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ABSTRACT 

High-level decision-making for companies typically occurs in the boardroom. The ability 

to reach the upper echelon is riddled with levels of inequality for women. Yet there is evidence 

to suggest companies run by women have higher rates of employee retention, equitable policies, 

and a higher fiscal bottom line. One way to assist women to the corporate boardroom is through 

an undergraduate degree in business, but within a rural, land-grant, open-enrollment, flagship 

institution in the West, there is a clear disconnect with first-year female business students 

enrolling and being retained from year one to year two of their academic career. Using 

descriptive statistics and logistic regression models, this study aims to understand the trends 

associated with retention within the Jake Jabs College of Business & Entrepreneurship at 

Montana State University in Bozeman, Montana. Using data from an in-house survey from the 

fall of 2021, an exploratory factor analysis was run to uncover latent variables and reduce data 

reduction to create a simplified model. To further understand factors that assist or deter students 

from returning to their second year four logistic regression models were run through R-Studio. 

Results indicate the factor Gender (specifically female) was statistically significant in the 3rd 

model as well as the interaction variable Gender:FirstGeneration (specifically female first-

generation) held moderate statistical significance. Females who also identify as first-generation 

students are having different lived first-year experiences than those who are male and first and 

continuing generation students. This study suggests administrators and policy makers look 

closely into female business students first-year experience within the Jabs College of Business, 

as well as investigate students who identify as first-generation with specific attention looked at 

through curriculum, professors, sense of belonging, diversity experiences, and levels of 

satisfaction.  
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CHAPTER ONE  

INTRODUCTION TO THE STUDY 

Background 

Societies across the globe have long been plagued with the need to define gender roles 

and gender norms within the workplace. Revolutionary, groundbreaker, pioneer, and trailblazer 

are sayings used to describe how women have shattered ‘glass ceilings’ and strived for equity in 

the business world. Adages like this make for inspirational headlines; however, while these 

accomplishments for women are historic and remarkable, they serve as a reminder that women 

have had to break barriers within a system that was not built for them. By 2021, 56% of the 

workforce in the United States were women (U.S. Bureau of Labor Statistics, 2021). Women 

have been working alongside men for centuries, but illuminating women’s potential within the 

workforce continues to evolve slowly and workplace gender diversity (WGD) continues to show 

numerous beneficial outcomes. The Women in Business and Management (ACT/EMP) reports 

that businesses that provide equitable pathways toward the corporate ladder not only increase 

their profit margins, but also foster growth in retention rates for women (ACT/EMP, 2019). 

Additional notable benefits of providing WGD include aiding in justice-based advancements, 

which help with brand boosting, and the creation of an environment rich with better ideation for 

the company (Fine, et al., 2020; Glass & Cook, 2018; McKinsey, 2021). ACT/EMP’s 2019 

report also stated companies didn’t need to make drastic changes to see the benefits of WGD; 

rather, the report suggests benefits begin to emerge when as little as 30% of company leadership 

is made up of women (ACT/EMP, 2019).  
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While trends show an increase in female participation in higher-level management and 

executive positions, female representation continues to be low. Fortune magazine reported in 

2022 that out of their Fortune 500 companies female CEOs (Chief Executive Officers) made up 

only 15% of company leadership (Young, 2022). In 2019, the ACT/EMP report also revealed 

that around the globe a hierarchy gender ladder exists that states the bigger and wealthier a 

company is, the less female presence is found at the top. In the past 20 years, numerous studies 

illuminate ongoing narratives of women having difficulties navigating their way to the upper 

echelon of the business world (Kolev et al., 2021; Mavin, 2009; Schlehofer et al., 2011). 

Fitzsimmons (2014) believed the gender disparity to the boardroom begins as early as childhood 

adolescence. The results of the studies continue to help provide a window of understanding into 

the inequality that exists at the top of the business world. Baker and Cangemi (2016) postulated 

the two major factors that continuously keep women out of the boardroom are the persistent lens 

of sexism and the belief women are not able to be a full-time worker and a full-time mother. 

Correll (2007) described biases as being extremely obvious within upper management with 

women continually being penalized for the choice to have children. There is a deep-rooted 

cultural belief within upper management leadership that women with children are less committed 

and unable to balance the roles of motherhood and work. Even with sound research revealing 

countless benefits to a company, the industry is slow to evolve. To help ensure equitable 

development continues by increasing the number of females in leadership positions, one pathway 

is to encourage young women to pursue and study undergraduate business and hence 

protect/develop/alter/the pathway to the corporate boardroom where decision-making occurs for 

companies.  



  3 

 

Throughout the history of higher education, the system has displayed similar examples of 

women overcoming barricades to partake in equal rights as men to study at universities and 

pursue the same major fields. Women have progressed so much that data from the National 

Center for Educational Statistics (NCES) indicate women have been enrolling and graduating in 

postsecondary education at a higher rate than men since 1970 (Figures 1.1 and 1.2). Nonetheless, 

schools of business have seen stagnation in females choosing business as an undergraduate 

major. The Association to Advance Collegiate Schools of Business (AACSB) was founded in 

1916 and is considered the gold standard for ensuring schools of business are providing rigorous 

academic standards, verifiable research, and helping to create the next generation of business 

leaders worldwide (AACSB, n.d.). Over 900 universities around the world hold the AACSB 

accreditation and the research the company produces has helped businesses, students and 

universities thrive.  

