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Abstract:

The purpose of this study was to investigate the influence of peers within a residence hall floor
community on selected student outcomes. These outcomes included measures of behaviors; university
involvement; personality and self-concept; attitudes, beliefs, and values; academic and cognitive
development; degree and life goals; and satisfaction with college. The influence of the resident advisor
was also investigated.

The data for this study were collected using the Cooperative Institutional Research Program Freshmen
Survey during orientation sessions before the fall semester of 1992, and a follow-up survey at the end
of spring semester in 1993.

The data were examined using a five step process including descriptive analysis, paired sample t-tests,
correlational analysis, factor analysis, and stepwise linear regression. The results of the regression
analyses were compared with separate analyses for students according to the amount of time they had
spent with other floor residents or in the residence hall.

A total of 125 variables were examined with t-tests. There were increases in the results of 60 of the
variables, decreases in the results of 38, and no change from the pretest to the posttest in 27 of the
variables. The floor community was a predictor of the student's score in every regression model.- The
resident advisor's score entered the regression model in only one of the original analyses, Social
Self-Concept.

This study concludes that peer influence within the residence hall floor community is clearly a factor in
student development. The resident advisor's personal influence is limited. Colleges and universities
should be intentional about studying smaller peer cultures on campus and in setting up positive
environments. Further research on the effects of peer influence within the residence hall community
should be conducted. How resident advisors influence their residents should also be further
investigated.
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ABSTRACT

The purpose of this study was to investigate the
influence of peers within a residence hall floor community
on selected student outcomes. These outcomes included
measures of behaviors; university involvement; personality
and self-concept; attitudes, beliefs, and values; academic
and cognitive development; degree and life goals; and
satisfaction with college. The influence of the resident
advisor was also investigated.

The data for this study were collected using the
Cooperative Institutional Research Program Freshmen Survey
during orientation sessions before the fall semester of
1992, and a follow-up survey at the end of spring semester
in 1993.

The data were examined using a five step process
including descriptive analysis, paired sample t-tests,
correlational analysis, factor analysis, and stepwise linear
regression. The results of the regression analyses were
compared with separate analyses for students according to
the amount of time they had spent with other floor residents
or in the residence hall.

A total of 125 variables were examined with t-tests.
There were increases in the results of 60 of the variables,
decreases i1n the results of 38, and no change from the '
pretest to the posttest in 27 of the variables. The floor
community was a predictor of the student’s score in every
regression model.- The resident advisor’s score entered the
regression model in only one of the original analyses,
Social Self-Concept.

This study concludes that peer influence within the
residence hall floor community is clearly a factor in
student development. The resident advisor’s personal
influence is limited. Colleges and universities should be
intentional about studying smaller peer cultures on campus
and in setting up positive environments. Further research
on the effects of peer influence within the residence hall
community should be conducted. How resident advisors
influence their residents should also be further
investigated.




CHAPTER 1
INTRODUCTION
Framework

The study of college outcomes has been receiving
increasing attention in higher education. Regional
accrediting associations are requiring assessment programs
in their member institutions, while state legislatures and
the public are demanding greater accountability from
colleges and universities. Although this impetus for
assessment often looks at explicit signs of student
achievement such as graduation rates or attrition, higher
education research has increasingly focused on the factors
that influence student development. The aim of assessment
is to recommend practices which an institution can implement
to enhance student growth. Amid concerns of academic
achievement and real benefits in exchange for the continued
investment in higher education énd because of internal and
external demands for greater accountability, colleges and
universities are increasing their assessment activities.

Assessment of the college experience is not new. In
1936, Stephen Corey published one éf the first éummaries‘of

research which reviewed twenty years of previous college
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studies (Pascarella & Terenzini, 1991, p. xi). Since that
time a cumulative base of knowledge has been built by
researcheérs whose works have become standard texts and
classics in the field (Astin, 1977, 1991a, 1991b, 1993;
Feldman & Newcomb, 1969; Jacob, 1957; Lenning, Lee, Micek, &
Service, 1977; Pascarella & Terenzini, 1991). Research on
the impact of the college experience on students is
extensive and has provided a fundamental framework for what
is productive. How this information can be practically used
to enhance student learning and developmeht on college
campuses is of interest to the faculty and to student
development professionals as they strive for a greater

understanding of their effectiveness.

Background of the Study

Important Factors

In reviewing the higher education research, a few
factors consistently stand out as consequential for student
development and success. Extensive research has pointed to
peer influence as one of the most influentiai factors on
student development (Astin, 1993, pp. 398-410) while on-
campus living is consistently identified as one of.the
factors leading to involvement and integration into the
institution (Pascarella & Terenzini, 1991 pp. 611-613). An

earlier review of 50 years of research reveals that college
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is a place where students are socialized and where they
adopt attitude and value norms from other students and the
faculty. Student interaction is especially influential in
social and interpersonal development (Feldman & Newcomb,
1969). Other researchers have confirmed the impact of
student peers on student development and learning (Astin,
1977; Pace, 1979; Pascarella & Terenzini, 1991). In his

extensive study, What Matters in College, Astin (1993)

concludes that “viewed as a whole, the many empirical
findings from this study seem to warrant the following

general conclusion: the student’s peer group is the single

most potent source of influence on growth and development

during the undergraduate years” (p. 398).

Living in a residence hall is another factor that can
have a beneficial impact on college outcomes. Living on
campus has proved to ‘have positive effects on college
persistence, involvement, and integration with the
institution (Alfert, 1966; Astin, 1975; Pascarella &
Terenzini, 1991). 1In their meta-analysis of higher
education research Pascarella and'Terenzini (1991) concluded
that “living on campus (versus commuting to‘college),is
perhaps the single most consistent within-college
determinant éf impact”.(p. 611). Residence hall living

provides an environment where students can interact closely

with their peers and also offers college administrators a




way to access students.

A less studied factor in the impact of residence hall
life is the effect of the floor community on student
development. Few other experiences in college offer as

‘intense an interaction with peers as living within a
residence hall floor community. Commonly, students in the
residence halls are assigned to a room on a floor community,
and these communities are managed as separate living units
within the hall. Each floor community is assigned a
resident advisor (RA), who is responsible for developing a
healthy living environment that is conducive to successful
college attendance. The resident advisors do this by
offering activities and educational programming, by acting
as a resource fbr the residentsf and by enfofcing residence
hall regulations. The floor communities have their own
student governments, which are part of the larger hall and
inter-hall residence hall associations. These floor
communities act as a home to the residents. Students often
spend more time with their roommates and floormates than
with anyone else during their college stay. The close
association with the roommates and other floor residents can
determine group formation, and student interactions are
often concentrated with roommates and those living in close
physical proximity in the hall (DeCoster & Mable, 1974, p.

30). The close living arrangements often naturally lead to
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friendships and relationships that can last a lifetime.
Although there has been much research on peer influence and
benefits of on-campus living, little is known about specific
influences of floor communities and how students change in

this smaller and more personal environment.

Alexander Astin and the Cooperative
Institutional Research Program

One of the most prominent researchers in the field of
higher education is Alexander Astin. Astin, a professor of
higher education at the University of California, Los
Angeles (UCLA), is also the director of the Higher Education
Research Institute (HERI), and is the founding director of
the Cooperative Institutional Research Program (CIRP)
(Astin, 1993, p. xxi). The author of 18 books and over 200
articles in the field of higher education, Astin’s major
fields of inquiry inclgde “outcomes of higher education,
institutional quality, equality of opportunity and access,
assessment and research methodology, and the interface
between research and policy” (Higher Education Research
Institute [HERI], August 1996, p. 226). Identified as the
most frequently cited author in the field of higher
education, Astin’s influence on current research has grown
in the last ten years (Budd, 1990, pp. 92-94).

In 1966 Astin established the Cooperative Institutional
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Research Program (CIRP) at the American Council of
Education. Moved to the Graduate School of Education at
UCLA in 1973, the CIRP is now the largest and longest
empirical study of higher education in the United States.
CIRP combines data from approximately 1,400 institutions,
over 8 million students, and more than 200,000 faculty.
The student data for the CIRP is obtained by administration
of the Freshmen Survey of entering college students at
approximately 1,400 different higher education institutions.
The College Student Survey (CSS) 1is used as an exit survey
of college seniors, and is linked to the Freshmen Survey.
The annual CIRP Freshmen Survey and College Student Survey
are now administered by HERI under the continuing
sponsorship of the American Council of Education. (sax,

Astin, Korn, & Mahoney, 1996, pp. ii-1).

Statement of the Problem

The impact of residential life on new students is well
documented (Astin, 1977; Chickering, 1974; Pascarella &
Terenzini, 1991; Upcraft & Pilato, 1982). Typical first-
year students spend more time in their residence hall than
any other place on campus. Despite the studies on the impact
of both peer influence and residence hall living on
students, there has been little research about how residence

hall communities influence students and what role the
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resident advisor plays in this process. .Gaining preliminary
understanding of the smaller communities within the
residence hall will be important for further research.

The CIRP Freshmen Survey is administered to over 550
colleges and universities annually (Terrell, 1992, p. 222).
Despite its widespread use, Terrell reported that many
institutions underutilized the Freshmen Survey as a source
of research data for campus assessments, and she recommended
that the institutions should take advantage of “this
informational gold mine to affect academic and nonacademic
strategies and policies” (p. 228). Montana State
University-Bozeman (MSU-Bozeman) has administered the CIRP
Freshmen Survey every other year since 1966. However, the
university has not commonly used the data for further
research. More extensively using the data for research at
MSU-Bozeman can help the university in decision-making and
planning. Understanding the students the university serves
is also important to student affairs staff and the faculty
as they design and implement programs to benefit student's
academic and personal development. A description of the
characteristics of students as they enter the university and
the change in these characteristics after one year will be

beneficial to both staff and faculty at MSU-Bozeman.




Purpose of the Study

This study was an exploratory examination of the
changes in attitudes, goals, involvemeﬁt, and behaviors of
the students who live in residence hall floor communities
and the influence of these communitigsﬂon these changes.
The purpose of this study was to investigate the influence
of peers within a floor community on selected student
outcomes. These outcomes iﬁcluded measures of (a)
behaviors; (b) university involvement; (c) personality and
self-concept; (d) attitudes, beliefs, and values; (e)
academic and cognitive development; (f) degree and life
goals; and (g) satisfaction with college. It also
investigated the influence of the resident advisor of the

floor on these student outcomes.

Research Questions

In order to analyze the influence of peers and of the
resident advisor on floéf communities on student outcomes
the following Qﬁestions were investigated:

1. Do residence hall students’ behaviors; university.
involvement; personality and‘self—concept;
attitudes, beliefs, and values; academic and
cognitive development; degree and life goals; and

satisfaction with college change during their-
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first year at Montana State University.
Is the amount of student involvement with
the university influenced by the amount of
involvement of the other residents on the
floor community?
Are students’ personality and self-concept
influenced by the residence hall floor
community?
Are student beliefs, attitudes, and values
influenced by the beliefs, attitudes, and
values of others in the community?
Do the behaviors of the other students on
the floor in the residence hall influence
individual student behaviors?
Is students’ academic and coghitive’
development influenced by the residence hall
floor community?
Are individual student's academic, degree,
and life goals affected by the floor
communityfs academic, life, and degree
goals-?
Is satisfaction with different aspécfs of
the college environment affected by the
satisfaction of the floor community?

How does the resident advisor influence the
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behaviors; university involvement;
personality and self-concept; attitudes,
beliefs, and values; academic and cognitive
development; degree and life goals; and
satisfaction with college of the floor

residents?

Limitations

This study had several limitations. Since the CIRP
Freshmen Survey is administered during the student
orientation sessions prior to the beginning of the academic
year, only those students who attended the orientation were
included in the study. In addition, the study was limited
to those students who lived within the residence life
program established at MSU-Bozeman. In addition, separate
analyses were not done by gender, ethnicity, socioeconomic
status, or other crucial student characteristics.

A student satisfaction survey was administered randomly
to 25% of the residence hall population approximately one
month prior to the posttest administration date, and this
satisfaction survey was met with some resistance by the
students. This may indicate that there was some opposition
to or impatience with surveys. In addition, many of the

questions on this study’s survey were of a personal nature,




11
and there may have been some apprehension by survey
respondents that the information would not be held
confidential or might be identified.

Resident advisors were also asked to fill out the
follow—-up survey to compare their answers to their floor
residents’ responses. The RA’s may have been apprehensive
about how their survey answers would be used in connection
with their job. Because much of the information is
personal, the RA’s may have feared that the answers they
provided or comparisons by their residents would affect
their evaluations by the residence life senior staff in the
coming year. They were reassured that no identifying
information would be used or released, and that the
information would not be used in any job performance

assessment.

‘Definition of Terms

Assessment

The collection of information about students, staff,
and institutions of higher education and the evaluation of
these data for the purpose of correcting problems and
enhancing the educational experience. Assessment can be
described as measurement or the gathering of information and
evaluation or the use of the information for institutional

improvement. The assessment practices of an institution
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reflect its values (Astin, 1991a, p.5).
CIRP

The Cooperative Institutional Research Program (CIRP),
directed by Alexander Astin at the Higher Education Research
Institute at the University of California, Los Angeles, is a
longitudinal study of the American higher education system.
CIRP has collected data about students, faculty, and
institutional characteristics since 1966 from approximately
1400 higher education institutions. The main data
collection tools are surveys administered to freshman and

upperclass students (Dey, Astin, Korn, & Riggs, 1992).

College Environment

College environment refers to the student's experiences
while attending college. These include classes;
interactions with peers, staff, and faculty; extra-
curricular activities; place of residence; and any other
variable that may have an effect on the student.
“Environmental variables might also be referred to as
treatments, means, or educational experiences, practices,
programs, or interventions” (Astin, 1991a, p. 18).

College Outcomes

The variables of student development that the college
or university influences or attempts to influence through
its programs and practices. These outcomes include

cognitive and affective measures. College outcomes are also
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known as the dependent variables, criterion variable, éims,
goals, or objectives (Astin, 1993).

Floor Communities

A space in a residence hall staffed by a resident
advisor and distinguished as a smaller living unit within
the residence hall. Residents within a floor community
generally have common living areas and a floor government,
which interacts with the hall and inter-hall governments.
The resident advisor and the floor residents often plan
activities and functions in order for floor members to
interact.

Resident advisors (RA's)

Students who live in the residence halls and function
as paraprofessional residence life staff members. Their job
includes conducting administrative duties such as record
keeping of floor furnishings and repair; providing
educational programming for floor residents; acting as a
resource person for students; maintaining discipline; and
acting as a positive role-model.

Student Inputs

Any characteristics that the student brings to the

college experience (Astin, 199la).
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CHAPTER 2

REVIEW OF THE LITERATURE

College Outcomes Assessment

Student outcome assessment is not new to American
education. Calls for increased assessment followed the
expansionary periods in higher education of 1918-1928 and
1952~1975 (Erwin, 1991). 1In 1936 Stephen Corey reviewed
seventeen studies published between 1925 and 1935 (cited in
Pascarella & Terenzini, 1991, p.xi). Corey's article
entitled "Attitude Differences Between College Classes: a

Summary and Criticism" published in the Journal of

Educational Psychology.found that upper-level students

tended to be more socially, politically, or religiously
liberal than lower-level students. In this early literature
review of college impact, Corey made the important point
that the studies reviewed were based on cross-sectional
rather than longitudinal data and as such that the changes
could not necessarily be attributed to college impact, but
were perhaps simply a result of differences between the
upper and lower level classes.

Jacob (1957) provided one of the first comprehensive

reviews of college impact (cited in Erwin, 1991; Feldman &
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Newcomb, 1969; Pascarella & Terenzini, 1991). Jacob

reported that "more homogeneity and greater consistency of
values” (Erwin, 1991, p. 12) were found in seniors as
compared to freshman. He attributed these changes to
socialization of the student to college life, and not to the
impact of the curriculum.

Katz and associates (1968) conducted an important
longitudinal study on the classes that entered Berkeley and
Stanford in 1961. The students were given inventories that
collected data on many areas including personality, social
maturity, attitudes toward authoritarianism and
ethnocentrism, and‘attitudes toward drinking. These
inventories were again administered to the students in 1965
during their senior year. This study was different because
in addition to the freshman inventories, in-depth interviews
were conducted with randomly selected students in the
sample. The focus of the study was personality development
in traditional college students. In the senior year, along
with the personality inventories, a 19-page questionnaire
based on these in-depth interviews was administered. One of
the findings that surprised‘the researchers was the
passivity with which students viewed their college lives. Q
For many, the choice to attend college was a foregone |
conclusion and heavily influenced by their parents and

society. The researchers noted that students came to
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college for a variety of reasons. These included developing
their identity or learning social or occupational skills to
attending college because there was nothing else to do or
because they felt pressured to attend. While students had
many different reasons for attending college, Katz also
noted that undergraduate education had many functions:

It is a further step in the socialization process;
it provides channels for upward mobility; it
provides some occupational preparation; and it
gives professors a place to pursue their
specialized investigations and to obtain some
recruits for them. While serving these purposes,
it also creates a learning environment in which,
for many students, coercion predominates over
curiosity and initiative." (p. 417)

In recommendations for changes Katz continued on to
say:

The answer lies in providing environmental
conditions and experiences that are conducive to
psychological development; that is, any
experiences, academic or otherwise, that further a
student's sense of competence, enhance his self-
esteem, and affect his readiness for genuine self-
awareness and self-criticism as well as his
resistance to improper external pressures....The
starting point would be to make the student, not
the course, the primary interest of the professor,
the department, or the graduate or professional
school; to make the student the 'unit of
education'. (p.424)

Information about the impact of college expanded
rapidly and Feldman and Newcomb (1969) published a
comprehensive review of étudies that has come to be
considered a classic. Feldman and Newcomb noted -that "every

student who ever attends any college undergoes some impact
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from the experience -- even if he withdraws at the end of
one 'horrible week'" (p.325). Beyond this general
observation, they laid the foundation for theories and
framework for studying college impact. They noted that
students had changed with substantial uniformity in American
colleges, and though this did not necessarily reflect the
. impact of college, some of these changes were most likely
attributable to exposure to college. They continued their
argument that tﬂe question to be answered is one of what
kinds of conditions generate éhange in students. Feldman
and Newcomb also proved visionary about the challenges for
higher education. They saw that American edupation had
changed from small, intimate institutions to large urban
universitiés, and they stated that maximizing impacts on
students would need to utilize the internal organization of
an institution and create horizontal structure to assure
positive impact.

Pascarella and Terenzini (1991) published an exhaustivé
review of the literature on college impact that is sure to
become another classic in the field of higher education.
They noted that in the twenty years since the publication of

Impact of College on Students (Feldman & Newcomb, 1969) the

number of empirical studies and the areas of inquiry had

more than doubled. Pascarella and Terenzini noted that
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three major developments had affected this research. These
were (a) the significant development of theoretical
constructs to lead further study, (b) the development of
sophisticated and powerful software statistical packages,
and (c) the development of complex analytical and research
designs (pp. 203).

The organization of Pascarella and Tefenzini's work
(1991) provides a good overview of the state of current
knowledge about the impact of college. They note that
there are now over twenty theories designed to direct
research into college change or to guide policy. The
authors divide current theory into four categories: " (1)
psychosocial theories, (2) cognitive-structural theories,
(3) typological models, and (4) persén-environment
interaction models" (p. 18). They segment the examination
of research about change during college into several
categories including development of learning; verbal,
quantitative skills and subject matter competence; cognitive
skills; psychosocial changes such as self-concept and
relationships; attitudes, values, and moral development; and
educational, social,\and economic benefits of college
attendance. 1In reviewing these areas they asked six
questions: do students change, are these changes
attributable to college, are these changes related to

differences between institutions, are they related to
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differences in experiences within the institution, are these
changes related to student characteristics, and is the
change long-term? They found that college students do
change in a broad and substantial manner across cognitive,
attitudinal, value, and psychosocial areas. In assessing
the net effects of college there exists moderate to strong
positive effects on learning and cognitive development, a
moderate effecf on attitude and values, and mixed net
effects on psychosocial outcomes. ‘However, théy note that
in the psychosocial area college impact is reliably and
positively related to changes in students' self-concepts of
academic and social abilities as well as self-esteem.

Assessment will continue to be a factor in shaping and
revising higher education practices in the future. All six
of the regional accrediting associations have adopted
requirements relating to a formai program of outcome
assessment. The Northwest Association of Schools and
Colleges, which is fhe regional accrediting agency for
Montana State University, has adopted an educational
assessment policy which states:

The Commission on Coileges expects each

institution and program to adopt an assessment

scheme responsive to its mission and its needs.

In so doing, the Commission urges the necessity of

a continuing process of academic planning, the

carrying out of those plans, the assessment of the

outcomes, and the influencing of the planning

process by the assessment activities.
(Accreditation Handbook,_1994, p. 57)
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The Commission goes on to state:

The intent of Commission policy is to stress
outcome assessment as an essential part of the
ongoing institutional self-study and accreditation
processes, to underline the necessity for each
institution to formulate a plan which provides for
a series of outcome measures that are internally
consistent and in accord with its mission and
structure, and finally to provide some examples of
a variety of successful schemes for assessing
educational outcomes. (p 58)

Alexander Astin and the Cooperative
Institutional Research Program

Alexander Astin has spent much of his life's work in
assessing college student outcomes. The Cooperative
Institutional Research Program (CIRP) now administered by
the Higher Education Research Institute at UCLA and directed
by Astin until this year has collected information on
students attending American colleges and universities since
1966. Astin and his associates have used this information
to do normative and methodological research about what
effects students in college (Dey, Astin, Korn, & Riggs,
1992). Astin (1977, 1993) states that many of the problems
in early research are due to lack of multi-institutional and
longitudinal data. The CIRP Freshman Survey has tried to
meet these needs by having entering freshman at
participating institutions answer questions about themselves

and their predictions of college outcomes. These
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researchers have also used a follow-up survey, which is
administered to college sophomores, juniors, or seniors at
participating institutions.
Astin (199la) considers "assessment to include the
gathering of information concerning the functioning of
students, staff and institutions of higher education" (p.2).

He states that "an institution's assessment practices are a

reflection of its values" and that "assessment practices

should further the basic aims and purposes of our higher

education institutions" (p.3). Astin asserts that higher

education must define quality or excellence before it can be
assessed. Good assessment is good research, and the goal is
to make better educational decisions.

Astin (1982) presented five traditional approaches to
gauging quality in higher education: (a) The nihilist view
that the quality of undergraduate education is too complex
to measure; (b) the reputational measure that quality is
measured by consensus of opinion or how people perceive an
institution; (c¢) the resource measure that equates quality
with an institution's ability to attract money, prestigious
faculty, and bright students; (d) the outcome measure which
grades quality by the institution's products such as

persistence rates or the number of students listed in Who's

Who; and (e) the value-added measure which examineé the
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institution's ability to make a favorable impact in the
development of students. Astin (1991b) further developed
the value-added measure and suggested that a preferred
method of measuring excellence is the talent development
model. This approach defines excellence as the ability to
develop the talents and aptitudes of students to their
fullest. The reputational and resource model are the most
common in higher education and in fact reinforce each other.
The institution that can enhance its reputation has the best
chance of attracting well-known faculty and those students
with high SAT or ACT test scores. In turn, having a
prestigious faculty and beautiful facilities can benefit an
institution's reputation. However, the ability of an
institution to develop a favorable reputation or attract
significant resources tells nothing about its effectiveness
or its ability to sufficiently develop the talents of
students.

A model that Astin (1991a) has developed for assessment

involves what he terms input—environment—output, or I-E-O.

In this model, inputs are the characteristics of the
students as they enter college; environment refers to the
programs, people, and experiences the students encounter in
w;ollege; and outcomes are the students’ characteristics
after exposure to college. "The real‘issue in reéearch on

college impact is to determine what difference college
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attendance makes in the development of the individual"
(Astin, 1993, p.5). Student outcomes cannot be attributed to
environment without taking into account student inputs.
Students who achieve after college may have entered with
those talents and changes may instead be due to maturation
or soclal change.

Astin (1973) organized student outcomes into categories
"of type of outcome, type of data, and time. The type of
outcome can be either cognitive outcomes such as knowledge
acquisition, critical thinking or reasoning skills and
affective outcomes such as attitudes, values, self-concepts,
aspirations or other everyday behaviors. These two types of .
outcomes are organized along two types of data:
psychological or behavioral. Psychological data pertains to
internal disposition or traits of the individual, and
behavioral data concerns observable behavior. Time is
considered from both the short-term aspect and longer-term
perspective, and is applied to both the outcomes and the two
types of data.

In his latest stﬁdy, What Matters in College, Astin

(1993) followed college students and their development from
1985 to 1989. Input data were collected on students from
the 1985 CIRP freshman survey and from SAT or ACT scores
from the Educational Testing Service and the American

College Testing Program. Outcome measures were collected
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from a follow-up mail survey sent to a random sample of

students from four-year colleges who completed the 1985

freshman survey. Outcome data were also collected from the
registrars of the institutions and from scores on the
Graduate Record Exam, the Law School Admission Test, the
Medical College Admission Test, and the National Teacher
Examination. " Environmenﬁal measures used included 16
measures of institutional characteristics, 35 measures of
student peer group characteristics, 34 measures of faculty
characteristics, 15 measures of the type of curriculum
offered, 15 measures of financial aid, 16 measures of major
field choice, 4 measures of type of residence, and 57
different measures of student involvement. Thus, Astin
considered a total of 146 input measures, 192 environment
measures, and 82 measures of student outcomes.

The findings for this study were intriguing and
complex. However, certain themes run throughout the
analysis. Astin concluded that the student's peer group is
the most influential factor on growth and development. Next
to the peer group, characteristics of the faculty exert the
most influence on a student's development. Two measures of
faculty orientation within an institution, Research
Orientation or Student Orientation, had consistently
opposite effects on student outcomes supporting the belief

that the split between research and teaching priorities in
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American institutions is real. The research also supports
Astin's theory of student involvement (1984) that states
that student's learn by becoming involved. A problem that
exists in higher education is that policy makers are guided
more by economic considerations than educational
considerations (Astin, 1977, 1993). This is a matter of
values and that higher education should wvalue the talent
development of students more than the acquisition of
resources or reputation.

Astin (1993) studied students' satisfaction with their
college education and noted that satisfaction and retention
in college are directly related. He classified satisfaction
responses in two ways: Satisfaction with the environment and
ratings of the college experience. In this study, the
environmental variable with the strongest négative effect on
student satisfaction was lack of student community. The
strongest positive effect was the environmental measure of

the student orientation of the faculty.

Peer Influence

Socialization into the college culture has been noted
as an important factor in student lives. Many students feel
peer pressure to minimize their interest in academic
pursuits (Katz, 1968). Because of fear of competition or

fear of unfamiliar intellectual activities, freshman
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students pressure each other to minimize their interest in
academics. This peer pressure is obviously
counterproductive to what the university would like to
instill in freshman students.

Another model of student integration views attrition as
a process by which students bring to college characteristics
such as ability, background, and intentions which interact
with the structures, sub-groups, and members of the
institution, leading to varying degrees of integration into
the college community (Tinto, 1975, 1993). Tinto views
integration as the extent to which the student shares the
normative feelings and beliefs and the extent to which the
student accepts the formal and informal rules and structures
of both the members of the whole institution and the sub-
groups to which the student belongs. Although Tinto’s
theory concentrates on student attrition, Pascarella and
Terenzini (1991, pp. 51-53) note that this model has been
successfully used in researching other student outcomes such
as academic skill acquisition, personal change, and academic
major change.

Feldman and Newcomb (1969) noted that the campus-wide
culture is mediated by é variety of sub-groups in which |
students are involved; each of these has a culture of its
own. Student peer gfoups serve a variety of functions,

including to ease the transition of students from parents
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and home to college, to support academic growth, to offer
emotional support, to provide growth in social interaction
skills, to provide support in both unchanging and changing
values, and to form social ties that keep students from
leaving college and provide social networks that may
continue in careers after college. Faculty‘were more
influential on intellectual development and occupational and
career choice, but student peers were more influential in
social, interpersonal and personality development. They
noted students were also more likely to turn to other
students for advice and help than they were to seek out
faculty.

Bank, Slavings, and Biddle (1930) examined the social
influences on students' decisions to remain at college or to
leave. Social influence is a substantial factor in
decisions to leave or persist at college, and the identity
of the influential person ié a key factor. Peers, followed
by parents, are most influential in these decisions.

