proposes to explain exactly what factors are 

important determinants of African American students’ satisfaction with college, paying 

particular attention to gender rather than cross-race comparisons, a suggestion of the 

author for further research.   

 Prior to Brown’s study, between the years of 1982-2000, only 3 empirical studies 

focused on African American students’ satisfaction (Brown, 2000).  A study by 

Pascarella and Smart (1991) compared African American and White males and found 

that participation in athletics had a positive impact on satisfaction with college for both 

groups  Also in 1991, Allen and Haniff compared African American students at 

predominantly White and predominantly African American institutions and found that 

African American men on predominantly White campuses were more likely to report that 

their campus reflected their interests than were African American women on 

predominantly White campuses.  Lastly, a study by Taylor and Olswang (1997) 

examined the relationship between financial aid and satisfaction with college among 
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African American students attending a predominantly White university and found that 

students with adequate financial aid were more satisfied with their college experiences.   

 A few other studies performed since Brown’s (2000) research, investigate the 

similarities and differences in college persistence of men and women.  One study 

conducted by Leppel (2000) did not concentrate on within group variations of African 

American students, but still contributes useful knowledge to practitioners in the field on 

gender differences in college persistence.   

In her research, Leppel (2000) cited earlier research on college persistence by 

Tinto and Spady.  In 1970 and 1971, Spady introduced the importance of social 

integration in his analysis of college attrition.  In 1975, and in subsequent work in 1993 

and 1997, Tinto further emphasized the importance of social and academic integration 

stating the more a student’s experiences integrates the student socially and 

intellectually into the life of the institution, the more likely that he or she will persist until 

degree completion.  The majority of students leaving college prior to degree completion 

withdraw voluntarily.   

In her study of college persistence, Leppel (2000) noted that college persistence 

might be influenced by race.  She reasoned poorer socioeconomic backgrounds, and 

poor quality of primary and secondary schooling as making higher education a more 

difficult and stressful experience.  The intent of her study was not to explore race and 

persistence.  The purpose of the research was to explore similarities and differences in 

college persistence of men and women.  However, knowledge of common variances in 

persistence of men and women may help to exemplify uncommon differences in African 

American male and African American female college students.   
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The data in this study were based on the 1990 survey of Beginning 

Postsecondary Students (BPS), conducted by the National Center for Education 

Statistics (Leppel, 2002).  The survey followed a group of students who started their 

college careers during the academic year 1989-1990. NCES reported that in 1989-

1990, 71% of undergraduates persisted from the first to second year of college.  

 The persistence rates for women were observed to be higher than the men’s 

persistence rates, though not significantly higher.  What is interesting, however, is that 

when controlling for other factors, such as whether or not the student was married or 

had kids, the persistence advantage of the women increased, reflecting the fact that 

differences in the characteristics of male and female students affect relative persistence 

(Leppel, 2000). 

 Using logit analysis and national level data, Leppel (2000) found that some of 

the factors that influence persistence do so in different ways for men and women.  

Having children has a significantly negative impact on men’s persistence but a 

significantly positive impact on women’s persistence; also, being African American 

raises persistence significantly for women, but not for men.  The crucial point made in 

this study is that once institutions know the effects of differences in the characteristics of 

males and females, they can intervene to alter the persistence of men and women.   

Race and gender differences were investigated among transfer students in a 

study performed by Matthew R. Wawrzynski and William E. Sedlacek (2003).  Sedlacek 

had shown in earlier research studies that cognitive variables are not the only variables 

to play a factor in student inputs and outcomes (Sedlacek, 1996; Tracey and Sedlacek, 
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1985).  Sedlacek (1998) also found that noncognitive variables could predict retention 

and persistence better than other measures for all students.   

The results of the Sedlacek and Wawrzynski (2003)study were consistent with 

previous studies on race and gender as a function on college expectations.  Students of 

color (i.e., African American, Asian American, and Hispanic/Latino) were more 

interested in establishing goals for educational experiences that would provide them 

with lifelong skills.  For example, male students were more interested in the academic 

aspects of college than social aspects, and female students had a more holistic 

expectation for their education.  Females reported learning to communicate effectively 

as an important part of their college education.  Male participants in the study viewed 

learning to think and reason and developing leadership skills as important parts of their 

college education.   

Gender differences were significant when measuring expectations, learning 

outcomes, and academic behaviors (Wawrzynski & Sedlacek, 2003).  This study 

provided helpful insights into the difference in expectations and experiences of transfer 

students with regard to race and gender.  Though not directly concerned with the 

variances in satisfaction of African American college students, it does show that 

expectations of this particular subset of students vary in regards to gender.  

Furthermore, having advance knowledge of how students in general vary within groups 

will hopefully inspire administrators and others to develop programs to meet the needs 

that are specific to students’ experiences. 

 In summary, very little research has been performed that investigates satisfaction 

as a measure of retention in higher education.  Further, even less empirical research 
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seeks to outline gender variances in African American students.  However, prior 

research does support that differences in the expectations and experiences of African 

American male and female students do exist as a correlate of satisfaction.  
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CHAPTER 3 
 

METHODOLOGY 
 

Research Design 

 This research utilized a quantitative survey research design to answer the 

research questions.  A quantitative methodology was chosen for this project because 

the intent of the study was to determine whether or not satisfaction with college 

services varied as a function of gender for African American students at the University 

of North Texas (UNT).  Quantitative methodology was more appropriate for this study 

because the purpose was to identify what relationships, if any, exist between 

persistence, gender and correlates of satisfaction.  A qualitative approach would have 

been useful in explaining why the relationships exist once a correlation had been 

established (Miles & Huberman, 1994).  Statistical analysis demonstrated best what 

relationships existed between African American students at UNT by quantifying 

whether or not a relationship existed and demonstrating how strong the relationship 

was among the variables. 

 

Participants 

This study utilized a sample of African American students comparable to those 

that participated in the fall 2004 administration of the SSI.  An invitation to participate in 

the study was sent to all undergraduate students at UNT by university e-mail provided 

by the Registrar’s office. Students were asked to identify themselves as African 

American before proceeding with the survey.  The university currently serves 

approximately 2800 undergraduate African American students.  For the purposes of the 
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study, all completed surveys were included in the research.  The target number of 

participants was 100 students.   

 

Background Information of Sample Population 

UNT enrollment data from 1991-2004 demonstrate that UNT is a large, 

metropolitan university serving over 31,000 students.  Figure 11 illustrates a slight 

increase in the enrollment of African Americans at the university.  Despite the fact that 

enrollment has increased, graduation and persistence rates for African Americans are 

very low. 

 
Figure 11.   University of North Texas (UNT) undergraduate enrollment by 
race/ethnicity, fall 2004. [Source: http://www.unt.edu/ir_acc/Fact_Book/Fact_Book_2005/ ] 

http://www.unt.edu/ir_acc/Fact_Book/Fact_Book_2005/
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 Figure 11 illustrates that African Americans comprise almost 12% of the UNT 

population.  African Americans are the largest minority ethnic group on campus, yet 

they have the lowest graduation and persistence rate of all minority groups on campus. 

 

Instruments 

Noel-Levitz Student Satisfaction Inventory 

 In this study, results from UNT’s fall 2004 dissemination of the Noel-Levitz 

Student Satisfaction Inventory were used to identify ways in which African American 

male and female students’ satisfaction levels differed. Many institutions have adopted 

the Noel-Levitz Student Satisfaction Inventory (SSI) as a part of strategic enrollment 

management initiatives.  The Noel-Levitz instrument uses a gap analysis technique to 

array students’ satisfaction against their perceived importance of various aspects of the 

college experience.   

 The Noel-Levitz Student Satisfaction Inventory is a nationally normed, 

standardized instrument that is administered to students enrolled in a college or 

university in order to determine their perception of their educational experience on 12 

dimensions: Academic Advising and Counseling Effectiveness, Academic Services, 

Admissions and Financial Aid Effectiveness, Campus Climate, Campus Support 

Services, Concern for the Individual, Instructional Effectiveness, Registration 

Effectiveness, Responsiveness to Diverse Populations, Safety and Security, Service 

Excellence, and Student Centeredness.  
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Analysis of the Noel-Levitz Student Satisfaction Inventory 

On the Student Satisfaction Inventory, students responded to statements of 

expectation with an importance rating and a satisfaction rating.  These ratings were on a 

1 to 7 scale, with 7 being high.  The students’ responses were averaged to produce an 

importance score and a satisfaction score for each item.  A performance gap was 

calculated by subtracting the satisfaction score from the importance score.  Larger 

performance gaps indicated that the institution was not meeting student expectations; 

smaller performance gaps indicated that the institution was doing a relatively good job 

of meeting expectations (www.noellevitz.com).  [See Figure 12] Among other analyses, 

the level of satisfaction of students attending institutions using the Noel-Levitz 

Satisfaction Inventory were compared with those of a national representative sample of 

comparable colleges and universities. 

                                                      

 
 
Figure 12. Matrix for Student Satisfaction Inventory (SSI). [From www.noellevitz.com, 
1/19/2005, reproduced with permission.] 

Very Important (7) 

Very Satisfied (7) 

Very Unimportant (1) 

Very Dissatisfied (1) 

Institutional StrengthsInstitutional 

http://www.noellevitz.com/
http://www.noellevitz.com/
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Reliability and Validity of the Student Satisfaction Inventory 

The Student Satisfaction Inventory is a very reliable instrument.  Both the 2 year 

and 4 year versions of the SSI show exceptionally high internal reliability.  Cronbach's 

coefficient alpha is .97 for the set of importance scores and is .98 for the set of 

satisfaction scores.  It also demonstrates good score reliability over time; the three-

week, test-retest reliability coefficient is .85 for importance scores and .84 for 

satisfaction scores (National Student Satisfaction, 2005).   

There is also evidence to support the validity of the Student Satisfaction 

Inventory.  Convergent validity was assessed by correlating satisfaction scores from the 

SSI with satisfaction scores from the College Student Satisfaction Questionnaire 

(CSSQ), another statistically reliable satisfaction instrument.  The Pearson correlation 

between these two instruments (r = .71; p<.00001) is high enough to indicate that the 

SSI's satisfaction scores measure the same satisfaction construct as the CSSQ's 

scores, and yet the correlation is low enough to indicate that there are distinct 

differences between the 2 instruments on each variable. (www.noellevitz.com/SSI). 