 

Figure 1.1. United States undergraduate fall enrollment by gender  

 

Note: Women enrolling at a higher rate than males beginning in 1998. 
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Figure 1.2. NCES data of degrees conferred by postsecondary institutions by gender 

 

Note: Women began to graduate at a higher rate beginning in the early 1980s. 
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minor variations, but did show an increased enrollment for female students reaching a high of 

46% in 2020. 

 

Figure 1.3: AACSB average percentage of female enrollment over the past 15 years 

 

Note: Trend line of female enrollment shows stagnation. 
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etc.). Universities use these lists of student names to market and recruit them to attend their 

institutions through admissions offices.   

Statement of the Problem 

Although national female enrollment and graduation trends are rising, there is a clear 

disconnect with the stagnation of undergraduate females studying business as a major. The story 

is further exacerbated by data that is emerging from a rural, land-grant, open-enrollment, flagship 

institution in the West. Montana State University (MSU) is nestled in Bozeman within the state 

of Montana. The institution was founded as a land-grant college with the help and aid of the 

Morrill Act in February of 1893.  

 The earliest known courses that were taught at MSU were in business. H.G. Phelps was 

the first professor who taught the business curriculum in the spring of 1893. At the time, he only 

had eight students total and instructed students in shorthand, typing, and bookkeeping (History of 

the MSU School of Business, 1982). Enrollment has come a long way from the eight students 

who began at MSU. Today, the Jake Jabs College of Business & Entrepreneurship has a student 

body make-up of 1,755 students (Montana State University Census, 2021). With the rising cost 

of higher education, decrease in confidence within American higher education (Brennan, 2023) 

and prediction of lower high school graduates in the state (NCES, 2022) understanding 

enrollment trends is important to MSU and Jabs College of Business. 

In 2018, Nathan Grawe introduced a more meaningful probability model to forecast 

enrollment trends in higher education for the next two decades. To predict the current and future 

demand for college, Grawe’s (2018) Higher Education Demand Index (HEDI) uses the 

probability of student attendance multiplied by the current number of 18-year-olds. Grawe 
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(2018) postulates that four-year institutions will see a heavy drop in enrollment numbers toward 

the middle of the 2020s due to the lowering of birth rates through 2010 with a predicted 10% loss 

in higher education enrollment. Knowing this information, it is imperative to continue refining 

the marketing strategies for recruiting students.  

While other universities are witnessing a decline in student matriculation, MSU has been 

riding a recruitment and enrollment wave with a continued healthy and robust student population 

for the past fifteen years (see Figure 1.4). In 2001 MSU invested resources with the company 

EAB (formally Education Advisory Board). Serving more than 2,500 schools, EAB is a 

multifaceted consulting company with one of their many goals to help universities create 

enrollment pipelines (About Us. EAB, 2024). The company used data analytics to help MSU 

make purposeful recruitment strategies to increase enrollment. The investment began to pay off 

with bumps in enrollment occurring at the beginning of 2005. The Office of Admissions at MSU 

employs five to six people to travel around the United States including yearly visits to every 

single Montana high school. Developing relationships and building the MSU brand was essential 

during the late 2000s (Ouert, M, personal communication, July 10, 2023). While other Montana 

universities and colleges focused on in-state students, MSU looked outward and slowly started to 

bring in out-of-state students. Out-of-state students help to subsidize in-state student tuition and 

an increase in out-of-state students was a welcomed strategy. In 2008 two significant events 

occurred to help boost the enrollment at MSU. First, MSU and the marketing arm of EAB 

pivoted and leveraged their focus to in-state Montana students (Ouert, M, personal 

communication, July 10, 2023). The roots of MSU are based on the land-grant mission and 

university leadership committed time and resources to “choosing promise.” Building the brand 
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and trust of the people of Montana was strengthened. The second enrollment boost came in the 

form of an economic recession. The year 2008 brought numerous layoffs around the United 

States and the recession brought people back to universities. By 2018, MSU saw a 26% increase 

in enrollment (see Figure 1.4). Knowing it was cheaper to retain a student than recruit one MSU 

split its focus on recruitment and began looking at strategies to retain freshmen to sophomore 

year and continued persistence toward graduation.  

By the mid-2010s investment in campus infrastructure was underway at MSU. 

Specifically, in 2011 Jake Jabs, a business entrepreneur and graduate of MSU, donated $25 

million to build a new business building on campus as well as fund scholarships for students. At 

the time, the donation was the largest amount to be donated within the Montana University 

System. The Jabs building was completed in the summer of 2015 and is a LEAD silver-certified 

building. The investment by Jake Jabs kicked off a domino effect of donations with Norm 

Asbjornson pledging $50 million to the College of Engineering in the spring of 2014 and 2021, 

MSU announced the College of Nursing was to be given the largest donation a college had ever 

received by Mark and Robyn Jones in the amount of $101 million. These donations are 

significant for so many reasons, but they also show the growth and wealth of opportunities others 

saw happening within the university. In 2016 and 2018, new state-of-the-art residence halls were 

built to add to the fleet of on-campus housing needed to accommodate the growing population of 

first-year students, and in the fall of 2018, MSU brought in the highest enrollment record to date 

with 16,902 students entering the fall semester. It was also during this time an increase in 

research expenditure dollars began to increase and for the fourth year in a row, MSU research 

expenditures hit $201 million in fiscal year 2022 (About us: Red, n.d.). Becoming the largest 
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research institution in Montana increases the MSU brand across the nation and the world and is 

currently ranked as “very high research activity” within the Carnegie Classification of 

Institutions. Lastly, MSU Bobcat athletics strengthened their program with winning streaks 

coming from football, basketball, track and field, and golf. Even a global pandemic could not 

keep MSU’s enrollment numbers down. When COVID-19 brought the United States to a 

standstill in March of 2020, MSU was able to accommodate a blended in-person/online 

classroom environment by Fall 2020, and by Fall 2021 MSU enrollment was at 16,843. A 

“golden era” emerged throughout Bozeman during the high-growth period. 