Faculty is less influential, but this may be because the
faculty is less important to the respondents. The authors
further made a distinction between normative and modeling
influences and found each type to have independent effects
on persistence. Normative'influence had stronger effects in

their study, but that this finding contradicts results in

other studies.
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Hallinan and Williams (1990) state that the most
commonly used theories of peer influence are normative and
comparative reference-group theory and role theory.
Normative reference groups set norms for behavior,
comparative reference groups provide a standard by which
students evaluate their behavior, and role theory states
that students imitate the behavior of an individual or group
that they respect. These theories are criticized on the
grounds that they fail to define the mechanisms that control
the influence process. An alternate method for
understanding peer influence is by using Parsons' theory of
influence. ™"According to Parsons, influence is any factor
that affects the formation of a person's attitudes and
opinions by acting directly on his or her beliefs." (pp.
122-123). Parsons says that people can be influenced when
there is a need for information, and their willingness to be
influenced is affected by their trust in the source of
influence. Hallinan and Williams used Parsons’ theory to
examine the influence of friends on students' aspirations to
go to college and on actual college attendance. They found
Parsons' framework to be useful in their study and that
perceived trust of friends increased these peers influences,
particularly for college expectations. They concluded that
Parsons' theory has heuristic value in researching the

influence process.
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Unlike previous studies, in his latest study Astin
(1993) "has been able to compare and contrast peer group
effects with effects of faculty, curriculum, and
institutional type, and to pinpoint how particular outcomes
are affected by specific characteristics of the peer groups"”
(p. 398). It is clear that student's values and beliefs
tend to change in the direction of the peef group. As a
result, Astin has proposed a theory of peer group effects.
The effects of peer groups on learning and development are
subtle and complex and merit much more study. Peer groups
can be viewed from two perspectives: the individual or
psychological point of view and the group or sociological
point of view. A peer group from the individual point of
view is a unit of people with which the individual
identifies and from whom the individual seeks acceptance and
approval. A peer group from the sociological perspective is
a group whose members identify with and seek approval and
acceptance from each other. "The key to understanding this
process may well lie in the norms and expectations of the
group members" (p. 401).

Astin’s (1993) theory suggests that beyond this basic
prediction there are Several other testable hypotheses:

° The peer groups having the greatest impact

will be those with whom the individual most

strongly identifies (this is an especially
' important issue, given the very large number
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of possible peer groups that one finds in a
single institution).

° The impact of the peer group will be
proportional to the extent to which the
individual seeks acceptance and approval
from that group.

° The magnitude of any peer group effect will
be proportional to the individual's
frequency and intensity of affiliation or
interaction with that group.

Some other possible corollaries that could
be tested would include the following:

° Individual members of a peer group who
exhibit beliefs and behaviors that are at
variance with peer group norms will be more
likely to leave that peer group than will
students whose beliefs and behavior are
consistent with peer groups norms.

° Individual peer group members with deviant
beliefs or behavior will be less likely to
leave the peer group if they change their
beliefs and/or behavior in the direction of
group norms. (p. 402)

Student to student interaction tends to facilitate learning
and growth because interaction signifies affiliation and
reinforces student values and behaviors that are associated
with the student role such as studying and pursuit
undergraduate and graduate degrees.

“In a study to examine out of class experiences effect
on learning and personal development, Kuh (1995) found that
peer interactions and leadership experiences were among the
most mentioned by students as being related to positive
growth in college. In this study 149 seniors from 12
institutions were interviewed. From the interview data five

outcome factors were constructed and used as dependent
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variables, and eight types of experiences used as
independent variables. Peers were the single most important
influence on the variables of Humanitarianism, Interpersonal
Competence, and Cognitive Complexity, especially for
traditional-age students who live in the residence halls (p.
146).

Pascarella, Edison, Nora, Hagedorn, and Terenzini
{(1996) reiterated that previous research has consistently
found that students’ interactions with peers and faculty
have the greatest impact on value, attitudinal, and
psychosocial change during college. A study to understand
influence on students’ openness to diversity in the first
year of college supported Astin’s.research that the peer
group is a potent source of influence during college and
that the magnitude of any influence is proportional to the
frequency and intensity of affiliation and interaction with
that group. The study also found that controlling for the -
influence of all other predictors, living on-campus had a
significant positive effect on first year openness to
diversity.

While the fact that peers influence student values is
widely understood, using interventions to influence' this
development is just starting to be accepted. Dalton (1989)
believes that what is unique about peer influence in today’s

environment is the extent that it is detached from the
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academic community, particularly in large institutions.

“Because the peer culture is largely invisible to outsiders,

student affairs staff and faculty are likely to overlook its
influence or underestimate its iﬁpact....The college peer
culture is particulary influential today because its values
are not strongly nor consistently confronted in the academic
environment” (pp. 4—5).‘The university must influence peer
culture to contribute to the educational goals of the
institution. There are three strategies for influencing
peer culture. First, it is important to understand the peer
culture of the students. There are abundant data, such as
the CIRP, on students, but it should be systematically used.
In addition, researchers should understand how students
spend their time. A look at where students put their
energies can provide an important measure of what they are
learning. The second strategy is to clearly establish
student culture as a domain for intervention. While not
returning to in locus parentis, higher education should
become “more intentional in making formal connections
between the curriculum, teaching, and student life” (pp. 7-
8). ‘The third strategy intends to label and challenge those
items in the peer culture that conflict with the educational
mission and objectives. For example, several issues such as
alcohol and drug use or academic integrity should be targets

for institutional intervention.
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Role of Residence Halls in Student Development

The role of dormitories in campus life dates back to
early English universities such as Oxford and Cambridge.
The early American colonial colleges adopted the English
tradition, and the dormitories became the center of the
collegiate way of life, and the forerunner of in locus
parentis. Facﬁlty was charged with total responsibility for
the students, including their discipline, and their moral
development. After the Civil War, the influence of the
German university system was in part responsible for the
separation of the role of the residence hall and the
écademic part of the college lifeﬂ The German system
focused on research and teaching, and paid little attention
to student life out of the classroom. American scholars who
traveled to Germany to earn advanced degrees implemented
this philosophy when they assumed leadership foles in the
new educational institutions being formed.

The separation between academics and extra-curricular
life continued to grow during the latter part of the
nineteenth century. 1In 1890 the first dean of men was
appointed at Harvard relieving faculty of discipline and
extra-curricular duties. Throughout the twentieth century
the role of faculty changed, and student affairs staff were

appointed to serve extra-curricular student needs; this was
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especially so after the Second World War. The development
of student development theories in the late 1960's had a
profound impact on residence hall staffing and programming.
With increasing research on the effects of peer influence
and the integrated nature of the academic experience,
residence halls have become more important in the
discussions about higher education reform (Schroeder, Mable
& Associlates, 1994, pp.5-13).

The role of the residence hall in the relationship
between out-of-class experience and academic and cognitive
student development is one of the most widely researched
topics in higher education literature (Terenzini,
Paséarella, & Bliming; 1996, p. 150). In their meta-
analysis of college research, Pascarella and Terenzini
summarized the effect of residence hall life on student
outcomes. Residence hall life has a weak positive effect on
the development of student autonomy, independence, and moral
development, and there are moderate positive effects on
values, self—toncepts, and intellectual development. ~There
~1s a strong correlation between on-campus residence and
persistence and degree completion. The summary information
included in Table 1. |

Residential differences can be distinguished as
"academic" and "non-academic" student orientations

(Nasatir,1969). The effect of residence on persistence was
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further defined by examining the different rate between
these two orientations. The attrition rate was highest when
the individual student's orientation was incongruous with

the orientation of the student's residence hall.




Table 1. Summary of Estimated Within-College Effects: Residence.
Outcome Strength of Direction of Effect Major Rival Magnitude of Net
Evidence Explanations Effect
Controlled
Resthetic, cultural, Moderate Positive in direction of Gender, race, SES, ability, Unclear?
intellectual values on-campus residence initial values
Sociopolitical Moderate Positive in direction of Gender, race, SES, ability Unclear
attitudes and values on-campus residence
Secularism Moderate Positive in direction of Gender, race, SES, ability, Unclear
on-campus residence initial values
Self-concepts Weak to moderate Positive in direction of Gender, race, SES, ability, Unclear, but probably small
on~campus residence initial concepts and indirect via
interpersonal relations
Autonomy, Weak Positive in direction of Gender, ability Unclear
independence, on-campus residence
internal locus of
control
w
Intellectual Moderate Positive in direction of Gender, ability, initial Unclear, but probably small *
orientation on-campus residence levels and indirect, mediated by
interpersonal relations and
residence environment
Persistence and Strong Positive in direction of Gender, ability, SES, Unclear
degree attainment on-campus residence educational aspirations,
high school achievement
Moral development Weak Positive in direction of 1Initial level Unclear

on-campus residence

Note.
evidence,

Source:

Pascarella & Terenzini,

SES=socioeconomic status.
anclear,” as used in this table,
though generally consistent,

1991, p.

means we are acknowledging that the studies do not allow such estimates or that the
is still sufficiently complex to make an estimate of effect size hazardous.
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Over two decades ago, Astin (1975)  found that on-campus
living in a residence hall during the freshman year
increased the student's chances of completing college.

These results occurred across all types of students
regardless of gender, race, qualification, or background,
and across all institutional types.

Terenzini and Pascarella (1982) studied the
relationship between residence arrangements and students'
decisions to continue at or leave their college institution.
All previous studies, except for Nasatir’s 1969 study, had
failed to examine the varying contexts within different
residential types and how these differences influenced
persistence. Terenzini and Pascarella found that student's
residence influenced whether they persisted or withdrew from
their institution.

Whereas the unit of analysis in this study was the

entire residential unit, the selection of this

level may have added unnecessarily to the within

group variance, making real differences more

difficult to detect. It seems reasonable to

suggest that a larger sample of students, and

adoption of a less-aggregated unit of analysis

(e.g., floor or wing within large units: may

produce greater differentiation and increased

predictive power....The influences of these sub--

environments, sub-cultures or sub-groups are,

however, only dimly understood as yet. (p.16)

In a meta-analysis of the studies, Terenzini,

Pascarella, and Bliming (1996) concluded that on-campus

residence gave no advantage to students in grade performance
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over commuting students. An exception to this is when
students were assigned to halls based on their previous
academic performance. Students who lived with other high-
ability students tended to do better academically, even when
controlling for their previous ability. The peer culture
that supports academic achievement may account for the
better performance. While residence hall life may not have
a direct effect on grades, “a growing body of research
indicates that student’s interpersonal interactions with
peers and faculty members shape a number of dimension of
cognitive growth...and that residence halls clearly afford
more opportunities than other living arrangements for
students to interact with peers and faculty members” (p.
152).

While the evidence of effect on grades is limited, the
research overwhelmingly shows the positive effects of
residential living on persistence and completion of degree
(Winston, Anchors, & Associates, 1993, p. 48). This is
attributed to the positive influence of residence hall life
on student involvement with the university. In addition,
on-campus residence has a positive relationship with
satisfaction with college, another strong predictor of
retention and completion. “Most of the positive effects of
traditional residence hall living appear attributable to the

physical proximity of large numbers of peers and the
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relationships they develop. Without intentionally designed,
effective interventions, the potential power of residence
hall living for positively affecting the lives of students
will remain marginal” (p. 52).

On-campus living is consistently one of the factors
leading to involvement and integration into the institution
(Pascarella and Terenzini, 1991). Residence hall students
also have significantly more social interaction with faculty
and other students than do students who commute. This
influence exists across student and inétitutional
characteristics and when these characteristics are
controlled. The positive effects of residential life are
linked to the facilitation of campus involvement.

Despite the volume of research on the impacf of
residence halls, little is known about the effect of the
impact of the residence hall floor or the effect of the
immediate peer group. Pascarella and Terenzini (1982) point
out that two limitations of these studies are that
individual differences of students when they enter college
are not taken into account, and that varying residential
context is not examined (pp.,2—3).

Pascarella, Terenzini and Bliming offered two general
observations about the nature of the impact of residence
halls. First, the effects of residence halls are indirect,

or rather, "transmitted largely by distinctive peer
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environments and increased opportunities for interpersonal
and cultural~involvement" (Schroeder, et al. 1994, p. 41).
Second, residence halls tend to attract like students and
reinforce their imbact. Future.research should investigate
the complex and indirect nature of ‘the residence halls on
students. In addition, most previous research has been on
general effects and the effects of residence on academic
achievement. Further research is needed on more specific
aspects of the residential experience and on additional

dimensions of student growth.

Role of the Resident Advisor

Residence halls commonly employ paraprofessionals, or
resident advisors (RA’s), to monitor and serve the floor
communities. These RA's are typically undergraduate
students who are selected, trained, and supervised to
contribute to student development and to monitor floor
residents and intervene when problems arise. The RA has
several duties (Upcraft & Pilato, 1982, pp.10-12). They
must provide help and assistance to students and be trained
to refer them to other campus resources when necessary.
They must also initiate the contact with students and
intervene with support, even before being asked diréctly.
RA's must manage and facilitate groups and provide

leadership for those groups. They must also direct social,
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recreational, and educational programming. Disciple and
enforcement of rules are also important aspects of RA
duties. A successful RA should explain the rules, and
consistently and fairly enforce them. This can be a
problematic area for many RA's as they find themselves
enforcing rules with other residents of the same age whom
they may see as peers. RA's are also required to maintain a
safe and relatively quiet environment that is conducive to
studying. This needs to be-balanced with a sense a freedom
for the students as they try to make the residence hall into
a comfortable home environment.

There are five types of leadership power of RA's
including referent power, legitimate power, expert power,
reward power, and coercive power (Upcraft‘and Pilato, 1982,
pp 121-122). RA's use referent power in modeling
appropriate behavior. Legitimate power is a facet of the
position RA's hold and the authority given them by the
institution. RA use expert power because of their training
and experience in university life and their interpersonal
skills. Reward power comes from the ability to positively
reinforce or to offer incentives for behaviors; however RA's
generally have little powér in this realm because they have
little to offer as rewards. Coercive power is used to
influence because of the RA's ability to discipline members

of the floor.
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RA influence on resident behavior has not been well
researched (Upcraft & Pilato, 1982, p. 87). 1In an
investigation of the relationship between RA's leadership
style and the RA's and the students'’ ihfluencing behaviors,
the results indicated some resident influence on senior male
RA's with at least two years of experience (Deluga,vl989).
However, the RA's ability to build and maintain group
dynamics may prove to be the primary factor of RA/student
influence. In qnother study which examined the leadership
practices of effective RA's on five leadership values, it
was found that these practices are related tolthe ﬁA's
assessment of their own effeétiveness (Posner and Broadsky,
1993).' The residents rated their RA's effectiveness
consistently with the RA's own appraisal of their practicing
of the leadership behaviors. Berkowitz and Perkins (1986)
compaged the drinking patterns of RA's with their residents.
While most of the RA's reported expressing concern to a
resident about their drinking, the RA's had similar patterns
of drinking, and also a comparable number of negative
consequences as their residents;

The resident advisor is at the center of many residence
hall systems (Upcraft & Pilato, 1982, p. 254). Many
colleges rely on the professional residence life staff to
influence the students, and integrate the students into the

campus culture. In turn the professional residence life
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staff relies upon the RA’s to implement the programming.
accomplish these goals the RA’s should be well trained.
This training requires that:

People who train RA’s must recognize the power of
the residential environment, know what creates
that power, and understand how students’ lives are
affected by living in residence halls. They must
be familiar with person-environment theories and
understand the tremendous power of the peer group,
in the residential setting. They must never
forget how deeply college students need to be
liked and accepted and how intensely they
influence each other’s attitudes and behaviors.
(p. 255)

To
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CHAPTER 3
METHODOLOGY

Theoretical Framework

This study was an exploratory examination of the
influence of peers within a residence floor community on
stuaent outcomes. It included measures 6f behavior;
university involvement; personality and se;f—concept;
attitudes, beliefs, and valués; academic and cognitive
development; degrée and life goals; and satisfaction with
college. It also included measures on the influence of the
resident advisor of the floor on these student outcomes.
Astin's (1984) theory of student involvement and Astin's
(1993) theory of peer group effects were used as the
theoretical frameworks for this study. The input-
environmgnt;outcome (I-E-0) model developed by Astin (1991a,
pp. 16-37) was used as a(conceptual guide for the evaluation
of the data in this study. These models focus not on the
dimensions of student change but rather on the processes and
origins of change, and'éfé often grouped as college impact
models of‘studént change (Pascarella & Terenzini, 1991, p.
50) .

Astin (1984) defines student involvement as the amount
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of.physical and psychological energy and focus a student
supplies to the college experience. Involvement occurs
along a continuum in which different students are
differently involved with different things and in which the
same student is differently involved at different times.
Involvement has both quaﬁtitative and qualitative features
in that student development or learning is directly related
to quality and quantity of student involvement in the
program, and that the efficacy of any educational program is
directly related to the program's ability to increase
student involvement. Astin’s theory of student involvement
explicitly recognizes that students' time and energy are
finite and that educational programs are competing with
other factors in student life for that time and energy (pp.
297-298). Residential students have more occasion and
opportunity to become involved in all facets of campus life,
which leads to more involvement (p. 302).

As a conceptional guide for assessment activities in
higher education, Astin (199la) uses the input-environment-
outcome (I-E-0) model. In this model, inputs are the
characteristics of the students as they enter college, or
control wvariables; environment refers to the programs,
people, and experiences the students encounter in college,
or the independent variables; and outcomes are the students’

characteristics after exposure to college, or the dependent
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variables. 1Input variables can be related to both outcomes
and environments, and so they can affect the observed
relationship between the environment and the outcomes.
“Basically, the purpose of the I-E-O design allows us to
correct or adjust for input differences in order to get a
less biased estimate of the comparative effects of different

environments on outcomes” (Higher Education Research

Institute [HERI], 1996 p. 3).

In recent years the I-E-O model has been revised to
include intermediate outcomes, which are typically
activities or experiences occurring after enrollment in
college. These intermediate outcomes can be cléssified as
involﬁement with college, which is affected by input
variables and environmental variables. They can also be
considered as outcomes, but in turn they can act on other
outcomes. For example, the outcome variable which measures
a student's political orientation may be considered in the
following way. The student’s orientation when entering
college can be considered the input variable and is likely
to affect the greatest influence on the outcome. However,
the political orientation of the floor community may be
considered an environmental variable and may influence the
student to join a political organization which in turn leads

to a change in the student’s political orientation. Such
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involvement in the political organization was influenced by
the environment and can be considered an intermediate
outcome. This may also influence the final orientation and
be considered another environmental variable. Intermediate
outcomes are most often entered into the model as the final
block of environmental variables. This addition to Astin’s
I-E-O model was made to include his theory of involvement
(HERI, 1996, p. 9).

Astin's (1993, pp. 399-404) theory of peer group
effects holds that student's values, beliefs, and
aspirations tend to change in the direction of the dominant
values, beliefs, and aspirations of the peer group. The
effects of peer groups on learning and development are
complicated, and the key to understanding peer group
influence is in understanding the norms and behavior of the
peer group members. Peer groﬁps can be viewed from two
perspectives: the individual or psychological point of view
and the group or sociological point of view. From the
perspective of the individual, the peer group is the entity
with whom the student identifies and affiliates, and from
whom the student seeks acceptance or approval. From the
group or sociological perspective, peer groups operate as an
entity of individuals who identify with, affiliate with, and

seek approval and acceptance from each other.
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Sample

Montana State University in Bozeman is a land-grant
institution established in 1893 under the Morrill Act of
1862. Montana State University-Bozeman, located in a
growing city of 29,000 in mountainous Gallatin county,
offers graduate and undergraduate programs in liberal arts,
sciences, agriculture, architecture, business, nursing,
education, and engineering. The student population in 1992
was approximately 10,000 of which 80% were from Montana and
of which 90% were undergraduate. There were approximately
550 faculty members, more than two-thirds of whom held
doctorates. At this time, the university had a student
faculty ratio of approximately 19:1. (Montana State
University Undergraduate Bulletin, 1991-1993).

Montana State University-Bozeman requires students to
live in the residence halls during their freshman year
unless they are exempted to live at home with parents, are
married, or have dependents. In 1992, residence hail
capacity was approximately 3,000 students. There were seven
separate residence halls with a total of 69 different floor
communities. These floor communities varied in capacity
from 8 to 67 students. Population in the residence halls at
the end of spring semester of 1993 totaled 2,414 students.

The population for the study includes all first-time
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students to Montana State University during the fall
semester of 1992 who (a) attended the orientation program
and completed the Cooperative Institutional Research Program
(CIRP) 1992 Student Information Form and (b) were enrolled
during the Spring Semester of 1993 at MSU and lived in one
of the residence halls. During 1992 fall orientation, 1,408
students completed the CIRP survey and gave permission for
the survey information to be released for research purposes.
A follow-up survey was administered to residence hall
students in May of 1993. A total of 1,800 students
completed this survey for‘a 75% response rate. The resident
advisor on each floor also completed the follow-up survey.

The follow-up survey was developed from the 1992 CIRP
with permission from HERI (see Appendix A). Other questions
were added to determine involvement and satisfaction with
the floor community. The 1992 Fall Student Information Forms
and the follow-up surveys were compared by social security
number to provide a pretest and posttest match, and a total
of 615 surveys were matched. Ninety-seven percent of the

matched group came to MSU as first-time full-time freshmen.

Method of Data Collection

The pretest data used in this study are from the 1992
Freshman Information Form, which is published by the

Cooperative Institutional Research Program (CIRP) (see
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Appendix B). CIRP is a continuing longitudinal study of
American higher education and is sponsored by the American
Council on Education and the Graduate School of Education at
the University of California, Los Angeles. CIRP has
surveyed freshman since 1966 to assess the.-effects of
college on students, and the survey is revised annually to
reflect the concerns. of higher education. Each year
information about their freshman is provided to the
institutions participating in the survey. In turn, the
normative data from freshman across the country is published
(Astin, Dey, Korn, & Riggs, 1992). Montana State University
has participated in CIRP almost every other year since 1966, Co
including the summer of 1992 when the CIRP freshman survey
was administered to new students during required orientation
sessions.

The posttest was created from the 1992 CIRP Student
Information Form (see Appendix C). Questions 15, 24, 25,
29, 31, 32, 33, 36, and 37 were duplicated from the pretest
with permission from the Higher Education Research Institute
(see Appendix A). Wording was changed slightly in questions
24, 29, and 32 to make the questions compatible with
students who have completed a year éf college. Questions
were added to the survey about satisfaction with residence
halls, amount of time spent in the floor community and with

other floor members, and the effectiveness of the floor
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resident advisor.

The survey was distributed to the students in the
residence halls through the resident advisor during the last
week of the semester. The survey was collected by the
resident advisor and by the personnel working at the front
desk of the residence hall before the students left for the
semester. Resident advisors reminded students to complete
the survey as part of the checkbut process to ensure a good
rate of return. The resident advisor of each floor also
completed a survey and turned it in before leaving for the
year. The surveys were coded with designations for each
residenqe hall and floor community. Except for social

security number, which was collected to match the pretest

with the posttest, no identifying information was used.

Investigative Categories

Using items from the CIRP Student Information Form,
seven investigative categories of student outcomes were
researched. - These categories were used to group student
outcomes and were‘based in part on groupings developed by
Astin (1993). The investigative categories were Behavior;
University Involvement; Personality and Self-concept;
Attitudes, Beliefs, and Values; Academic and Cognitive
Development; Degree and Life Goals; and Satisfaction with

College. The influence of the resident advisor of the floor
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on these student outcomes was also researched using items
from the posttest survey.

In order to gain a broad understanding of the changes
among students during their first year in the residence
halls, these categories were investigated at different
levels. Because the amount of student involvement has an
impact on student outcomes, involvement with the university
and its influence on the amount of involvement of the other
residents of the floor community was investigated. In turn,
the other investigative categories were researched
including: (a) How students’ personality and self-concept
are influenced by the residence hall floor community; b)
student beliefs, attitudes, and values are influenced by the
beliefs, attitudes, and values of others in the floor
community; (c) how the behaviors of other students on the
floor influence individual student behaviors; (d) how
students’ academic and cognitive development are changed by
the residence hall floor community; (e) how individual
student's degree and life goals are affected by the floor
community's life and degree goals; (f) how academic outcomes
afe influenced by others on the residence hall floor
community; (g) how satisfaction with different aspects of the
college environment is affected by the éatisfaction of the
floor community; and(h)how the resident advisor influences

the floor community residents' on these outcomes.
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Within the individual categoriés, variables were
compared using factor analysis to find groups  of related
variables. These variables were aggregated to form new
factors within each category using the 1992 CIRP Freshmen
Survey (see Appendix B) which served as the pretest and the
survey modified from the 1992 CIRP Freshmen Survey which
sefved as the posttest(see Appendix C).
Behavior

This category included questions on behaviors during
the college year including attending a religious service;
smoking cigarettes; comsuming beer, wine or liquor; staying
up all night; feeling overwhelmed or depressed; playing a
musical instrument; attending a recital or concert;
discussing "safe sex"; and soclalizing with someone from a

different racial/ethnic group.

University Involvement

The category of university involvement was constructed
of several questions gauging the level of interaction within
the university environmeht. The measures included the
following: total hours spent per week studying and doing
homework, socializing with friends, talking with teachers
oufside of class, exercising, partying, working (for pay),
‘volunteer work, participation in student clubs/grogps, and

watching TV. This category also included estimates of
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future activities including: getting a job to pay for
college, working full-time while attending college, joining
a fraternity or sorority, playing varsity/intercollegiate
athletics, getting married, and participating in volunteer
or community service Qork.

Personality and Self-Concept

The category of personality and self—concépt was
organized by student self-ratings of traits as compared with
the average person their age in competitiveness,
cooperativeness, drive to achieve, emotional health,
leadership ability, physical health, popularity, social
self-confidence, and understanding of others. Also included 1
were two questions asking students to indicate the level to
which they felt Qverwhelmed by all they had to do and té
which they felt depressed.

Attitudes, Beliefs, and Values

This category was made up of a variety of questions
measuring political and personal values including views on
the role of the Federal government, politiéal involvement,
and opinions on current sociél issues. It also included a
question about the student's political orientation.

Academic and Cognitive Development

This category included gquestions from the survey
including measures of being bored in class, failing to

complete a homework assignment, tutoring another student,




55

studying with another student, being a guest in a teacher's

home, coming late to class, and arguing with a teacher.
This category also included measures of student self-ratings
of traits as compared with the average person their age in
academic ability, artistic ability, math ability,
originality, public speaking ability, reading speed
comprehension, intellectual self-confidence, and writing
ability. Also included were measures of the following
academic intentions: changing major field, changing career
choice, failing one or more classes, graduating with honors,
being elected to an academic honor society, making at least
a "B" average, getting tutoring help, seeking vocational
counseling, getting a bachelor’s degree, and dropping out
temporarily. |

Degree and Life Goals

This category was grouped with quéstions about the
student's reasons for attending college, the highest
academic degree the student intends to obtain, plans for the
next year, and the importance of personal and life goals.
These included the importance of financial rewards, becoming.
accomplished in one’s field, becoming a community leader,
and several other goal-oriented questions.

Satisfaction with College

This category included questions from the survey about
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student satisfaction with their choice of the institutioﬁ,
with college, with the residence hall experience, the floor
community, the influence and effectiveness of the resident

advisor, and with the resident advisor’s help.

Analysis of Data

The data for this study were collected from the 1992
CIRP Freshmen Survey which served as the pretest and the
follow-up survey which served as the posttest. This study
used several types of analyses. Descriptive analysis was
used to describe the data, and paired sample E—tesfs were
used to determine if the responses had changed during the
first year of college. Pearson r correlations were used to
examine how-thé~corresponding Variables on the pretest and
the pqsttest weré related. Factor analysis was used to
reduce the number of variables in each of the seven
investigative categories for more cdnvenient and manageable
data manipulation. Finally, stepwise multiple linear
régression was used to examine the influence of the
residence hall floor community, involvement with the
community, and influence of the residence advisor.

The first step in the analysis was describtive. The
means of the pre and posttest variables were compared to
describe the students who lived in the residence halls and

who had completed one year of college at Montana State
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University, and to describe changes in this student group.
Correlations were run on the variables in each investigative
category to examine the data and explain the relationship
between the pre and posttest responses. Descriptive
comparisons of the data by pretest and posttest were used to
understand changes in student’s answers after one year.
Finally, paired sample t-tests were applied to the data at
the next step to determine if the mean of the pretest was
significantly different from the mean of the posttest in the
investigative categories on each floor community.

In the next step, factor analysis was applied to
minimize the variables in each investigative categories.
The factors were extracted from the posttest data which
included all residence hall students who completed the
survey at the end of spring semester in 1993. Factor

analysis is commonly used to create a relatively small

‘number of hypothetlcal variables or factors, which represent

a larger number of interrelated variables from the orlglnal
data set (Kim & Mueller, 1978a, pp. 9-10). Factor analysis
is useful in deriving “a set of uncerrelated variables for
further analysis when the use of highly intercorrelated
variables may yield misleading results in regression
analysis (1978b, p. 5). 1In this study, exploratory factor
.analysis was used to reduce the data in each of the seven

investigative categories to a more parsimonious explanation
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of the underlying constructs in each category from the
posttest data. By using factor analysis the constructs used
to explain the changes in studénts in the residence hall
communities was reduced and made more meaningful.