 

University of North Texas Customer Satisfaction Survey (UNT-CSS) 

 This survey, based on the customer satisfaction model developed by Willard 

Hom (2002), was designed by the researcher to further explore gender differences in 

the responses of African American male and female students completing the Noel- 

Levitz Student Satisfaction Inventory. The survey uses a Likert-type scale to measure 

expectations for customer satisfaction by African American students at UNT, customer 

satisfaction experiences by African American students at UNT, perception of customer 

http://www.noellevitz.com/SSI
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satisfaction by African American students at UNT and the evaluation of customer 

satisfaction by African American students at UNT.    

The UNT-CSS was used to further explore the specific correlates of satisfaction 

identified by the SSI to be statistically significant between African American males and 

females at UNT. Using these correlates, this instrument was used to discern at which 

point in the customer satisfaction process- expectation, experience, perception or 

evaluation, African American students at UNT, by gender, demonstrated significant 

dissatisfaction.  

 To test the reliability and validity of the UNT-CSS a pilot administration of the 

survey was administered to 25 students.  Results of the pilot test are included in data 

analysis. 

The UNT-CSS was administered online.  SurveyConsole was used to house the 

survey and the resulting data.  Each invited student was given a link to access the UNT-

CSS.  All responses were captured immediately. 

 

Procedure 

 This research was conducted in the following manner. 

1. Determined areas in which African American students showed a statistically 
significant difference by gender in satisfaction levels with college services using 
univariate analysis of variance on the information from the dissemination of the 
fall 2004 Noel-Levitz Student Satisfaction Inventory at UNT.  

 
2. Administered the UNT-CSS to further explore gender differences in areas 

isolated by the Noel-Levitz data. An ANOVA was performed on data obtained via 
the UNT-CSS to determine at which point in the customer satisfaction process 
developed by Hom (2002) African American males and females differed 
statistically and to what degree. 
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3. Conclusions and implications will be disseminated to the UNT community to aid 
in the retention of African American students at UNT. 

 

 

Data Analysis 

To analyze the data in this research study a statistical procedure called 

univariate analysis of variance (ANOVA) was used.  To reduce the possibility of Type 1 

error, the Bonferroni correction was configured by raising the standard of proof needed 

to demonstrate statistical significance.  The Bonferroni correction is a statistical 

adjustment for the multiple comparisons that are made when using multiple ANOVAs 

(http://www.childrens-mercy.org/stats/ask/bonferroni.asp). The normal p value (.05) is 

multiplied by the number of outcomes being tested; in this case the 12 indicators of 

satisfaction rendered adjusting the p value to .005 for the purposes of this research.   

The independent variables in this study are African American males and African 

American females.  The dependent variables are the 12 indicators of satisfaction 

established by Noel-Levitz and the 4 factors (expectation, experience, perception and 

evaluation) from the UNT-CSS.  By using the ANOVA procedure, whether or not a 

difference existed between males and females could be determined. This procedure 

also indicated in which areas they differed, and identified to what degree they differed in 

each area.   

 In addition, descriptive statistics such as frequency counts, measures of central 

tendency, etc. were used to describe general trends in the data sets. 

 Each research question was answered in the following manner: 

• Which of the 12 indicators of satisfaction measured by the Noel-Levitz Student 
Satisfaction Inventory are deemed most important by African American students 

http://www.childrens-mercy.org/stats/ask/bonferroni.asp
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at the University of North Texas participating in the fall 2004 assessment of 
satisfaction?  In which areas are these students most satisfied? 

 
 Using data from the fall 2004 administration of the Noel-Levitz SSI, descriptive 

statistics were performed on aggregate data to determine which areas were deemed 

most important, and in which areas students were most satisfied.   

• Which of the 12 indicators of satisfaction measured by the Noel-Levitz Student 
Satisfaction Inventory differ statistically, by gender, in terms of importance and 
satisfaction among African American male and female students that participated 
in the Noel-Levitz Student Satisfaction Inventory in the fall of 2004 at the 
University of North Texas? 

 
 To answer this question, a series of ANOVAs were performed on aggregate data 

to discern if there were statistically significant differences in satisfaction levels of African 

American males and females at UNT.  This analysis determined in which areas the 

differences occurred and the degree of difference apparent between each indicator of 

satisfaction.    

• On which factors in the customer service process (expectations, experience, 
perceived service, or evaluation) do African American male and female students 
differ, and to what degree do they differ? 

 
 To answer this question, a series of ANOVAs were performed on aggregate data 

from the UNT-CSS to determine if there were statistically significant differences in parts 

of the customer service process between African American males and females at UNT.  

This analysis also determined in which areas the difference occurred and how much of 

a difference was apparent between each step of the process.    

• What correlations can be found among the factors of gender, satisfaction level, 
and customer service satisfaction within the population of African American 
students at the University of North Texas? 

 
 To answer this research question, data obtained from the SSI were used in the  
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UNT-CSS to further explore gender differences in specified areas of concern with 

African American students.  

 

Feasibility of the Study 

  Knowledge acquired through this research can be used to aid university 

personnel in devising and implementing retention programs for African Americans 

based on intra- group variations as opposed to cross-race paradigms.  This research 

adds to the body of knowledge in higher education by investigating key differences in 

African American male and female students’ at a large metropolitan university, thereby 

providing essential information that can be used to enhance student retention efforts at 

UNT.  Data to support this study are available through campus resources. 

 

Ethical Issues and Human Research Subject Compliance 

 This research did require the use of human subjects; however, little to no risk 

was involved for students that consented to participate.  The possible benefits to the 

participants included better assistance by university personnel through retention 

programs and other aid geared to increase the matriculation rates of African American 

students at UNT.   

 This research project was reviewed and approved by the UNT Institutional 

Review Board (IRB). 
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CHAPTER 4 

DATA ANALYSIS AND RESULTS 

Introduction 

 This study explored the gender differences in satisfaction levels of African 

American male and female students at the University of North Texas (UNT) using data 

collected from the fall 2004 dissemination of the Noel-Levitz Student Satisfaction 

Inventory (SSI).  Data from the SSI was then used to achieve a second goal in this 

study.   Using Hom’s basic model of customer (dis)satisfaction as a theoretical base, the 

University of North Texas Customer Satisfaction Survey (UNT-CSS) was developed to 

further analyzed data from the SSI to determine at which point in the customer service 

process undergraduate African American male and female students differ.  This study 

was attempted to explore gender differences in African American students at UNT with 

the goal of being able to provide valuable data to aid in developing new strategies to 

increase the retention and matriculation of African American students at UNT. 

 In fall 2004, undergraduate students were given the opportunity to participate in 

the Noel-Levitz SSI.  More than 1500 students participated in the study.  More 

specifically, 156 African American students participated in the study.  Table 4 illustrates 

the demographic breakdown of African American students participating in the SSI.   
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Table 4 
 
UNT African American Undergraduate Students participating in the fall 2004 
Dissemination of the Noel-Levitz Student Satisfaction Inventory by Gender 
 

Gender Number of African 
American Students 

Percentage of participating 
students 

Female 110 70.5 
Male 45 28.8 
Total 156 100 

 

Reliability data for the SSI is available in Table 8.  This table illustrates that data 

from this administration of the SSI was reliable on all twelve indicators of satisfaction. 

 
Table 5 
 
Noel-Levitz Student Satisfaction Inventory; Fall 2004 Reliability Data 
 

Indicator of Satisfaction Cronbach’s Alpha 

Academic Advising/Counseling .975 

Campus Climate .878 

Academic Services .915 

Campus Support Services .885 

Concern for Individuals .771 

Instructional Effectiveness .778 

Recruitment and Financial Aid .903 

Registration Effectiveness .803 

Responsiveness to Diverse Populations .741 

Safety and Security .886 

Service Excellence .838 

Student Centeredness .757 
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Table 6 
 
Frequency Counts of Participating Students’ Responses to the Twelve Indicators of 
Satisfaction; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction Inventory 
 

Indicator of Satisfaction 

Number of students 
responding  

(out of 156 students 
participating) 

Percentage of 
students 

responding to the 
indicator of 
satisfaction 

Academic Advising/Counseling 134 85.9 
Campus Climate 126 80.8 
Academic Services 87 55.8 
Campus Support Services 115 73.7 
Concern for Individuals 103 66.0 
Instructional Effectiveness 124 79.5 
Recruitment/ Financial Aid 120 76.9 
Registration Effectiveness 135 86.5 
Responsiveness to Diverse Populations 105 67.3 
Safety and Security 108 69.2 
Service Excellence 113 72.4 
Student Centeredness 142 91.0 
 

It is important to note that the number of students completing each section of the 

SSI varies per section.  Table 6 shows the number and percentage of students 

completing all the questions for the specified indicator of satisfaction.  Satisfaction 

indicators with low response rates consequently have lower reliability rates; however, 

reliability rates on all 12 indicators of satisfaction are above .7 and answers are deemed 

reliable and the test valid for the purposes of this study. 

In spring 2006, undergraduate students at UNT were given the opportunity to 

participate in the University of North Texas Customer Satisfaction Survey (UNT-CSS). 

Each undergraduate student at UNT (more than 21,000 students) received an email 



 

 51

invitation to participate in this study of satisfaction (See Appendix B).  All students at 

UNT received an invitation to participate in the study, making it necessary for students 

to self-identify themselves as African American.  The goal of reaching all students was 

to give an opportunity for students that may not have completed demographic data for 

the university to actually participate in the survey under conditions of anonymity. 

A total of 128 students completed the electronic survey after the first invitation; 

however, only 8 of the students were African American.  A second request was sent out 

to students one week later that focused on increasing minority participation in the 

survey (See Appendix B).  After further investigation, it was discovered that other 

researchers had also experienced low return rates of electronic surveys as compared to 

the return rate for paper surveys.  It was decided that as a third request personal 

contacts would be made with administrators, organizations, and students to increase 

participation in the study. 