However, as much as an institution welcomes increased enrollment, it can also create 

growing pains within campus systems. Enrollment management across colleges and departments 

faced issues with the need to increase course caps, add sections of classes, and hire faculty (non-

tenure) to teach the courses. Student resources were also stretched thin across student and 

academic affairs. Professional academic advising caseloads vary across colleges, but within the 

Jabs College of Business in the fall of 2021, the student-to-professional academic advisor ratio 

rose to 600 to 1. Over a ten-year period, Counseling and Psychological Services increased the 

number of students they saw by 25% (B. Kasser, personal communication, August 23, 2023), as 

well as housing and residence life continuously started the fall semesters with overflow housing 

to accommodate record-breaking amounts of students. Exhaustion from a global pandemic, 

constant pivoting to create ways to accommodate the copious amounts of students, and low-

paying jobs created a perfect storm for staff members to look elsewhere for employment. In 

2015, MSU had difficulty hiring jobs within accounting and information technology jobs, which 

led to issues finding custodial, food workers, and administrative positions (L. Underkofler, 
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personal communication, August 24, 2023). The “Great Resignation,” a term coined in 2021 

after mass amounts of people quit or retired from their jobs, made it more problematic to hire 

personnel to offset the growing enrollment of MSU. Even with increased wages, vacant positions 

were difficult to fill. The disbursement of duties fell to those who still worked at the institution 

causing strain and customer care to be more transactional than holistic. 

 

Figure 1.4 . Increase in enrollment at Montana State University 

 

Note: Male and female enrollment numbers are trend upward 

 

 The Jabs College of Business has also benefitted from the enrollment wave; however, the 

college has seen a decline in first-year female enrollment compared to the overall MSU female 

enrollment. To fully understand the issue, the following data regarding Jabs College of 

Business’s male and female enrollment trends compared to MSU’s overall male and female 

enrollment trends from 2005 to 2021 are shown (see Figure 1.5). Much like MSU, Jabs College 

of Business has increased overall student numbers; however, the data does indicate female 



  11 

 

students in Jabs are not increasing at the same rate as MSU’s overall female population (see 

Figure 1.6).  

 

Figure 1.5. MSU versus Jabs College of Business Gender Enrollment Headcount 

                

Note: Jabs male enrollment is on the rise compared to MSU male enrollment and MSU female 

enrollment increasing. 

 

 

Figure 1.6. MSU and Jabs College of Business Gender Enrollment Ratio 

 

Note: Jabs female percentage has decreased since 2005. 

 

Not only is the Jabs College of Business seeing a decline in first-year females, but some 

data indicates a retention loss between the first and second year for female business students. 
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Although we see a higher average rate of retention for female business students in Figure 1.7 we 

start to see a decline in retention beginning in 2013. What is not yet understood within the data is 

why Jabs College of Business is losing female business students between the first and second 

years. This research paper will determine if there are factors that contribute to major switch or 

dropping out of school within the first and second year of school.  

 

Figure 1.7. First-year to second-year retention percentage 

 

Note: Table specifies retention first fall to second fall by gender ratio. 
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first year within the business major. Moreover, there appears to be a disconnect between MSU 

and national trends in female students pursuing a degree in business and being retained in 

business. In addition to understanding retention strategies, the information gathered can further 

provide a multilayered understanding and insight into undergraduate females’ choice of which 

major they ultimately pick and perhaps what MSU and Jabs College of Business are lacking in 

terms of the environment in which business majors thrive.   

Research Questions 

 To fulfill the purpose of this study, the following research questions have been designed 

to inspect what factors contribute to the likelihood a business student will persist with pursuing a 

degree in business past the first year of college. The questions will explore the traits and 

characteristics of retention.  

RQ 1.  What are the trends in retention among first-year MSU Jabs College of Business 

students between 2011 and 2021 and how do these vary by gender?  

RQ 2) Using the most recent and available data, what factors relate to retention among 

the 2021 cohort of undergraduate business students at Montana State University’s 

Jabs College of Business? 

a). What is the relationship, if any, between fixed factors, including 

gender, race, first-year residency, and first-generation student status and 

retention of first-year business students? 

b). What is the relationship, if any, between malleable factors, including a 

sense of belonging, student satisfaction (with courses, professors, 

resources, etc.), and retention of first-year business students? 
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Significance of the Study 

 The benefits of having balanced workplace gender diversity within a business cannot be 

understated; however, not acknowledging the multifaceted issue at play is ill-informed. Chrobot-

Mason & Aramovich (2013) suggest a positive domino effect occurs when equal treatment and 

equal access for male and female employees are combined to create identity freedom, which 

evolves into psychological empowerment for the employee. These two factors can create an 

environment for employees that allows them to be highly innovative and creates an 

organizational identity that leads to employee loyalty and longevity (Chrobot-Mason & 

Aramovich, 2013). Knowing the population that feeds the female pipeline to the boardroom is 

diminishing within the Jabs College of Business it is of interest to understand why. While young 

females in the United States continue to be socialized into their prospective gender-normed 

occupation efforts toward careers that are male-dominant, like business, should continue to be 

encouraged regardless of where the student is within their academic career. Vokić et al. (2019) 

postulated that highly educated women advance at a higher rate in male-dominated fields like 

business than women who have had fewer education opportunities.   