The pringipal components method was used in the factor
analysis to identify the number of meaningful components in
the variables of each investigative category. The first
principal component identified is the combination of
variables that account for the greatest amount of variance.
The second principal component accounts for the next largest
amount and is not correlated with the first. Successive.
components are extracted until all variables and their
- variance are accounted for. Next, eigenvalues, which
measure the total variance explained by each factor, were
examined to determine the number of factors for each
investigative category. In this study, eigenvalues greater
than one were used as initial explanatory factors. |

As a confirmatory analysis, a scree plot of the
eigenvalues was charted and adjustments in the number of
factors identified were made accordingly. Scree plots are
named for the rubble that forms at the foot of a mountain.
They can provide a visual image of the break between the
large explanatory factorsyand the rest of the factors. The
point in the plot where there is a distinct break in the

slope was used as the confirmation of the number of factors
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selected using eigenvalues (Norusis, 1994, pp. 53-55).

In order to make the factors more interpretable, an
orthogonal rotation using the varimax method was performed.
"The most commonly used method'is the varimax method, which
attempts to minimize the number of variables that have high
loadings on a factor. This should enhance the
interpretability of the factors." (Norusis, 1994, p. 65).

Finally, factor scores were computed to be used in the
regression analysis. The factor scores were averaged for
each floor community and used as a proxy variable for the
influence of the members of the floor community on the
student in the outcomes being investigated. Proxy variables
are measures which are used to approximate the value of the
variable of actual interest (Schroeder, Sjoquist, & Stephan
1986, p. 70).

As the final step in the analysis, stepwise multiple
linear regression was used as defined by the I-E-O model.
Astin and Dey (HERI, 1996) have developed the CAMBRA method
(Causal Analytical Modeling via Blocked Regression Analysis)
for interpreting I-E-O regression results. The I-E-O method
allows for the controlling of input variables and the effect
of environmenta; variables on the outcome variable. The
CAMBRA method provides a means for dealing with the
considerable degree of multicoliearity that is found in most

longitudinal student data sets such as the pre and posttests
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used in this study. The input variables consisted of the
student’s score on the related variables on the pretest.
The environmental variables consisted of the mean of the
student’s floor community on the posttest factor scores of
these same variables. The outcome variable was the
student’s posttest score on the factor being considered.

Some researchers have objected to lineér regression
analysis on the grounds that it is not appropriate for
certain.circumstances such as using dichotomous dependent
variables or for when the reiationship between the dependent
and the independent variables is non-linear. Dey and Astin
(1993) have found that there is little practical difference
among probit, logit, or linear regression. Practical
considerations such as the robustness under widely varying
conditions the availability of software, and the fact that
linear regression is widely used and understood, add favor
to using linear regression. While some researchers would
recommend discrimant analysis, Astin (1991a, p. 283) states
that the regression weights in this statistical process are
exactly proportional to the weights obtained in regression.

The CAMBRA method uses forward étepwise linear
regression analysis which adds the independent variables to
the regression equation according to the predictive power of
'the variable. CAMBRA allows for the interpretation of these

data in a step by step manner and provides a means for
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understanding the degree of multicolinearity or shared
variance among the variables. The CAMBRA method utilizes
the standardized beta coefficient which allows the
researcher to compare different variables on the same scale.
The CAMBRA method examines what the beta would be if it were
entered in the equation at the next step. Thus the
researcher can examine both the beta for each variable and
the beta in, and understand the compiexities of the
variables.

’One of the weaknesseé of using regfession analysis in
social science research is the assumption that the linear
relationship between the dependent variables and the
independent variables is a functional form of a causal
relationship (Achen, 1983, pp. 10-11). 1In other words, a
significant relationship does not prove that the independent
variables caused the changes in the dependent variable. The
I-E-O0 model does not servé “to prove causation, but rather
to minimize the risks involved in making causal inferences
concerning the effects of environmental variables on:
outcomes.” (Astin, 1991a, p. 309). Aétin identifies certain
conditions under which the researcher can make more |
confident inferences that the environmental outcomes is
influencing outcomes. One such condition is when
significant interactions effects among environmental .

variables are found. 1In any study of environmental effects,
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it is advisable to cross check the data using another
measure of college involvement. For example, in examining
the effects of peer influence on student outcomes it can be
hypothesized that more exposure to the peers would result in
stronger results 1f the peer influence measure is found to
be significant. This hypothesis could be checked by running
separate analysis on the effects of the peer gréup variables
by some involvement measure, such as on-campus residence Vvs.
off-campus residence (Astin, 199la, pp. 309-312).

In order to verify any significant results in this
study, the posttest collected information from the students
about the amount of time they spent with other residents or
in the residence hall, their satisfaction with the residence
hall and the floor community, and the influence and
effectiveness of their RA. These variables were reduced
using factor analysis into three factors measuring their
rating of the RA, the amount of time spent with other
residents, and the amount of time spent in the residence
hall. If the peer influence environmental variable was
found to be significant, regression analyses were run
separateiy for students above the median écore in the amount
of time spent with other residents and for those students
whose scores were below the median. The same was done on
the basis of how much time was spent in the residence hall.

If the RA environmental variable was found to be a
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significant factor on the dependent variable, separate
regression analyses were run for students above and below
the median score on the factor measuring the RA’s influence
and effectivenesé. This allowed the stﬁdy to confirm'the

effects of peer and RA influence with more confidence.
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CHAPTER 4

DATA ANALYSIS

Introduction

The data for this study were gathered from the
Cooperative Institutional Research Progrém (CIRP) Freshmen
Survey and a follow-up survey, administered at Montana State
University-Bozeman. The freshmen survey, which served as
the pretest data, was gathered at orientation sessions
during the summer of 1992. At that time 1,408 students
completed the CIRP survey and gaﬁe permission for the
information to be released for research purposes. The
posttest data were gathered strictly from a follow-up survey
of residence hall students at the end of spring semester of
1993. A total of 1,800 students completed this survey. The
resident advisor on each floor also completed the follow-up
survey. Using social security numbers reported on both the
pre and posttest surveys, a total of 615 cases were matched.
Ninety-eight percent of these matched cases were first-time,
full-time students at MSU-Bozeman during the fall semester
of 1992. This group of freshmen was used as the sample for
this study.

The data on the posttest survey were classified into
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seven investigative categories: Behavior; University
Involvement; Personality and Self-concept; Attitudes,
Beliefs, and Values; Academic and Cognitive Development;
Degree and Life Goals; and Satisfaction with College. Each
of these investigative categories was examined, in order,
with t-tests, correlational analysis, factor analysis, and
linear regression analysis.

The framework for this study is the input-environment-
outcome (I-E-0) model developed by Astin (1991a) and further
refined by Astin and Dey as the Causal Analytical Modeling
via Blocked Regression Analysis Method, or CAMBRA (HERI,
1996, pp 49-51). 1In this model, inputs are the
characteristics of the students as they enter college;
environment refers to the programs, people, and experiences
the students encounter in collége; and outcomes are the
students’ characteristics after exposure to college. The‘
input variables are used as controls for the personal
qualities that students bring to the college experience and
that almost always have a significant effect on the outcomes
being investigated. Astin (199la) states that “the basic
purpose of the I-E-O design is to allow us to correct or
adjust for such input differences in order to get a less
biased estimate of the comparative effects of different
environments on outputs.” (p. 19).

In this study, the CAMBRA method was used within the I-
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E-O model to understand if the behaviors of the other
students could be used to explain the outcome behavior of
the freshmen in the residence hall floor community. The
focus of the I-E-O model is on the effects of environments
on outcomes, controlling for the input characteristics which
students bring to college. The CAMBRA method uses a unique
analysis of forward stepwise linear regression. Astin
states:

The most unique feature of CAMBRA is that it takes

advantage of a little-used feature of these

computerized regression packages: the step-by-step

changes in the coefficients for all variables

(those in and those not in the predication

equation)....The interpretation of the step-by-

step changes is critical, for it provides

researchers with a means of coping with what is

probably the most vexing problem in any kind of

multivariate nonexperimental research: the

considerable degree of multicolinearity
(confounding) that one normally finds in any real

data set. (HERI, 1996, p. 50)
Method

Step One. In order to understand whether the students’
responses had changed during their first year of college
life in a residence hall, the first step in the analysis was
to compare the means of the pretest questions to the
corresponding means of the posttest questions. These means
were then related using a paired sample t-test to identify
responses that had changed during the year at the .05 level

of significance. The paired sample t-test compares the
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means of tﬁo variables for a single group such as variables
on a pre and posttest.

Step Two. The student’s input data almost always
relates to the student’s outcome data, and to the
environmental data being examined (Astin, 1991a, p.64.) To
better understanq the relationship between the student’s
answer before coming to college and the résponse after a
year of college, Pearson r correlation was run on every
paired set of variables in each investigative category.
Pearson r correlation is a measure of linear association or

a measure of how two variables are related to each other.

Step Three. Factor analysis was next applied to each
investigative category on the posttest in order to reduce
the number of elements examined and to more parsimoniously
interpret the regression analysis. Kim and Mueller state
that "factor analysis has been used in economics to derive a
set of uncorrelated variables for further analysis when' the
use of highly intercorrelated variables may yield misleading
results in regression analysis.” (1978b, p. 5). Factor
analysis is commonly used to create a relatively small
number of hypothetical wvariables or factors, which represent
a larger number of interrelated variables from the original
data set (Kim & Mueller, 1978a, pp. 9-10). A good factor
analysis solution should represent the relationships between

the variables parsimoniously, should explain the
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relationships with as few variables as possible, and should
be meaningful, simple, and interpretable. “When factors can
be interpreted, new insights are poésible.” (Norusis, 1994,
p. 49).

Principal components method of analysis was used for
the factor extraction. This method transforms “a set of
correlated variables into a set of uncorrelated variables
(principal components)” (Norusis, 1994, p. 54). An initial
factor analysis was run to examine the data and determine
the suitability of factor analysis on this data. Two tests
which evaluate the suitability of the factor model are
Bartlett’s test of sphericity and the Kaiser-Meyer-0lkin
(KMO) measure of sampling adequacy. When using Bartlett’s
test of sphericity, the researcher should look for the test
statistic significance level to‘bé small (pp. 50-51). When
using the KMO measure, researchers use Kaiser’s scale which
assigns “in the 0.90's as marvelous, in the 0.80's as

meritorious, in the 0.70's as middling, in the 0.60's as

mediocre, in the .50's as miserable, and below 0.50 as

unacceptable.” (pp. 52-53).

The posttest survey, which included responses from all
615 residence hall students, was used for the factor
analysis. Factors were preliminarily selected with an
eigenvalue of one or greater. Eigenvalues represént the

amount of wvariance attributable to each factor (Norusis,
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1994, p. 54). The factors selected were then confirmed by
examining a scree test plot to best select the optimal
number of factors in the investigative categories. A factor
scree plot graphically represents the steep slope of the
large factors and the trailing off of the smaller, less
significant factors.

The next step was to rotate the factors selected with
varimax rotation in order to more easily interpret them.

The varimax method of rotation is the most commonly used.

It aims to minimize the number of wvariables which have high
loading on a factor (Norusis, 1994, p. 65). Finally, the
factors were named by looking at the variables which loaded
into each factor, and factor scores were calculated for each
student who completed the posttest survey.

Two of the questions in this study involve the effect
of the peers and of the resident advisor (RA) living in each
floor community on any change in freshmen students in the
seven investigative categories. 1In order to examine this,
the posttest was divided into floor communities, and the
factor scores for all of the residents on each floor were
| averaged. This mean score for each floor community was used
as the first environmental variable examined in this study.
Each floor’s RA’S factor score was used as the second
environmental variable. On some floors there was more than

one RA. In these cases the scores of all of the RA’s on the
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floor were averaged. The‘floof mean and the RA score were
added as new variables to the linked file of freshmen who
completed both the pre and posttests. This linked file of
the first-time freshmen was then used for regression
analysis.

Step Four. Within the I-E-0O framework, forward
stepwise linear regression analysis was used to analyze the
influence of the studentfs peers and RA on tﬁe floor
community in each4of the seven investigative categofies.
Regression analysis is used to predict the value of the
dependent variables with a linear equation involving one or
more independent variables (SPSS, 1996, p. 215). Forward
stepwise regression analysis is a procedure in which each
independent variable is sequentially entered into the model
in the order of the variables which have the largest
positive or negative correlation with the dependent
variable: The variable with the largest correlation is
entered first, followed by the variable with the next
largest correlation and so on until no variables are left
which meet the entry criterion. In this study, the input
variables were first entered together in a block using the
forward stepwise methbd. After all input variables had been
considered, the two environmental variables were entered

together in a second block, again using the forward stepwise

method.
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In each regression analysis in this study, the
student’s score on each factor identified within each
investigative category was used as the dependent wvariable.
The pretest'measures, which corresponded to the posttest
variables loading on the factor, were the input wvariables.
The mean score of the residence hall floor community and the
RA’s factor score were the environmental variables
investigated.

Step Five. Astin (1991a) suggests that any study in
which interaction effects are found to be significant should ;
be corroborated with separate analyses on those students who
have spent more time with the environment being studied, and
compared with those who have spent less time in that
environment (pp. 311-312). In this study, in the event the
environmental variables were included in the regression
model, a confirmatory analysis was run to substantiate the
effect of the environmental wvariable.

In order to confirm the effect of any significant
environmental variable, eight questions from the posttest
were analyzed using factor analysis. The questions asked
students to answer about how much time they spent in their
" floor community, with other residents, and in the residence
hall, and about the helpfulness and effectiveness of their
RA. Three factors were identified with eigenvalues greater

than one. These factors were used as proxy variables for
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the amount of tiﬁe students spent with other residents on
their floor, for how much time they spent in the residence
hall, and for their satisfaction with their RA. The factor
structure is detailed in Table 2. Each column details the
factor loadings of each variable on each factor. Factor
ldading is a general term referring to the coefficient in

the factor matrix (Kim & Mueller, 1978, p. 84).

Table 2. Factor Structure for Residence Involvement.

Factor 1 Factor 2 Factor 3

Satisfaction Time with Time Spent
- with RA Residents in Hall
RA’s Effectiveness . .90448 .11319 -.02465
RA’s Help .90028 .01915 .03310
RA’s Influence ) .88955 .16939 -.00575
Time w/Residents -.06137 .86397 .15570
Satisfaction w/Floor ' .38537 72506 - -.01770
Time Spent in Floor .09750 .69350 .31852
Satisfaction/Hall .43482 . 58491 .01285
Hours/Week with residents -.13310 .54316 .52366
Hours/Week in Hall .01495 .07582 .89451

Hours/Week on Floor .03372 . .17593 . .87808

Factor scores were computed for every student and
identified as being above the median score or below the
median score to measure the amount of time spent with other
residenté, in the hall, or the amount of sétisfaction with

the RA. When the mean of the floor commuhity was found to
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be a significant predictor of the student’s score in any of
the seven investigative categories, regressions were run
separately for those students who were above the median
‘score, and for those below the median score on the amount of
time spent with other residents. The same was done for
those students above and below the median on the amount of
time spent iﬁ the residence hall. If the RA’s score was a
significant predictor of the student;s outcome, regressions
were run separately for those students who are above the
median score, and for those below the median score on

satisfaction with the RA.
Behavior

The .first investigative category deals with student
behavior. This area includes questions on conduct, both
before attending college and during the first college year.
The category includes questions about attending a religious
service; smoking cigarettes; drinking beer, wine, or liquor;
staying up all night; feeling overwhelmed or depressed;
playing a mﬁsical instrument; attending a recital or
concert; discussing .“safe sex”; and sociélizing with someone
from a different racial/ethnic group.

. The behaviors of the freshmen before they came to
college were compared to their behaviors after one year of

life in the residence halls with a paired sample t-test.

"_*w_‘A____________;______________A;"_J
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Eleven different items made up the Behavior category.

Students were asked to respond if they had engaged in each

behavior during the past year frequently, occasionally, or

never. Of the 11 items,

between the pretest and the posttest means for 9 of the

items (see Table 3).

significant differences were found

Table 3. Comparison of Pre and Post Behavior Means.

Behavior Pretest Posttest t P
Attended 2.12 1.56 19.10 00
religious service

Performed 1.78 1.36 14.53 .00
volunteer work

Attended recital 2.10 1.72 11.82 .00
or concert

Drank beer 1.79 . 2.01 ' 9.15 .00
Played a musical 1.68 1.39 9.06 .00
instrument

Discussed safe 2.09 1.85 9.01 .00
sex

Drank wine or 1.69 1.91 8.29 .00
liquor

Smoked cigarettes 1.25 1.34 4.74 .00
Socialized w/diff 2.29 2.20 3.22 .00
ethnic group

Felt depressed 1.81 1.86 1.96 .05
Stayed up all 1.89 1.85 1.46 . .14

night

During their first year in college, students were less

likely to have attended a religious service, performed

volunteer work, played a musical instrument, attended a

recital or concert,

discussed safe sex, or to have
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socialized with someone from a different ethnic group.
Students were more likely to have smoked cigarettes or drank
alcoholic beverages. No significant differences were found
between the pre and posttest measures of staying up all
night and feeling depressed.
Pearson r correlations were used to examine how closely

pretest and posttest measures of each behavior were related.

Table 4. Correlation Between Pre and Post Behaviors.

Behavior T P
Drank beer .606 .00
Smoked cigarettes .580 .00
Attended religious service .494 .00
Played a musical instrument .473 .00
Drank wine or liquor ' .395 : .00
Discussed safe sex .358 .00
Felt depressed .358 .00
Stayed up all night .311 .00
Socialized with different ethnic group .288 .00
Attended recital or concert .250 .00
Performed volunteer work ‘ .238 .00

Table 4 shows the correlations between each measure. The
strongest relationship in behavior was between drinking beer
before coming to college and drinking beer during the first
year of college (r=.606). The weakest correlation between
the paired variables was performing volunteer work (r=.238).
All pre and post behaviors were significantly correlated

above the .00 level.
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Factor analysis was used on the Behavior variables to
simply the analysis and construct more meaningful categories
from the variables. Initial anaiysis of Behavior resulted
in a significance level of .00 on Bartlett's test of
sphericity. The KMO measure of sampling adequacy resulted
in a score of .67. The KMO score on the Behavior factors,
while not ideal, was in the rahge of acceptance.

Communality is the squared multiple correlation
coefficient between a variable and all other variables and
is an indicator of the strength of the linear association
among the variables. Any variable with a low communality
score should be removed from the set of variables to be
factored (Norusis, i994, p. 53). In the Behavior category,
the variable measuring whether a student had felt depressed
had a communality score of .07, and so this variable was
eliminated from the Behavior variable set before running the
factor analysis.

To choose the number of factors, initially those with
eigenvalues greater than one were selected. Three factors
in the Behavior variables set had eigenvalues above one.
This selection was then adjusted by examining the factor
scree plot. The scree plot for the variables showed a
leveling off after four factors were identified, so these
four factors were extracted from the Behavior category. The

factors were then rotated for ease of interpretation by
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using varimax rotation.

Table 5. Factor Structure for Behavior.

Factor 1 Factor 2 Factor 3 Factor 4

Drank Wine or Liquor . 79415 .16157 -.06638 -.13469
Drank Beer .75499 .10285 -.09198 -.30192
Smoked Cigarettes .61576 ~-.07810 .20963 ~.01067
Stayed up all Night .59721 . 07629 .01854 .20286
Socialized w/dif Ethnic Group -.04160 .83042 .04977 -.00194
Discussed Safe Sex .24366 .70044 .11242 © .10595
Played Musical Instrument .05882 -.05103 .80123 .13170
Attended Recital or Concert -.00339 .23498 .74058 .02844
Attended Religious Service ~.11508 ~.07703 -.00465 .78189
Performed Volunteer Work .02035 .19921 .17728 .67606

The Behavior category consists of four factors (see
Table 5). The major factor, which accounts for 22.2% of the
variance, contains four items which deal with Partying
Behavior. The second strongest factor contains two items
which were identified as Liberal Behavior, and accounted for
17.2% of the variance. The third factor contained two items
which Represent Musical Behavior, and the fourth factor
contained two items which denote Altruistic Behavior. These
féctors represented 10.4% and 9.2% of the variance
respectively.

Scores were computed for each student in the postteét
group on each of the four factors. The posttest group was

then divided into floor communities and the scores of all
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floor residents were averaged to make a floor mean score.
This mean score was used as a proxy variable. Proxy
variables are measures which are used to approximate the
value of the variable of actual interest (Schroeder,
Sjoquist, & Stephan 1986, p. 70). The proxy value in the
Behavior factors represents the behavior of peers in the
floor community. The mean for each floor and the factor
score for each student was added to the target file of those
students whb had pre aﬁd post test scores, in order to run

the regression analyses.

Partying Behavior

In analyzing the outcome, Partying Behavior, the
student’s posttest Partying Behavior score was used as the
dependent variable. The student’s pretest answers about
their behavior before they came to college on the variables
which loaded into Partying Behavior (drinking beer, drinking
wine or liquor, sﬁoking cigarettes, and staying up alld
night) were used as the input independent variables and
entered 1into the régression first. The mean score of‘the
floor community and the RA’s score on Partying Behavior were
used as the environment independent variables and entered
into the regression second. The effect of these
environmental variables is the focus ef this study while the

input variables were used to control for the characteristics




79

of the students before they came to college. However,‘the
input characteristics can be expected to have the strongest
effect on the dependent variable (Astin, 19%9la, pp. 64-65).

First the input variables were entered as a block into
the regression.\Using forward stepwise regression, each
variable was entered into the regression until no variable
in this block was able to add significantly to the
prediction of the student’s Partying Behavior. The two
environmental variables were entered in a second block.
These two variables in turn were entered in order of their
predictive power until the las£ variable with significant

predictive power was entered.

Table 6. Predicting Party Behavior: Step by Step Beta

Changes
Beta after step

Step Variable entering R r 1 2 3 4
Input Variables
1 Drank Beer .472 .472 .472 .369 .355 .328
2 Smoked Cigarettes .53 .407 .261 .261 .254 .231
3 Stayed Up All Night .537 .189 .108 .092 .09 .09
Environmental Variables
3 Floor Mean Score .562 .295 .202 .173 172 .172
Variables Not Entering
5 Drank Wine or Liquor .383 .101 .031 .016 .026
6 RA’ Score ' -.003 .011 -.011 -.011 -.036

Table 6 shows the résults of the regression analysis on

" Partying Behavior. In block one,

the variable measuring how
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often students drank beer before coming to college entered
the regression equation first, followed by the measure of
how often students indicated they smoked cigarettes, and
next the measure of whether a student stayed up all night.
The variable of drinking wine or liquor did not enter the
regression analysis. In block two of the analysis, the
.environmental variable, the mean of the floor community on
Party Behavior, did enter the equation. The RA’s Partying
Behavior was not a significant variable in predicting
student’s Partying Behavior and did not enter the equation.

Table 6 lists several statistics from the Partying
Behavior regression analysis. The first and second columns
list the step numbers and the variables in the order in
which they were entered into the regression analysis. The
third column lists the multiple correlation coefficient at
each step of the regression, the fourth column lists the
correlation coefficiént with the dependent variable, and the
last four columns show the standardized beta coefficients,
or beta-in, for the variables after each step in the
analysis. The beta-in as reported by SPSS regression
analysis is the beta coefficient the variable would receive
if it entered the regression at the next step. Both
variables entering and not entering the regression equation
have a beta-in at each step. In order to identify

meaningful beta changes, only those with a change of more
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than .02 or greater will be considered as consequential.

Astin (1991a, pp. 288-289) classifies changes in the
beta as normal, suppressor, or sign reversal. In a normal
effect, the entry of an independent variable will cause the
beta of the previously entered variables to decrease.
However, a suppressor effect is evident when the entry of an
independent variable causes the beta of a'previously entered
variable to increase. This is an indication that the second
variable was suppressing the effect of the other variable.
When the second variable is controlled, the true magnitude
of the first variable is released. A sign reversal is when
the beta changes signs when a variable is entered. “Perhaps
the strongest evidence of true causation is when the sign (+
or -) of the regression coefficient for a given
environmental variable in the final equation is the opposite
of the simple correlation between the environmental variable
and the outcome measure.” (p. 310).

The standardized beta coefficient is the regression
coefficient B converted to a standard unit for each
variable. The beta coefficient measures the independent
variables, as measured in standard deviations, that results
in one standard deviation change in the dependent variable
(Schroeder, Sjoquist, & Stephan, 1986, pp.33-34). By
following the changes in the beta coefficient as each

variable enters the equation, the researcher can assess how
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much each of the individual variables adds to the prediction
and what predictive power they share. Astin (1991a)
suggests that three factors should be considered in
analyzing regressions; these are “the variables’s simple
correlations with the dependent variable, the size of the
beta at the point the variable enters the regression, and
the other entering variables that cause the biggest drops in
that variable’s beta” (p. 298).

While many researchers use the R? as an indicator of
the percent of variance the independent variables account
for, Astin advocates the use of the beta coefficient as a
better indicator of a variable’s importance. He states
that:

My two and half decades of work with stepwise

regression convinces me that R? or change in R? is

not a good guide to assessing the importance of

the independent variables ....even when the

multiple correlation is quite modest and the

percent of variance accounted for quite low,

differences represented by the extremes of the

independent variables can be of great practical

significance. (1991la, pp 296-297)

The regression analysis in Table 6 for Partying
Behavior presents the changes in the beta coefficients as
each variable enters the prediction. How often the student
reported drinking beer before they came to college was the
first input variable to enter and had the largest beta

coefficient after all other variables had been considered.

However, its beta dropped from .472 in the first step to
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.328 in the last step, indicating that it shares some of its
predictive power with the other significant variables. How
frequently the student smoked cigérettes or stayed up all
night also entered in block one. The measure of drinking
wine or liquor before coming to college was not a
significant predictor of Partying Behavior. In block two the
environmental measure of the floor’s Partying Behavior
entered the equation. The variable representing the RA’s
Partying Behavior did not enter the regression as a
significant predictor of the student’s Partying Behavior.

For more confidence in causal inferences, Astin (1991la)
. suggests that significant interaction effects should be
checked when an environmental variable is found to be
significant, and states that in peer group effects on a
student outcomes, one would expect to find a stronger effect
on those students more involved in the peer group than in
those who were not (pp. 311). The significant predictive
effect of the peer group’s\Partying Behavior on the outcome
measure of Partying Behavior as indicated by the floor
Partying Behavior being a variable in the equation warrants
a second analysis to check for validity. In order to check
the influence of the floor community én Partying Behavior, a
regression analysis was run separately for those students
above the median score and. for those below the median score

on the factor scores measuring time spent with other
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residents and time spent in the reéidence hall. The beta
coefficient at the final step for those students who spent
more time with othér residents was .275 compared to .172 in
the original analysis indicating that spending more time‘
with other residents leads to the Partying Behavior of those
residents being more influential. In the analysis of those
students whose score was below the median on time with other
residents, the variable measuring the Partying Behavior of
the floor did not enter the equation. . This second analysis
gives more confidence that the.Pértying Behavior of the
floor is in fact causal and can be used as a significant
predictor of Partying Behavior in students.

In separate analyses of those above the median score on
the factor which measured time spent in the residence hall,
and those below, the beta coefficient was .176 for those
above and .169 for those below the median score, indicéting
little difference based on the amount of time a student

spends in the residence hall.

Liberal Behavior.

Table 7 shows the results of the regressiop analysis
for Liberal Behavior. The first variable to enter with a
beta weight of .280 was the pretest measure of how
frequently a student had discussed safe sex. The pretest.

measure of whether a student socialized with a different
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ethnic group entered next with a beta of .194. The mean of
the floor’s Liberal Behavior entered the analysis in the
second block with a beta of .213. At this point the beta
welght for discussed safe sex dropped to .231. The RA’s

Liberal Behavior score did not enter.

Table 7. Predicting Liberal Behavior:'Step by Step Beta

Changes
Beta after step
Step Variable entering R r 1 2 3
Input Variables
1 Discussed Safe Sex .280 .280 .280 .238 .231
2 Socialized w/diff ethnic .338 .245 .194 .194 .175
group

Environment Variables
3 Floor Mean Score .399 .242 .227 .213 .213
Variables Not Entering ’
4 RA’s Score . -.009 =-.015 -.018 -.031

To verify the significance of the effect of the floor’s
Liberal Behavior on the dependent variable, separate
analyses were run for those students with scores above ana
below the median on measure of time spent with other
residents and time spent in the residence hall. In the
analysis of those students above the median in time spent
with other residents, the final beta was .215, compared to
.213 on the original analysis. The beta for‘those students

below the median in time spent with other residents was .225
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showing little difference. In the analysis of those students
above the median in time spent in the residence hall, the
final beta was .257, compared to .213 on the original
analysis, and the beta for those students below the median
was .193, indicating that time spent in the residence hall

affects Liberal Behavior.

Musical Behavior

The score measuring Musical Behavior (see Table 8) was
used as the dependent variable in the third regression
analysis run in the Behaviqr investigative category. In the
input block of variables, the first variable to enter was
the amount students had played a musical instrument before
coming to college, followed by the measure of how frequently
they had attended a recital or concért. The environmental
measure of the floor’s musical behavior entered the
regression in the next block with a beta weight of .164.