Flyers were posted in common areas on campus.  Meetings were held with the 

Directors of Multicultural Affairs, the Office of Equity and Diversity, Student Support 

Services, and also the Dean of Students.  A packet of 25 fliers with direct links to the 

survey were packaged for organizations on campus to distribute to their members.  In 

addition, hundreds of fliers were left with the Director of Multicultural Affairs, the Director 

of Equity and Diversity, and the Director of Student Support Services at UNT with the 

goal of reaching more African American students and encouraging participation.   

A total of 130 African American undergraduate students participated in the UNT-

CSS.  A total of 112 of the African American students that completed the survey 

qualified to participate in the study by completing all questions.  Almost 400 students 
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viewed the survey but were unable to complete the survey due to the criterion specified 

for the sample for this survey administration (See Table 7). 

 
Table 7  

Overall Participant Statistics on the UNT-CSS 

Viewed  394 

Started 270 

Completed 130 
Completed 

Completion Rate  48.15 

Drop Outs (After Starting) 140 
Incomplete 

Validation Errors  6 

 

The 48.15 completion rate for the spring 2006 administration of the UNT-CSS 

can be misleading since we are unaware of whether students meeting the criteria to 

take the survey actually failed to complete or if students who were ineligible for the 

survey disqualified themselves prior to the disqualifying questions. 

The 140 drop outs in survey were either not African Americans students or not 

undergraduate students at UNT. This data was determined via the qualifying questions 

in the survey.  One can speculate that the 124 students that viewed the survey and did 

not start the survey were students that did not fit the criteria needed for this particular 

study.  Only answers given by the 112 self identified African Americans undergraduate 

students at UNT were deemed acceptable for further study into gender differences of 

African American students at UNT.   
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A pilot study using 10 African American undergraduate students was conducted 

using the UNT-CSS to gather reliability data on the instrument.  (See Table 8).  

 
Table 8 

Reliability Data of UNT-CSS 

Cronbach’s Alpha Cronbach’s Alpha Based 
on Standardized Items (N) of items 

.904 .904 16 

 

The instrument scores tested to be reliable on all 16 measures.  The instrument’s 

reliability was consistent with that of the Noel-Levitz Student Satisfaction Inventory.   

  

Research Question 1 

Which of the 12 indicators of satisfaction measured by the Noel-Levitz Student 
Satisfaction Inventory are deemed most important by African American students at the 
University of North Texas participating in the fall 2004 assessment of satisfaction?  In 
which areas are these students most satisfied? 
 

Tables 9, 10, and 11 illustrate the areas that African American students felt were 

most important to them.  Overall the top 3 indicators of satisfaction measured to be of 

importance in rank order are: Academic Advising, Registration Effectiveness, and 

Concern for the Individual.  The indicators of satisfaction that ranked to be of least 

importance to undergraduate African American students in rank order are: Service 

Excellence, Student Centeredness, and Responsiveness to Diverse Populations. 
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Table 9 
 
Mean Importance Gap Scores of the Twelve Indicators of Satisfaction as Measured by 
the Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction Inventory 
 

Indicator of Satisfaction 
Importance Mean 

Gap Score 
(females) 

Importance Mean 
Gap Score 

(males) 
Academic Advising/Counseling 6.482 6.162 
Campus Climate 6.245 5.962 
Academic Services 5.894 5.940 
Campus Support Services 6.256 5.959 
Concern for Individuals 6.401 6.049 
Instructional Effectiveness 6.160 5.839 
Recruitment/Financial Aid 6.355 5.859 
Registration Effectiveness 6.369 6.120 
Responsiveness to Diverse Populations 6.179 5.882 
Safety and Security 6.570 5.765 
Service Excellence 6.139 5.835 
Student Centeredness 6.169 5.837 
Note: Asterisk denotes statistically significant differences; lowest possible score is 1; highest possible 
score is 7. 
 

Males and females shared different views on what indicators of satisfaction were 

more important.  Table 10 and 11 indicate that Academic Advising/Counseling was 

important to both males and females to varying degrees.  Females were most 

concerned with Safety and Security, whereas males were most concerned with 

Academic Advising/Counseling followed by Registration Effectiveness.  Concern for 

Individuals appeared to be very important both to males and females at the University of 

North Texas. 
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Table 10 
 
Indicators of Satisfaction in which UNT Undergraduate African American Females Felt 
Were Most Important; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Importance Gap Score (mean) 
Safety and Security 6.570 
Academic Advising/Counseling 6.482 
Concern for Individuals 6.401 
Note: lowest possible score is 1; highest possible score is 7 
 
Table 11 
 
Indicators of Satisfaction in which UNT Undergraduate African American Males Felt 
Were Most Important; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Importance Gap Score (mean) 
Academic Advising/Counseling 6.162 
Registration Effectiveness 6.120 
Concern for Individuals 6.049 
Note: lowest possible score is 1; highest possible score is 7 

 

Areas in which African American male and female students demonstrated 

satisfaction were not particular to gender.  Both African American males and females 

appeared to be most satisfied with Campus Support Services, Academic 

Advising/Counseling, and Instructional Effectiveness though to varying degrees.  African 

American females and males were most satisfied with Campus Support Services at 

UNT.  African American females were more satisfied with Academic 

Advising/Counseling services than African American males.  And, African American 

males reported more satisfaction with Instructional Effectiveness than did African 

American females. (See Tables 12,13) 
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Table 12 
 
Indicators of Satisfaction in which UNT Undergraduate African American Females are 
Most Satisfied; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Gap Score (mean) 
Campus Support Services 5.37 
Academic Advising/Counseling 5.14 
Instructional Effectiveness 5.25 
 
 
Table 13 
 
Indicators of Satisfaction in which UNT Undergraduate African American Males are 
Most Satisfied; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Gap Score (mean) 
Campus Support Services 5.18 
Instructional Effectiveness 5.10 
Academic Advising/Counseling 5.03 
 
 
Table 14 
 
Indicators of Satisfaction in which UNT Undergraduate African American Students are 
Most Satisfied; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Female Gap Score 
(mean) 

Male Gap Score 
(mean) 

Campus Support Services 5.37 5.18 

Academic Advising/Counseling 5.14 5.03 
Instructional Effectiveness 5.25 5.10 
Note: Asterisk denotes statistically significant differences; lowest possible score is 1; highest possible 
score is 7 
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 African American undergraduate students at UNT were also uniform in areas of 

least satisfaction.  Students reported dissatisfaction in Recruitment and Financial Aid, 

Safety and Security, and Concern for the Individual though to varying degrees. (See 

Tables 14, 15) 

Table 15 
 
Indicators of Satisfaction in which UNT Undergraduate African American Females are 
Least Satisfied; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Gap Score (mean) 
Recruitment/ Financial Aid 4.24 
Safety and Security 4.39 
Concern for Individuals 4.76 
 
 

Concern for Individuals appears as an area of high importance to all African 

American undergraduate students, but also as an area of least satisfaction (Tables 

16,17).  Safety and Security were also found to be extremely important to both African 

American males and females, more so to African American females, however, security 

and safety ranked among the indicators found to be unsatisfactory to African American 

students. Recruitment and Financial Aid registered high in importance to African 

American students, although not in the top three, but this was also an area of 

dissatisfaction for African American students. 
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Table 16 
 
Indicators of Satisfaction in which UNT Undergraduate African American Males are 
Least Satisfied; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Gap Score (mean) 
Safety and Security 4.43 
Recruitment/Financial Aid 4.50 
Concern for Individuals 4.57 
 
 
Table 17 
 
Indicators of Satisfaction in which UNT Undergraduate African American Students are 
Least Satisfied; Fall 2004 Dissemination of the Noel-Levitz Student Satisfaction 
Inventory 
 

Indicator of Satisfaction Female Gap Score 
(mean) 

Male Gap Score 
(mean) 

Recruitment/Financial Aid 4.24 4.43 

Safety and Security 4.39 4.50 
Concern for Individuals 4.76 4.57 
Note: Asterisk denotes statistically significant differences; lowest possible score is 1; highest possible 
score is 7 
 
 

 

Research Question 2 

Which of the 12 indicators of satisfaction measured by the Noel-Levitz Student 
Satisfaction Inventory differ statistically, by gender, in terms of importance and 
satisfaction among African American male and female students that participated in the 
Noel-Levitz Student Satisfaction Inventory in the fall 2004 at the University of North 
Texas? 
 
 Table 18 illustrates the indicators of satisfaction and their mean Gap scores for 

males and females.  Gap scores are measured from 1 to 7; with 1 indicating the least 

amount of satisfaction and 7 indicating the highest possible amount of satisfaction for a 
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given indicator.  As indicated in Tables 15, 21, for African American females at UNT, 

Campus Support Services, Instructional Effectiveness, and Academic 

Advising/Counseling were areas in which African American females exhibited high 

amounts of satisfaction.  African American males exhibited high amounts of satisfaction 

in the same areas though to varying degrees.  Table 21 illustrates the mean gap scores 

for all 12 indicators of satisfaction for the fall 2004 dissemination of the Noel-Levitz 

Student Satisfaction Inventory. 