The significance of this study is to understand factors that contribute to the decrease in 

first-year female retention in the Jabs College of Business by studying data that indicates where 

the college loses the largest percentage of female business students between the first and second 

year. The findings of this research will increase knowledge of understanding what factors 

contribute to student retention and which factors do not. Additionally, through this research, the 

administration at Jabs College of Business can create action plans to increase retention efforts 
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during the first year a female business student is here to aid in their persistence to finish a degree 

in business.  

Theoretical Frameworks 

This study will utilize two theories to aid in the understanding of student retention in a 

business major. Looking at Vincent Tinto’s (2007) Interactionalist Theory of Student Departure 

will assist in the understanding of persistence through the lens of student experience and the 

focus on retention and attrition within a college campus (Burke, 2019; Karp et al., 2010). 

Examining through a student perspective is important in order to grapple with perceived system 

deficiencies. Numerous studies indicate student satisfaction has a positive impact regarding 

student retention and further helps students to persist at a university (DeShields et al., 2005; 

Schertzer & Schertzer, 2004; Elliott & Shin, 2002). To support further comprehension of student 

satisfaction within a major, Herzberg’s model of motivation-hygiene factor theory (job 

satisfaction/motivation) will provide a conceptual assessment of student satisfaction with 

intrinsic and extrinsic factors within their college experience (Alshmemri et al., 2017).  

Vincent Tinto is one of the leading experts in student retention within higher education 

and believes a student is more likely to persist in an academic system if the student can find a 

community to belong to (Tinto, 2006). Before Tinto’s model became mainstream, much of the 

theory behind “student dropout” assumed the cause for dropping out to be a student issue: the 

student can’t stay because…not enough money, doesn’t have the right educational background, 

etc. Tinto views the issue of retention through the lens of what university actions or inactions are 

affecting the retention rate of their students. Instead of blaming the student, what is the university 

neglecting to aid the student in persisting (Tinto, 2023). Better understanding place-oriented 
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system deficiencies unique to each level of a university is crucial to knowing if retention 

numbers are to increase.  

The model Tinto created begins with a baseline assumption that students entering a 

university environment have a prior set of characteristics and community through which they 

understand and view the world. From there students can venture through three stages to reach 

integration into their university. The first stage is separation in which Tinto postulates at some 

level, students will begin to distance themselves from familiar norms such as high school friends, 

family, and past communities. The second stage, transition, is described as the “in between” in 

which students have made the separation of old norms but have not yet built new familiar norms. 

And, the last stage, incorporation, allows the student to formulate new communal norms and 

adapt to the new environment with ease. Students who can navigate through the three stages of 

separation, transition, and incorporation are more likely to find community with the university, 

and in turn, the student becomes committed to the institution, which conveys a willingness to 

persist. Tinto’s model is designed to explore reasons why students leave an institution; however, 

this study aims to understand why female students in business switch majors rather than leaving 

the institution. Therefore, the model will look at departure as switching majors. 
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Model 1.1. Tinto’s 1993 model of student integration, which leads to persistence.  

 

Note. Regarding persistence, as a student ventures through academic and social experiences, they 

simultaneously go through three stages of integration. 

 

 

To further understand the lens through which this study will be conducted, Herzberg’s 

model will explore job satisfaction and dissatisfaction occurring on two different spectrums: 

motivational (satisfaction) and hygiene (dissatisfaction) factors (Smerek & Peterson, 2007).    

Motivational factors are categorized as intrinsic ‘factors’ that align with a worker's personal 

growth, including the ability for advancement, the work itself, growth, responsibility, 

recognition, and achievement (DeShields, et al., 2005). Hygiene factors, which are thought to 

decrease job satisfaction, are more extrinsic and focus on themes like work relationships, salary, 

policies within the company, supervision, and working conditions (DeSheilds, et al., 2005). This 

study will look at what motivational factors, if any, assist female business majors decide to 

switch out of the business major and into another major within MSU. 

Utilizing Herzberg’s theory in this study, the motivational factors have been translated 

into intrinsic and extrinsic factors that could relate to being retained within a business major. 

Advancement equals the ability to progress through the major. The work translates to the 
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enjoyment of learning the actual subjects within a business major. Possibility explains a student’s 

ability to grow through student development. Recognition means a student earning a business 

scholarship or academic award and achievement is the ability to pass the business courses. 

Looking at the hygiene factors that relate to a female student leaving the business major, 

interpersonal relationships with faculty, staff, and other students contribute to a student leaving 

the major. The salary translates to how much college costs and the associated extra costs the 

business school charges students. Company policies and administration would relate to the Jabs 

College of Business admission policy that holds three sets of standards a student must pass 

before being allowed to enroll in upper division classes; one of the standards being a cumulative 

2.50 grade point average. Supervision would convey a student’s experience living in the 

residence halls and the supervision that occurs within the living environment and working 

conditions translates to the setting in which students physically learn: academic buildings. 

 

Model 1.2. Motivator and Hygiene Factors as It Relates To Business Majors Based on 

Herzberg’s Motivation-Hygiene Factor Theory.  

 

 

 

 

 

 

 

 

Note. Model based on Herzberg’s motivation-hygiene factor theory/job satisfaction/motivation. 
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Using Tinto’s (1993) and Herzberg’s Two-Factor Theories together to create the 

conceptual framework for this study would begin with the acknowledgment that students enter 

college with set characteristics that were formed through their own lived experiences. From 

there, students moving through the three stages of integration during their first year, while 

simultaneously experiencing motivators and hygiene factors will ultimately help a student 

determine if they will be retained within the business major or decide to switch majors.   