The first variable showed multicolinearity with the second
two as its beta weight dropped from .420 in the first step
to .336 in the third step. The RA’s musical behavior factor

score did not enter the analysis.
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Table 8. Predidting Musical Behavior: Step by Step Beta

Changes

Beta after step

Step Variable entering R r 1 2 3

Input Variables

1 Played a Musical Instrument .420 .420 .420 .346 .336
2 Attended a Recital or Concert .445 .321 .163 . .163 .147

Environment Variables

3  Floor Mean Score .473 .219 175 164 .164

Variables Not Entering

4 RA’s Score . 090 .072 .072 -.003

The beta for thosé students who spent more time with
other residents or in the residence hall was .134 and .119
respectively. For those students who spent less time with
other residents or in the hall, the beta of the floor mean
score on the final step was .188 and .216. For those
students whose scores were below the median on time spent in
the hall, whether they had attended a concert did not enter
the regression. These stronger results for students who
spent less time with other residents or in the hall may be a
result of the students needing'to leave the halls to pursue

their musical interests.

Altruistic Behavior.

Table 9 summarizes the changes in Altruistic Behavior.

The pretest measure of attending a religious service was the
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first predictor variable for the dependent wvariable. The
second pretest variable of performing volunteer work entered
the first block of the analysis next. In the second block,
the mean of the floor on Altruistic Behavior entered while
the RA’s Altruistic Behavior score was excluded from the

regression analysis.

Table 9. Predicting Altruistic Behavior: Step by Step
Beta Changes

Beta after step

Step Variable entering R r 1 2 3
Input Variables “

1 Attended a Religious Service .347 .347 .347 .323 .305
2 Performed Volunteer Work ) .366 .183 .119 .119 .112
.Environment Variables

3 Floor Mean Score .399 .205 .164 .159 .159
Variables Not Entering

4 RA’s Score . -.009 ~-.002 =-.011 -.021

Separate analyses were run for those students with
scores above and below the median on measure of time spent
with other residents and time spent in the residence hall.
In the analysis of those students above the median in time
spent with other residents, the final beta was .180,
compared to .159 on the original analysié. The beta for
those students below the median in time spent with other
residents was .137 indicating that the Altruistic Behavior

of the residence hall peers. does have a significant effect
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on the students. In the analysis of those_students above
the median in time spent in the residence hall, the final
beta was .172, and the beta for those students below the
median was .137; For those‘who were in the bottom half of’
time spent with other residents or in the hall, the measure
of if they had performed volunteer work previously did not
enter the regression and whether they had attended a

religious service became more important.

University Involvement

The investigative category‘Universisy Involvement deals
with the student’s expectations for involvement with
different facets of the university and the amount of
involvement the student reported'at the end of the first
year. This category included measures of how many hours per
week the student the student spent studying, talking with
teachers, participating in clubs or groups, working or
volunteering, socializing or partying, playing sports, or
watching TV. This category also included a report of how
often the student was bored in class and the estimates of
their chances of having to work'full or part-time to pay
expenses, volunteering, jolning a fraternity or sorority, .
playving varsity athletics, or getting married while in
college.

Table 10 shows the mean scores of the responses and
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the significant changes during the year.

expectations about whether they would have to work in the

Students’

future to pay for college increased while the amount of time

they actually spent working during their first year of

college as compared to before college,

Table 10. Comparison of Pre and Post Involvement Means.

decreased.

Involvement Pretest Posttest t P
Work Full-~time in College 1.77 2.39 15.33 00
Get a Job to Pay for College 3.24 3.83 13.95 .00
Have to Work at Outside Job 2.73 3.38 13.24 .00
Studying/Homework 4.13 4.95 13.04 .00
Working 4.31 2.70 12.04 .00
Exercising/Sports 4,84 4.06 11.27 .00
Student Clubs or Groups 2.87 1.94. 11.27 .00
Talking with teachers 2.69 2.17 10.75 .00
Volunteering 2.04 1.49 9.65 .00
Participate in Volunteer Work 2.57 2.98 9.46 .00
Partying 3.22 3.68 6.55 .00
Socializing 5.76 6.20 6.51 .00
Watching TV 3.73 3.26 6.29 .00
Get Married in College 2.29 2.52 5.43 .00
Was bored in class 2.27 2.34 2.75 .01
Play Varsity Sports 2.01 2.14 2.67 .01

2.43 2.31 2.19 .03

Join Fraternity or Sorority

Although students also reported that they expected to spend

more time volunteering, they actually reported volunteering

fewer hours their first year in college.

More people

expected to get married or play varsity athletics in college
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while fewer people expected to join a fraternity or
sorority. Students reported being bored in class more often
than in high school while they spent less time talking to
teachers, but spent more hours per week studying. The
students reported spending less time in student clubs or
groups, exercising, and watching TV at the end of the year
than at the beginning. However, they spent more time
partying and socializing with friends.

Table 11 shows the correlations between the pretest and
the posttest responses in the Involvement category. The
hours per week spent partying showed the strongest
correlation between pre and posttest involvement. This
corresponds with the highest correlation bétween the pre and
posttest factor in the Behavior category of drinking beer.
While the expectation that students would have to work to
pay for college had moderate correlations, the report of
hours per week the students actually worked had a very weak
correlation. This may indicate that while students plan to
have to work in college, they actually worked more in high
sqhool than they do.in their first year of college. Their
involvement in student groups in high school was weakly

correlated to their involvement in groups in college.
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Table 11. Correlation Between Pre and Post Involvement.

Involvement r P
Partying .531 .00
Play Varsity Sports .475 .00
Work Full-time in College . .454 .00
Get a Job to Pay for College .453 | .00
Exercising/Sports . 447 .00
Participate in Volunteer Work .402 .00
Get Married in College .395 .00
Studying/Homework .376 .00
Have to Work at Outside Job .364 .00
Join Fraternity or Sorority. .363 .00
Watching TV h .355 .00
Socializing ' .354 .00
Volunteering ] .268 .00
Was bored in class .237 .00
Talking with teachers .236 .00
Working .185 - .00
Student clubs/groups .158 . .00

The posttest variables in the Involvement category were
analyzed with factor analysis. Initial analysis resulted in
a significance level of .00 on Bartlett's test of
sphericity. The KMO measure of sampling adequacy resulted
in a score of .68, which was in the range of acceptance. Six
factors were identified with an eigenvalue greater than one
(see Table 12). These factors represent involvement or ﬁon—

involvement with the university through working, time spent
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social involvement,

involvement, watching TV, and involvement with others.

academic

Table 12. Factor Structure for Involvement.
Factor

1 2 3 4 5 6
Have to Work at .78827 -.00346 .01000 -.04707 -.07766 .04762
Outside Job
Get a Job to Pay .77011 .00644 .00346 .-,01719 -.12603 .00560
for College
Working for Pay .64035 .14785 -.08776 .06486 .01999 -.11338
Work Full-time .63252 .09377, .06705 -.01530 .18282 .25751
in College :
Student .02188 -,77725 -.00525 .11683 .07867 -.07931
clubs/groups ‘ :
Volunteering .11237 .72978 -.06052 .17724 .05724 -,05759
Join Fraternity -.00820 .57253 .13496 -.,15995 -.11654 .10081
or Sorority
Participate in .21847 .52347 -.08494 -.02389 -.27518 .27847
Volunteer Work
Exercise/Sports -.13080 .01602 .68035 .12882 -.18621 .22616
Socializing .06996 ~-.02411 ,67294 -.12492 .06895 -,10683
Partying .04725 .00318 .66592 -.15992 .24502 ~.11533
Talking with .05102 .22945 .09072 .74884 .13266 -.06333
teachers ’
Was bored in .03905 .06913 .20725 -.61963 .03387 -.12226
class
Studying/ -.03440 ,00484 -.03453 .B4812 -.48815 -.14225
Homework
Watching TV ~.07146 -.06255 .05284 .06096 .78751 .00511
Get Married in .16506 -.04692 -.11022 .06281 .09152 .78027
College :
Play Varsity -.18824 .19950 .37930 ~.08164 -.14243 .51123

Sports
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Working Involvement

Table 13 shows the results of the regression analysis
for Working Involvement. The three pretest variables which
measured the amount of time students planned to work in
college entered first as the best predictors of Working
Involvement. These three variables showed a great deal of
multiéolinearity as their betas each dropped significantly
at each step. The number of hours the students reported
working before college entered last in the first block. The
mean score of the floor’s Working Involvement entered in the
second block but did not effect the betas of the other
entered variables, showing little multicolinearity. The
RA’"s score was not a significant predictor of the student’s
Working Involvement.

Comparisons of students above and below the median in
time spent with other residents indicate that students who
are involved in working spend less time with other
residents. The floor mean and the pretest measure of hours
per week worked did not enter the regression of those
students above the median. For those students below the
median, the floor mean was a significant factor predictor of
the Working Involvement. This may indicate that student;
who are working are congregated together in some residence
hall communities. The floor mean of Working Involvement

entered the regression in the separate analysis of those




above and below the median score of time spent in the

residence hall. The beta of the floor mean in students
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above the median was .121 and the beta for those below was

.137, showing little difference between the two groups.

Table 13. Predicting Working Involvement:

Beta Changes

Step by Step

Beta after step

Step Variable R r 1 2 3 4 5
entering

Input Variables

1 Plan to get a 442,442 .442 .352 .288 .280 .277
job

2 Plan to Work .488 .366 227 .227 .180 .176 .167
Full-time

3 Plan to work .504 .392 .219 .155 .155 .137 .132
at outside job

4 Hours/Week .513 .214 .134 .118 .102 .102 .093
spent Working

Environment Variables

3 Floor Mean .526 .188 .148 .130 .125 .118 .118
Score

Variables Not Entering

4 RA’s Score .013 -.022 -.025 -.023 -.022 -.017

Service Organization Involvement

Students’ plans to participate in volunteer or

community service work was the best predictor of their

Service Organization Involvement score.

to join a fraternity or sorority or to participate in

While their plans

student groups were also significant predictors, the mean

score of the floor was a stronger predictor than these two
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input measures. Table 14 shows the final betas for Service
Organization Involvement. Neither the pretest measure of
the numbers of hours spent doing volunteer work or the RA’s

score were significant predictors of the dependent wvariable.

Table 14. Predicting Service Organization Involvement:
Step by Step Beta Changes

Beta after step

Step Variable entering R r 1 2 3 4

Input Variables

1 Plan to participate in .293 .293 .,293 .266 .227 222
volunteer work

2 Plan to join .334 .206 .163 .163 .148 .146
frat./sorority

3 Hours spent in .358 .228 .154 ,137 .137 .126
clubs/groups

FEnvironment Variables

3 Floor Mean Score .3%4 .192 177 .174 ,166 .166

Variables Not Entering

4 Hours spent volunteering ©.223 .134 .137 .099 .101
5 RA’s Score .056 .055 .051 .060 -.026

In the regression run on students above the median on
time spent with other students, the floor mean score did not
enter the prediction equation. In the students below the
median the floor mean score was a stronger predictor with a
final beta of .222. The floor mean score for those students
who rated above the median on time spent in the residence
hall had a beta of .161, little different from the original
analysis. The only two variables to enter for those

students below the median on time spent in the hall were
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plans to participate in volunteer or community service work
and the floor mean score with final betas of .326 and .153

respectively.

Table 15. Predicting Social Involvement: Step by Step Beta
Changes

Beta after step

Step Variable entering R r 1 2 -3 4

Input Variables

1 Hours spent Exercising or .368 .368 .368 .325 .303 .284
Sports

2 Hours spent partying .480 .355 .311 .311 .263 . 226

3 Hours spent socializing .490 .308 .230 .114 .114 .107

Environment Variables

3 Floor Mean Score .517 .288 .23%9 .177 .173 .173

Variables Not Entering

4 RA’s Score .076 .058 .035 .031 -.035

Social Involvement

This category of Involvement was measured by the amount
of socializing with friends, exercising or sports, or
partying the student reported. Table 15 éhows the initial
regression analysis; The pretest measure of the time spent
exercising entered the regression first, followed by the
measure of partying and socializing. When the floor’s mean
score entered in step'4, the béta of the.first two vafiabies
dropped by .02 each. The floor’s mean score had a larger
final beta than the input measure of socializing with

friends. The RA’s score again did not enter the regression.
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Table 16. Predicting Academic Involvementf Step by Step
Beta Changes

Beta after step

Step Variable entering R r .1 2 3

Input Variables

1 Hours spent studying .220 .220 .220 .206 . 197
2 Was bored in class .245 -,137 -.110 -.110 -.105

Environment Variables

3 Floor Mean Score ' .290 w171 .159 .156 .156

Variables Not Entering

4 Time spent talking .101 . 055 .048 . 045
w/teachers
5 RA’s Score -.012 .009 .012 -.028

For those students above the median on time spent with
other residents, the floor’s mean score beta increased to
.265, étronger than any other beta. This result was similar
for those students above‘the median on time spent in the
hall, in which the floor’s mean score beta increased to
.222. For those studenté below the median in time spent
with other residents or in the hall the measure of
socializing with friends, the floor mean score, and the RA’s

score did not enter the regression.

Academic Involvement

Correlations, multiple R, and beta weights were lower
in the wvariables included in the Academic Involvement
regression, than has been seen in the other categories (see

Table 16). The floor mean beta was .156, which was stronger °
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than the input variébleS‘of being bored in'class (-.105),
but less than hours per week spent studying (.197). 1In a
comparative analysis of those students who spent more time
with other residents, the floor mean did not enter as a
significant predictor. For those students who spent less
time with other residenté, the floor mean score was the
strongest predictor wifh a final beta of .214.‘ For the
students aboVé‘the mean on time spent in the hall, the floor
mean score had a final beta of .183, which was stronger than
the measure of being bored in class (-.160) or hours spent
studying (.163). For those students below the median in
time spent in the hall, the floor mean score beta on
Academic Involvement was .129, and studying variable was
.245, The measures of time spent with teachers and being
bored in class did not enter. The RA’s. score did not enter
any of the regressions.

The low beta weights indicate there are other
significant predictors for Academic Involvement. These
results parallel the results seen in Academic Behaviors. It
may indicate that students who are more academically
inclined aré going outside of their floor community to
study, and spending less time with other residents. They may

also be finding other places within the hall to study.




100

TV Involvement

The fifth factor was a measﬁre of how muqh TV students
watched. The amount of TV watching before coming to college
was a significant predictor of the amount of TV watched
during college with a final beta of .247 (see Table 17)..
The amount of TV the other floor residents watched was also
a significant predictor with a final beta of .223. The RA's
TV Involvemént score was not a significant predictor.
However, the sign reversed in the beta-in of the RA’s score
when the floor mean was controlled. The beta changed from
.088 to -.046. “Perhaps the strongest evidence of true
causation is when the sign (+ or -) of the regression
coefficient for a given environmental variable in the final
equation is the opposite‘of the simple correlation between
the environmental variable and the outcome measure.” (Astin,

1991a, p.310).

Table 17. Predicting TV Involvement: Step by Step Beta

Changes
Beta after
step
Step Variable entering R r 1 2
Input Variables
1 Hours Spent Watching TV 277 L2717 277 .247
Environment Variables
2 Floor Mean Score | .354  .255  .223  .223

Variables Not Entering

3 RA’s Score .089 .088 -.0406
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The amount of'time spent with other reéidents did not
significantly change the final beta of the floor mean score.
However, for those students above fhe median on time spent
in the hall, the final beta of the floor mean score was
.337. For the first time, the RA’s score became a

significant negative predicator with a beta of -.143.

Involvement with Others

This'category is a measure of the students involvement
with priorities outside of the hall or academic realm.
- Table 18 shows the results of the regression analysis. The
strongest beta for Involvement With Others was the pretest
measure of whether the student planned to marry in college.
The floor’s mean score had the next highest while the
student’s plans to participate in varsity athletics was
third. The score éf the RA again did not enter the
regression. The analysis of students above and below the
median on time spent with other residents and on time spent
in the hall revealed little difference from the original

analysis on the effect of the floor community.
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Table 18. Predicting Involvement with Others: Step by Step
Beta Changes

Beta after step

Step Variable entering R r 1 2 3

Input Variables

1 Plans to marry in college .252 .252 .252 .254 .264

2 Plans to play varsity .274 .103 .108 .108 .095
athletics

Environment Variables

3 Floor Mean Score .349 .211 .223  .217 .217

Variables Not Entering

4 RA’s Score .055 .072 .067 -.008

Self-Concept

The investigative category, Self-Concept, deals with
self-ratings of the student’s self-concept and ability to
lead and deal with other people. This category included
measures of how the students compared themselves to others
in leadership ability, competitiveness, cooperativeness,
drive tb achieve, emotional and physical health, social
self-confidence, understanding of others, and popularity.
The category also included measures of how often the student
felt overwhelmed or depressed.

Table 19 shows the mean scores of the responses and the
significant changes during the year. Students reported
‘feeling more overwhelmeé than they had before coming to

college. They also reported more social self-confidence and
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understanding of others while they reported less drive to
achieve. All other categories were not significantly

different at the .05 alpha level.

Table 19. Comparison of Pre and Post Self-Concept Means.

Self-Concept ] Pretest Posttest t P
Felt overwhelmed 2.09 ©2.25 76.01 .00
Self-confidence (social) 3.46 3.59 - 3.54 .00
Drive to achieve 3.93 3.82 3.37 .00 -
Understanding of others 3.76 3.87 3.29 .00
Felt depressed 1.81 1.86 - 1.96 .05
Popularity 3.36 3.30 1.86 .06
Physical health 3173 3.68 1.45 .15
Leadership ability 3.59 3.63 1.40 .16
Competitiveness 3.75 3.73 0.89 .38
Cooperativeness 3.87 3.84 0.78 .44
Emotional health 3.77 3.74 0.72 .47

Table 20 shows the correlations between pre and
posttest Self-Concept scores. Leadership ability had the
strongest correlation at .618. The measure of whether
students felt overwhelmed had the weakest correlation

between the pre and posttests at .196.
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Table 20. Correlation Between Pre and Post Self-Concept.

Self-Concept Measure r P
Leadership ability .618 .00
Physical health _ .562 .00
Competitiveness ‘ o ©.560 . .00°
Drive‘té achieve : .536 .00
Popularity .516 .00
Emotional health .491 .00
Self-confidence (social) .476 .00
Understanding of others ‘ 411 .00
Cooperativeness .369 .00
Felt depressed .358 .00
Felt overwhelmed - .196 .00

Inifial factor analysis of the Self;Concept category
showed a significance level of less than .00 and a KMO score
of .81, which Kaiser rates as meritorious (Norusis, 1994, p.
52) . The factor analysis of the supplied three factors with
eigenvalues greater than one. Varimax rotation helped
identify these factors as Social Self-Cohcept, Competitive
Self-Concept, and Emotional Self-Concept. The factor

rotation is listed in Table 21.
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Table 21. Factor Structure for Self-Concept.

Factor

1 2 3

Understanding of others .81779 - —.04¢688 .05026
Self-confidence .69424 .23763 -.24321
(social)

Popularity .55826 .34641 .01590
Cooperativeness - .55479 .19980 .04014
Leadership ability .54606 .46414 " -.05035
Emotional health .49121 .31082 -.46307
Competitiveness .06192 . 84287 .03489
Physical’health .18309 .65002 -.13237
Drive to achieve ' .31518 .63843 .00001
Felt depressed -.10039 -.01769 . 82092
Felt overwhelmed .09689 . .00740 .73698

Social Self-Concept

The first Self-Concept category included variables
which were measures of how the students interacted with
others. Table 22 lists the results of the regression
analysis in which input &ariablés were entered first, and
‘the environmental variables entered second. . The first input
variable to enter the régression was the students’ rating of
their ability to.understand others with a beta of .37. Thisv
beta dropped to .251 when the other input measure, the
students’ rating of their leadership ability and social
self-confidence, entered. The input measures of the

students’ before college ratings of their popularity,
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cooperativeness, and emotional health did not enter the

regression.

Table 22. Predicting Social Self-Concept: Step by Step
Beta Changes

Beta after step

Step Variable R r 1 2 3 4 5
entering

Input Variables

1 Understanding of .370 .370 .370 .294 .251 .244 .245
Others

2 Leadership . 441 . 341 .252 .252 .194 .189 .175
Ability

3 Social Self- .466 . 340 .239 .170 .170 177 .185
Confidence

Environmental Variables

4 Floor Mean Score .49%4 .193 174 .15% .165 .165 .181

5 RA’s Score .500 -.022 -.035 -0.30 -.041 -.077 -.077

Variables Not Entering

6 Popularity .260 .180 .100 .036 . 045 .043

7 Cooperativeness .248 .096 . 065 . 056 . 060 .061

8 Emotional Health .225 .153 .108 .070 .070 .073

Suppressor effects are shown on the negative RA’s score by
the input variables and especially by the floor mean score.
In other words, the effect of the RA shows a greater
negative effect after the student characteristics and the
floor mean are controlled. In the next step the’floor mean
score and the RA’s score entered the regression with beta
weights of .181 and -.077 fespectively° This is the first

time the RA’s score enter the regression, and it did so with
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a negative effect.

For those students who spent more time with other
residents, the floor mean score and the RA’é'score did not
enter the regression analysis. For thosé students who spent
less time in the hall the mean floor score had a beta of
.185 which was similar to the final beta in the original
analysis. The RA’s score did not enter.

For those students who spent more time in the halls,»a
different phenomenon appeared (see Table 23). In the input
block of variables, the students’ pretest rating of their
popularity entered as a predictor of the students’ Social
Self-Confidence, replacing the students’ pretest rating of
Social Self-confidence. Also, the RA’s Social Self-Concept
entered with a much higher beta of -.182 and had a
moderately strong suppressor effect on the floor’s mean
score, which rose from .156 to .201 when the RA’s score
entered. This indicates that for people who spend more time
in the hall, the floor’s Social Self-Concept acts as a
mediator on the negative influence of.the RA’s Social Self-
Concept. For those students who spent less time in the

hall, the RA’s score did not enter the regression.




108

Table 23. Predicting Social Self-Concept: Step by Step
Beta Changes in Students above the Median in
Time Spent in the Residence Hall.

Beta after step

Step Variable R r 1 2 3 4 5
entering

Input Variables

1 Understanding of .417 .417 417 .353 .341 .334 .333
Others

2 Leadership .474 .332 .235 .235 .176 .166 .170
Ability

3 Popularity .494 .287 .218 .152 .152 .149 .141

Environmental Variables

4 Floor Mean Score .518 .199 .173 .159 .156 .156 .201

5 RA’s Score .547 -.130 -.134 -.138 -.134 -.182 -.182

Variables Not Entering

6 Social Self- .318 .197 .131 .079 . 060 .073
Confidence

7 Cooperativeness .262 .063 . 045 .039 . 047 .039

8 Emotional Health .243 .161 .119 .091 .091 .105

Regressions were also run separately for those students
above and below the median score on their rating of the RA’s
influence and effectiveness. For those students above the
median in their rating of the RA, similar effects were found
to the effects in the analysis for those students above the
median in time spent in the hall. The beta weight of the
floor mean before the RA’s score entered was .189. The RA's
score entered on step 5 with a beta of -.121. At that time
the beta of the floor mean score increased .03 to .219. For

those students below the median on their rating of the RA,
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the floor mean score and the RA’s score did not enter the
regression. These findings are intriguing. It appears that
those students who rate their RA as more influential and
effective are more negatively impacted by the RA on their
Self-Concept. The floor’s Self-Concept is a mediating

factor in this negative influence.

Competitive Self-Concept

The second factor in Self-Concept was a measure of the
student’s competitive nature and self-image. The variables
that loaded into this factor were rétings of the student’s
competitiveness, phyéical health, and drive to achieve as

compared to other students (see Table 24).

Table 24. Predicting Competitive Self-Concept: Step by
Step Beta Changes

Beta after step

Step Variable entering R r 1 2 3 4

Input Variables

1 Competitiveness .439 .439 .439 .356 .300 .276
2 Drive to Achieve .482 .353 .215 .215 .195 .195
3 Physical Health .507 .331 .195 .173 .173 .163

Environmental Variables

4 Floor Mean Score .523 .226 .141 .140 .129 .129

Variables Not Entering

5 RA’s Score -.017 -.011 .017 .015 -.028

The three input variables all entered the regression as

predictors of the student’s Competitive Self-Concept. The
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floor’s mean score also entered in the second block as a
predictor, and the RA’s score did not enter. The sign
reversed in the beta of the RA’s score ét step 2 after the
rating‘of drive to achieve entered and agéin at step 5 after
the floor’s mean had entered. This indicates some mitigating
of the RA’s negative influence on the Competitive Self-
Concept by the student’s drive to achieve. However, this
effect 1is loét as the floor’s Self-Concept enters the
regression.

Spending more time with residents took away the
predictive‘value of the floor’s mean score as both the
floor’s mean score and the RA’s score did not enter the
regression. Fbr those spending less time with other
residents, the predictive power of the floor’s Self-Concept
score increased by .04 to .169. For those students who
reported spending more time in the hall, both the floor’s
mean score and the RA’s score entered the regression
analysis. At the final step the floor’s mean score was the
strongest predictor of any variable with a beta of .300.
The beta of the RA’S score at the final stép was -.110,
increasing fromu—.027 when the floor;s mean score was
controlled. For those studenté who spent less time in the
hall, the floor’s mean score and the RA’'s sco;e were not

significant predictors.
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Emotional Self-Concept

The third factor in the Self-Concept category was made
up of the measure of whether thé student reported feeling
overwhelmed during college or feeling depressed (see Table
25). The floor’s mean score was a significant predictor of
the student’s Emotional Self-Concept. The RA’s score and
the measure of whether the student felt overwhelmed before

college did not enter as significant predictors.

Table 25. Predicting Emotional Self-Concept: Step by Step
Beta Changes

Beta after
step
Step Variable entering R r 1 2
Input Variables ‘
1 Felt Depressed .299 .299 .299 .275
Environment Variables
2 Floor Mean Score ' .381 .265 .237 .237
Variables Not Entering
3 Felt Overwhelmed .163 .079 .029
4 RA’s Score . 027 .028 -.005

There were few differences in the results in the
separate analyses of those students above and below the
median score on time spent with other residents. There was
also little difference in the results for those students who
reported spending more time in the hall. For those students
spending less time in the hall, the measure of whether they

felt overwhelmed entered the regression with a beta of .082
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indicating that those students who are overwhelmed are

spending time out of the hall.

Attitudes, Beliefs, and Values

The investigative category; Attitudes, Beliefs, and
Values; deals with student views on political and social
issues. Students were asked to respond about their
political orientation and to give their viéws by responding
to a series of questioné about political and social issues.
The students responded on a Likert scale of one equaling
strongly disagree to four equaling strongly agree.

Table 26 shows the results of the changes in means from
the pretest to the posttest. Students showed no significant
change in their responses to if AIDS should be controlled by
mandatory testing, if there is too muchnconcern for
criminals, if married women should stay at home, if they
believe the individual can do little to change society, if
sex is acceptable if people like each other, and there was
no change in their polifical views. Tﬁe students were more
likely to agree that marijuana should be legalized, that the
government should increase military spending, that racial
discrimination is no longer a problem, that homosexual
relations should be prohibited, that the government should
raise taxes to reduce deficits, that the death penalty

should be abolished, and that college officials should
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approve student publications. They were less likely to
agree that the college should prohibit racist or sexist
speech, that there should be preferential treatment for the
disadvantaged, or that busing is 0.K. to achieve racial
balance. They were also less likely to agree that the
government is not doing enough to protect the consumer or
should do more to control handguns, that the government
should discourage energy consumption, or that the government
is not doing enough to control pollution. They were less
likely to agree that a national health care plan was needed,
that wealthy people should'pay more taxes, that nuclear
disarmament is attainable, or that employers should be able
to require drug testing. They were also less likely to agree
that abortion should be legal or that a man should be
entitled to sex if he thinks the woman "led him on.” They
also agreed less with the statement that college increases

earning power. In most areas, the students became more

conservative.
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Table 26. Comparison of Pre and Posttest Attitudes,
Beliefs, and Values Means.

Attitudes,
Beliefs, and
Values

Pretest

Posttest

t

Legalize
Marijuana

Government Not
Controlling
Pollution

Increase Federal
Military Spending

Wealthy People
Should Pay More .
Taxes

Fed Govt
Discourage Energy
Consumption

National Health
Care Plan Needed

College Increases
Earning Power

Man Not Entitled
to Sex by
"Leading On"

Employers Can
Require Drug
Testing

Racial
Discrimination
Not a Problem

Abortion Should
Be Legal

Prohibit
Homosexual
Relations

Fed Govt. Do More
to Control
Handguns

Nuclear
Disarmament
Attainable

.48

.28

.20

.87

.55

.53
.52

.51

.33

.99

.35

.19

.91

.89

.00

.00

.00

.00
.00

.00
.00

.00
.00
.00

.00

.00
.00

.00
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Table 26. Comparison of Pre and Posttest Attitudes,

Beliefs, and Values Means.