Table 18 
 
Mean Gap Scores of Twelve Indicators of Satisfaction as Measured by the Fall 2004 
Dissemination of the Noel-Levitz Student Satisfaction Inventory 
 

Indicator of Satisfaction 
Mean Gap Score 

(females) 
Mean Gap Score 

(males) 

Academic Advising/Counseling 5.14 5.03 

Campus Climate 5.00 5.00 
Academic Services 5.01 4.94 
Campus Support Services 5.37 5.17 
Concern for Individuals 4.76 4.57 
Instructional Effectiveness 5.20 5.10 
Recruitment/Financial Aid 4.24 4.50 
Registration Effectiveness 4.85 4.84 
Responsiveness to Diverse Populations 5.03 4.85 
Safety and Security 4.39 4.43 
Service Excellence 4.89 4.81 
Student Centeredness 4.96 4.98 
Note: Asterisk denotes statistically significant differences; lowest possible score is 1; highest possible 
score is 7. 
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Table 19 
 
Descriptive Statistics for Academic Advising 
 
Gender Mean Std. Deviation N 
Female 6.5918 6.30633 98 
Male 5.5938 7.34346 32 
Total 6.3462 6.56123 130 

 
 
Table 20 
 
Between-Subjects Factors for Academic Advising 
 
 Value Label N 
GENDER 1 Female 98 

2 Male 32 
 
 
 
Table 21 
 
Tests of Between-Subjects Effects for Academic Advising (Dependent Variable 
GAP_AA) 
 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 24.031b 1 24.031 .556 .457 .004 .556 .115 

Intercept 3582.000 1 3582.000 82.920 .000 .393 82.920 1.000 

GENDER 24.031 1 24.031 .556 .457 .004 .556 .115 

Error 5529.392 128 43.198      

Total 10789.000 130       

Corrected Total 5553.423 129       
aComputed using alpha = .05; bR squared = .004 (adjusted R squared = -.003) 
 
 

Tables (19, 20, and 21) illustrate the statistical results derived from student 

responses concerning academic advising.  Table 19 shows the mean scores for African 

American males and females for this indicator of satisfaction, and Table 20 shows the 
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number of African American males and females that are included in this particular 

analysis.  Table 21 shows the actual test of significance for academic advising.  There 

was no statistical significance determined between African American males and females 

in the area of academic advising.  Figure 13 shows the variance in means of African 

American males and females that participated. 

 
Figure 13.  Estimated marginal means of academic advising. 
 
 
Table 22 
Between-Subjects Factors for Concern for Individual 
 
 Value Label N 
GENDER 1 Female 72 

2 Male 25 
 
 
 Table 22 shows the number of African American male and female students used 

in the analysis for Concern for the Individual. 
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Table 23 
 
Descriptive Statistics for Concern for Individual 
 
Gender Mean Std. Deviation N 
Female 8.1111 6.71671 72 
Male 7.4800 8.03700 25 
Total 7.9485 7.04209 97 

 
 
 Table 23 shows an average of the means for students participating in the 

assessment of Concern for the Individual.   

Table 24 
 
Tests of Between –Subjects Effects for Concern for Individual 
 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 7.391b 1 7.391 .148 .702 .002 .148 .067 

Intercept 4510.814 1 4510.814 90.153 .000 .487 90.153 1.000 

GENDER 7.391 1 7.391 .148 .702 .002 .148 .067 

Error 4753.351 95 50.035      

Total 10889.000 97       

Corrected Total 4760.742 96       
aComputed using alpha = .05; bR squared = .002 (adjusted R squared = -.009) 
 
 
 Table 24 shows the test of significance for Concern for the Individual.  No 

statistical significance was determined between African American males and females 

for Concern for the Individual. 
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Figure 14.  Estimated marginal means for concern for individual. 
 

 Figure 14 illustrates the means for African American males and females for 

Concern for the Individual. 

Table 25 
 
Between-Subjects Factors for Campus Support Services 
 
 Value Label N 
GENDER 1 Female 80 

2 Male 31 
 
 
Table 26 
 
Descriptive Statistics for Campus Support Services 
 
Gender Mean Std. Deviation N 
Female 5.9125 5.95594 80 
Male 5.3871 7.70142 31 
Total 5.7658 6.45819 111 
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Table 27 
 
Tests of Between-Subjects Effects for Campus Support Services 
 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 6.168b 1 6.168 .147 .702 .001 .147 .067 

Intercept 2852.690 1 2852.690 67.866 .000 .384 67.866 1.000 

GENDER 6.168 1 6.168 .147 .702 .001 .147 .067 

Error 4581.742 109 42.034      

Total 8278.000 111       

Corrected Total 4587.910 110       
aComputed using alpha = .05; bR squared = .001 (adjusted R squared = -.008) 
 
 
 Tables 25, 26, and 27 show how students responded to questions concerning 

Campus Support Services.  As indicated in Table 27 there is no statistical difference in 

the views of African American males and females concerning Campus Support 

Services.  Figure 15 illustrates the average means for African American males and 

females for the indicator of Campus Support Services. 

 
 
Figure 15.  Estimated marginal means for campus support services. 
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 The results for analysis of data concerning Instructional Effectiveness are 

illustrated in Tables 28, 29, and 30.  Table 30 indicates that no statistical significance is 

seen between the views of African American males and females concerning 

Instructional Effectiveness.  Figure 16 illustrates the average means for African 

American males and females concerning Instructional Effectiveness. 

 
Table 28 
Between-Subjects Factors for Instructional Effectiveness 

 Value Label N 
GENDER 1 Female 92 

2 Male 27 
 
 
Table 29 
Descriptive Statistics for Instructional Effectiveness 

Gender Mean Std. Deviation N 
Female 17.0109 14.07476 92 
Male 13.6667 14.45151 27 
Total 16.2521 14.16921 119 

 
Table 30 
Tests of Between-Subjects Effects for Instructional Effectiveness 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 233.448b 1 233.448 1.164 .283 .010 1.164 .188 

Intercept 19644.708 1 19644.708 97.985 .000 .456 97.985 1.000 

GENDER 233.448 1 233.448 1.164 .283 .010 1.164 .188 

Error 23456.989 117 200.487      

Total 55122.000 119       

Corrected Total 23690.437 118       
aComputed using alpha = .05; bR squared = .010 (adjusted R squared = .001) 
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Figure 16.  Estimated marginal means of instructional effectiveness. 
 
 
Table 31 
Between-Subjects Factors for Recruitment/Financial Aid 

 Value Label N 
GENDER 1 Female 85 

2 Male 30 
 
 
Table 32 
Descriptive Statistics for Recruitment/Financial Aid 

Gender Mean Std. Deviation N 
Female 12.4471 8.60994 85 
Male 7.8333 7.47448 30 
Total 11.2435 8.54256 115 
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Table 33 
Tests of Between-Subjects Effects for Recruitment/Financial Aid 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 472.004b 1 472.004 6.797 .010 .057 6.797 .734 

Intercept 9120.004 1 9120.004 131.329 .000 .538 131.329 1.000 

GENDER 472.004 1 472.004 6.797 .010 .057 6.797 .734 

Error 7847.178 113 69.444      

Total 22857.000 115       

Corrected Total 8319.183 114       
aComputed using alpha = .05; bR squared = .057 (adjusted R squared = .048) 
 
 Tables 31, 32, and 33 include data obtained from student participants concerning 

recruitment and financial aid.  Table 33 shows no statistical significance exists between 

African American males and females as far as views on recruitment and financial aid.  

Figure 17 illustrates average means for Recruitment/Financial Aid. 

 
 
Figure 17.  Estimated marginal means of recruitment/financial aid. 
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Table 34 
Between-Subjects Factors for Student Centeredness 

 Value Label N 
GENDER 1 Female 100 

2 Male 38 
 
  
Table 35 
Descriptive Statistics for Student Centeredness 

Gender Mean Std. Deviation N 
Female 7.1600 6.88098 100 
Male 5.0263 6.09602 38 
Total 6.5725 6.72058 138 

 
 
Table 36 
Tests of Between-Subjects Effects for Student Centeredness 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 125.362b 1 125.362 2.812 .096 .020 2.812 .384 

Intercept 4089.304 1 4089.304 91.737 .000 .403 91.737 1.000 

GENDER 125.362 1 125.362 2.812 .096 .020 2.812 .384 

Error 6062.414 136 44.577      

Total 12149.000 138       

Corrected Total 6187.775 137       
aComputed using alpha = .05; bR squared = .020 (adjusted R squared = .013) 
 
 As indicated in Table 36, no statistical significance exists between African 

American male and females students for the indicator of Student Centeredness.  Tables 

34 and 35 show the number of students participating in this assessment and the 

average means for African American males and females for this indicator.  Figure 18 

shows the average means of African American males and females in regards to Student 

Centeredness. 
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Figure 18.  Estimated marginal means of student centeredness. 
 
 
Table 37 
Between-Subjects Factors for Service Excellence 

 Value Label N 
GENDER 1 Female 78 

2 Male 30 
 
 
 Table 37 shows the number of African American males and females that 

participated in the assessment of Service Excellence.  Table 38 illustrates the average 

means for African American males and females for this particular indicator of 

satisfaction. 

Table 38 
Descriptive Statistics for Service Excellence 

Gender Mean Std. Deviation N 
Female 9.7308 7.75547 78 
Male 7.5333 8.24928 30 
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Table 39 
Tests of Between-Subjects Effects for Service Excellence 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 104.622b 1 104.622 1.679 .198 .016 1.679 .250 

Intercept 6457.733 1 6457.733 103.640 .000 .494 103.640 1.000 

GENDER 104.622 1 104.622 1.679 .198 .016 1.679 .250 

Error 6604.813 106 62.310      

Total 15693.000 108       

Corrected Total 6709.435 107       
aComputed using alpha = .05; bR squared = .016 (adjusted R squared = .006) 
 
 
 Table 39 shows that there is no statistical significance in the mean scores of 

African American males and females for Service Excellence.  Figure 19 show the 

average means of African American students for Service Excellence.  

 
Figure 19.  Estimated marginal means of service excellence. 
 

Female Male
GENDER

7.50 

8.00 

8.50 

9.00 

9.50 

10.00 

Estimated Marginal 
Means



 

 71

Table 40 
Between-Subjects Factors Campus Climate 

 Value Label N 
GENDER 1 Female 88 

2 Male 31 
 
 
 Table 40 shows the number of African American students that participated in the 

assessment for Campus Climate. 

 Table 41 shows the descriptive statistics for African American males and females 

that assessed Campus Climate at the University of North Texas. 

Table 41 
Descriptive Statistics for Campus Climate 

Gender Mean Std. Deviation N 
Female 20.4432 17.12084 88 
Male 14.0323 16.76998 31 
Total 18.7731 17.19304 119 

 
Table 42 
Tests of Between-Subjects Effects for Campus Climate 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model 942.190b 1 942.190 3.248 .074 .027 3.248 .432 

Intercept 27246.896 1 27246.896 93.931 .000 .445 93.931 1.000 

GENDER 942.190 1 942.190 3.248 .074 .027 3.248 .432 

Error 33938.684 117 290.074      

Total 76820.000 119       

Corrected Total 34880.874 118       
aComputed using alpha = .05; bR squared = .027 (adjusted R squared = .019) 
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 Table 42 indicates that no statistical significance exists between African 

American males and females at UNT for the indicator of Campus Climate.  Figure 20 

shows the average means for Campus Climate. 