 

Model 1.3. Blending of Tinto and Herzberg theory to understand student persistence  

 

Note. Students enter a collegiate atmosphere with their own set of characteristics. 

Operational Definitions 

Certificates: There are numerous types of certificate programs offered within the 

Montana University system, but within the Jabs College of Business two certificate programs 

exist. The certificate programs are offered to currently enrolled students to earn in conjunction 

with a bachelor’s degree (Specialty certificates. Montana State University: Mountains and 

Minds. (n.d.). 
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Bachelor’s degree: The Montana University System defines a bachelor’s degree as an awarded 

credential that requires earning 120 credits worth of coursework. The coursework is made up of a 

general education core curriculum and major-specific classes (MBRHE, 2019).  

Options: An option, as it relates to higher education, is a concentration that allows a 

student to focus on a specific area of study within the major. The Jabs College of Business offers 

one undergraduate degree: Bachelor of Science in Business. Students are then able to pick a 

focus area (accounting, finance, marketing, or management) to further study within upper-level 

courses.  

Minors: The Montana Board of Regents of Higher Education’s Policy and Procedures 

Manual describes a minor as having 18–30 credits that enhance a student’s primary major. The 

minor can be in a related or professional area of interest (MBRHE, 2019). 

Continuing Generation: College student who has parents or other family members who 

have attended college or a university before them. Students who identify as continuing-

generation students may benefit from understanding campus cultural norms over those students 

who identify as first-generation. 

Persistence: The National Student Clearinghouse Research Center measures and defines 

persistence as any student who returns to any college or university for their second year of 

school. However, as it relates to higher education within Montana State University and this 

study, persistence focuses on students returning after their first year and completing their degree 

at MSU.  

Retention: MSU uses the same operational definitions on retention as the Persistence & 

Retention report from the National Student Clearinghouse Research Center (2023) and the 
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National Center for Education Statistics (2022), which measures the percentage rate of first-year 

undergraduate students who return to the same college or university the following fall. As it 

relates to this research study retention will be defined if a student returns to the Jabs College of 

Business after the first year as a business major. 

Sense of Belonging: Vincent Tinto (2017) and Hoffman et al. (2002) described university 

settings as having microsystems across campus. The hope is students integrate themselves into 

these systems, thus creating a “sense of belonging.” Within the theory, the more a student 

integrates themselves into said microsystems, the greater the commitment is to the university, 

thus being retained and persisting to graduation. This research study will use Tinto’s framing of 

“sense of belonging” when described. 

Student Satisfaction Survey: The Student Satisfaction survey was created within the Jake 

Jabs College of Business & Entrepreneurship as a way of understanding the varying levels of 

overall satisfaction students felt within their business experience. The survey grew to be a way to 

measure a “sense of belonging,” and within this study, hoped to shed light on why first-year 

female students are not being retained to the second year. 

Workforce: It is significant to note that women have been working alongside men since 

the beginning of time, but societal norms define what it meant to be counted as a woman in the 

workforce for centuries. Thus, it is important to recognize how the term “workforce” has been 

identified over time and what it meant to be included in historically documented numbers. 

Sumner (1910) described women’s work as being categorized into two domains; conventional 

work, in which women were paid for their labor, and domestic work, in which women were 

unpaid and worked for their families to make their households function. Sumner (1910) goes on 
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to depict the work women provided was equally important to their families and tribal 

communities. This paper acknowledges women’s contributions to the workforce as paid and 

unpaid labor; however, the scope of the paper will describe women in the workforce as defined 

within the parameters of work that is done for a wage.   

Delimitations 

First-year students within Montana State University: First-year female business students 

within Jabs were picked to study over first-year MSU students because of the rate of decline and 

that the trend is not similar to MSU, AACSB, or nationally. 

Women: This research paper acknowledges the generalization of the term “women” 

within the writing. The paper further acknowledges most of the historical information detailed in 

Chapter 2 only gives insight into the experiences of white women throughout the decades. This 

review does not delve deeply into the understanding of women of color and women who came 

from socioeconomic backgrounds that were different from women who came from money. 

Recruitment Efforts within the Jabs Business College for First-year female students: 

Understanding why first-year female business students are not choosing to enroll in the Jabs 

College of Business is important, however, the scope of this study would not have been able to 

gather reasonable data and analyze it to fully understand why students are choosing not to pick a 

business major and not picking Jabs College of Business. Therefore, understanding the lens 

through which first-year female Business students experience the major was a better use of time 

and resources. 
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Limitations 

 As with most research studies, the design of this study is subject to limitations. Due to the 

nature of the specific problem, the research study was only conducted at one college within one 

university. Results will help the Jabs College of Business at MSU but may not translate to other 

schools of business across the nation. Also, the period in which data is being collected is limited 

to the fall semester because most first-year female students enroll during the fall semester. 

However, this does leave out the small percentage of students who begin their college career in a 

spring semester. Further studies can be added to include the incoming first-year business students 

from the spring semester to see if the results are similar.  

While sample surveys are a cost-effective way of gathering data the researcher is trying 

to understand, there can be confines to the usage. Douglas Heath, William Perry, and Arthur 

Chickering’s theories became the foundation for understanding student development in higher 

education (Evans, et al., 2009). Knowing students go through a myriad of different stages of 

development creates a limitation for how the data will be gathered. The instrument this study will 

use to gather data is a descriptive survey. Descriptive surveys are simplistic in nature and allow 

the researcher to gather information that reveals the relationships between behaviors and 

attitudes of the population being studied (Coughlan, et al., 2009). However, as much as the 

survey provides information, it is only an instant in time regarding how the subject felt at the 

time of taking the survey and may not expose attitudes due to the subject not being able to 

process their true feelings on the topics being asked (Gerrish & Lacey, 2010). Ways to combat 

this limitation include future research in which a longitude study could be conducted to 

understand patterns and behaviors of why a student chose to study undergraduate business at the 
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time of arriving on campus and why they chose their major after flowing through stages of 

student development.  