Attitudes, Pretest Posttest t P
Beliefs, and -

Values

Busing OK to 2.49 .35 .39 .00
Achieve Balance

Government Not 2.67 .56 .28 .00
‘Protecting

Consumer

Raise Taxes to 2.06 .19 .23 .00
Reduce Deficits

Abolish Death 1.57 .68 .90 .00
Penalty ’

Coll Officials 1.89 .99 .54 .01
Clear Student

Publ.

Pref Treatment 2.14 .04 .47 .01
for Disadvantaged

Coll Prohibit 2.46 .34 .41 .02
Racist/sexist

Speech

Political 3.04 .98 .73 .08
Orientation

Sex Ok If People 2.41 .47 .38 .17
like Each Other

Ind Can Do Little 2.01 .06 .11 .27
to Change Society

Married Women 1.67 .12 .93 .35
Best in Home

Too Much Concern 2.93 .91 .34 .13
for Criminals

Control Aids by " 2.57 .58 .12 .90

Mandatory Testing

Table 27 shows the correlations between pre and

posttestAAttitudes, Beliefs, and Values. All pre and

posttest variables were significantly correlated at less
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Table 27. Correlation Between Pre and Post Attitudes,
Beliefs, and Values. ‘

Attitudes, Beliefs, and Values C r P
Abortion Should Be Legal .609 .00
Fed Govt. Do More to Control Handguns .514 .00
Legalize Marijuana .506 .00
Political Orientation .480 .00
Sex OK If People like Each Other .471 .00
Prohibit Homosexual Relations .470 .00
Wealthy People Should Pay More Taxes .455 .00
National Health Care Plan Needed .430 .00
Abolish Death Penalty .425 .00
Government Not Controlling Pollution .401 .00
Busing Ok to Achieve Balance .381 .00
Coll Officials Clear Student Publ. .373 .00
Raise Taxes to Reduce Deficits .373 .00
Control Aids by Mandatory Testing .361 .00
Nuclear Disarmament Attainable . .351 .00
Too Much Concern for Criminals .348 .00
College Increases Earning Power .343 .00
Increase Federal Military Spending .341 .00
Pref Treatment for Disadvantaged .341 .00
Ind Can Do Little to Change Society .334 .00
Employers Can Require Drug Testing .317‘ .00
Married Women Best in Home .289 .00
Man Not Entitled to. Sex by "Lead On” .278 .00
Coll Prohibit Racist/sexist Speech .259 .00
Govt Discourage Energy Consuﬁption .215 .00
Government Not Protecting Consumer ' .198 .00
Racial Discrimination Not a Problem .186 .00
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than .05. Students views about abortion, handguns, and
legalization of marijuana were most highly correlated.
Comparisoﬁs.about students” views on whether the Qovernment
is doing enough to protect consumers, and whether racial
discrimination is no longer a problem were least correlated.

Examination of the factor analysis of Aptitudes,
Beliefs and Values showed a KMO score of .81.and a
significance level of .00 on Bartlett’s test of sphericity.
Both confirmed the goodness of fit for the factor analysis.
In the initial factor analysis six factors were identified
with eigenvalues greater than one. However, fhe scree plot
showed a steep decline with five factors and then a very
gradual leveling off of the plot. For this reason, five
factors were selected for the analysis which explained 40.7%
of the variance. The five factors were labeled in“order
Politically Liberal, Socially Conséfvative,‘Politically
Conservative, Socially Liberal, and Regulatory (see Table

28).
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Table 28. Factor Structure for Attitudés, Beliefs and

Power

Values.
Factor
1 2 3 4 5
Government Not .62673 -.22704 -.01446 .13289 .03267
Controlling Pollution
Govt Should Discourage .59096 -.18144 -.00584 .02719 -.17417
" Energy Consumption
Government Not Protecting .57858 .03106 .11522 .02815 .07807
Consumer
Wealthy People Should Pay .53583 -.17278 .10469 -.02888 .09498
More Taxes
Nuclear Disarmament .50786 -.11947 -.02607 .04572 -.07136
Attainable
National Health Care Plan .49421 -.27285 -.01920 .17492 .33091
Needed )
Raise Taxes to Reduce .41662 .05166 -.17835 .18847 .03268
Deficits '
Busing Ok to Achieve. .40778 .17628 -.09322 .03438 .10028
Balance
Pref Treatment for .34355 .31101 -.33056 .04001 .29651 "
Disadvantaged
Married Women Best in .03985 .66885 .00925 -.12693 -.031°93
Home
Increase Federal Military  -.14035 .56058 .13781 -.02848 . 03327
Spending
Prohibit Homosexual -.05462 .55413 .35010 -.22659 .05339
Relations
Racial Discrimination Not -.20040 .48920 -.02572 .13399 .24901
a Problem .
Man "Led On" Not Entitled .25348 -,47706 .26190 -.13367 -.02720
to Sex ' ‘
There is Too Much Concern .09196 .14974 .62321 -.06949 -,22014
for Criminals
Abolish Death Penalty .17121. .09003 -,62054 -.05488 .19222
Employers Can Require .06796 -.05556 .58527 -.26212 .23243
Drug Testing
College Increases Earning -.02422 .17166 .49878 .20486 .24165
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Sex OK/People like Each .09213 .06298 .05271 .73769 '-.09841

Other

Abortion Should Be Legal .17278 -.27461 .09168 .69816 -.02411
Legalize Marijuana .16341 .00671 -.34339 .58954 -.12263"
Political Orientation .32767 -.18885 -.26776 .39698 .15139
Ind. Can Do Little to -.10424 .27287 . 08857 .32404 .22669
Change Society

College Officials Should -.07090 .29412 -.06016 -.11609 .61084
Clear Student

publications

Colleges Should Prohibit .07861 -.04334 -.00633 -.06236 .60888
Racist/Sexist Speech

Control AIDS by Mandatory . 06905 .20333 .36404 .06306 .40233
Testing

Fed Govt. Should Control .37098 -.32295 -.21181 .00863 .39615
Handguns

Politically Liberal Attitude

Table 29 shows the results of the regression analysis
for Politically Liberal Attitudes. Four of the input
variables were significant predictors of the student’s
Politically Liberal Attitude, including beliefs whether the
government should controlling pollution, the wealthy should
pay more taxes, busing should be used to achieve racial
balance, and whether the government was protecting‘the
consumer. In the second block of the regression the floor

mean score entered with a beta of .132. The RA’s score did

not enter the regression.
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Table 29. Predicting Politically Liberal Attitudes,
Beliefs and Values: Step by Step Beta Changes

Beta after step

Step Variable entering ] R r 1 2 3 4 -5

Input Variables

1 Govt not controlling .308 .308 .308 .269 .262 .224 .211
pollution
2 Wealthy should pay .376 .267 .220 .220 .208 .182 .168
more taxes
3 Busing OK to achieve .422 .,218 .203 .191 .191 .176 .172
racial balance ‘ '
4 Govt not protecting .443 .276 .204 .166 .146 .146 .144
consumer

Environmental Variables

5 Floor Mean Score .462 .200 .163 .141 .134 .132 .132

Variables Not Entering

6 Govt/discourage .124 .032 .006 .007 .01l1 .008

energy use

7 Nuclear disarmament 167 .122 .099 .096 .087 .088
attainable

8 Health Plan Needed .225 .165 .130 .109 .083 .076

9 Tax to reduce .138 .065 .048 .031 .037 .036
deficits .

10 Preference for .150 .129 .113. .086 .067 .069
disadvantaged

11 RA’s Score .031 .020 .014 .013 .015 -.030

In comparing these results with the results of those
students who reported spending more time with other
residents, the beta of the floor mean score became the
strongest predictor at the.final step with a beta of .179
compared to .132‘in the original analysis. For those

students who spent less time with other residents, the floor
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mean score did not enter the regression. A similar result
was found when comparing those students who reported
spending more time in the residence hall. The floor mean
score had a final beté of .170. At the final step, only the
input measure of the belief whether govérnment should
control pollution had a strong beta at .220. For those
students reporting spending less time in the hall, the floor
mean score did not enter. The RA’s score did not enter in

any of the regression models.

Socially Conservative Attitude

| The regression of the outcome measure of Socially
Conservative Attitudes again showed the influence of the
residence hall floor community. Table 30 shows the results
of the regression analysis. At the final step, the floor
mean score was the strongest predictor.with a beta of .325.
The RA’s score did not enter the regression. The only input
variable which did not enter was the measure of the belief
that racial discrimination is no longer a problem. As has
been seen in previous analyses, the beta of the RA’s score
in the excluded variables was positive, until the floor mean
score was controlled, at which point the RA’s score beta
became negative. This beta;in indicates that if the RA’s
score had entered at the next step, it would have a very

weak negative beta.
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Table 30. Predicting Socially Conservative Attitudes,
Beliefs and Values: Step by Step Beta Changes

Beta after step

Step Variable R r 1 2 3 4 5
entering

Input Variables

1 Prohibit .374 .374 .374 .365 .338 .289 .225
Homosexuals

2 Military .408 .183 .163 .163 .148 .200 .204
Spending

3 No sex if .431 -.227 -.161 -.145 -.145 -.145 -.100
‘led on’

4 Married women .452 .259 .149 .144 .144 .144 .102

best at home

Environmental Variables

5 Floor Mean .547 427 .353 .351 .338 .352 .325
Score

Variables Not Entering

.6 Racial bias .173 .109 .080 .075 .074 .050
not a problem

7 RA’s Score .039 .066 .078 .068 .065 -~.009

Comparing these results to the results for those
students who spent more time with other residents showed a
slight decrease in the beta of the floor mean score to .300,
and an increase in the beta for the attitude that homosexual
relations should be prohibited to .310. The beta of the
RA’s score dropped to -.109 at the final step. For those
students who reported spending less time with other
residents, the final beta of the floor mean score increased
.to .366, and the beta of the attitude to prohibit homosexual

relations dropped to .152. The final beta of the RA’s score
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became a positive influence at .088. For those students
reporting spending more time in the hall, the floor mean
score was the strongest predictor with a final beta of .352,
compared to the next highest final beta of .244 for the
attitude to prohibit homosexual relations. For those
students who spent less time in the hall, all input
variables entered. The floor mean score was the strongest
predictor Qith a beta of .279 followed by the Belief that
married women shéuld stay at home with a beta of .224. Only
the RA’'s score did not enter the regression. It had a beta

of -.065 at the final step.

Politically Conservative Attitude

Table 31 shows the regression results for Politically
Conservative Attitudes. The floor mean score entered in the
second block of the regression with a beta of .148. This.
was the second strongest predictor after the belief that the
death penalty should be abolished with a beta of -.262.

This negative beta weight reflects the student’s
disagreement with the view that the death penalty should be
abolished. Neither the RA’s score, nor the input measure of
the attitude that there is too much concern for criminals
entered the regression model. The beta of the RA’s score
increased from -.014 to -.074 when the floor mean score

entered the regression.
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Table 31. Predicting Politically Conservative Attitudes,
Beliefs and Values: Step by Step Beta Changes

Beta after step

Step Variable entering R r 1 2 3 4

Input Variables

1 Abolish Death .316 -.316 -.316 -.283 -.270 -.262
Penalty '

2 College Increases .348 .212 .151 .151 .149 .142
Earnings

3 Employers Should .372 .165 .134 .133 .133 .127
Drug Test

Environmental Variables

4 Floor Mean Score .401 .180 .159 .152 .148 .148

Variables Not Entering

5 Too Much Concern for L1311 .040 .036 .027 .036
Criminals
6 RA’s Score .004 -;015 -.018 -.014 ~-.074

When comparing these results with the results for
those students who reported spending more time in the
residence halls, the beta of the floor mean score increased
to .246 and the beta of the attitude to abolish the death
penalty increased to -.311. The attitudes that there is too
much coﬁcern for criminals or that employers should require
drug testing and the RA’s score did not enter. For those
students who reported spending less time with other
residents, the floor mean score, the RA’s score, and the
attitude that there is too much concern for criminals did

not enter the regression model. For those students who
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reported spending more time in the hall, the final results
were similar to the original analysis. For those students
who reported spending less time in the hall, only the bélief
that the death penalty should be abolished and the floor
mean score entered the regression. Their betas at the final

step were -.348 and .177 respectively.

Socially Liberal Attitude

Table 32 show the results of the regression analysis
on Socially Liberal Attitudes. The mean floor score was a
significant predictor of the outcome variable with a beta of
.189 in the final step of the regression. The input
measures of the belief that an individual can do little to
change society and the student’s political orientation
before coming to college did not enter the regression. Also
the RA’s score did not enter.

For those students who reported spending more time
with other residents, the value that abortion should be
legal was the strongest predictor variable with a final beta
of .301, followed by the floof mean score of .230. For
those students who reported spending more time in the hall,
the results were similar. The beta for the legalized
abortion value was .339 while the beta for the floor mean
was .252. For those students who reported spending less

time with other residents, the beta of the floor mean score
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entered the regression model, but dropped to .144. For
those students spending less time in the hall, the floor
mean did not enter the regression. Only the input wvariables
measuring the attitudes that sex is OK between people who
like each other and that marijuana should‘be legalizéd : - y
entered the regression model. The RA’'s score did not enter

in any of the analyses.

Table 32. Predicting Socially Liberal Attitudes, Beliefs
and Values: Step by Step Beta Changes

Beta after step

Step Variable‘entering R r 1 2 3 4 ' o

.

Input Variables

1 Sex is OK if People .406 .406 .406 .305 .258 .222
Like Each Other

2 Abortion Should Be .471 .378 .258 .258 .2217 .231
Legal

3 Legalize Marijuana .507 .333 .233 .200 .200 .182

Environmental Variables

4 Floor Mean Score .540 .283 .204 .205 .189 .189

Variables Not Entering

5 India. Can Do Little .091 .01l .028 .019 .006

to Change Society
6 Political View .242 .162 .113 .085 .085
7 RA’s Score .036 .058 .055 .061 .044

Regulatory Attitude

The final category in Attitudes, Beliefs, and Values
is a measure of the students’ attitudes toward regulation in

society. Table 33 shows the results of the regression
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analysis. The floor mean score was the strongest predictor
of Regulatory Attitude with a final beta of .258. The RA’s
score did not enter the regression, but the beta-in for the
RA’s score dropped from .182 to .038 when the floor mean

score was controlled.

Table 33. Predicting Regulatory Attitudes, Beliefs and
Values: Step by Step Beta Changes :

Beta after step

Step Variable R r 1 2 3 4 5
entering

Input Variables

1 Colleges May .328 .328 .328 .267 .249 .246 .230
Clear Student
Publications

2 Colleges .414 .322 .259 .259 .236 .230 .204
should
prohibit
speech

3 Govt Should .436 .228 .178 .142 .142 .131 .093
Control Guns ’

4 AIDS .450 .157 .140 .123 .111 .111 .098
Mandatory -
Testing

Environméntal Variables .

5 Floor Mean .515 .338 .305 .278 .263 .258 . .258
Score

Variables Not Entering

6 RA’s Score .227 .222 .196 .182 .102 .038

In the analysis of those students who reported
spending more time with 6ther residents, both the floor mean
score and the RA’s score entered the regression model with a

beta of .199 and .160 respectively at the final step. The
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attitude that colleges should clear student publications had
the strongest beta at .264. The attitudes that AIDS should
be controlled through mandatory testing and that government
should control handguns did not enter the regression. For
those students who reported spending less time with other
residents the results were very similar to the original
analysis. The regression results were also similar to the
ériginal analysis for both groups of students who were above
the median or below the median in time spent in the

residence hall.

Academic and Cognitive Development

The fifth investigate category includes self-ratings
of students’ academic and cognitive abilities, their
academic involvement, and academic expectations and goals.
The category included 10 questions about academic activities
which were coded on a 3 point scale (l=frequently,
2=occasionally, 3=never). These measures included responses
to whether the student was bored in class, did not‘compléte
homework on time, tutored or studied with other students,
was a guest in a teacher’s home, asked a teacher for advice,
argued with a teacher, and came late to class. This
category also included responses to the students’ best
estimate of their chances of changing their major field or

career choice, failing a class, being elected to honor
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society or graduating with hohors, making at least a “B”
average, getting tutoring help or vocational counseling,
dropping out temporarily, or getting a bachelor’s degree.
These questions were coded on a four point scale on the
pretest, with one equaling no chance and four equaling very
good chance. The posttest added a fifth category for the
student to respond if they already had engaged in the
activity. This category also included students’ self-
ratings of the their academic and cognitive abilities,
including academic, artistic, mathematical, public speaking,
and writing abilities; originality; reading speed
comprehension; and intellectual self-confidence. The
students were asked to compare themselves to other students
on a scale of 1 to 5 (l=top 10% to 5=bottom 10%).

Table 34 shows the comparisons of the pretest and
posttest responses. There was no difference in the pretest
and posttest means in responses to the questions about being
elected to honor society, graduating with honors, getting a
bachelor's degree, tutoring or studying with another
student, and in their rating of their originality and
reading speed comprehension. Students’ responses indicated
that at the end of their first year they were more likely to
anticipate earning at least a “B” average, yet they also
felt that they were more likely to fail one or more classes

and to have to drop out temporarily. They were more likely
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to expect to change their career choice or major and to seek
tutoring help or vocational counseling. They also reported
higher ratings of their writing, artistic, and public
speaking abilities and of their intellectual self-
confidence. Students were more likely to report being bored
in class or to be late for class; They were less likely to
have argued with a teacher, asked a teacher for advice, or
been a guest in a teacher’s home. They reported that they
had less frequently failed to complete homework on time.
Students’ rating of their math ability and their academié

ability also dropped.

Table 34. Comparison of Pre and Posttest Academic and
Cognitive Development.

Academic and Pretest Posttest t <]
Cognitive

Development

Argued with a 1.74 1.34 13.73 .00
teacher

Drop out 1.57 2.11 11.54 .00
Temporarily

Fail One or More 1.99 2.54 11.49 .00
Classes

Asked teacher for 2.08 1.81 8.93 .00
advice

Guest in 1.32 1.11 7.92 .00
teacher's home

Writing ability 3.38 3.62 7.69 .00
Seek Vocational 2.05 | 2.34 6.01 .00
Counseling

Public speaking 3.05 3.25 5.84 .00
ability

Came late to 1.60 1.76 5.84 .00

class
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Table 34. Comparison of Pre and Posttest Academic and
Cognitive Development Cont’d.

Academic and Pretest Posttest t

b
Cognitive
Development
Make at Least “B” 3.43 3.65 5.47 .00
Average
Get Tutoring Help 2.74 2.98 5.24 .00
Failed to ' ©1.70 1.58 .. 4.19 ' .00
complete homework '
on time '
Math ability 3.42 3.31 3.34 .00
Change Career 2.64 2.80 3.26 .00
Choice
Change Major 2.66 2.82 3.22 .00
Field
Was bored in 2.27 2.34 2.75 .01
class :
Academic ability 3.84 3.76 o 2.72 .01
Artistic ability 2.85 2.92 2.10 .04
Self confidence - 3.72 . 3.78 B 2.03. ) .04
(intellectual) )
Be Elected to 2.39 2.48 1.94 .05
Honor Society
Tutored another 1.52 1.46 1.79 .07
student
Get a Bachelor's 3.77 3.71 1.70 .09
Degree
Studied with 2.20 2.24 . 1.48 .14
another student
Originality 3.62 3.65 1.06 .29
Reading speed . 3.35 3.37 0.57 .57.
comprehension
Graduate with 2.71 2.71 "~ 0.09 .93
Honors

Table 35 shows the correlations between the pre and

posttest responses in the Academic and Cognitive Development
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category. All were significantly correlated except for the
Table 35. Correlation Between Pre and Post Academic and
Cognitive Development. .
Academic and Cognitive ‘Development r VSig.(two—tailed)
Math Ability .694 .00 ‘
Artistic Ability .693 .00 ’
Public Speaking Ability . 650 .00
Academic Ability .613 .00
Reading Speed Comprehension .601 .00
Writing Ability .596 .00
Self Confidence (Intellectual) .525 .00
Originality .503 .00
Be Elected to Honor Society .450 .00
Graduate with Honors .430 .00
Change Major Field .370 .00
Change Career Choice .350 .00
Failed to Complete Homework .326 +00
Fail One or More Classes .309 .00 i
‘Get Tutoring Help .299 .00 (
Tutored Another Student .292 .00
. Argued with a Teacher .288 .00
Make at Least “B” Average .286 .00
Seek Vocational Counseling .281 .00
Studied with Another Student .276 .00
Came Late to Class 273 .00
Was Bored in Class .237 .00
Drop out Temporarily .205 .00
Asked Teacher for Advice .137 .00 i
Get a Bachelor's Degree .115 .00 ;
Guest in Teacher's Home .021 .60
T
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measure of whether the student had been a guest in a
teacher’s home. Students’ ratings of their abilities were
most strongly correlated; this was especially so for their
ratings of math and artistic abilities. Their‘expectations
whetherAthey would earn'a bachelor’s degree and their report
of whether they had asked a teacher for advice were least
correlated. |

Factor aﬁalysis on the Academic and Cognitive
Development category showed a significance level of .00 on
Bartlett’s test of sphericity‘apd a score of .76 on the KMO
measure of sampling adequacy. Both were in the range of an
acceptable factor solution. Eight factors were originally
identified with an eigenvalue greater than one. However,
examination of the scree plot showed a leveling off after
six factors, so the final factor analysis was run selecting
six factors. These factors were identified as Academic
Confidence, Academic Abilities, Academic Uncertainty,
Academic Dissonance, Academic Support, and Academic
Connection; The factor rotation matrix is shown in Table

+ 36.
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Table 36. Factor Structure for Academic and Cognitive
Development.

Factor

1 2 3 4 5 6
Be Elected to .74522 .14828 .05048 -.08072 - .13940 .02932
Honor Society
Graduate with .71782 .11919 .02925 -.14201 .10713 .10420
Honors
Academic ability ".67748 .35068 -.09952 . .07195 ~-.13532 .02421
Make at Least .59839 .08648 -.06513 -.15255 . .12047 .42458
“B” Average
Math ability .59205 .00105 -.07820 .14563 -.21115 .09340
Tutored another .39464 .03334 -.16445 .30447 .21301 .07166
student
Writing ability .09347 .70504 -.00155 -.00998 .00230 .07569
Originality -.02680 .70248 .00866 .02855 .07349 -.02368
Reading speed .20429 .63573 .04932 -.04053 -.11625 .01990
comprehension
Self confidence .32826 .60037 -.07344 .04274 -.09176 .08200
(intellectual)
Public speaking .09332 .564581 -.07653 .14357 ;12282 .12156
ability '
Artistic ability -.02422 .51605 -.05972 -.00503 .14780 -.28529
Change Career .001%9 -.01258 .86449 .07518 -.02717 .04730
Choice
Change Major -.00943 -.03341 .84914 .07381 -.08363 .07779
Field
Fail One or More -.40528 —.Oé379 .49684 .16877 .10030 .06540
Classes
Drop out -.12913 .02166 .47863 .05384 .21371 . 36557
Temporarily
Came late to ~ —-.00808 ~.04003 .07926 .62977 .03505 .04179
class
Failed to -.15757 .05714 .13030 .59528 -.04437 .11744
complete
homework on time
Argued with a .15140 .21488 .00074 .46121 .26273 .09828

teacher
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Was bored in -.07912 -.01750 .16781 .44193 -.33002 .28414
class

Get Tutoring -.14277 -.02465 .26001 -.01601 .64140 .29739
Help

Asked teacher .05771 .13790 -.14884 .11380 .57773 .00744
for advice :

Seek Vocational .09449 -.09673 .40539 -.02854 .49501 -.13171
Counseling

Get a Bachelor's .19269 . 08960 .02720 -.13312 .00667 .59092
Degree

Studied with -.03593 .00874 -.15251 .22426 .25384 .52244
another student

Guest in .21524 .05393 ~-.14912" .30978 .20467 -,35853
teacher's home .

Academic Confidence

In the regression analysis of Academic Confidence, the
input and environmental wvariables explained 42% of the
variance (see Table 37). In the first block three input
variables which measured the students’ ratings of thei?
aca&emic ability, whether they expected to g;aduate with
honors, and their mathematical ability entered the
regression. In the second block the floor mean score

entered the regression.
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Table 37. Predicting Academic Confidence: Step by Step
Beta Changes

Beta after step

Step Variable R r 1 2 3 4 5
entering

Input Variables

1 Academic .532 .532 .532 .376 .265 .237 .220
Ability

2 Graduate with .5988 .502 .316 .316 .287 .231 .223
Honors '

.3 Mathematical .625 .480 .262 .220 .220 .214 .210

Ability

4 Be Elected

to .631 .459 .254 .128 .116 .116 .100

Honor Society

Environmental Variables

5 Floor Mean
Score

Variables Not Entering

6 Make “B”
Average

7 Tutored
Students

8 RA’s Score

.648 .290 .188 .163 .158 .152 .152
.336 .141 .030 .032 .021 .011

.190 .096 . 049 .015 .003 . .008

-.037 -.034 -.012 -.006 -.006 -.017

Much of the variance was shared in this model.

Academic Ability had a beta of .532 in the first step which

dropped to .220 when all other input variables and the floor

mean score had
expectation to
tutored others
RA’s score did

For those

éntered. Two input variables, the students’

make at least a “B” GPA and whether they had
did not enter the regression. Once again the
not enter the regression model.

students who reported spending more time
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with other residents the results were very similar to the
original regression. The beta of the fldor mean score
increased by .025 to .177 at the final step. For those
students who reported spending less time with other
residents, the beta of the floor mean score decreased
slightly to .144. However, for thosé students who reported
spending more time in the hall, the floor mean score did not
enter the regression. 1In this regression the expectation
that the student would graduate with honors became the
strongest predictor with a beta of .360, along with academic
and math ability. For those students reporting spending
less time in the hall, the floor mean again entered with a
beta at the final step of .228, which was stronger than the

original analysis.

Academic Abilities

The next category dealt with the students’ ratings of
their communication abilities, aesthetic abilities, and
intellectual self-confidence. All input variables entered
the regression and proved to have much multicolinearity.

The floor mean écore entered in the second block with a beta
of .142. The RA’s score was not a significant predictor of

Academic Abilities (see Table 38).
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‘"Table 38. Predicting Academic Abilities: Step by Step Beta
Changes

Beta after step

S Variable R r 1 2 3 4 5 6 7
t entering

e

P

Input Variables

1 Writing .452 .452 .452 .337 .283 .216 .177 .149 .144

2 Public .529 .428 .288 .298 .288 .253 .,215 .195 .191
Speaking

3 Artistic .592 .365 .282 .272 .272 .269 .266 .224 .225

4 Reading .622 .39 .260 .216 .211 .211 .174 .177 .181

5 Academic .640 416 .282 .219 .212 .173 .173 .150 .129
Confidence

6 Originality .652 .418 .290 .244 .169 .166 .142 .142 .126

Environmental Variables

7 Floor Mean .666 .257 .201 .180 .173 .171 .153 .142 .142
Score

Variables Not Entering ‘ ‘ !

8 RA’s Score ".069 .034 .029 .040 1,047 .048 .038 -.006

The regression for those students both above and below
the median in time spent with other residents was very
similar to the original regression. In the final step, the
floor mean score beta for those above the median was .149,
and for those below the median it was .148. For those
students who reported spending more time in the hall, the
beta for the floor mean score rose slightly at the final
step to .169. For those spending less time in the hall, the

final beta was .114.
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Academic Uncertainty

The third category included measures of students’
uncertainty in their career and major choice and in their
ability to succeed as measured by the expectation to fail a

class or to drop out of college.

Table 39. Predicting Academic Uncertainty: Step by Step
Beta Changes

Beta after step

'Step Variable entering R x 1 2 3 4
Input Variables

1 Change Major Field .280 .280 .280 .165 . 156 .126
2 Change Career Choide .295 .276 .146 .146 .144 .156
3 Drop but Temporarily .307 .124 .088 .087 .087 .092
Environmental Variables

4‘ Floor Mean Score .379 .240 .217 .220 . 223 .223
Variables Not Entering

5 Fail a Class .020 -.006 -,015 -.035 -.050
6 RA’s Score -.004 -.003 -.010 -.011 -.008

The input variables of the expectation of changing major,
changing career, or dropping out entered in the first block.
The floor mean score entered in the second block with a beta
stronger than any of the input variables. The measure of
the students’ expectation of failing a course and the RA's
score did not enter the regression. Table 39 displays the
regression.

For those students who spent more time with other
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residents, the expectation to change their career choice
became a stronger predictor with a final beta of .195. The
floor mean score beta dropped slightly to .192. The
expectations of changing majors or failing a class and the
RA’s score did not enter the regression. For those students
spending less time with other residents only changing the
major field and the floor mean score entered with final
betas of .249 and .290 respectively. For those spending
more timelin the hall only the expectation of changing
career choice and the floor mean score entered with final
betas of .159 and .268 respectively. The regression for
those who spent less time in the hall was similar to the
regression analysis for those students who spent more time
with other residents. The three variables of chaﬁging major

field, dropping out, and the floor mean score entered the

regression with final betas of .345,.123, and .195.