 
Figure 20.  Estimated marginal means for campus climate. 
 
 
Table 43 
Between-Subjects Factors for Registration Effectiveness 

 Value Label N 
GENDER 1 Female 99 

2 Male 34 
 
  
 Table 43 shows the number of students participating in the assessment of 

Registration Effectiveness, while Table 44 illustrates the average means.  Table 45 

shows that there is no statistical significance in the views of African American males 
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and females in regards to registration effectiveness.  Figure 21 illustrates the average 

means of African American students for Registration Effectiveness. 

Table 44 
Descriptive Statistics for Registration Effectiveness 

Gender Mean Std. Deviation N 
Female 7.6566 6.05950 99 
Male 6.1471 5.25779 34 
Total 7.2707 5.88286 133 

 
Table 45 
Tests of Between-Subjects Effects for Registration Effectiveness 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model  57.668b 1 57.668 1.675 .198 .013 1.675 .250 

Intercept 4822.239   1 4822.239 140.051 .000 .517 140.051 1.000 

GENDER 57.668 1 57.668 1.675 .198 .013 1.675 .250 

Error 4510.588 131 34.432      

Total 11599.000 133       

Corrected Total 4568.256 132       
aComputed using alpha = .05; bR squared = .013 (adjusted R squared = .005) 
 
 

 
Figure 21.  Estimated marginal means of registration effectiveness. 
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Table 46 
Between-Subjects Factors for Academic Services 

 Value Label N 
GENDER 1 Female 63 

2 Male 17 
 
 Table 46 shows the number of African American students participating in the 

assessment of Academic Services.  Table 47 illustrates the average means for students 

that participated in the assessment.  Table 48 indicates that no statistical significance 

exists between African American male and female students for Academic Services. 

Table 47 
Descriptive Statistics for Academic Services 

Gender Mean Std. Deviation N 
Female 13.3016 14.39829 63 
Male 6.4706 12.25315 17 
Total 11.8500 14.17798 80 

 
 
Table 48 
Tests of Between-Subjects Effects for Academic Services 

Source 
Type III 
Sum of 

Squares 
df Mean 

Square F Sig. Partial 
Eta2 

Noncent. 
Parameter 

Obs. 
Powera 

Corrected Model  624.695b 1 624.695 3.194 .078 .039 3.194 .423 

Intercept 5233.695   1 5233.695 26.759 .000 .255 26.759 1.000 

GENDER 624.695 1 624.695 3.194 .078 .039 3.194 .423 

Error 15255.505 78 195.583      

Total 27114.000 80       

Corrected Total 15880.200 79       
aComputed using alpha = .05; bR squared = .039 (adjusted R squared = .027) 
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 Figure 22 illustrates the average means for African American males and females 

in regards to Academic Services at UNT. 

 

Figure 22.  Estimated marginal means for academic services. 
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at UNT. African American undergraduate students meeting all criteria totaled 112 

students. 

Results of an analysis of variance using SPSS 12.0 indicated no statistically 

significant difference occurred between African American males and females in the 

areas of Academic Advising/Counseling, Instructional Effectiveness, and Campus 

Support Services using an alpha level of .05.  Table 49 illustrates the varying means for 

males and females on each of the indicators of satisfaction selected.  Twenty-nine 

African American males were used in this determination with the exception of 

instructional effectiveness where 28 males responded.  A total of 83 females were used 

to determine statistical significance with the exception of Campus Support Services 

where only 81 females participated. 

Table 50 shows the results of an ANOVA ran on the data from the UNT-CSS.  

This data indicates, using Academic Advising/Counseling as an indicator of satisfaction, 

that there is no statistical difference between the views of males and the views of 

females on this indicator.  The African American male mean score of 8.4138 is not 

statistically different than the African American female mean score of 7.2892.  Further 

analysis determines no statistical significance on the indicator of Instructional 

Effectiveness as well.  The African American male mean score of 7.3571 is not 

statistically different from the African American female mean score of 7.6204.  The 

African American male mean score of 7.6552 on the indicator Campus Support 

Services is not statistically different than the African American female mean score of 

7.7160. An alpha level of 0.05 was used to determine statistical significance on all 

indicators. 



 

 77

Table 49 
Descriptive Statistics for Indicators of Satisfaction from the Spring 2006 Administration 
of the UNT-CSS 

Indicator of Satisfaction N Mean Std. 
Deviation Std. Error

Males 29 8.4138 2.82232 .52409 Academic Advising/Counseling 
Females 83 7.2892 2.92747 .32095 

Males 28 7.3571 2.655 .50189 Instructional Effectives 
Females 83 7.6206 2.23028 .24480 

Males 29 7.6552 2.40944 .44742 Campus Support Services 
Females 81 7.7160 2.05082 .22787 

 
Table 50 
ANOVA of UNT-CSS Data 

  Sum of 
Squares df Mean  

Square F Sig 

Between 
Groups 27.182 1 27.182 3.236 .075

Within 
Groups 924.095 110 8.401   Academic Advising/Counseling 

Total 951.277 111    

Between 
Groups 1.259 1 1.259 .229 .633

Within 
Groups 598.308 109 5.489   Instructional Effectiveness 

Total 599.568 110    

Between 
Groups .079 1 .079 .017 .896

Within 
Groups 499.021 108 4.621   Campus Support Services 

Total 499.100 109    
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Research Question 4 

What correlations can be found among the factors of gender, satisfaction level and 
customer service satisfaction at the University of North Texas? 
 
 Correlations among the factors of gender, satisfaction level, and evaluation of 

customer service satisfaction were run using Pearson’s correlation to determine 

relationships.  Correlation was significant at the 0.01 level (2-tailed), and the .05 level 

(2-tailed) as indicated on Tables 26 and 27. 

 
Table 51 
Correlations Among the Factors of Gender, Satisfaction Level, and Customer Service 
Between Male African American Undergraduate Students at the University of North 
Texas   

   Expectation Experience Perception 
Customer 
Serv. Sat. 

(Evaluation) 

Pearson corr. 1 .615** .335 .623** 

Sig. (2-tailed) .000 .000 .081 .000 Expectation 

N 29 29 28 29 

Pearson corr. .615** 1 .728** .772** 

Sig. (2-tailed) .000 .000 .000 .000 Experiences 

N 29 29 28 29 

Pearson corr. .335 .728** 1 .638** 

Sig. (2-tailed) .081 .000 .000 .000 Perception 

N 28 28 28 28 

Pearson corr. .623** .772** .638** 1 

Sig. (2-tailed) .000 .000 .000 .000 
Customer 
Serv. Sat. 
(Evaluation) 

N 29 29 28 29 
Note: **Correlation is significant at the 0.01 level (2-tailed); *Correlation is significant at the 0.05 level (2-
tailed). 
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Table 52 
Correlations Among the Factors of Gender, Satisfaction Level, and Customer Service 
Between Female African American Undergraduate Students at the University of North 
Texas   

  Expectation Experience Perception 
Customer 
Serv. Sat. 

(Evaluation) 

Pearson corr. 1 .307** .287** .262* 

Sig. (2-tailed) .000 .005 .009 .017 Expectation 

N 83 83 83 83 

Pearson corr. .307** 1 .705** .797** 

Sig. (2-tailed) .005 .000 .000 .000 Experiences 

N 83 83 83 83 

Pearson corr. .287** .705** 1 .772** 

Sig. (2-tailed) .009 .000 .000 .000 Perception 

N 83 83 83 83 

Pearson corr. .262* .797** .772** 1 

Sig. (2-tailed) .017 .000 .000 .000 
Customer 
Serv. Sat. 
(Evaluation) 

N 83 83 83 83 
Note: **Correlation is significant at the 0.01 level (2-tailed); *Correlation is significant at the 0.05 level (2-
tailed). 
 
 

As indicated in Table 51, a strong correlation exists among African American 

males’ expectation of service and their actual experience and evaluation of that service.  

A relationship was not present between expectation of service and perception of 

service.  A relationship was also evident between African American males’ experience 

of customer service at UNT with their expectation of service, perception of service, and 

evaluation of customer service.  A positive relationship was evident with African 

American males’ perception of service and their actual experience as well as their 

evaluation of customer service.  Finally, a strong positive correlation exists between 
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expectation of service, experiences, and perceptions of service when evaluating 

customer service at UNT for African American males. 

 African American females demonstrated a strong positive correlation between 

expectation of customer service at UNT and customer service experiences and 

perceptions of customer service.  A positive correlation was also seen with females 

between expectation of customer service and evaluation of customer service but not as 

strong of a correlation as seen with experience and perception.  Strong correlations 

were evident among participating African American females with experiences in 

customer service at UNT and expectation for service, perception of service, and 

evaluation of services.  A strong correlation was present between perception of 

customer service and expectations of customer service, as well as experiences of 

customer service and evaluation of customer service.  Evaluation of customer service 

had a strong relationship with experiences of customer service and perception of 

customer service; however, a correlation only existed at the 0.05 level for expectation of 

customer service.  Table 53 further illustrates the relationships between African 

American males and females with expectation, experiences, perceptions, and 

evaluations of customer service. 
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Table 53 
Relationships Between Undergraduate African American Males and Females at the 
University of North Texas with Customer Service Satisfaction 

  Expectation Experience Perception Customer Serv. 
Sat.(Evaluation)

Male  38**  39** Expectation 
Female  9** 8** 7* 

Male 38**  53** 60** 
Experiences 

Female 9**  50** 64** 

Male  53**  41** 
Perception 

Female 8** 50**  60** 

Male 39** 60** 41**  Customer Serv. 
Sat.(Evaluation) Female 7* 64** 60**  
Note: **Correlation is significant at the 0.01 level (2-tailed); *Correlation is significant at the 0.05 level (2-
tailed). 
 