Lastly, response bias can be a limitation that occurs within this project due to being 

sampled within a class. Students may feel the pressure to respond to the survey due to where the 

survey gathering (classroom) is taking place. To counter this, transparency and clear 

communication are essential for the researcher to provide to the subjects who take the survey. 

Explaining to students they are free to the Jabs College of Business’s first-year female business 

student sample size compared to the general population of first-year female business students is 

small in nature. However, the purpose of the study entails understanding why Jabs College of 

Business’s first-year female business students are declining and not the general population, as the 

phenomenon is specific to MSU’s Jabs College of Business.  

Chapter Summary 

 The value of having workplace gender diversity is clear; however, conventional wisdom 

pushes back on the decade’s worth of social norms that have created an environment that was 

never built with equitable gender workplaces in mind. Continued studies showcase the value a 

woman brings to a company and persistent research around the efforts to encourage women to 

persevere within undergraduate business education is imperative to feeding the pipeline from 

classroom to boardroom. As the Jabs College of Business continues to evolve, it is vital to 

understand the student experience (male and female) is studied to provide factual data to make 

an improved student experience that leads to persistence to graduation.  

  



  25 

 

CHAPTER TWO  

LITERATURE REVIEW 

Introduction 

The contributions of women in the United States workforce are vast and current research 

indicates having workplace gender diversity (WGD) within businesses aids in justice-based 

advancements, higher return on sales, increased company retention, return on invested capital, 

brand boosting, better ideation, and a company’s fiscal bottom line (Aguilar, et al., 2023; Fine, et 

al., 2020; Frank, 2019.; McKinsey, 2021). Schools of undergraduate business continue to feed 

the pipeline for men and women to join the business arena, but what happens when there is a 

gender imbalance at the undergraduate level? Examining the origin of what feeds the gender 

pipeline all the way to the corporate boardroom can help deconstruct the understanding of the 

decline in retaining female undergraduate students in the Jabs College of Business at MSU. The 

literature surrounding these topics can be expansive. For that reason, this literature review will 

focus on the historical past of women in the workforce and businesses. It will also focus on the 

evolution of women in higher education and highlight when undergraduate schools of business 

began to accept females into their programs. It will then lay out the significance of how 

universities and colleges have invested in retention efforts for students within their majors and 

what practices are being implemented to retain females in undergraduate schools of business. 

 

Historical Significance of Women in the Workforce 

Within his comparative analysis, Crenshaw (1995) argues much of modern corporate 

policies are haunted by the historical inequality of women in the workforce. Therefore, historical 
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insight into which men and women evolved within the workforce is important to study. For much 

of the Victorian age women’s occupation very much dominated daily household work and 

yielded the power within the arena of moralistic and religious piety (Gordon, 1990). During this 

period there were protective laws in place that only allowed women to work within a small scope 

of occupations and during certain times of the day. For those women working for a living wage 

outside of the home, dressmaking, boarding housekeepers, and servant work were the 

traditionally held occupations (Webb, 2009).  However, as the nation entered the 20th century, 

new opportunities for women to work outside of the home emerged. As the industrial age and 

commodities became more abundant, so did factories. Factories were primarily constructed in 

urban areas which brought rural unmarried women to the cities to find work (Webb, 2009). 

Inventions for household work also helped create more time for women and further medical 

advancements, such as contraceptives, meant family planning could be more controlled and 

arranged. This allowed women to enter a broader set of occupations, including more mainstream 

administrative jobs such as stenographers, typists, accountants, and bookkeepers (Fisk, 2003). 

This era also witnessed women organizing themselves to create safe working conditions and 

better pay, such as the National Women’s Trade Union League, formed in 1903, and the United 

States Department of Labor created the Women’s Bureau in 1920 (Sweet, 2021). 

War Time 

The United States has traditionally seen a temporary shift in women leaving the home to 

work during times of war and economic strife (Webb, 2009). During the Civil War, numerous 

women in the North and South spent their time working in factories, farming for food, nursing, 

or reporting on the war as journalists (DePauw, 1994, Harper, 2004). The labor shortage during 
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World War I helped to fold more women into the workforce due to men serving in the war 

efforts and ignited the launch of labor movements for women (Greenwald, 1990). World War I 

was the first war of its kind that united efforts on the “home front” and allowed women to step 

into roles conventionally held by men. Post–World War I an awakening occurred for women and 

societal norms began to shift and gained momentum until the Great Depression created a dip in 

employment for women (Webb, 2009). As World War II began in the 1940s the “Rosie’s” 

entered the limelight. In a 1942 presidential speech, Franklin D. Roosevelt spoke of how 

impressed he was with the number of women he had already seen working in the factory line 

during an inspection of war factories and went on to state the need to put prejudices aside to hire 

women to get the job done for the war effort (Roosevelt, 1942). The media marketed the fictional 

“Rosie the Riveter” as showing women had a patriotic duty to help step into the place of their 

husbands. After the war, women were quickly laid off to make room for men to return to their 

jobs even though many women expressed interest in staying on with their professions post war 

(Lewis & Neville; 1995, Webb, 2009). 