Academic Dissonance

This category included student responées about whether
they were late for class, were bored in class, failed to
éomplete their homework, or argued with a teacher. Table 40
shows the results of the regression analysis. All input
variables entered the regression except for the measure of
being bored in class. The floor mean score entered in the

second block with a beta of .258, which was stronger than
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any of the input wvariables. The environmental variable, RA
score, did not entered the regression. However, again the
RA’s score had a sign reversal when the floor mean score was
controlled. If it had entered at the next step, the beta
of the RA score changed from .050 to -.054 when the floor

mean score had entered.

Table 40. Predicting Academic Dissonance: Step by Step
Beta Changes

Beta after step

Step Variable entering R r 1 2 3 4
Input Variables

1 Came Late to Class .280 .280 .280 .212 .195 .197
2 Didn’t Complete Work .326 .260 .179 .179 .158 .130
3 Argued with Teacher .336 .192 .124 .090 .090 .068
Environmental Variables

4 Floor Mean Score .422 .295 .279 .263 .258 .258
Variables Not Entering

5 Was Bored in Class .155 .090 .058 . 046 .056
6 RA’s Score .074 . 064 .054 .050 ~.054

For those students who spent more time with other
residents, having been late to class before coming to
college became a predictor on par with the floor mean score.
This variable had a final beta of .265 compared with the
floor mean score beta of .258. The relationship of the
final betas was similar for those students who reported

spending more time in the hall. For those spending less
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time with other residents, the floor mean score again had
the strongest beta at .263. For those students spending
less time in the hall, only coming late to class and the
floor mean score entered the regression with final betas of

.271 and .307 respectively.

Academic Support

This category combinesd measures of students’
willingness to get academic help. Table 41 shows the
regression results for Academic Support. The ekpectation
that the student would get tutoring help or seek vocational
counseling entered in the first block. The floor mean score
entered in the second block. The frequency with which
students report having asked a teacher for help and the RA

score did not enter the regression.

Table 41. Predicting Academic Support: Step by Step Beta
Changes

Beta after step

Step Variable entering R r 1 2 3

Input Variables

1 Get Tutoring Help .241 .241 .241 .222 .226
'2 Seek Vocational Counseling .262 .146 .104 .104 .083

Environmental Variables

3 Floor Mean Score .316 .186 .187 .178 .178

Variables Not Entering

4 Asked Teacher for Advice .075 .060 .064 .065

5 RA’s Score .001 .011 .016 .003
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The results were similar for those students who
reported spending more time with other residents and for
those students who reported spending less time in the hall.
However, the final betas became slightly stronger at the
final step both for the students who reported spending less
time with other residents and for the students who reported
spending more time in the hall. In both these regressions,
the expectation of getting tutoring help and thé floor mean
score entered with final betas of .230 and .229 in the first

and .207 and .194 respectively.

Academic Connection

The category of Academic Connection included measures
of the student’s expectation of getting a bachelor’s degree[
of the activities of studying with other students, and of
being a guest in a teacher’s home. The regression results
in Table 42 show that the floor mean score was the strongest
predictor of Academic Connection. Only the input variable
of the students’ report of studying with others entered the
regression. The RA score again did not enter and its beta-
in had a sign reversal when the floor mean scofe was

controlled.
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Table 42. Predicting Academic Connection: Step by Step
Beta Changes

Beta after
step
Step Variable entering R r 1 2
Input Variables
1 Studied with Other Students .140 .140 .140 .113
Environmental Variables
2 Floor Mean Score .313 .292 .281 .281
Variables Not Entering ‘
3 Was a Guest in Teacher’s Home ' .059 .035 . 042
4 Get Bachelor’s‘Degree .051 .052 .066
5 RA’s Score : o .017 .016 ~-.022

For those students who spent more time witﬁ other
residents, the floor mean score became a stronger predictor
with a final beta of .323. For those students who spent
less time with other residents, the floor mean score became
the only variable to enter the regression model with a beta
of .268. For spent more time in the hall, the floor mean
score was also the only variable to enter with a beta of
.40. For those. students who spent less time in the hall,
the input variable of studyiqg with other students entered
with a beta of .220 followed by the floor mean scoré wifh a

beta of .206.

Degree and Life Goals

The sixth investigative category included responses to
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questions about the students’ reasons for going to college,
their educational and personal goals, and their plans for
the future. Table 43 shows the changes in the means from
the pretest and the posttest. There were no changes in the
pre and posttest degree aspirations. There were also no
changes in the students’ reasons for attending college,
including to prepare for graduate school, to make more
money, to be more cultured, and to find a job in their
field. It became more important to the students to achieve
in performing arts, to write original works, to create
artistic work, and to gain a general education. It also
became more important to the students to get involved in
community action, to become a community leader. The values
of raising a family, influencing social values, helping
others in difficulty, promoting racial understanding, and
developing a meaningful philosophy of life also became more
important. Students were also more likely to want to aspire
to have administrative responsibility, become an authority
in their field, be successful in their own business, obtain
recognition from colleagues, or make a theoretical
contribution to science. Students were also more likely to
want to influence the political structure, to keep up on
*political affairs, and to clean up environment. Students
reported more often on the posttest that they were in

college to get a better job, because they could not find a
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job or because they had nothing better to do. Their
parents’ influence also became more important. Students
were less likely after the first‘year of college to report
they were in college becéuse they wanted to learn more about
their interests, to improve their readiﬁg’and study skills,.
to aspire to being well off financially, or to get away from

home.

Table 43. Comparison of Pre and Posttest Degree and Life

Goals.
Degree and Life Goals Pretest Posttest t P
Achieve in Performing Arts . 1.47 1.82 9.63 .00
Take Part in Community Action 1.91 2.24 9.39 .00
Write Original Works | 1.45 1.77 9.18 .00
Raising a Family . 2.72 - 3.08 9.14 .00
Influencing Social Values 2.20 2.52 8.49 - .00
Create Artistic Work 1.49 1.80 8.17 .00
Become Community Leader 2.05 2.33 7.80 .00
Influence Political Structure 1.78 2.03 6.45 .00
Promote Racial Understanding 2.22 2.47 6.42 .00
Improve Reading and Study Skills 2.16 1.97 6.33 .00
Nothing Better to do ' 1.12 1.26 6.24 . .00
Having Admin. Responsibility 2.19 2.43 6.22 .00
Be Successful in Own Business 2.22 2.47 5.97 .00
Helping Others in Difficulty 2.56 2.76 5.86 ° .00
Obtain Recognition -from Colleagues ' 2.54 2.75 -5.52 .00
To Get Away from Home 1.97 1,82 5.01 .00
Develop Meaningful Phil. of Life 2.36 2.56 | 4.70 .00
Make Theoretical Contribution to 1.84 1.97 ©3.73 .00

Science
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Table 43. Comparison of Pre and Posttest Degree and Life
Goals Cont”d.

Degree and Life Goals Pretest Posttest t

p
To Get a Better Job 2.66 2.77 3.65 .00
Keep up on Political Affairs 2.27 2.39 3.26 .00
Being Well off Financially 2.90 2.79 3.14 .00
Clean up Environment 2.29 2.40 3.01 .00
Become an Authority in My Field 2.81 2.89 2.45 .02
General Education 2.50 2.57 2.27 .02
Can't Find Job 1.17 1.23 2.21 .03
To Learn More about Interests 2.71 2.66 2.10 .04
Parents 1.95 2.02 2.01 .04
Degree Aspirations 4.70 4.64 1.16 .25
Prepére for Graduate School 2.23 2.26 0.96 .34
To Make More Money ' 2.66 2.65 0.4% .64
To Be More Cultured 2.11 2.13 0.38 .70
Find a Job in Field 3.68 3.69 0.31 .76

On the posttest, students were also asked to respond
to guestions about their pléns in the next year. They were
asked to check any of the seven responses that applied to
them. Seventy-eight percent of the students who completed
the posttest survey planned to return to MSU-Bozeman the
next féll. Eighty—-two percent of'fhe"freshmen who matched
on the bre and posttest planned to retﬁrn. Table 44 shoWs
thé questibns and the responses from all students who

completed the survey and for the freshmen target group.




Table 44. Students’ Plan

148

for Next Year.

All Students Freshmen

I plan to: Yes No Yes No

Return to MSU 78.8 21.2 82.3 17.7
Live in the Residence Halls 28.6 71.4 30.1 69.9
Drop out of School 3.9 196.1 4.7 95.3
Get Married 3.7  96.3 2.8 97.2
Go to Aﬁother‘Univeréity 11.2 88.8 9.4 96.6
Live Off-campus 45.4 54.6 47.2 "~ 52.8
Work Full-time 11.5 88.5 8.9 91.1

Table 45 shows the correlations between pre and

posttest responses. All pre and posttest measures were

significantly correlated at less than the .05 level of

significance. The measures of the goals of writing or making

a contribution to science being a community leader,

or

cleaning up the environment were most strongly correlated in

this category. Whether the student reported they were in

college only because they could not find a job was least

correlated.

Table 45. Correlation Between Pre and Post Degree and Life

Goals.
Degree and Life Goals xr o]
Write Original Works .552 .00
Make Theoretical Contribution to Science .522 .00
Become Community Leader . 521 .00
Clean up Environment .507 .00
. 497 .00

Be Very Well off Financially
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Table‘45. Correlation Between Pre and Post Degree and Life

Goals Cont’d.

Degree and Life Goals r P
Be Successful in Own Business .476 .00 -
Keep up on Political Affairs .475 .00
Raise a Family .473 .00-
Create Artistic Work 471 .00
Help Others in Difficulty .469 .00
Authority in my .466 .00
Performing Arts .459 .00
Develop Meaningful Philosophy of ﬂife .4486 .00
To Get Away from Home . .439 .00
Promote Racial Understanding .438 .00
To Be More Cultured .427 .00
Prepare for Graduate School .422 .00
Inflience Political Structure .410 .00
Influence Social Values .409 .00
To Make More Money .407 .00
Recognition from Colleagues .405 .00
Improve Reading and Study Skills .402 .00
Take Part in Community Action .372 .00
Have Adﬁinistrative Responsibility .362 .00
Parents .337 .00
Degree Aspirations .308 .00
To Learn More about Interests .293 .00
Nothing Better to do .280 .00
Gain General Education .271 .00
Find a Job in Field .252 .00
To Get a Better Job .252 .00
Can't Find Job .089 .03

In the factor analysis of the Degree and Life Goals
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category, the variables of the students’ pléns for next yeaf
were removed because they had no corresponding pretest
measure. Examination of the factor analysis of Degree and
Life Goals showed a significance level of .00 on Bartlett’s
test of sphericity and a score of .84 on the KMO measure of
sampling adequacy. Both were in the range of a good factor
solution. Nine factors were initially identified with
eigenvalues gfeater than one. However, examination of the
scree plot showed a trailing off after six factors, so thése
factoré were selected for the anaiysis,‘and accounted for
46.2% of the variance. The six factors identified were
named Social and Community Goals, Professional Goals,
Scholarly Goals, Creative Goals, Lack of Goals, and Graduate

School Geoals (see Table 46).

Table 46. Factor Structure for Degree and Life Goals.

Factor
1 2 3 4 5 6

Become .69323 .24586 .03928 .07062 .06995 .17556
- Community

Leader

Community . 69155 .00752 .14408 .24487 .02555 .00070
Action

Influencing .67282 .05322 .06990 -.00292 .05453 .02915
Social Values :

Keep up on .62992 . 03512 .00160 .04611 .09076 .24477
Political

Affairs

.Racial .60526 -.05509 .20513 .25779 -.04271 -.02287

Understanding
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Table 46. Factor Structure for Dégree and Life Goals

Works

Cont’d.

" Factor 1 2 3 4 5 6
Influence. .59663 .18962 -.03953 .16481 .13456 .25757
Political
Structure
Helping Others ' .53238 .05670 .17603 .06779 -.14197 -.03061
in Difficulty
Meaningful .49027 -.05737 .12347 .40471 -.09309 .06647
Phil. of Life
Raising a .42085 .16496 . 06229 -.23062 -.03202 -.15596
Family .
Being Well off . 00295 .76761 .00059 . 03250 .03992 .00969
Financially :

Be Successful 11112 .61135 -.04486 .29591 .00667 -.00654
in Business

Recognition .23160 .60507 .04128 .10934 -.04387 .40066

from

Colleagues

Administrative .38037 .57393 -.04191 -~.00692 .09976 .10729

Responsibility

To Make More -.12171 .56132 .40256 -.21304 .08226 -.11334
Money

Become .24251 .48893 . 02822 .07712 -.10166 .44235

Authority in

My Field

General .12844 -.02307. .71252 .12662 -.02113 .03812

Education

To Be More .18809 -.05306 .63084 .14548 .12211 .12680

Cultured

To Learn More .08306 -.00940 .62742 .07960 -.07057 .22002

Reading and .12506 .08589 .59016 .07174 .15578 -.01088
Study Skills

To Get a -.07439 .38665 . 44917 -.23038 -.03255 -.20509
Better Job ‘

Create . 04722 .10224 . 09692 .78604 .06581 -.02683
Artistic Work

Write Original .16024 .01250 .09366 .72221 .09901 .09844
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Table 46. Factor Structure for Degree and Life Goals

Cont’d.
Factor 1 2 3 4 5 6
Achieve in .13139 .05049 .04878 .61978 .13470 .03744
Performing '
Arts
Clean up .43707 .11896 .10977 .45736 -.03712- -.05979
Environment
Nothing Better -.08213 -.03631 -.11045 .16443 .60426 .13248
to do
Can't Find Job .02829 .04211 -.00857 .05132 .59544 -.01930
To Get Away -.02771 .08373 .12862 .04027 .55395 -.08306
from Home
Parents .11519 .09505 .17309 -.11632 ,52620 -.19699
Role Model .21525 .00271 .31263 ~-.02653 .46895 .10011
Find a Job in .11050 .17638 .14320 -.18354 -.,37888 -—.03811
Field )
Degree .01681 -.00229 .14293 -.02293 -.07607 .66136
Aspirations : .
Prepare for .12059 .08591 .46828 -.00011 .04654 .54920
Graduate : '
School ‘
Contribution .19354 .27308 -.01164 .29044 .08482 .37625

to Science

Social and Community Goals

Table 47 shows the results of the Social and Community
Goals regression analysis. Six of the input variables were
significant predictors of the students’ Social and Community
Goals. At the final step, the largest beta of .176 was for
the importance to the student of keeping up with pélitical
affairs. The floor mean score entered at the final step
with a beta of .176. Three other input‘variableS‘and the

RA’s score did not enter the regression analysis.
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Table 47. Predicting Social and Community Goals: Step by
Step Beta Changes ’

Beta after step

] Variable R r 1 2 3 4 5 6 7
t entering -

e

p

Input Variables

1 Community .407  .407 .407 .297 .230 .196 .160 .162 .168
Leader

2 Keep up w/ .459 .377 .240 .240 .221 .196 .184 .179 .176
Political
Affairs

3 Help .499 .345 .,228 .210 .210 174 .145 .130 .115
Others

4 Influence .511 .318 .225 .184 .132 .132 .116 .100 .080
Soc.
Values

5 Community .519 .382 .232 .195 .133 114 .114 .116 .100
Action

6 Raise a .525 .205 .155 .135 .099 .082 .085 .085 .089
Family

Environmental Variables

7 Floor Mean .553 -.261 .222 .212 '.189 .180 .174 176 .176
Score

Variables Not Entering

8 Racial .311 .189 .133 .070 .050 .016 .016 .017
Understand

9 Influence .318 .149 .036 .032 - - - -
Pol. .029 .040 .034 .024
Struc.

1 Meaningful .271  .149 .106 .071 .038 .013 .014 . 032

0 Phil/Life

1 lRA’s Score -.022 .021 .027 .051 .053 .053 .055 .030

1

For those students who spent more time with other
residents, the importance of raising a family had the

largest beta at the final step of .220, and the floor mean
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beta dropped to .135., For those students who spent lesé
time with other residents, the floor mean beta increased to
.222. The same pattern was seen in the breakdown by time
spent in the residence hall. For those who spent more time
in the hall, the floor mean score final beta was .117 while
the final beta was .229 for tﬂose who spent less time in the
hall.

Professional Goals

The students’ professional goals were aiso impacted by
the floor goals. The floor mean score entered the
regression in the second block with a beta of .161. The
measure of the importance of obtaining recognition from
colleagues and the RA’'s écore did not enter the regression
analysis. Table 48 shows the results of the regression
analysis.

In the analysis of those students who reported
spending more time with other residents or in the hall, the
final beta of the floor mean score rose to .210 and ;203
respectively. The floor mean score did.not-enter in the
analysis of those students who spent less time with other

residents or in the residence hall.
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Table 48. Predicting Professional Goals: Step by Step Beta

Changes
. Beta after step

S Variable R r 1 2 3 4 5 6

t entering ‘ . :

e

p

Input Variables

1 Be Well .392 .392 .392 .360 .282 .251 .229 .208
Off

2 Authority .438 .256 .200 .200 . .197 .190 .156 . .151
in Field

3 Make More .469 .320 .186 .183 .183 .180 .175 .178
Money

4 Successful .491 .272 .190 .158 .154 .154 .133 .126
in
Business

5 Admin. Re- .500 .300 .198 .146 .138 .110 .110 .126
responsibi
lity

Environmental Variables

6 Floor Mean .525 .192 .152 .151 .155 .151 .161 .161
Score :

Variables Not Entering

7 Obtain .287 .189 .108 .103 .074 . 045 .054
Recognitio
n

8 RA’s Score -.037 -.046 -,038 ~-.025 -.020 - -

‘ .012 .051

Scholarly Goals

The regression analysis of Scholarly Goals analyzed

the predictive power of the input variables measuring the

importance to students of going to college to increase their

general education,

to become more cultured, to learn more,
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to improve study skills, or to get a better job. All of
these input variables were significantly correlated with the
students’ Scholarly Goals except the measure of the
importance of college to get a better job. All of the input
variables entered in the regression in the first block
except the importance of going to college to get a better
job and the desire to gain a general education. In the
second block the envirpnmental‘variable of the floor mean
score entered the analysis with a beta of .305, which was
higher than any other variable studied. The environmental
variable of the RA’s score did not enter the regression (see

Table 49).

Table 49. Predicting Scholarly Goals: Step by Step Beta
Changes :

Beta after step

Step Variable entering R r 1 2 3 4

Input Variables

1 Become More Cultured .273 273 .273 .208 177 .146
2 Improve Study Skills .314 .249 .168 .168 .143 .121
3 Learn More Things .336 .225 .155 .129 .129 .078

Environmental Variables

4 Floor Mean Score .447 .368 .329 .317 .305 .305

Variables Not Entering

5 Gain Gen. Education .237 .150 .098 .063 .021
6 Get a Better Job .023 .023 .015 .« .013 -.004
7 RA’s Score . -.037 -.043 -.036 -.027 -.048

In results that are similar to previous analysis -of
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academic measures, spending more time with other residents
reduced the size of the final beta for the floor mean score.
At the same time spending less time with other residents
increased the final beta. The beta in‘the analysis for
those who spent more time with other residents or in the
hall was .220 while the final beta was .402 for those who
spent less time with residents. Spending time in the hall
did not have the same effect. The fipal beta for those who
spent more time in the hall was .364 and it was .294 for
those who spent less time in the hall. In this analysis,
the RA’s score entered the equation at the final step with a

beta of -.171.

Creative Goals

The regression analysis for Creative Goals included
the input variables which measured the desire of the student
before coming to college of creating artistic or original
works and of being involved in environmental cleanup. In
the second block the floor mean score also entered the
regression with a beta of .219." The input measure of the
students’ desire to achieve in a performing art and the
environmental variable of the RA’s score did not enter the.

regression. Table 50 shows the results of the analysis.
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Table 50. Predicting Creative Goals: Step by Step Beta

Changes
o Beta after step

Stepr Variable entering R r 1 2 3 4
Input Variables
1 Create Artistic Work .388 .388. .388 2717 .266 .240
2 Create Original Work .446 .371 .246 .246 .230 .224
3 Environment Cleanup .457 .197 .134 .104 .104 .120
Environmental Variables
4 Floor Mean Score .506 .257 .214 .211 .219 .219
Variables Not Entering .
5 Achieve in Perf. Art .248 .132 .084 .074 .072
6 RA’s Score . .053 . 045 . 037 .045 -.,006

The analyses for those groups broken out by time with
other residents or time in the hall were very similar to the
original analysis. The final beta for the floor mean score

did not differ more than .029.

Lack of. Goals

The lack of goals in students was measured by their
following reasons for attending college: because the
students had nothing better to do, because they could not
find a job, to get away from home, or because their parents
or a mentor wanted them to. It also included the wish to
find a job in the student’s major field; this was negatively
corfelated with the students’ lack of goals score, but not

at the .05 alpha level. In the regression analysis the
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floor mean score entered the prediction with a final beta of

.160. Table 51 shows the results of the regression.

Table 51. Predicting Lack of Goals: Step by Step Beta
Changes

Beta after step

Step Variable entering R r 1 2 3 4

Input Variables

1 Get Away From Home .218 .218 .218 .200 .200 .183
2 Nothing Better To Do .250 .153 .123 .123 .109 .103
3 Mentor Encouraged Me .268 .120 .114 .098 .098 .110

Environmental Variables

4 Floor Mean Score .312 .175 .154 .152 .160 .160

Variables Not Entering

5 Couldn’t Find Job . .044 ~.002 -.021 -.026 -.032

6 Parent’s Wish .116  .100  .095  .077  .079
7 To Find Job in Field -.071 -.069 -.055 ~-.048 ~-.046
7 RA’s Score .049  .047  .041  .046 =-.002

The results were slightly stronger for those students
who spent more time with other residents or in the residence
halls with final betas of .191 and .210 respectively. The
results were slightly weaker for those who spent less time
with other residents (.131) and for fhose students who spent

less time in the hall (.150).

Graduate School Goals

The regression on the students’ plans for continuing

education is shown in.Table 52. The strongest predictor of
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the students’ aspirations for further education was their
response to the highest degree planned before they came to
college. The floor mean score was also a mild predictor
with a final beta of .133. The floor mean score did not
enter in the analysis for those students who spent more time
with other residents. It did enter in the analysis for
those students who spent less time with other residents,
with a slightly stronger beta of .190. The floor mean score
did enter in the analysis for those students who reported
spending more time in the hall with a final beta of .151,
compared to é final beta of .148 for those students who

spent less time in the hall.

- Table 52. Predicting Graduate School Goals: Step by Step
Beta Changes o

Beta after step

Step Variable entering R r 1 2 3 4

Input Variables

1 Plans for Degree .303 .303 .303 .233 .203 .210

2 To Prepare for Grad. .341 .267 171 171 .148 .147
School _

3 Make a Contribution .361 .229 .150 .126 .126 .106
to Science

Environmental Variables

4. Floor Mean Score .384 .153 .152 . 147 .133 .133

Variables Not Entering

5 RA’s Score -.082 -.076 -.070 -.077 -.081
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Satisfaction

The category of Satisféction included responses on the
survey about the students’ happiness with their resident
advisor, their floor and hall environment, and theilr college
choice. This category differed from the previous categories
in that only two of the responses came from the pretest.

The first was the student’s response to whether MSU-Bozeman
was their first, second, third, or fourth choice for
college. The second response dealt with the measure of how
satisfied the students expectéd to be with‘their college
choice. There were seven questions which were asked only on
the posttest.. Three of the questions asked for the
students’ opinions about the RA’s help, influence, and
effectiveness. Two of the questions asked the students to
report the ampunt of time they spent on the floor or in the
hall, and the last two guestions asked the students to
report fheir satisfaction with the floor and hall
communifies.

This category was included in the analysis because of
the importance that satisfaction with col;ege plays in the
college experience. Satisfaction tends to be less related
to experiences prior to college and more dependent on the
‘student’s environment in college. Satisfaction is also

highly related to retention and to degree completion (Astin,
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1993, pp. 277-280). While the analysis of the Satisfaction
category is different from the previous format, it can shed
light on the role of the floor in student satisfaction.
Table 53 shows the mean of the students responses to the

Satisfaction questions.

Table 53. Mean Scores of Satisfaction Responses

Question Mean

Choice of This Institution 3.64
(4=First Choice to 1=Fourth Choice or Lower)

Pretest Response to Be Satisfied with College 3.48*
(1=No Chance to 4=Very Good Chance)

Posttest Response to Be Satisfied with College 3.57*
(1=No Chance to 4=Very Good Chance, & 5=Already Have)

RA’s effectiveness 3.20
(1=Not at All to 4= Very Much)

RA’s Help (1=Not at All to 4= Very Much) 3.12

RA’s Influence 3.11
(1=Not at All to 4= Very Much)

Time Spent on Floor 3.22
(1=Not at All to 4= Very Much)

Time Spent with Floor Residents 3.11
(1=Not at All to 4= Very Much)

Satisfaction with Floor Community 3.10
(1=Not at All to 4= Very Much)

Satisfaction with Residence Hall Experience 3.09
(1=Not at All to 4= Very Much)

*Pretest and Posttest answers are different with t=2.437, p=.015.

Factor analysis was applied to the Satisfaction
category to more easily interpret the responses. The
Bartlett Test of Sphericity significance level was .00 and
the KMO'measure of sampling adequacy was .78. Because of

its low communality score, the variable measuring how
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satisfied the student was with their college choice was
eliminated from the analysis. Two factors were identified
with eigenvalues greater than one. They were identified as
Satisfaction with RA and Satisfaction with Floor and Hall.

The factor analysis is identified in Table 54.

Table 54: Factor Structure for Satisfaction

Factor

1 2
RA’s Influence .90012 .1566
RA’s Effectiveness .89368 .11066
RA’ Help .88731 .09219
Time Spent on Floor -.01771 .84767
Time Spent with Floor Residents .01573 .78589
Satisfaction with Floor Community .40229 . 68849
Satisfaction with Residence Hall Experience .41588 .57491

Because there are no input variables to consider in
these two factors, regression analysis was not done in the
Satisfaction category. 1Instead, correlations between the
factor scores for each student and the floor mean score and
RA score for these factors were analyzed.

The correlations for Satisfaction with RA are shown in
Table 54. Satisfaction with the RA was significantly
correlated with the floor mean score at the .01 level of

significance. There were no other significant correlations.
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Table 55. Pearson Correlation for Satisfaction with RA

Factor.
Satisfaction Floor Mean Score RA Score
with RA _
Satisfaction 1.000 ' 0.448 0.064
with RA
Floor Mean Score 0.448 1.000 0.288
RA Score 0.064 0.288 1.000

The correlations for Satisfaction with Hall and Floor
and the floor mean and the RA’s score are shown in Table 55.
Satisfaction with the wifh Hall and Floor, and the RA’s
score were significantly correlated with the floor mean
score at the .01 level of significance. The RA’s score was
not significantly correlated with the student’s Satisfaction

with Floor and Hall score.

Table 56. Pearson Correlation for Satisfaction with Floor
and Hall Factor. ' ‘

Satisfaction Floor Mean Score RA Score
with Floor and
Hall
Satisfaction 1.000 W261%* . 007
with Floor and
Hall
Floor Mean Score J261** 1.000 L207**
RA Score .007 207%* ) 1.000
Summary

In this study, 125 variables were examined with t-

tests. There were increases in the results of 60 of the




165

variables, decreases in the results of 38, and no change
from the pretest to the posttest in 27 of the wvariables.
Students were more likely to drink alcohol, smoke, work at a
paying job, party, socialize, or be bored in class. They
were also more likely to spend more time studying, and
reported more social self-confidence and understanding of
others. Students reported more intellectual self-
confidence, and artistic abilities after the first year of
college, but were also more likely to report that they
expected to change majors, fail a class, or drop out of
college. Generally, students became more conservative, both
politically and socially. They were more likely to agree
that taxes should be lowered, that racial discrimination is
not a problem, and that homosexual relations should be
prohibited. In opposition to these views, they were also
more likely to agree that marijuana should be legalized.
Overall, the students’ goals increased over the first year,
including their aspirations for community, 'artistic, and
professional success. Students also réted their
satisfaction with college higher on the posttest than they
had anticipated on the pretest.