Table 53 is indicative of the customer service process experienced by African 

American male and female students at UNT.   Expectation, in African American males, 

has a significant effect on the Experience and subsequent Evaluation of customer 

service satisfaction.  In this study, 38% of African American males’ experiences 

positively correlated with their initial expectations.  Moreover, 39% of African American 

males’ evaluation of customer service positively correlated with African American male’s 

expectations. 

African American females’ expectation of customer service positively correlated 

with experience, perception, and evaluation of customer service.  In African American 

females, the correlations were significant at the .01 level for experience and perception 

and at the .05 level for evaluation.   

In both African American males and females, expectation correlated with 

experience and evaluation.  Only in African American females was a correlation 
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significant with perception.  Males and females demonstrated a relationship between 

expectation and evaluation; however, the correlation between expectation and 

experience was significant at the .01 level for males and the .05 level for females.   

It is significant to note the larger effect sizes (the proportion of the total variance 

attributed to the effect) of African American males illustrates how expectations of African 

American males largely influences experience, perception, and evaluation, more so 

than African American females.   
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CHAPTER 5 
 

CONCLUSIONS AND IMPLICATIONS 
 

Summary 
 

 This study investigated gender variances in the satisfaction of African American 

students at the University of North Texas with college services provided by the 

university.  Data from the fall 2004 administration of the Noel-Levitz Student Satisfaction 

Inventory were used to discover differences in African American students based on the 

12 indicators of satisfaction used by Noel-Levitz.  These 12 indicators of satisfaction are 

Academic Advising/Counseling, Campus Climate, Academic Services, Campus Support 

Services, Concern for Individuals, Instructional Effectiveness, Recruitment and Financial 

Aid, Registration Effectiveness, Responsiveness to Diverse Populations, Safety and 

Security, Service Excellence and Student Centeredness. 

 Analysis of the data indicated that no statistical significance existed among any 

of the correlates of satisfactions as a function of gender.  In fact, African American 

students appeared to have very similar ideas on what services were important to them 

as African American students and on how satisfied they were with services provided by 

the university.   

 Exactly 156 African American students participated in the administration of the 

Noel-Levitz Student Satisfaction Inventory.  This number is approximately 8% of the 

total African American population at UNT.  Of the 156 students that participated, 110 

were female and 45 were male. 

 African American females rated Safety and Security, Academic 

Advising/Counseling, and Concern for Individuals as the indicators of satisfaction most 
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important to them.  Similarly, African American males rated Academic 

Advising/Counseling, Registration Effectiveness, and Concern for Individuals as 

indicators of satisfaction most important to them.   

 African American male and female students were most satisfied with the same 

indicators of satisfaction.  These indicators were Campus Support Services, Academic 

Advising/Counseling, and Instructional Effectiveness though to varying degrees. 

 African American males and females also were similar in their rankings of college 

services in which they were least satisfied.  African American females ranked 

Recruitment/Financial Aid, Safety and Security, and Concern for Individuals as 

indicators of satisfaction in which they were least satisfied.  Likewise, African American 

males ranked Safety and Security, Recruitment/Financial Aid, and Concern for 

Individuals as indicators of satisfaction in which they were least satisfied.   

 Mean gap scores for African American students were surprisingly similar; 

however, mean gap scores for African American females were consistently higher than 

African American males when determining areas of most satisfaction.  Moreover, mean 

gap scores for African American females were consistently lower than African American 

males when ranking indicators of satisfaction in which these students were least 

satisfied. 

 The Noel-Levitz Student Satisfaction Inventory creates a performance gap score 

by subtracting the satisfaction score from the importance score.  This allows interpreters 

to project how well the institution is meeting the needs of its students.   

African American students at UNT felt that Safety and Security was an important 

indicator of satisfaction; however, African American male and female students ranked 
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Safety and Security as being an indicator of satisfaction in which they were least 

satisfied.  The performance gap score for Safety and Security is low, indicating that 

African American male and female students alike are dissatisfied with the university’s 

measures to ensure safety and security on campus.  

 Concern for Individuals is another area deemed important by African American 

students at UNT.  It is also an area in which both African American males and females 

ranked as unsatisfactory.  Here again we see a low performance gap score indicating 

that African American students are dissatisfied with the efforts UNT use to demonstrate 

concern for individuals on campus.  African American females had lower performance 

gap scores for safety and security as well as concern for individuals.  Their scores were 

lower yet no statistical significance existed between male and female performance gap 

scores on each measure.   

 Scores for each indicator of satisfaction, as a function of gender, were measured 

for statistical significance.  The mean gap scores for African American male and female 

students demonstrated no statistical significance on all 12 measures of satisfaction 

using a total score calculated from total importance scores minus total satisfaction 

scores for each measure.  Univariate analysis of variance was used to test for 

significance for each measure.  To eliminate the possibility of type one error, the 

Bonferroni correction was used to make statistical significance harder to earn.  For the 

purposes of this research the p-value was adjusted from .05 to .005 to test for statistical 

significance.   

 This study examined differences in the satisfaction of African American students 

at UNT based on information obtained from African American students in the fall 2004 
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administration of the Noel-Levitz Student Satisfaction Inventory (SSI).  In addition, using 

a comparable group of African American students at UNT, this investigation applied 

Hom’s basic model of customer satisfaction to further examine gender variations in 

African American students’ satisfaction at UNT toward the goal of increasing retention of 

African American students on campus. 

 A total of 130 African American undergraduate students participated in the UNT-

CSS.  A total of 112 of the African American students that completed the survey 

qualified to participate in the study by completing all questions.  Once again roughly 8% 

of the population of African American students at UNT participated in the study—a 

comparable group to those that participated in the Noel-Levitz SSI. 

 Hom’s basic model of customer (dis)satisfaction illustrates that students undergo 

a process that leads up to the eventual evaluation of a college service.  Students have 

an expectation of the service to be rendered, they undergo an actual experience, they 

have a perception of what the experience should have been, and these 3 mechanisms 

affect how students will evaluate a particular college service.  In this study, African 

American males and females were measured against each other to discern if 

differences occur in how African American students process the customer service 

model as a function of gender. 

Results of an analysis of variance using SPSS 12.0 indicated no statistically 

significant difference occurred between African American males and females in the 

evaluation of Academic Advising/Counseling, Instructional Effectiveness, and Campus 

Support Services at UNT using an alpha level of .05.  These data imply that African 
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American students’ evaluate the 3 measures of satisfaction in similar, consistent ways 

as a function of gender. 

 However, further analysis of Hom’s model shows that correlations do exist at 

varying points in the customer service process for African American males and females. 

Correlations among the factors of gender, satisfaction level, and evaluation of customer 

service were run using Pearson’s correlation to determine relationships.   

 A strong correlation exists among African American males’ expectations of 

service and their actual experience and evaluation of that service.  A relationship was 

also evident between African American males’ experience of customer service with his 

expectation of customer service, perception of service, and evaluation of service.   

 African American females demonstrated a strong correlation between 

expectation of customer service and customer service experiences and perceptions of 

customer service.  A correlation was also seen between expectation of customer 

service and evaluation of customer service. 

 

Discussion 

 There does not appear to be any significant variance in the satisfaction levels of 

African American students at UNT.  However, African American students in general 

express concerns about college services provided.  The Noel-Levitz data uses an 

average of means to determine total scores for students for importance and satisfaction.  

A score of 1 indicates that a student feels the correlate of satisfaction is not important or 

that they are not satisfied, and a score of 7 indicates that the student feels the correlate 

of satisfaction is very important or that they are very satisfied. 
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 African American females that participated in this study generally ranked all 12 

correlates of satisfaction as being important.  The lowest mean score given was for 

academic services (5.894).  The highest mean score given was for academic 

advising/counseling (6.482).  There is no statistically significant difference between the 

correlate of satisfaction ranked as least important for African American females and the 

correlate that ranks the highest.  This suggests that African American females on 

campus that participated in this study have a general viewpoint that all components of 

customer service on campus are important to similar degrees. 

 African American males that participated in this study had lower importance 

mean scores than African American females yet not to a statistically significant degree.  

The lowest importance mean gap score for African American males was 5.765 which 

were the score for Safety and Security.  The highest importance mean gap score for 

African American males was 6.162 which was the score for Academic 

Advising/Counseling.  Once again, there was no statistical difference between the 

lowest and highest scoring means for the correlates of satisfaction measured for 

importance.  This suggests that African American males on campus that participated in 

this study also have a general viewpoint that all components of customer satisfaction on 

campus are important to similar to degrees.  However, it is important to note that African 

American males consistently ranked all components of satisfaction lower in importance 

than African American females.   

 Typically, importance scores provide a context and framework for analysis and 

planning by universities.  Correlates of satisfaction that are ranked high in importance 

and high in satisfaction generally get more attention and higher priority as far as 
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resource allocation.  Therefore, the fact that African American males rank all correlates 

of satisfaction consistently lower in importance than African American females is 

disturbing; as a consequence vital programming and essential funding key to retention 

of African American students can easily be reduced or eliminated.     

Satisfaction with college appears to be a key determinant of retention for many 

African American students at predominantly White colleges and universities (Astin, 

1993).  Moreover, it has been linked with a variety of other key variables such as 

attrition, academic achievement, learning, and development (Benjamin & Hollings, 

1997).  By ranking all the correlates of satisfaction as unimportant, the voice of African 

American males is silenced at UNT.  

The Noel-Levitz SSI is commonly analyzed primarily using only those factors in 

which students demonstrate little satisfaction to indicators ranked as very important. 

These demonstrate areas in which the university is performing poorly to students.  As a 

result key issues such as safety and security, recruitment and financial aid, and concern 

for the individual – all correlates of satisfaction in which African American males at UNT 

were most dissatisfied can go un-noted by university officials searching for ways to 

improve the retention rates of this targeted population using satisfaction as a measure 

of retention.  

African American males and females reported being most satisfied with Campus 

Support Services, Academic Advising/Counseling, and Instructional Effectiveness.  