1950s–1960s 

 Throughout the 1950s, women were placed back into their traditional role as caretakers of 

the home. Webb (2009) goes on to explain much of the media also played into creating what the 

perfect woman and family should look like. Working outside of the home for married women 

was put on hold, but women continued to push the social norms, and by the 1960s, the United 

States seemed to be going through another crisis of identity of what gender roles should be. Just 

as the TV shows of the 1950s portrayed women in their conventional title role as running the 
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household, the 1960s and 1970s brought TV shows that shed light on how a woman could be 

successful in independent roles outside of the home.   

 As does many things, what was happening around the world impacted how women 

advanced in the workplace in the United States. Civil Rights, the Vietnam War, and equal pay 

were just a few examples of the radical changes that were occurring during the 1960s for women. 

This decade helped liberate women from not only being homebound, but the realization that 

husbands and children didn’t need to be at the center of the universe for all women. Three 

significant historical events came to pass that helped give women protection and aided in 

opening more doors to work. The first was The Equal Pay Act of 1963, which stated companies 

had to pay men and women the same wages for the same work.  An act from which women have 

still not fully benefited from, with the 2022 Payscale reporting the “uncontrolled” gender pay 

gap where women make $0.82 for every $1 a man makes (Payscale, 2022). On the heels of this 

Act, the Civil Rights law was put into place in 1964 that detailed people could not discriminate 

against a person due to their sex, race, religion, or national origin (NARA, n.d.).  Finally, in 1966 

the National Organization for Women (NOW) was founded by a group of women who wanted to 

help end sex discrimination and has been a leader throughout decades in women’s rights 

(History: National Organization for Women, n.d.). 

Entering the 1970s 

 Enter in the 1970s, and Toossi (2002) describes this decade as having the largest 

percentage of growth with 20% of women ages 25–34 entering into the labor force. This era also 

brought continued social reform for women and researchers began to see a noticeable change 

within society that favored a more liberal and feminist attitude. Eisenstein (2005) noted the rise 
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of feminism contributed to women believing they should have the same rights and privileges as 

men. Twenge (1997) noted numerous sociology studies in the 1970s spoke to how women 

viewed their future which included a dual lifestyle of being a full-time worker and a mother. 

Toossi (2002) went on to note women married later in life and postponed childbirth to stay in 

school longer and pursue careers. New laws that were implemented during this decade helped 

those attitudes become a reality. The practice of employers being able to not hire women if they 

had pre-school-aged children was outlawed in 1971 because it violated the Civil Rights Act of 

1964 (Phillips v. Martin Marietta Corp, n.d.). In 1972, Congress helped to expand the equal pay 

policy by increasing the protection of individuals working in fields that receive federal funding, 

such as public employees and those who worked in education (Fifty Years After The Equal Pay 

Act, 2013). Congress also passed the Pregnancy Discrimination Act of 1978 that prohibited 

discrimination based on pregnancy, childbirth, or any other related condition (Sweet, 2021). As 

much as these advancements can be considered “wins” for women, it also reveals society built a 

system that never intended women to be equals and the continued struggle for equity was gaining 

momentum during this decade.  

 Toward the end of the 1970s, the United States began to feel the pinch of an economic 

recession. The recession was due to many factors including an energy oil crisis in the Middle 

East, which contributed to rising inflation in the United States (Van Ours, 2015). As the 1980s 

ushered in, unemployment was at an all-time high and dangled around 11% with the automotive, 

construction, and manufacturing jobs being hit the hardest (Sablik, 2013). Van Ours (2015) 

provided a narrative that discussed who benefited from this time and found that women increased 

their employment during the recession and were more likely to keep their jobs due to the 
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occupations women held. Technological computer advancements started to make their way into 

many companies and several businesses reaped the benefits of IBM and Apple machines making 

work faster and more efficient. Women in the workforce had risen 20% since the 1950s and 

continued the upward trend through the decade (BLS, 2022).  

 

Figure 2.1. United States Labor Force Participation by Gender from 1970-2007 

 

Note: Female trend line begins to level off in the mid 1990  

1980s–1990s 

It was in the1980s that history witnessed numerous laws being passed to further protect 

women and their rights. The Supreme Court ruled sexual harassment illegal within the workplace 

and in 1988 Congress passed the Women’s Business Ownership Act, which allowed women to 

obtain a business bank loan without a male co-signer (Applen & Kleiner, 2001). Implications of 

this law helped women entrepreneurs access funding they may not otherwise have found. To 

further showcase the progression for women, the United States Bureau of Labor Statistics 

reported the wage-gap disparity finally began to decline between men and women and for both 

black and white workers (Sorense, 1991).  



  31 

 

The 1990s brought to age the second generation of feminists. These women delayed 

marriage even further into their 20s and were free to pursue arenas that were closed to their 

mothers a few decades before. With more opportunities to further their education, women 

advanced in degrees and careers, which brought more income to their families. By 1995, the 

Family and Medical Leave Act granted eligible workers up to twelve weeks of unpaid time off 

each year for pregnancy, newborn care, adoption, foster care, and other caretaking duties 

(FMLA, n.d.). This was an enormous win for women who continued to play the primary role of 

caretaker within families. The Gender Equity in Education Act passed in 1994 created training 

programs for teachers to educate about gender equity in math and science, dropout prevention for 

pregnant and parenting teens, sexual harassment and abuse, and child abuse education and 

prevention (Congress, 2013). However, even with these progressive Acts passing, the invisible 

“glass ceiling” remained a barrier for many women during this decade. Balancing children and 

work, hostile work environments, and lack of organizational understanding continued to put 

women at a disadvantage when it came to progression to being promoted to the top CEO 

positions (Morrison, 1992; Bass & Avolio, 1992). 