In all, 30 regressions were run in the first 6
investigative categories. The floor mean score was a
significant predictor of the student’s score in every

analysis. The RA’s score was a significant predicator in
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only the regression analysis of Social Self-Concept.
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CHAPTER 5

CONCLUSIONS AND RECOMMENDATIONS

Summary of Study

At the beginning of this century Dewey (1916) declared
that “We never educate directly, but indirectly by means of
the environment. Whether we permit chance environments to
do the work, or whether we design environments for the
purpose makes a great difference” (p.22). Researchers in
higher education have consistently recognized én—campus
residence and peer influence as two of the factors which are
significant in student outcomes. Peer influence has been
identified as one of the most inf;uential factors on student
development (Astin, 1993, pp. 398-410), while on-campus
living is consistently identified as one of the factors
leading to involvement and inteération into the institution
(Pascarella & Terenzini, 1991, pp. 611-613). In his

extensive study, What Matters in College, Astin (1993)

concludes that “viewed as a whole, the many empirical
findings from this study seem to warrant the following

general conclusion: the student’s peer group is the single

most potent source of influence on growth and development

during the undergraduate years;” (p. 398).
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Living in a residence hall is another factor that can
have a beneficial impact on college outcomes. Living on
campus has proved to have positive effects on college
persistence, involvement, and integration with the
institution (Alfert, 1966; Astin, 1975; Pascarella &
Terenzini, 1991). 1In their meta-analysis of higher
education research Pascarella and Terenzini (1991) concluded
that “living on campus (versus commuting to college) 1is
perhaps the single most consistent within-college
determinant of impact” (1991, p. 611). Residence hall
living provides an environment where students can interact
closely with their peers and also offers college
administrators a way to access students.

While much is known about the effects of residence
halls and the influence of peers in college, little is known
about the influence of the peer groups that students
encounter living within a residence hall floor community.
Floor communities are sub-units of the residence hall,
organized as smaller living units in thé hall. Residence
hall professionals have long acknowledged the influence of
these floor communities on students within them and have
watched as floors‘withiﬁ the hall took on unique
personalities of their own. While this has been recognized,
little is known about specific influences of floor

communities on college students and how students change in
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this smaller and more personal gnvironment.

The data for this study‘were collected through the use
of the CIRP freshmen survey and a follow-up survey based on
this CIRP survey. The Cooperative Institutional Research
Program (CIRP) was established by Alexander Astin in 1966 at
the American Council of Education and is now the largest and
longest empirical study of higher education in the United
States. CIRP combines data from approximately 1,400
institutions, over 8‘million students, and more than 200,000
faculty. The annual CIRP freshmen Survey is now
administered by HERI under the continuing sponsorship of the
American Council of Education {Sax, Astin, Korn, & Mahoney,
1996, pp. ii-1). While the CIRP is widely used in higher
education, it is often overlooked as a source of information
on individual college campuses.

The purpose of this study was to in&estigate the
influence of peers within a floor community on selected
student outcomes. These included measures of behaviors;
university involvement; personality and self-concept;
attitudes, beliefs, and valugs; academic and cognitive-
development; degree and life goals; and satisfaction with-
college. The influence of the resident advisor on the
students in these student outcomes was also investigatéd.

In order to analyze the inflﬁence of peers-and of the

resident advisor on floor communities on student outcomes
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these categories were analyzed to determine changes in the
students during the first year of college and the
relationship between the students’ responses on the pre and
posttests.

The data for this study were collected during
orientation sessions before the fall semester of 1992 and at
the end of spring semester in 1993. During 1992 fall
orientation, 1,408 students completed the CIRP Freshmen
Survey and gave permission for the survey information to be
released for research purposes. A follow-up survey was
administered to residence hall students in May of 1993. A
total of 1,800 students completed this survey for a 75%
response rate. The resident advisor on each floor also
completed the follow-up survey.

The follow-up survey was developed from the 1992 CIRP
Freshmen Survey with permission from HERI (see Appendix A).
Other questions were added to determine involvement and
satisfaction with the floor community. The 1992 CIRP
Freshmen Survey and the follow-up survey were compared by
social security number to provide a pretest and posttest
match, and a total of 615 surveys were matched. Ninety-
seven percent of the matched group came to MSU as first-time
full-time freshmen.

The data were examined using a five step process.

First, descriptive analysis was used to describe the data,
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and paired sample t-tests were used to determine if the
responses had changed during the first year of college. In
the second step correlations were used to examine how the
pre and posttest variables were related. In the third step,
factor analysis was used to reduce the number of variables
in each of the seven investigative categories for more
convenient and manageable data manipulatidn. In the fourth
step, stepwise linear regression was used to examine the
influence of the residence héll floor community and
influence of the residence advisor. Finally, the results of
the regression analysis were corroborated with separate
analyses for students according to the amount of time they
had spent with other floor résidents or in the residence

hall.

Summary of the Findings

In all, this study examined 133 different variables in
7 investigative categories. Changes in these variables were
examined with t-tests and correlational analysis. Within
these categories, 30 factors were identified for regression
analysis.

A total of 125 variables were examined with t-tests.
There were increases in the results of 60 of the variables,
decreases in the results of 38, and no change from the

pretest to the posttest in 27 of the variables. 1In a few of
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the categories such as Behavior and University Involvement
students were more likely to change in ways the university
would like to discourage, such as being more likely to drink
alcohol, smoke, work, party, socialize, or be bored in
class. However, they were also more likely to spend more
time studying, and reported more social self-confidence and
understanding of others. Students reported more
intellectual self-confidence, and artistic abilities after
the first year of college, but were also more likely to
report that they expected to change majors, fail a class, or
drop out of college. Generally, students became more
conservative, both politically and socially. They were more
likely to agree that taxes should be‘lowered, that racial
discrimination is not a problem, and also thaf homosexual
relations should be prohibited. In opposition to these
views, they were also more likely to agree that marijuana
should be legalized. Overall, the students’ goals increased
over the first year, including their aspirations for
community, artistic, and professional success. Students
also rated their satisfaction with college higher on the
posttest than they had anticipated on the pretest.

In this study, students were less likely to attend
religious services, attend concerts, or perform volunteer
work at the end of their first year of college than they

were before they started college. They were also less




173

likely to report interactions with teachers by talking or
arguing with teachers, asking for advice, or being a guest
in their home. Students were less likely to agree with
statements that are generally considered politically liberal
such as support of government control of pollution, energy
consumption, handguns, or consumer protection. Students
were also less likely to agree‘with statements that are
generally considered socially liberal, such as support of
busing, abortion rights, or affirmative action. Students
were less likely to agree that one of the benefits of
college is to increase earning power, and were less likely
to report that a future goal is to be well off financially.

There was no significant change in 27 of the variables
studied. These included measures of feeling depressed,
self-ratings in emotional and physical health, leadership
abilities, political orientation, and views on AIDS,
premarital sex, married women’s place, and concern for
criminals. There was also no change in their expectations
of earning college honors or a bachelor’s degree. The
students’ degree aspirations'and plans for graduate school
also did not change significantly.

To better understand the relationship between the
student’s answer before coming to college and the response
after a year of college a correlation was run on every

paired set of variables in each investigative category.
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Every pre and posttest answer was significantly correlated
at less than the .05 level of significance except for the
questions asking if the student had been a guest in a
teacher’s home. Those responses which had a correlation of
.50 or greater included student responses related to the
Behavior and Involvement categories about drinking beer,
smoking cigarettes, partying; views about~legalization of
abortion and marijuana, and government control of handguns;
academic self-ratings in math, artistic, public speaking,
academic, and writing abilities, and in reading speed
comprehension, intellectual self-confidence, and
originality; aspirations to write original works, make a
contribution to science and become a community leader or
clean up the environment. Those variables which had a
correlation of .20 or less included hours spent working,
involvement in student clubs, views that the government
should protect the consumer or that racial discrimination is
no longer a problem, whether the students asked a teacher
for advice or plannéd to get a bacheloffs degree, or
reported being in college because they could not find a job.

Regression analysis was run on 30 factors which were
identified‘in the 7 investigative categories. Table 56
summarizes the final béta of the environmental variable,
floor mean score, in each of the factors. The first column

lists the name of the factor. The second and third columns
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list the correlation and the final beta coefficient between
the floor mean score and the studenf's score on the factor.
The final four columns list the difference between the final
beta in the original analysis and the final beta in the
analysis of the following four groups: students above the
median score on time spent with other residents, students
below the median score on time spent with other residents,
students above the median score on time spent with other
residents, and students below the median score on time spent
with other residents. Two dashes indicate the variable did
not enter the regression model. A notation of n/c means the
difference was less than .02, and no change was noted.

In every analysis, the floor mean score was
significantly correlated with the student’s outcome score
and the floor mean score entered the regression as a
significant predictor of that score. Each regression was
run again separately for students above and below the median
on time spent with other residents and time spent in the
hall. 1In the 30 regressions run in the first 6 categories,
the floor mean score proved to be a significant predictor of
fhe student’s score. To better understand if the amount of
time spent with other residents or in the hall affected the
outcome variable, separate analyses were run for those
students who were above and below the median score in both

of these groups. In Table 56, the amount the beta increased
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or decreased from the beta in the original analysis is
reported in the last four columns. Only differences of

greater than .02 were reported.

Table 57. Summary of the Final Beta for the Floor Mean
Score and Student Outcome Factor Score, Final
Betas and Changes in Betas Above and Below the
Median on Time With Residents and Time Spent In

Hall.
Time With Time Spent In
Residents Hall

Floor Mean r B More Less More Less

Time Time Time Time
Partying Behavior .295% .172 +.103 —— n/c n/c
Liberal Behavior .242%* .213 . n/c n/c +.044 -.020
Musical Behavior .219* .164 -.030 +.024 -.045 +.052
Altruistic Behavior .205* .159 +.021 -.022 n/c -.022
Working Involvement .188* .118 - +.044 n/c n/c
Service Org. .192%* .166 -.038 +.056 n/c n/c
Involvement
Social Involvement .288%* .173_ +.092 —-— +.059 -
Academic Involvement L171% .156 - +.058 +.027 -.027
TV Involvement 277* .223 n/c n/c +.114 -.033
Involvement With Others 211+ 217 n/c +.032 n/c n/c
Social Self-Concept .193* .181 - n/c +.020 -.028
Competitive Self- .226%* .129 - +.040 +.171 -
Concept
Emotional Self-Concept .265%* .237 n/c n/c -.021 n/c
Politically Liberal .200%* .132 +.047 —— +.038 -
Attitude _
Socially Conservative L427* .325 -.025 +.041 +.027 -.046
Attitude
Politically .180%* .148 +.098 n/c n/c  +.029
Conservative Attitude
Socially Liberal .283% .189 +.041 -.045 +.063 -

Attitude




177

Table 57. Summary of the Final Beta for the Floor Mean
Score and Student Outcome Factor Score, Final
Betas and Changes in Betas Above and Below the
Median on Time With Residents and Time Spent In
Hall Cont’d.

Time With Time Spent In

Residents Hall

floor Mean r B More Less: More Less

Time Time Time Time
Regulatory Attitude .338%* .258 -.059 n/c n/c n/c
Academic Confidence - .290% .152 +.025 n/c - +.076
Academic Abilities .257*  .142  n/c n/c  +.027 -.028
Academic Uncertainty .240% .223 -.031 +.067 +.045 -.028
Academic Dissonance .295%* .258 n/c n/c -.077 +.049
Academic Support ' .186%* ©.178 ' ~.036 +.OSi n/c . n/c
Academic Conﬁection .292% .281 +.042 n/c +.119 -.075
Social & Community . 261* .176 -.041 +.046 -.059 +.053
Goals .
ProfeSsionél Goals .192% .161 +.049 - +.042 --
Scholarly Goals . .368* .305 -.085 ‘+.O97 +.059 n/c
Creative Goals .257* .219 n/c -.029 n/c n/c
Lack of Goals .175% .160 +.031 -.029 . +.050 -
Graduate School Goals .153% . .133 - +.057 n/c | n/c
*p=.01

The factor, Time with Residents, was comprised of
measures of how much time each student spent with other
residents and on the floor and how satisfiedythe students
was with the floor and hali communities. The facﬁor, Time
Spent in Hall, was comprised of two variables: hours per
week spent on the floor and hou;s'per week spent in the
hall. The first factor was a measure of the student’s

involvement with other residents and the floor community.
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The second factor was a measure of the students’ physical
presence in'the hall, and not necessarily their involvement.

In the analysis of those students above the median on
Time With Residents, the final beta increased from the
original analysis in 10 of the regressions while it was
lower in 8 of the regressions. There was no change from the
original analysis in seven of the regressions. In five
other analyses-of students above the median for Timé With
Residents, the floor mean score did not enter the regression
model. In several of the regressions, a decrease in the
beta from the originél analysis in those students below the
above the median in Time with Residents was'matched by an-
increase in the beta in those students above the median in
Time Spent In Hall.

In the analysis of those stu&ents above the median on
Time Spent in Hall, .the final beta increased from the
original analysis in 15 of the regressions while it was
lower in 4 of the regressions. There was no change from the
original analysis in 10 of the regressions. In one of the
analysis with sfudents above the median on Time Spent in
Hall, the floor mean score did not enter the regression
" model.

The sSecond environmental‘variable, the RA’s score,
entered the‘regréssion model in only one of the original

analyses, Social Self-Concept (see Table 57). The very weak
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negative effect of the RA’s score increased by .105 for
those students who spént‘more time in the hall. 1In a few of
the other analyses of thdse students above:and belowﬂthe
median in Time With Residents or Time Spent in Hall, the
RA"s score entered the regression. The amount of change
from the Pearson r correiation is listed in Table 57. One
change worth noting is TV Involvement. The RA’s écore did
not enter in the original analysié, but the RA’s score
became a negative score for those students who spent more
time in the hall. Were they trying to get away from a

disapproving RA by going to the hall TV room?

Table 58. Summary of the Final Beta for the RA’'s Score and
Student Outcome Factor Score, Final Betas and
Changes in Betas Above and Below the Median on
Time With Residents and Time Spent In Hall.

Time With Time Spent In

Residents Hall
Floor Mean r B More Less More Less

Time Time Time Time

Partying Behavior -.003 A - - -- - Bt
Liberal Behavior -.009 - - - _— —_
Musical Behavior .090*~* - - - - ——
Altruistic Behavior -.009 -— - - - -
Working Involvement -.013 - - —_ — .
Service Org. Involvement .056° - - - —_ ——
Social Involvement .076%* - - - —_ -
Academic Involvement -.012 - -= -= - .o
TV Involvement ‘ .089** -- - -= -.232 --

Involvement With Others .055 - - - -— -
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Table 58. Summary of the Final Beta for the RA’s Score and
Student Outcome Factor Score, Final Betas and
Changes in Betas Above and Below the Median on
Time With Residents and Time Spent In Hall

Cont’d.
Time With Time Spent In
Residents Hall

Floor Mean r B More Less More Less

Time Time Time Time
Social Self-Concept -.022 ~-.080 - - -.105 -
Competitive Self-Concept -.017 -— - - -.080 -
Emotional Self-Concept .027 - -~ ;— -.090 -
Politically Liberal .031 - - —— _ ——
Attitude
Socially Conservative .039 - —_ - —_ —_
Attitude
Politically Conservative .004 - - - _ —
Attitude '
Socially Liberal .036 - - - _ —_—
Attitude
Regulatory Attitude _.227* -— -.070 —— - _—
Academic Confidence -.037 - - e - ——
Academic Abilities .069 — _— — — —
Academic Uncertainty -.004 - - - - .
Academic Dissonance .074 —= - - —— ——
Academic Support .001 - - - — —_
Academic Connection . 017 —= -- - - —_
Social & Community Goals .022 - -— —— - -
Professional Goals -.037 - - - - ——
Scholarly Goals -.037 - — - —  -.134
Creative Goals .053 - —— - - -
Lack of Goals .049 - - — - -
Grad. School Goals -.082*%* - - _ —_ —

*p=.01; ** p=.05
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Conclusions

Peer Influence

Peer influence in‘the residence hall floor'communitiés'
is clearly a factor in changes in studentvoutcomes in the
first year of college. While the floor’s orientation on the
various factors investigated explained a relatively small
part of the variance, the results were of moderate to strong
size in terms of the results generally seen in student
outcomes research. Still, caution must be used in
interpreting and utilizing these results. Students are a
diverse and complex group, and they operate in many
different realms in the university setting. They do not
come in as blank slates but rather shape their futures with
their own backgrounds, goals, and experiences. While peer
influence has been identified as'one of the most potent
influences on students (Astin, 1993), it is still only one
of many factors in the student’s development and academic
achievement.

As predicted, in most regression analyses the students’
input variables were the strongest‘predictors of the student
outcome. However in several analyses the floor mean score
was as strong or stronger than the input variables. In the

regression analyses on Liberal Behavior, TV Involvement,
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Emotional Self-Concept, Socially Conservative Attitude,
Regulatory Attitude, Academic Uncertainty, Academic
Dissonance, Academic Connection, Social and Community Goals,
and Scholarly Goals the floor mean score was the strongest
predictor of the student’s score. In the regression
anélysis on Lack of Goals, the students’ desire to get away
from home when they came to college was only slightly
stronger than the floor’s mean. Thesé results indicate that
the floor’s academic involvement or lack thereof is a very
important aspect of the student’s academic development
during the first year.

The factors with the strongest betas at the final step
were for Socially Conservative Attitude, Regulatory
Attitude, Academic Dissonance, Academié Connection, and
Scholarly Goals. For all of these factors, the floor mean
score was a stronger predictor than any of the input
variables. For the factor, Socially Conservative Attitude,
there is a puzziing result for those above or below the
median in time spent with residents or in the hall. The
final beta decreased from the original analysis for those
students who spent more time with other residents, but the
beta increases in the analysis of those students who spent
Amore time in the hall. This may mean that those who are
socially conservative are spending less time with tﬁe

residents or are less satisfied, but they are influenced by
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those around them none the less. There was a similar result
for Scholarly Goals. Those who spent more time with other
residents were less influenced than those who spent less
time with them. However, the results were opposite for
those who spent more time in the hall. This may indicate
that on floors where Scholarly Goals are more important
students are spending less time with each other and more
time studying. Those who are spending time in the hall are
influenced by others in Scholarly Goals and fherefore are
spending less time with others. There was no significant
change among groups for the factors Regulatory Attitude,
Academic Dissonance, and Academic Connection.

There is a dynamic between spending time and relating
with other residents and spending time in the hall that
needs to be further investigated. In several of the
analyses the final beta increased for those students
spending more time with other residents, but it decreased
for those students spending more time in the hall. The
opposite effect was also seen. These factors included
Competitive Self-concept, Socially Conservative Attitude,
Politically Conservative Attitude, Regulatory Attitude,
Academic Uncertainty, Academic Dissonance, and Scholarly
Goals. Time with Residents represents both time spent with
others and the satisfaction with the floor community and

hall. Is it possible that being less satisfied and spending
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less time with others somehow spreads among the students to
foster these other outcomes? Does spending time in the
hall, but not with other residents generate influence?
These are questions that should be further investigated.

A few areas of peer influence in the residence hall
floor communities seem to be more defined. The first area
that the floor community seems to influence -is partying and
social behaviors and involvement. The more time that
students spend with other residents, the more likely they
are to adopt the norm of the floor for partying and
socializing. Students’ political and social attitudes are
influenced across the study by the floor attitudes.
Finally, academic direction and involvement are strongly
influenced by other residents of the floor and the hall.

Those students who are engaged in musical activities,
service organizations, or are working are less influenced in
these behaviors by the others on the floor. These students

are most likely leaving the hall to pursue these activities.

The Influence of the Resident Advisor

The RA’s behaviors, attitudes, involvement, and goals,
do not seem to impact the same.behaviors, attitudes,
involvement, and goals of their residents. This study was
not a measure of what the RA’s are hired to do, but rather

it investigated their own beliefs and values. Perhaps the
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RA’s do not reveal their own feeling to the residents but
instead present to the students the views that Residence
Life encourages.

There were a few areas in which the RA’s scores had a
slight impact. The number of hours an RA watched television
was a negative predictor of the number of TV hours wétched
for those students who spent more time.in~the hall. Perhaps
the RA’s discouragea television watching and were
unconsciously pushing students off the floor to the TV room.
The RA’s attitude toward regulation entered the regressioh
as a negative predictor for those students who spent more
time with other residents. Perhaps the students were
rebelling against an RA perceived as overly restrictive.
Finally, the RA’s score entered as a negative predicator on
Social Self-Concept, Competitive Self-Concept, and Emotional
Self-Concept for those students who spent more time in the
hall. Perhaps the RA’s were not connecting with those
students who were not connecting with other residents, but
were spending time in the hall.

One of the role’s of resident advisors is to act as.
role models and mentors to their residents. Contrary to the
beliefs of most residence life professionals, the RA’s
personality has little influeﬁce on the students. Some of
the small influence they do seem to have is negative.  Does

the RA’s authbritarian role keép them from positively
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influencing the students?

Recommendations

The importance of the peer culture should be taken
seriously by the university, and the smaller peer cultures
such as residence hall floor communities should not be
overlooked. This study illustrates the importance of
intentionally building positive floor communities from the
first day of the term. Kuh (1993) summarized this view well
by stating “no matter what institutional agents say‘qr do,
within four to six weeks following the start of an academic
term, new students are exposed to the prevailing student
culture, which tells them what_classes and instructors are
to be taken seriously and Qhen and howvmuch to study”
(p.36). In order to influence this étudent culture, and
prevail over its negative aspects, the university should
organize programs to intervene early, and to provide
information and services which allow integration into the
larger university culture.

RA’s are perhaps asked to do too much to shape the
floor community although for most institutions’ budgets and
staffing realities make this a necessity. RA’s are in a
very difficult position within the floor community. They
are asked to be leaders and positive role modéls'for the

students on their floors, yet they are students themselves.
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As such they are susceptible to all of the same influences
as the other students. They are also very busy juggling
their academic work, their clerical duties, and a variety of
unexpected incidents on their floor. They are expected to
handle or refer crisis situations oﬁ their floors which
would intimidate and scare many student affairs
professionals. At the same time they are expected to
develop a positive student culture on their floors in the
face of the behaviors and attitudes of the residents which
are beyond their control. RA’s will need more training and
support from the university if they are to be expected to
fully develop a positive environment for academic and
personal growth on their floors.

Student affairs professionals are realizing that to
develop more effective students communities, they need to
understand how inétitutional goals interact with student
goals (Komives, Woodard, & Associates, 1996, pp. 519-520).
Students come to college with an understanding of the
college experience that is often very different from what
the institutional culture itself expects. Student culture
can develop in a way which is counterproductive to
institutional goals. The university should have clear
expectations of what they want to accomplish and work to
integrate students from the beginning into this plan.

According to Astin (1985) “the effectiveness of any
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educational policy or practice is directly related to the
capacity of that policy or practice to increase students
involvement” (p. 136). The goal for the university should
be to capitalize on this involvement in the smaller units of
the residence hall floors. “The challenge to educational
institutions is to create and support smaller campus
subenvironments (or ‘undermanned settingsf), such as cluster
college, residence hall units, student organizations, and
class sections, that more fully engage students in
meaningful ways and in which students can experience a sense
of functional importance and identity” (Komives, et al.,
1996, p. 263).

University professionals who wish to influence the
student culture should understand how it works and what it
loqks like. For this reason, further study on the topic of
peer influence in the residence hall community should be
conducted. This study did not consider the differing
effects of peer influence on male or female students or on
students of different ethnic backgrounds. In addition, this
study did not take into account important student
characteristics such as socio-economic status or family
educational background. How these factors interact with
peer influence should also be further researched.

A quantitative study can indicate if peer influence is

at work on student outcomes and can measure the relative
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impact of this influence, but it cannot give an
understanding of the more complex issues at work. A
qualitative study should be pursued to understand more fully
how other students are importént in student development, and
to more clearly illuminate the intricacies of these
relationships.

Finally, institutioné should take advantage of the data
that are curréntly available on campus, such as the CIRP,
Data are gathered every day in d myriad of ways, but often
not used beyond descriptive purposes. Institutions should
inventory the information at hand and be creative about ways
to moré fully utilize the information.

This study was an exploratory examination of the impact
of peers in the residence hall floor communities. The
results show that this group of peers definitely has an
impact on students’ personal and academic development. The
results were complex and intriguing. More research should
be done to fufther expand on how these units within the
residehce hall interact with students, and what can be done

to positively channel these influences.
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UNIVERSITY OF CALIFORNIA. LOS ANGELES GCLA
BERRILEY o DAWIS o JEVIND o LOSANGERES o LIVIRSIDE s SANDIIGO o SANIPRANCINC O SANPABARBALY o sANTACRLZ
HIGHER EDUCATION RESEARGH INSTITUTE GRADUATE SCHOOL OF IDUCATION
W3 HILGARD WENUE

LOS ANGELES CALIFOBN A o2 121321

June 14, 1993

Sl s25-1925 -

Narncy Krogh

Resident Director
Montana State University
South Hedges

Bozeman, MT 59715

Dear Ms. Krogh:

The Higher Education Research Institute grants you permission to use selected questions from the
1992 CIRP Freshman Survey instmfnent (Question Numbers: 15, 24, 25, 29, 31, 32, 33, 36, 37)
to create your own questionnaire. The Institute grants you permission to include reproductions of
the 1992 CIRP Freshman Survey instrument in the appendices of your dissertation, if appropriate.
Because parts of the 1992 CIRP instrument will be used for and included in your dissertation, the
Institute will waive it’s standard reprint and permissions fee.

Permission must be obtained from the Higher Education Research Institute at UCLA if data results
or analysis citing items from the CIRP Freshman Survey instrument or comparable data from our
annual publication, The American Freshman: National Norms, are used for or written about in

anything other than your dissertation.
Please accept my apology for the delay of this response. If you have any questions or need

additional information, please feel free to call me (310) 825-1925. Thank you for your interest in
the research conducted at the Higher Education Research Institute.

incerely,

)

ipeligp

Adm Officer/Project Coordinator, .
Higher Education Research Institute at UCLA
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APPENDIX B

COOPERATIVE INSTITUTIONAL RESEARCH PROGRAM
FRESHMEN SURVEY




PLEASE PRINT (one letter or number per box)

FIRST

ADDRESS ‘

NAME:

CITY: ‘ ‘

DIRECTIONS

Your responses will be read by an optical mark
reader. Your careful observance of these few
simple rules will be most appreciated.

* Use only black lead pencil (No. 2 is ideal).

* Make heavy black marks that fill the oval.

« Erase cleanly any answer you wish to change.
* Make no stray markings of any kind.

EXAMPLE:
Will marks made with ballpoint or fett-tip marker
be propenv read? Yes... CD No..##
Merit here
PLEASE PROVIDE YOUR  Ifdirected

SOCIAL SECURITY NO.

(SK5D(2DCZ).5DC5)C5)C5)QD 5103 8D )

00 cpcpbcbeBecbebcbobeb CTWCV (D

CD(DCDGDGDGDA)CD <rja) CECE CD
% CDCDCDaDCDCDCDGDCD 03 CDCD
b

cbcbcbCcDCDGDCDCD QDg® dX D (D
XDCDCEXCDCDCDaD

I X XCDX XCDCDCD CDCD1DjdICD
XXXCDCDCDXCD CDCZJJE CUCD

2XXXXXXXXX CD(DS)®

X X X X X X X X
Femaie... O

1. Your sex: Male... O

2. How old will you be on December 31

of this year? (Mark one)
16 or younger.. O 21-24 .0
17 o] 25-29 .0
18 (o] 30-39 )
19 ..C 40-54 3
20 -0 55 or oioer ..3
3. Are you a veteran? (Mark one)
No...3 Yes... O
4. In what year did you graduate from
high school? (Mark one)
*992.. .)  Did not graduate but
1991.. .0 passed G.E.O. test .CD
*990 e *~  Never completed
1989 orearlier..C high school.......O
5. Are you enrolled (or enrolling) as a:
(Mark onei Full-time studentp . 3

Part-time stuoent? .. O

6 How many miles is this college from

your permanent home? iMar* one:
5 or less 3 11-50 3 101-500 3
6-10 C 51-100 0 Over 500 C
7. What was your average grade in high
school?
(Mar* onei A or A*O B O co
A-O B-C 03
B*O CctC

1992 STUDENT

M
I LAST

e TS IRTP_

‘ Day
(01-12) 101-31)

STATE: | zZIP: ‘

INFORMATION FORM

-0«*r Studonc .. ~ r
The information in thle-form n

education conducted jointly byth*

Cattfomia at LowAngawm.Voua

ieted «i part of a continuing study of higher
Couned-on Education and the-Unlwerstty of
W a raaeaKh la being aoliettad in order to
eretaffected by than codegejeapahenoee.
Detaiad Inlortnatiotwor”tfK.goeta an X daatgnanf Ithlr raaaarch program arefumrahed In
raaaatefi reporta evatlabla ftotn die Higher FrineetmnA aaeereh Inadtute at UCIAJJdendfying
~jnformadon haaT inTirenarlad In otdar M-Ittj m aiiarailiiaiil mail foMow”ipatutfiaia-pnaaihie
"Your taaponan VdM bn haldIn dm aniraeal piolnearnnai im nfitlancn. 10eiA - i

AMntander W. Astin. Director r.
Higher Education Research Instituta

"PLEASE USENZePENCIU

- n--n

8. What were your scores on the SAT 14. To how many colleges other then this one
and/or ACT? did you apply for admission this year?
SAT VERBAL... No other IO 30 5- - - O
6 or more. O
SAT MATH......... 20 40
ACT Composite 16. W hat is the highest academic degree

that you intend to obtain?