Similarly, both groups reported being least satisfied with Safety and Security, 

Recruitment/Financial Aid, and Concern for Individuals.  The indicator of satisfaction, 

concern for the individual, according to data presented in this study, is one in which 
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African American students (both male and female) scored as most important to them; 

however, African American males and females both also ranked this indicator as being 

a measure in which they were least satisfied.  These data illustrate the need for 

university officials to create and redesigned programs aimed at promoting diversity on 

campus.   

The fact that African American students ranked the correlates of satisfaction 

similarly suggests that gender does not play a significant part in assessing the 

satisfaction levels of African American students at UNT.  However, it is important to note 

that in both the fall 2004 administration of the Noel-Levitz SSI and in the spring 2006 

administration of the UNT-CSS roughly 8% of the African American population 

participated in the studies.  The low number of participants in each study could possibly 

have an effect on the results as well as the way in which African American students 

were identified to participate. 

 In the fall 2004 administration of the Noel-Levitz SSI, students in large core 

curriculum courses such as English were identified and asked to participate in the study.  

In the spring 2006 administration of the UNT-CSS, all undergraduate students at UNT 

were contacted through university email accounts.  Students had to self-identify 

themselves as African American to complete the survey.  Perhaps a more efficient plan 

to target African American students—particularly African American males (who were 

represented in low numbers in both assessments) could lead to different results.    

The Noel-Levitz survey accomplishes its purpose by providing a broad overview 

of student satisfaction. However, broad overviews are by nature, relatively superficial. 

The results suggest problems may exist with African American students’ satisfaction at 
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UNT; an appropriate next step would be to investigate the situation in greater depth. A 

variety of methodologies could be used to gather further information. Options include 

follow-up surveys with questions that focus on specific aspects of the situation (e.g. 

where the problem is, what is the specific problem and why it is a problem), 

questionnaire surveys, or focus group discussions with African American students are 

also valuable options.  

 Hom’s basic model of customer (dis)satisfaction states that students typically 

undergo a process when evaluating customer service in higher education.  The students 

enter the customer service experience with a certain expectation of that service. Next, 

the student has an actual customer service experience followed by the determination of 

a perception of the customer service received.  The customer service process is 

completed by the eventual evaluation of the customer service received by the student.    

 Univariate analysis of variance of the UNT-CSS data proved that no statistical 

significance existed between the evaluation of Academic Advising/Counseling, 

Instructional Effectiveness, and Campus Support Services by African American 

students at UNT at the .05 level.  Students were consistent on their views of the 3 

correlates of satisfaction determined to be most satisfactory to them as students at 

UNT.  Academic Advising/Counseling was an area noted to be important and a 

measure in which students were most satisfied. It is interesting that on this particular 

measure, African American males seemed to demonstrate a higher level of satisfaction 

through evaluation than African American females, though not to a statistically 

significant degree.   
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 The relationships between the factors of gender, satisfaction level, and customer 

service among African American males and females at UNT raised the most interesting 

points in the study.  African American males demonstrated strong positive correlations 

between their expectations of customer service and their consequent evaluation of that 

service.  The results indicated that 38% of African American males at UNT can expect 

to have a customer service experience largely defined by the student’s expectation, 

whereas only 9% of African American females’ expectations would influence the 

customer service experience and eventually the evaluation of customer service.   

According to Hom’s basic model of customer (dis)satisfaction expectations, 

experiences, and perceptions all have an effect on the way that a customer service 

experience is evaluated.  In the case of African American males, the student’s 

expectation of the services largely accounts for how the student will evaluate the 

service.  Expectations, however, do not account to a large degree for how African 

American females evaluate customer service at UNT 

 This observation is consistent with prior research.  In a study conducted by Dana 

Wood, Rachel Kaplan & others (2006) at the University of North Carolina- Chapel Hill 

expectations for educational attainment were measured from students, teachers, and 

parents.  Results demonstrated that boys ages 9-16 had lower expectations of 

educational attainment than girls.  Teachers and parents demonstrated lower 

expectations for boys as early age 6-15.  These finding held true even when controlling 

for academic achievement.  

 What was surprising in this study is that positive teacher expectations and 

positive youth perceptions of the school environment protected African American males 
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from lower parental expectations and increased the expectation of educational 

attainment in African American males.   

The fact that African American males consistently have lower expectations for 

educational attainment and in this study lower expectations for service can significantly 

be impacted through responsive and innovating programming by university officials to 

create positive perceptions of school environments thereby actively promoting the 

retention of African American males in higher education.  This study further reiterates 

the need for university officials to strengthen ties with the K-12 community to foster 

more realistic expectations of higher education at a younger age (Wood et al, 2006).  . 

African American females, according to the data, are much more influenced by 

their perceptions of the service received.  Sixty % of African American females at UNT 

will evaluate their customer service experiences largely by their perception of the 

customer service rendered as opposed to 41 of African American males (Wood et al, 

2006).   

These data suggest that in order to increase the satisfaction levels of African 

American students, African American males and females need to be assisted in 

different ways.  African American males need more realistic expectations for college 

experiences and African American females need to walk away with a better sense that 

their needs have been met according to Hom’s Basic model of customer satisfaction. 

 

Conclusions 

 Several important facts concerning variances in satisfaction levels of African 

American students at UNT were determined through this investigation.  This research 



 

 94

has added to the body of knowledge in higher education not only by providing critical 

information on how African American students differ from each other at this particular 

large, metropolitan university but also in the following three ways.   

This investigation has highlighted the need re-evaluate current methods used to 

assess the satisfaction levels of African American students.  Secondly, the need to 

foster realistic expectations of higher education in the African American community, 

particularly with African American males, has been re-emphasized in this study and 

supports data from previous empirical studies on this population of students. Lastly, 

through this research variances in how African American students process the customer 

service model developed by Willard Hom were exemplified, providing crucial information 

for universities to target programming, resource allocation, and training of university 

personnel to better meet the needs of African American students towards the goal of 

increasing persistence and matriculation of these students. 

One key component of this study was whether or not variances actually occurred 

in the satisfaction levels of African American students at UNT.  The data represent no 

significant differences.  This contradicts other studies that have been performed 

investigating differences in African American students.  African American students at 

UNT scored the 12 indicators of satisfaction similarly with only one prevailing factor 

evident—the fact that African American males consistently scored all 12 indicators of 

satisfaction lower on both measures of importance and satisfaction.   

How a student ranks a particular indicator of satisfaction largely affects the 

analysis of the Noel-Levitz SSI.  Information that is scored as highly important to 

students generally reflects the outcome of the analysis.  If a student ranks an indicator 
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as highly important and ranks this same item as an indicator in which they are highly 

satisfied, the university is seen as highly proficient in that particular area.  An indicator 

that is ranked as highly important to a student and is ranked as unsatisfactory to that 

student is analyzed as an area needing improvement for the university. 

African American males at UNT ranked all 12 indicators of satisfaction low on 

importance measures.  With the current methods used to analyze the Noel-Levitz SSI, 

the voice of African American males here at UNT was stifled.  A true depiction of African 

American males’ satisfaction levels were obscured because the group ranked all 

indicators as fairly unimportant. 

Retention of African American males is a significant problem in higher education.  

Satisfaction has been proven to be a measure of persistence therefore methods used to 

assess the satisfaction level of African American students must truly represent this 

population.  The language in the Noel-Levitz SSI could be one factor prohibiting 

accurate results from African American students.  Perhaps clearer definitions of each 

indicator of satisfaction would help the student understand what is actually being 

measured thereby providing more reliable results. 

Prior research has confirmed that African American male students have less 

realistic expectations for higher education than do African American females.  This point 

is becomes apparent in this investigation as well.  Though African American students 

had similar views on what was important and similar satisfaction levels, expectations of 

customer service in higher education had a significant impact on how African American 

males evaluated customer service at UNT.  There was a direct relationship between 

lower expectation levels and lower evaluation of customer service with African American 
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males at UNT.  Simply stated, African American males expect less, and feel they 

receive less than satisfactory service.   

To combat this issue it is important that UNT maintain ties with the K-12 

community to foster more realistic expectations for higher education in the African 

American community.  In addition, orientation sessions, university mandated courses 

such as PSYCH 1000, remedial coursework, and multicultural centers on campus need 

to further educate this population on the processes involved in higher education to 

stimulate a better sense of what to expect in terms of service provided by higher 

education.   

Hom’s basic model of customer satisfaction revealed interesting data concerning 

African American females as well.  Expectation of service for females had little impact 

on evaluation of customer service; however, the perception of the customer service 

provided significantly impacted this group.  According to Hom’s model, perception of 

customer service satisfaction is determined after the student has formulated an 

expectation of the service to be received, and has actually experienced customer 

service for a particular indicator.  It is a measure of how the student internalized the 

customer service process.   

African American females at UNT rate customer service at UNT negatively after 

they have undergone an actual experience.  One possible solution to alleviate this 

problem includes more immediate feedback or evaluation of service.  Training of 

university personnel to meet the needs of this group of students is essential.  
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Implications 

There are several implications for future research that evolved from this study.  

First of all this study is limited in that what it presents is a snapshot of what has 

occurred at UNT in a given time period.  The results are not generalizable to other 

African American students at large, metropolitan universities.  However, the study is 

successful in generating new thoughts and ideas towards the goal of increasing 

persistence and retention in African American students.  A longitudinal design, as 

opposed to the cross sectional analysis employed, would give a better overview of 

variances in satisfaction levels of African American students.  Furthermore, to increase 

the generalizability of the study a random sample of African American students should 

be invited to participate, as opposed to the convenience sample of UNT students used. 

A qualitative study of the importance of student services  to African American 

students at UNT would provide additional information as to why African American 

students, males in particular, rate student services as low in importance.  A combination 

of focus groups and individual interviews could provide more in depth information on the 

satisfaction levels of African American students.   
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APPENDIX A 

UNT-CSS SURVEY INSTRUMENT
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Dear UNT student,  
 
My name is Latanya Washington and I am a graduate student in the Higher Education 
program at the University of North Texas.  I am conducting an online study about 
differences in African American males and females satisfaction levels with their college 
experiences at UNT. 
 
If you agree to take part in this study, you will be asked to complete a questionnaire 
about your customer service experiences at UNT and your satisfaction with the services 
received.  It will take approximately fifteen minutes to complete.  Your responses may 
help us learn more about retention of African American students in higher education. 
Participation in this study is completely voluntary.   
 
You have the right to skip any question you choose not to answer.  There are no 
foreseeable risks involved in this study; however, if you decide to withdraw your 
participation you may do so at any time by simply leaving the website. 
 
Your name will not be requested in this study so your responses will be anonymous.  All 
research records will be kept confidential by the Principal Investigator.  No individual 
responses will be disclosed to anyone because all data will be reported on a group 
basis.   
 
If you have questions about this study, please contact Latanya Washington at 940-369-
7168 or Dr. V. Barbara Bush at 940-565-4288. This research project has been reviewed 
and approved by the UNT Institutional Review Board (IRB).  Please contact the UNT 
IRB at 940-565-3940 with any questions regarding your rights as a research subject.  
 
If you agree to participate, you may print this document for your records. By completing 
this survey, you are confirming that you are at least 18 years old and you are giving 
your informed consent to participate in this study. 
 
For the purposes of this research study, customer service is being defined in terms of 
professional assistance or other resources provided by the University of North Texas to 
its students.  Customer service satisfaction is the reaction by students to the actual 
quality of services provided. 
 
 Please mark the answer that most accurately represents your response to each 
question. 
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Are you an undergraduate African American student at UNT? 
1. yes 
2. no 

 If no, please discontinue this survey.  
 Are you at least 18 years of age?  

1. yes 
2. no 

 
 If no, please discontinue this survey. 
 
 What is your current classification at UNT? 

1. Freshmen 
2. Sophomore 
3. Junior 
4. Senior 

 
 Please select your appropriate age range. 

1. 18-24 
2. 24-30 
3. 31-37 
4. over 37 

 
 Are you male or female? 

1. Male 
2. Female 

 
Choose the phrase that best describes your EXPECTATION for customer service at 
UNT.  

1. I expect to receive EXCELLENT customer service at UNT. 
2. I expect to receive GOOD customer service at UNT. 
3. I expect to receive FAIR customer service at UNT. 
4. I expect to receive POOR customer service at UNT. 

 
Choose the phrase that best describes your EXPERIENCES with customer service at 
UNT. 

1. I have experienced EXCELLENT customer service as a student at UNT. 
2. I have experienced GOOD customer service as a student at UNT. 
3. I have experienced FAIR customer service as a student at UNT. 
4. I have experienced POOR customer service as a student at UNT. 

 
Choose the phrase that best describes your PERCEPTION of customer service at UNT. 

1. Customer service at UNT is EXCELLENT. 
2. Customer service at UNT is GOOD. 
3. Customer service at UNT is FAIR. 
4. Customer service at UNT is POOR. 
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Are you satisfied with the customer service you receive at UNT? 

1. Yes. I am very satisfied with customer service at UNT. 
2. Yes. I am satisfied with customer service at UNT. 
3. No. I am not satisfied with customer service at UNT. 
4. No. I am very dissatisfied with customer service at UNT. 

 
 
 For the purposes of this study, CAMPUS CLIMATE is defined as an assessment of 
students feelings of connectedness with the institution and commitment of the institution 
to them, as well as the quality of interaction between students, staff, and administration. 
Please answer the next four questions concerning your customer service satisfaction in 
the area of campus climate at UNT. 
 
Choose the phrase that best describes your EXPECTATION of campus climate at 
UNT?  

1. I expected the campus climate at UNT to be excellent. 
2. I expected the campus climate at UNT to be good. 
3. I expected the campus climate at UNT to be fair. 
4. I expected the campus climate at UNT to be poor. 

 
Choose the phrase that best describes your EXPERIENCE with campus climate at 
UNT. 

1. The campus climate at UNT is excellent. 
2. The campus climate at UNT is good. 
3. The campus climate at UNT is fair. 
4. The campus climate at UNT is poor. 

 
Choose the phrase that best describes your PERCEPTION of campus climate at UNT. 

1. The campus climate at UNT is excellent. 
2. The campus climate at UNT is good. 
3. The campus climate at UNT is fair. 
4. The campus climate at UNT is poor. 

 
Are you satisfied with the campus climate at UNT? 

1. Yes. I am very satisfied with the campus climate at UNT. 
2. Yes. I am satisfied with the campus climate at UNT. 
3. No. I am not satisfied with the campus climate at UNT. 
4. No. I am very dissatisfied with the campus climate at UNT. 

 
 
For the purposes of this study, INSTRUCTIONAL EFFECTIVENESS is defined as an 
assessment of faculty effectiveness both in and out of the classroom. Please answer 
the next four questions concerning INSTRUCTIONAL EFFECTIVENESS at UNT. 
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Choose the phrase that best describes your EXPECTATION for customer service by 
faculty at UNT. 

1. I expected to receive excellent customer service from faculty at UNT. 
2. I expected to receive good customer service from faculty at UNT. 
3. I expected to receive fair customer service from faculty at UNT. 
4. I expected to receive poor customer service from faculty at UNT. 

 
Choose the phrase that best describes your EXPERIENCES with customer service from 
faculty at UNT. 

1. I have received excellent customer service from faculty at UNT. 
2. I have received good customer service from faculty at UNT. 
3. I have received fair customer service from faculty at UNT. 
4. I have received poor customer service from faculty at UNT. 

 
Choose the phrase that best describes your PERCEPTION of customer service by 
faculty at UNT. 

1. Customer service by faculty at UNT is excellent. 
2. Customer service by faculty at UNT is good. 
3. Customer service by faculty at UNT is fair. 
4. Customer service by faculty at UNT is poor. 

 
Are you satisfied with the customer service you receive from faculty at UNT? 

1. Yes. I am very satisfied with customer service from faculty at UNT. 
2. Yes. I am satisfied with customer service from faculty at UNT. 
3. No. I am not satisfied with customer service from faculty at UNT. 
4. No. I am very dissatisfied with customer service from faculty at UNT. 

 
 
For the purposes of this study, RESPONSIVENESS TO DIVERSE POPULATIONS is 
being defined as an assessment of institutional commitment to certain populations of 
students: part-time, evening, nontraditional, ethnic minority, commuter, and disabled 
students. Please answer the next four questions concerning your satisfaction with 
UNT’s responsiveness to diverse populations. 
 
 
Choose the phrase that best describes your EXPECTATION for responsiveness to 
diverse populations at UNT. 

1. I expected UNT to provide excellent customer service in response to diverse 
populations. 
2. I expected UNT to provide good customer service in response to diverse 
populations. 
3. I expected UNT to provide fair customer service in response to diverse 
populations. 
4. I expected UNT to provide poor customer service in response to diverse 
populations. 
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Choose the phrase that best describes your EXPERIENCES with UNTs response to 
diverse populations. 

1. I have received excellent customer service as a diverse student at UNT. 
2. I have received good customer service as a diverse student at UNT. 
3. I have received fair customer service as a diverse student at UNT. 
4. I have received poor customer service as a diverse student at UNT. 

 
Choose the phrase that best describes your PERCEPTION of UNT’s responsiveness to 
diverse populations. 

1. UNT’s responsiveness to diverse populations is excellent. 
2. UNT’s responsiveness to diverse populations is good. 
3. UNT’s responsiveness to diverse populations is fair. 
4. UNT’s responsiveness to diverse populations is poor. 

 
Are you satisfied with UNT’s responsiveness to diverse populations? 

1. Yes. I am very satisfied with UNT’s responsiveness to diverse populations. 
2. Yes. I am satisfied with UNT’s responsiveness to diverse populations. 
3. No. I am not satisfied with UNT’s responsiveness to diverse populations. 
4. No. I am very dissatisfied with UNT’s responsiveness to diverse populations. 

 
Do you plan to enroll at UNT for fall 2006? 

1. Yes 
2. No 
3. Undecided 

 
When did you first enroll at UNT? 
 
Please share any additional questions or concerns you have about your customer 
service satisfaction/dissatisfaction at UNT. 
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APPENDIX B  
 

INFORMED CONSENT NOTICE
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APPENDIX C 

TABLES
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Table C.1 
Numbers and Percentages Distribution of Degrees Conferred by Colleges and 
Universities, by Race / Ethnicity and Degree Level: 1999-2000 

Degree 
Level Total 

Black 
Non 

Hispanics

White 
Non 

Hispanics
Hispanics

Asian/ 
Pacific 

Islander 

American 
Indian/ 
Alaska 
Native 

Non 
Resident

Aliens 

Number of Degrees Conferred to Undergrads Only  

Associate  564,933 60,181 408,508 51,541 27,764 6,494 10,445

Bachelor  1,237,875 107,891 928,013 74,963 77,793 8,711 40,504

Percentage Distribution of Degrees Conferred   

Associate  100.0 10.7 72.3 9.1 4.9 1.1 1.8 

Bachelor  100.0   8.7 75.0 6.1 6.3 0.7 3.3 

Note: Title IV, 2- and 4-year degree-granting institutions, NH= Non–Hispanic. Detail may not add to 100 due 
to rounding.  Data from USDOE, NCES, Digest of Education Statistics, 2001, based on integrated 
Postsecondary Education Data System (IPEDS) “Completion” survey, 1999-2000. 

 

Table C.2 
Number of Degrees Conferred To Blacks, Non-Hispanic Students: 1999-2000 

Degree type 

Degrees 
conferred to 
Blacks, non-

Hispanics by all 
colleges and 
universities 

Degrees 
conferred to 
Blacks, non-
Hispanics by 

HBCUs 

Degrees conferred to Black  
non-Hispanics by HBCUs 

as a percentage of degrees 
conferred to Blacks, non-
Hispanics by all colleges 

and universities 

Associate Degree 60,181 1,621 2.7 

Bachelor 
Degrees 107,891 25,508 23.6 

Note: Title IV, 2- and 4-year degree-granting institutions, NH= Non–Hispanic.  Data from USDOE, NCES 
(2001), Digest of Education Statistics, 2001, based on integrated Postsecondary Education Data System 
(IPEDS) “fall enrollment” and “completion” surveys, 1999-2000. 
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