9. During high school (grades 9-12) how many (Mark one)

years did you study each of the following
subjects? (Mark one for each item)

*/i-r. J-/
English OEtOjQ OCIO
M athematics..........0 J I X O 170 d O
Foreign Language OCtOOO OO
Physical Science......... OO0 O0OO0OCO0Oo

None

o
Vocational certificate.......conriciceicennn O
Associate (A A. or equivalent)...............O0
Bachelor s degree (BA.. BS..etc.) ... O
Master s degree (M A.. M'S., etc.)——-0O

Ph D. 0F Ed.Duecociieciciciiiceceiceieeceesees Q
MD.. DO.. DOS.

Biological Science ... 0 0 O -Q G O O U-B. orJ O. (Law)

History/ Am. Govt. ... O O O CjO O O GD. or M DIV (Divinity).cccovmreiinrinnens (0]

Computer Science ... 0 O O O C 0 O Other o
3

Arts and/or Music ...

i i ?
10. Prior to this term, have you ever taken 16. la English your native language?

courses for credit at this institution? O Yes O No
OYes ONo
11. Since leaving high school, have you ever 17. Citizenship status:

it o o
taken courses at any other institution? O US. citizen

(Mark aM that apply For Not tor .
in each column) Credit Credit O Permanent resident (green card)
Yes. at a junior or comtv. college .0 ......O O Neither
Yes. at a 4-yr. college or university . O ......... o
Yes. at some other postseconaary 18. Are your parents: (Mark one)
school (For example, tecnmcal. ) . K
nal. busi Both alive and living with each other?. O
X . Both alive, divorced or living apart? CD
12. Where do you plan to live during the fall
term? (Mark one) One or both deceased?.......ccccceveveueer... CD
With parents or relatives e
Other onvate home, apartment or room . X 19. Do you have any concern about your
ability to finance your college education?
College oorrmtorv. T _Mark onei
Fraternity or sorority nouse .0 None (I am confident that | will
Other camous student NOUSING ..cccoeeunievcirs o have sufficient funds).....cccconicvee. O
Other o Some concern (but I will probably
13. Is this college your: (Mark one) have enougn funds).....vccceeea. O
First choice?.......0 Less than third Maior concern mot sure Iwill have
Secono cnoice?... O cnoice?......0 enougn tunas to complete college) . CZ

Thiro choice?-—-0



Omer savings <C3 —

Part-time i00 on campus....... OO0 O0O0O0

Part-time ;00 off campus........... O 0 OO0 O

Full-time loo while in college ... O O O O O
b. Aid Which Need Not Be Repaid

Pell Grant

Supplemental Educational = -

Opportunity Gram ........cccee.... 0 O O O

State Scholarship or Grant......O O O O

College Work-Study G rant.......0 JO O |10
College Grant/Scholarahip C
(other than above).....eeeaad O 0O 0O DO
Other Private grant. ... OolooDO
Other Government Aid (ROTC.
BIA. CI/military benefits, etc). . O O O O O
c. Aid Which Must Be Repaid
Stafford/Guaranteed Student
Loan...ciciiiseeen 0 0 0 0O
Perkins Loan ... O O O O
Other College Loan ... ODOOO
Other Loan......iiice0 O O O O
d. Other Then Above. ... OD OD
21. Are you: (Mark all that apply)
W hite/Caucasian ... O
African-American/Black..................O
American Indian .0
Asian-American/Oriental..... (o}
Mexican-Amencan/Chicano. o
Puerto Rican-American.. o
Other Latino.....ceee.
Other o
22. Current religious preference $J £
(Mark one in eacn column) £J
B aptiSt s CE CDGn.
Buddhist. i CD CDCE
Eastern Orthodox .CDCD(M
Episcopal. . X GDCE
1S1AM C s CcD CDGn
JEW IS s Do CE
LDS (MOrmom ......veecvercsienn. CD CDCE
Lutheran ... CD  CDCE
Methodist.
Presbyterian CDCE
Quaker. D CDCE
Roman Cathouc. CDCE
Seventh Dav Adventist......... CcD' CDCE
United Churcn of Christ..........CD CD CE
Other Protestant.........cccceeeee... 0D CD35
Other Religion.......ciccceen. CD GDCE
None CD CDCE

23. Do you consider yourself a bom again
Christian? CD Yes O No
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I. Forthe ecbvmembelow, indicate which
ones you did during the pactyear. Ityou
engaged in an activity frequently, mark
CD+ Ifyou engaged in an activity one or
more times, but not frequently, mark CS)
loocaawnally). Mark (H) (Notatall)
if you have not performed the N
activity dunng the past year. I j

(Mark one for each item) K ~ o~

Attended a religious service

Was ooreo in class

Participated in organized

demonstrations..............u....CD (5) CS)
Failed to complete a homework

assignment on tim e CD GD (5-
Tutored another student........... GD CS) CE
Studwd with other students.......CDCS) (5)

Was a guest in a teachers home.. CDGD(H)

Smoked cigarettes. ...

Drank beer....

Drank wine or ligquor.....................CD GD CE)
Stayed up all night........cccccceeseee.... GD(S)CE)
Spoke a language other than

English at hom e .........cccceeevuerneee.. CD (S) CE)
Felt overwhelmed by all 1had to do. CD GD CE
Felt oepressed.........iicee. GD (5) CE)

Performed volumeer work............ CD GD CE)

Came late to class. ...

Playeo a musical instrument. D CS) CE1

Asked a teacher tor advice

after class CD (5) GD
Voted m a student election.........CD CS) CE
Discussed politics.......cccesvrrenreen.. CD GD (H)
Attended a recital or concert-—- CD (H) (H)

Worked in a local, state, or
national political campaign--—-- CD GD (H)

Argued with a teacher in class .. CD (H) CE

Discussed safe seX ... CD (H) CE
Socialized with someone from a
different racial/ethnic group ... CDGD CE

25. Rate yourseff on each of the following
traits as compared with the
average person your age
We want the most
accurate estimate of -
how you see yourself.

-

th

2 o
.

[ *

(Mark one in eacn rowi
Academic ability

Artistic ability ...
Competitiveness
Coooerativeness
Drive to achieve ...
Emotional health..

Leaoersnip ability

Mathematical ability

Oo0oO0OO0OO0OOOOO

O O O0OO0OO0OO0ODODODUOoOOoOOo
O 0O O0OO0OO0OO0OO0OO0OO0OO0OOoOOo

Originality ...
Physical health

Popularity

©co0o000UDOOOOO &~
ooooooooooooc—l*

Public speaking ability........ o
Reaoing soeed/comprenension O O O O O
Setf-coniidence (intellectual). O O O O O
Self-confidence Isocial!
Unoerstanamg of others—O O O O w
Writing ability............c......OCD O jO O

2.

26. Whet is your best estimate of your
parents' total income last year?
Consider income from all sources
before taxes. (Mark one)

Less than $6,000 O $40,000-49.999
$6,000-9.999 $50,000-59.999
$10,000-14.999 $60,000-74.999
$15.000-19.999 $75,000-99.999
$20.000-24.999 $100,000-149.999
~ $25,000-29999 $150000-199.999
O $30,000-39.999 O $200,000 or more

O 0O o0 oo

o
o
o
o

27. What is the highest level of formal
education obtained by your parents?

(Mark one in eacn column)

Fetfw

Grammar school or less..

Some high school....

Hign school graduate..........O ... (0]
Postsecondary school

other than college...............O e O
Some college ... O e O
College degree ... O O
Some graduate school...... CD...cccceeeeee. O
Graduate degree ... O O
28. Do you have a disability?

(Mark aM that apply)

None CD
Hearing CD
Speech CD
Orthopedic o
Learning disability ... O
Health-related IR ¢ b)
Partially sighted or blind......cccccecevveeeee. O
Other CcD

29. In deciding to go to college,
how important to you was
each of the following
reasons?

(Mark one answer tor /
eacn possible reason)

My parents wanted me to go....
Icould not find @ job .o
W anted to get away from home

To be able to get a better job.........

To gam a general education and
appreciation of ideas...........

To improve mv reading and

study skills B BE
There was nothing better todo... B B E
To make me a more cultured

PETISON oo B B E
To be able to make more money.. BBE
To learn more about things

that interest me. ... B B E

To prepare myself for graduate
or professional school.............

BBE

A mentor/role model
encourageo me to go B B E



30. Mark only three raspome*.
on# m Mcii column.

(H) VourmofMrtSoccuM
© Vour fotMr's occupation.
(D Your proMWo coroor occuosc

NOTE: If your father or mother
is deceased, pieese indicate his
or her last occupation.

Accountant or actuary ..............(Z) (D (B)
Actof of entertame- ... * f v
Architect or uroan planner......c... — "~ A
Artist Ch® (9
Business (clerical)......ccovcccincicccne.© Q D ®
Business executive
(management, aomimstratori .CDCD®

Business owner or proprietor .0OGD ®
Business salesperson or buyer......0 CD®
Clergy (minister, priest).......cuwu.. O Q D ®
Clergy (other religious)....iniiccns O © ®
Clinical psychologist..... ® (D ®
College teacher (MO (H)
Computer programmer or analyst--—-O CD®
Conservationist or forester............® © ®

Dentist (inducing orthodontist)........ CDCD®

Dietitian or home economist........... O CD®
Engineer ©CD®
Farmer or ranCner ... © © (£

Foreign service worker

(including diplomat) ... CDCD®
Homemaker (full-time)...... © © ©
Interior decorator

(including cosigner) ... © ® ®
interpreter (translator) ©CD®
Lab technician or hygienist .o ®
Law enforcement officer........cccc......© © ®
Lawyer (attorney) or judge ... © © ®

Military service (career)

Musician (performer, composer) .... © © ®
Nurse © © ®
Optometrist .© © ©
Pharmacist .© © ®
Phvsician © © ®
School counselor. . © © ©
School prmcioai or suoermtendent... © © ®
Scientmc researcher © © ®
Social, welfare or recreation worker © © ©
Statistician ... © © 0 ©
Therapist (physical occupational

speech) © © ©
Teacner or administrator

(elementary)... .© © ©

Teacner or administrator

(secondary ©
Veterinarian ©
Writer or ioUrnanst...... © © ©
Skilled traces .. © - © ©
Other ©
Unoecioed... ©
Laborer (unskilled) ..o ©
Semi-skilled worxer ..© ©
Other occupation ©
Unemployed .. .0 ®
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31. Marti one m eech row: © MreeMmewtw , | il |
. . GD Apree SwenptV im
The Federal government is not doing enough to protect | I I
the consumer from faulty goods and services © © © ©
The Federal government is not doing enough to control environmental pollution... © CD© ©
The Federal government should raise taxes to reduce the deficit........ccccouccevervneenn... CDCD CD CL
There is too much concern in the courts for the rights of criminals........ cbcpceb L
Federal mihtary spending should be increased CD CD CD CD
Abortion should be legal CDCDGDCD "*m
The death pera'tv should be abdhshec *) m [ 1]
If two people really like each other, its all right for them to nave sex even if
they ve known each other for only e very shorttime CDG)© ©
The activities of married women are best confined to the home and family.......... © © © ©
Marijuana should be legalized © © © ©
Busing is O K if it helps to achieve racial balance in the schools.......nd © © ©
It is important to have laws prohibiting homosexual relationships....... © © © ©
The chief benefit of a college education is that it increases one s earning power..© © © ©
Emptoyert should be allowed to require drug testing of employees or job applicants. © © © ©
The best way to control AIDS is through widespread, mandatory testing . © CD © ©
Just because a man thinks that a woman has "led him on does not entitle
him to have sex with her © © © ©
The federal government should dd more to control the sale of handguns............ © © © ©
A national health care plan is needed to cover everybody's medical co sts............ © © © © **m
Nuclear disarmament is attainable [ ] ]
Racial discrimination is no longer a major problem in America
The Federal government should do more to discourage energy consumption
Realistically, an individual can do little to bring about changes in our society - © © © ©
Students from disadvantaged social backgrounds should be given preferential
treatment in college admissions © © © ©
Student publications should be cleared by college officials....iiciiniiinnn © © © ©
Grading in the high schools has become too easy © © © ©
W ealthy people should pay a larger share of taxes than they do now irireen©® © © ©
Colleges should prohibit racist/sexist speech on campuS.......icccciiiicsciinnn. © © © ©
32. During your last year in high school, 34. Below are some mesons that might I«
how much time did you spend have influenced your decision to N
during a typical week doing the attend this particular college. How F £
following activities ? important was each reason inyour F o / *
decision to come here? (Mark one J f / 4
answer tor each possible reason) g £ ?
Houre per wi#ex:
. My relatives wanted me td ceme here. GDCDGD  «
Studying/
nomework .. O00OCDOOOD My teacher advised me.......ccce.© © © 4
Socializing with frox This college has a very good
friends...ccoeee O d ocboClOjD academic reputation 0 © © *
Talking with teachers re v This college has a good reputation
outside of class...0 D OCJ O C3 for us social activities *
Exercising/sports ..0CTOfzZD O jQ O O I was offered financial assistance *
Parrying .. occoroonrbDOO This college offers special
Working (for pay)...0*30)55 © {30 C educational programs © 60~
Volunteer w ork —— 07~30~"5 0D OC This college has low tumon © 00 -
i i ® 00 -Me
Student clubs/ g . K . My guidance counselor advised me
groups.. LOEIOD OD OC I wanted to live near nome © 00
W atching TV.. .0jGfoID O D OO A friend suggested attending ......... © 00 Wa
A college rep. recruited m e ..o © © © -

33. How would you characterize

your political views?

(Mark one)

Far lefto (0}
Liberal ... (0}
Middle-of-the-road ... 0O
Conservative..........O
Far right...cccciiieee. O

The athletic department recruited me. ® © ©

©00

This college s graduates get good jobs.© © ©

This college s graduates gain admission
to top graouate/proiessional schools.

I was attracted bv the religious affil-

lation/onentation of the college ....© © ©
Iwanted to go to a school about
the size of this college.. © © ©

Not accepted anvwnere else



35. Bek>w is ¢ list of different undergraduate mefor

fieida grouped into general categonea

Marti only

one oval to indicate your probable field of study.

ARTS AND HUMANITIES
* An. fine and aooued.... CcD

English !language and

lUeraturei e CcD
History .nnecneneennnn(7)
Journalism ... CD
Language ana Literature

(except Enghsni............CD
PhiloSoONY . CD
SPEECH e cD

Theater or Dram a.........

Theology or Religion...

Other Ans and Humanities. GD
BIOLOGICAL SCIENCE

* Biology (general)...........GD
Biochemistry or

BiophysicS..niicen. G3>

Botany ... ..G>

Marine (Life) Science..... GD

Microbiology or
Bacteriology.

Zoology

Other Biological Science... GD
BUSINESS

Accounting .. ©
Business Aamm (general). ©
Finance ... ©
M arketing ... ©
Management

Secretarial Stuaies............©
Other Business ... ©
EDUCATION

Business Education ... 3
Elementary Eoucation .... S

Music or An Eaucation___©

Physical Education or

Recreation ©

Secondary Education
Soecial Education ...
Other Education

ENGINEERING

Aeronautical or
Astronauticai Eng........ (o1}

Civil Engineering....
Chemical Engineering....... 05

Electrical or Electronic
Engineering

industrial Engineering .... ©

Mechanical Engineering...

Other Engineering

PHYSICAL SCIENCE
Astronomy.....

Atmospheric Science
Imcl. M eteorology)

Chemistry ...

Earth Science. ... ©

Marine Science lincl
Oceanography)......&

Mathematics....oerrcinrriennn. ®

PRYSICS e <S>

Statistics......... e ©

Other Physical Science__ ®
PROFESSIONAL

Architecture or Urban
Planning ©

.. <59

Home Economics
Health Technology (medi-

cal. dental, laboratory)___ SD
Ubrarv or Archival Science.. ®
NUISING o ®

Pharmacy n®

Predental. Premedicine
Prevetennary.......cw..®

Therapy (occupational.
physical, speech)

Other Professiona
SOCIAL SCIENCE

Anthropology ... @
ECONOMICS. .. QD
Ethnic Studies. ... ®
Geography ., QD
Political Science (govt.
international relations) ... QD
Psychology....enicciiiennn. QD
Social Work....ccnciicicrcenn&
S0Ci0l0gY .. QD

Women s Studies....
Other Social Science.
TECHNICAL

Building Trades ...

Data Processing or
Computer Programming .. ©

Drafting or Design ...........©
Electronics ..QD
Mechanics....inriiinrn. ©
Other Technical....cccceeieeenn ©
OTHER FIELDS
Agriculture..... ...QD

Communications
(radio. TV. etc.i.
Computer Science

Forestry ...

Law Enforcement............©
Military Science......uen ©
Other Field .o ®
Undecided....ccooniiniicne. QD

LPrepered by the Higher Education Reseercn Institute. Unrversrry
of California. Loa Angeles. California 90024-1621

mm
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36. Please indicate the importance to you CS) Net
personally of each of the following:
(Mark one for each item) @VEWU

38.

Be—
Becoming accomplished in one of the (

performing arts (acting, dancing, etc.).. CDCDCD(E)
Becoming an authority m my field........... CD© CDCS)
Obtaining recognition from my colleagues for

contributions to my special field CD CD CD GD
influencing me political structure CDCDCDCD
Influencing social values CD© CDCE)
Raising a family CD© CDCE)

Having administrative responsibility tor me work of others__ X © D &

Being very well off financially CD © CDCE)
Helping others wno are in difficulty © © © ©
Making a theoretical contribution to science i © © © ©

Writing original works (poems, novels, short stories, etc.)_ © © © ©

Creating artistic work (painting, sculpture, decorating, etc.)... © CD© ©
Becoming successful in a business of my ow n ... i © © © ©
Becoming involved in programs to clean up me environment... CD© © ©
Developing a meaningful philosophy of life © © ©
Pamcioatmg in a community action program © © ©
Helping to promote racial understanding........cicvivviccccccccen © © © ©
Keeping up to data with political affairs........... © © © ©
Becoming a community leader QDe® © ©
a A-SrEEFT
(Mark one tor eacn item) (E> V> Goea ______ |
Change maior field? GD CD GD GD
Change career choice? © © © ©
Fail one or more courses? © © CDGD
Graduate witn honors? © © ©
Be elected to student office? © © © ©
Get a |00 to neip pay for college expenses?.......icccinn © © © ©
Work full time while attending college?......cccicvciiiviiiicccnn© © ©  ©
join a social fraternity, sorority, or club? ... © © © ©
Play varsity/intercollegiate athletics? ... © © © ©
Be electee to an academic honor SOCIety ™ ... © © © ©
Make at least a B average? © © © ©
Neeo extra time to complete vour degree requirements* . Do © ©
Get tutoring neio in soecihc courses? © © © ©
Have to work at an outside iob during college?......cccncviviicvcee© © © ©
See* vocational counseling* © © © ©
Get a bacneior s degree (BA.. B.S.. etc.)? © © © ©
Particioate in student protests or demonstrations? © © ©
Drop out of this college temporarily (exclude transferring)* .... © © © ©
Drop out permanently (exclude transferring)?.....ccccccccvciiiiccceen© © © ©
Transfer to another college before graduating?.......cccecccce0... © © © ©
Be satisfied with your college? © © © ©
Find a ioD aner college m me field for which you were trained?.. © © © ©
Get married wmie in college? (skip if married).....ccccccccecccv00. © © © ©
Participate in volunteer or community service work*............© X X ©

The Higher Education Reeeercn institute at UCLA actively encourages the colleges
If these
studtee involve collecting toUow-uo data, it * necessary tor the mwtmmon to know

that oarticipate m tms survey to conduct local studies of their students

the student*
the survey
to use it only for research purposes, do we have your

pemaaston to mcmoe vour 1O number m such « tape? Yes ©

No

ID numoers so that follow wo data can be linked with the data from
If vour college asks for atao* coov of the data end signs sn agreement

—

The remaining ovaie are provided for questions specifically designed by your college
rattier man the Higher Education Research institute. It your college has chosen to use

39.
40.
41.
42.

— A—

rrfully the supplemental directions given to you.

® © © © © 43.® © © © ©
® ® © ® ® 44.® ® © ® ©
© © © © © 45.® CDO® ® ©
® ® © ® © 46.®6 ® © © ©

47.®® ©® 0O
48.®@ ® © ® ©

THANK YOUI

R5249-Questar/8204-64321
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APPENDIX C

FOLLOW-UP SURVEY




204

1993 Student
Information Form

Dear Student:

This information is being collected for a research study about students at Montana -
State University. Your completion of this information form will be used to understand
how students are affected by their college experiences.’ Your social security number is
collected to compare this data with a form filled out by you during orientation sessions
“in 1992. All identifying information will be kept completely confidential and your
responses will be held in the strictest professional confidence.

Please fill out each section.
Social Secﬁriry Number — —

(Your social security number is collected to match to another survey filled out last fall.
All information remains CONFIDENTIAL.)

Have you lived on the same floor for the entire year? Yes _ No

What is your current: Major?

Minor?

How would you characterize your political views? (Mark one)

Far Left — Liberal — Middle of theroad — Conservative —  FarRight —
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What is the highest academic degree that you intend to obtain? (mark orie)

None
Vocadonal certificate
Associate (A.A. or equivalent)
Bachelor’s degree (BA., BS, etc.)
Master’s degree (MA, MS, etc.)
Ph.D or EA.D
M.D, D.C., D.D.S., or D.V.M.
LL.B.orJ.D. Law)
B.D. or M.Div. Qivinity)
Other — . Specify:

How important to you was each of the following reasons in attending college this

year? (Mark one answer for each possible reason)

My parents want me o
I could not find a job
To get away from home

To be able to get a better job

To gain a general education and appreciadon of ideas

To improve my reading and study sikdlls -

There is nothing better to do

To make me a more cultured person

To be able to make more money

To learn more about things that interest me

To prepare myself for graduate or professional school
A mentor/role model encouraged me to go

Very

Important

Somewhat Not
Important

Important

During the last year in college how much time did you spend during a typical week

doing the following activities?

i Hoursperweek | 0 | <1

12

3-5

5-10

11-15

16-20| >201

Studying/ Homework |

Socializing with friend

Talking with teachers outside of class

Exercising/sport

Panying

Working(for pay)

Volunteer work

Student clubs/groups

Watching TV

" On your floor

With other fioor residents

i 7 In your residence hall
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For the activities below, indicate which ones you did during this year at colleoe (Mark

one box for each item)

Attended a religious service

Was bored in class

Participated in organized demonstrations
Failed to complete a homework assignment on time
Tutored another student

Studied with other student

Was a guest in a teacher’s home

Smoked cigarettes

Drank beer

Drank wine or liquor

Stayed up all night

Felt overwhelmed by all I had to do

Felt depressed

Performed volunteer work

Came late to class

Played a musical instrument

Asked a teacher for advice after class
Voted in a student election

Discussed politics

Attended a recital or concert

Worked in a local, state or national political campaign

Argued with a teacher in class
Discussed ‘safe sex’

Socialized with someone from a different racial/ -

ethnic group

Please rate yourself on each of the following tmts as compared with the average
person your age. We want the most accurate estimate of how you see yourself. (Mark

Frequently

Qccasionally

Never

one in each row)

Top 10%

Above
average

Average

~ Below

average

Low 10%

Academic ability

. Artistic ability

Competitiveness

Cooperativeness

Drive to achieve

Emotional health

* Leadership ability -

Math ability

Originality

Physical health

Popularity .

" Public speaking ability

‘Reading speed comprehension

Self-confidence (intellectual)

- Self-confidence (social)

Understanding of others

' Writing ability
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Mark one box in each statement's row.

The Federal Government is not doing enough to protect the
consumer from faulty goods and services

The Federal government is not doing enough to control envi-
ronmental pollution

The Federal government should raise taxes to reduce the deficit
There is too much concern in the courts for the rights of
criminals

Federal military spending should be increased

Abortion should be legal

The death penalty should be abolished

If two people reaily like each other, it’s all right for them to have
sex even if they’ve known each other for only a very short time
The activities of married women are best confined to the home
and famity

Marijuana should be legatized

Busing is O.K. if it helps to achieve racial balance in the schools
It is important to have laws prohibiting homosexual relation-
ships

Thechief benefitofa collcgc educationis thatitincreases one’s
earning power

Employers should be allowed torequire drug testing ofcmployecs
or job applicants

The best way to control AIDS is through widespread, manda-
tory testing

Just because a man thinks that a woman has “led him on” does
not entitle him to have sex with her

The Federal Government should do more to control the sale of
handguns

A national health care plan is need tocovereverybody’s medical
costs

Nuclear disarmarnent is attainable

Racial discrimination is no longer a major problem in America
The Federal Government should do more to discourage energy
consumption

Realistically, an individual can do little to bring about changes
in our society

Students from disadvantaged social backgrounds should be
given preferential treatment in college admissions

Student publications should be cleared by college officials

Wealthy people should pay a larger share of taxes than they do -

now
Colleges should prohibit racist/sexist speech on campus

Disagree
Strongly

Disagree

Somewhat

Agree

Somewhat

Strongly

Agree
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please indicate the importance to you personally S S ,
of each of the following: (Mark one box) -3 bég g58o|_8 -
| 4| SES |SSEE|2E S

Becoming accomplished in one of the
performing arts (acting, dancing,etc)

Becoming and authority in my field
Obtaining recognition from my colleagues for
contributions to my special field

Influencing the political structure

Influencing social values

Raising a family -

Having administrative responsibility for the work of others

‘ Being very well off financially
Helping others who are in difficult

Making a theoretical contribution to science
Writing original works (poems, novels)

Creating artistic work (painting, sculpture, decorating)

Becoming successful in a business of my own
Becoming involved in programs to clean up the environment
Developing a meaningful philosophy of life

Participating in a community action program
Helping to promote racial understanding _

' Keeping up on political affairs
Becoming a community leader .

"or this past year of living in the residence halls, please indicate what this living expe-
ience was like. (Mark one for each item)

é) >

(2 _ -
=% | £ | 28 | S
How satisfied are you with ... > S @ 2 S 2 2

Your residence hall experience

Your floor community

Your RA's influence on your floor community
How much has your RA helped you

How effective has your RA been on your floor
How much time do you spend with your
floor's other residents

How much time do you spend on your floor
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What is yvour best guess that you will: (Mark one box for each item)

I Already

Chance |
Have

No
Chance
Very
Little
Chance
Some
Chance
Vefy
Good

Change major field

Change career choice

F-ail one or more classes

Graduate with honors

Be elected to student office

Get a job to help pay for college expenses
Work full time while attending college
Join a fraternity, sorority, or club

Play varsity/intercollegiate athletics

Be elected to an academic honor society
Make at least a “B” average

Get tutoring help in specific courses.
Have to work at an outside job

Sought vocational counseling

Get a bachelor’s degree

Participate in student protests

Drop out temporarily (exclude transferring)
Be satisfied with your college

Find a job after college in the

field for which you were trained

Get married while in college

Participate in volunteer

or community service work

What are your plans for next year? Please mark all that apply:
: Return to Montana State Go to another university

Live in the residence halls - Live off-campus
Drop out of school - Work full-time

Get married

Thank you for your participation. To find out additional information for this study, we would
like to learn more about your college experiences. If you would be willing to participate in further
- study, please complete the following section. Thank you.

Name

Summer Address

Summer Phone Number
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APPENDIX D

JOSSEY-BASS PERMISSION LETTER




SORAD=

cONB=

JOSSEY-BASS INC.. PUBLISHERS

GRS

Simon & Schuster

International and Business & Professional Group
330 Sansome Street. Firth Floor

San Francisco. CA 94104-1342

Teiephone: (413) 433-1740

Fax: t413) 936-3158

PERMISSION STATEMENT AND INVOICE

TO: Mancy Kregh ) INVOICE # Piviy 4565
333 Lewis Avenue .
Billings, MT 59101 . December 27, 1994

Permission has been granted on behailf of Jossey-Bass for your reproduction of the
following: -

Pascarella, Einest T. and Terenzini, Patrick T. How College Affects Students:
Findings and Insights from Twenty Years of Resedrch, Tabie 13.24, p. 612.
Copyright 1991 Jossey-Bass Inc., Publishers.

This permission is subject to the following conditions:

x Credit line to be used: Reprinted with permission from [cxte ’mle and authors).
San francisco: Jossey-Bass, 1991,

3] This permlsswn does not extend to any copyrighted material from other sources
which mcy be incorporated in the above-cited ’rex’r

No chcnges in the text may be made without 1he prior written permission of
Jossey-Bass.

A YLACOM (OMPANY
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INVOICE # PMJ 4965

December 27, 1996

This license is non-exclusive and non-transferable.

&

X Permission is granted for your use of the material cited above in your
dissertation. If you should later publish your dissertation in another form,
additional permission will be required. ’

X PERMISSIONS FEE: No fee required.

Please sign and return a copy of this agreement.

Thank you.// |
| /’/ Aee (/(/ é{/;g/ «
LorriiWimer ' s e ///J’/cf?‘—

Permissions Administrator Signatyfe / / / Date
S ‘

¢