2000s and Beyond 

The 2000s brought the Council on Women and Girls which is a governmental agency that 

promotes gender equality and elimination of pay disparities (About HUD, 2022). Strong, savvy, 

and independent women grace the television screens to mimic what society is starting to accept 

with female roles (Webb, 2009). By 2010, women held 57 % of the labor market (BLS, 2021). 

Even though the labor market showed progressive strength of women in the workforce, the top 

workforce roles were still almost all held by men. Female representation severely lacked at the 
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top with male CEOs (chief executive officers). Female CEOs in the S&P 500 sat less than 1% in 

2000 and rose to 1% in 2010 (Young, 2022). While becoming a CEO might not be the goal of all 

females who enter the workforce, studies show having female CEOs aids in multiple benefits for 

other females within the workforce. The use of harmful female stereotypes within a business can 

be hidden as well as show the implicit bias that is held that feed stereotypes companies are often 

trying to alleviate. Billions of dollars are spent annually on diversity training to help change the 

biased stereotypes of women in the workforce, but Lawson, et al.’s (2022) study suggests that 

just having a female as the CEO can mitigate stereotypical language used to describe women 

which cascades into a different work culture. Macabasco et al. (2022) and Appelbaum et al., 

(2003) illustrate how male and female CEOs differ in their leadership style with females 

practicing a more transformational style of leadership, while males practice transactional styles 

of leadership. He goes on to state studies have shown transformational styles of leadership lead 

to higher rates of overall company performance. Buckalew et al. (2012) depict a changing 

business world and an intergenerational workforce, with transformational leadership as the 

preferred style for employees if companies are truly looking to outperform others. There are 

numerous empirical research studies (Elting, 2023.; Fitzsimmons, 2014.; Macabasco et al., 2022) 

that showcase why women are not balancing out the CEO numbers, and bringing equality to the 

very top of companies will only strengthen the overall outcome. 

Where the historical past of women in the workforce seems like an unending disparity, 

there is continued hope and perseverance. At the beginning of 2023, Eltin’s (2023) Forbes article 

showed movement in the female CEO leadership route with female CEOs moving from 8% to 
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10% in S&P’s Fortune 500 companies. While this seems like a meager 2% movement, it shows 

the business world is starting to listen and see the benefits female-led companies can provide.  

Historical Significance of Women in Higher Education 

Goodchild et al. (1977) detail the history of higher education throughout the known world 

and describe higher education being formulated as early as 500 B.C. For this literature review, 

we will focus on the United State’ history of higher education and how women were sewn into 

the higher education historical fabric. Over the centuries men and women have been socialized 

into certain characteristics and occupations. Moving through United States historical periods, 

researchers and historians have shown women in business and education have been linked and 

have strong connections and parallels toward the historical story of women joining the 

workforce. Wharton School of Business may have opened its doors in 1880, but it didn’t allow 

women to enter their undergraduate program until seventy years later, and one might believe the 

1950s is the decade where business education began, but they would be mistaken. 

Expansion and Reform Era 

Founded in 1636, Harvard College was the first university to be chartered in the United 

States (Thelin, 2019). One hundred and sixty-seven years later Wesleyan opened its doors as the 

first women’s college in 1836 in Macon, Georgia. Historians describe the time between the 

opening of Harvard and Wesleyan as a time when women were not conventionally invited to be 

educated the way their male counterparts were. Higher education was not needed for women to 

inherit the traditional roles of wife and mother. However, there were instances in which women 

were able to join smaller academic sects that focused primarily on literacy, ethics, and domestic 

education (Madigan, 2009; Sexton, 1976). Seminary or secondary schools for women were the 
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predecessors of coeducation and all women’s colleges and often the only route in which women 

could further their education.   

Educational activists like Catherine Beecher helped create some of the first seminary 

schools starting in 1823. Although these institutions helped pave the way for the future of 

women and were able to offer women larger liberal educations, they lacked the higher status of 

instruction that was needed. The curriculum was chaotic, and Beecher claimed that seminary 

education would never be able to compare or organize the way colleges and universities did due 

to the lack of financial security in the form of endowments (Woody, 1929). Beecher further 

argued that endowed institutions offered elite education and were able to attract top professors to 

conduct research and instruction within the classroom (Woody, 1929). By comparison, seminary 

and secondary schools were not able to compete with that type of structure. Many women were 

frustrated with their inability to pursue and have the same access to education as men.    

Beecher would not have to wait a lifetime to see endowed schools dedicated to women 

emerge. Wesleyan may have been the first all-women’s college in 1836, but history has shown 

there were many different categories of women’s colleges. Harwarth et al., (1997) outlined three 

types of women’s colleges that assisted in the path for women to enter higher education: private, 

Catholic, and public colleges.  The Seven Sisters term was used to describe seven private 

women’s colleges. Founded between the years 1836 and 1875, Radcliffe, Mount Holyoke, 

Vassar, Bryn Mawr, Smith, Wellesley, and Barnard were compared to the men’s Ivy League 

colleges in the New England area (Harwarth, et al., 1997). The three most notable features of 

these privately held colleges included their ability to create curriculum and admission standards 

that closely mirrored the rigor of men’s college requirements, financial support in the form of 
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endowments, and being able to attract and retain all-female faculty and administration (Woody, 

1929; Harwarth et al.,1997). Horowitz (1984) described how each of the seven private colleges 

created their own pathways, but what makes the Seven Sisters historically significant was they 

laid the groundwork and infrastructure for other all women’s colleges that soon followed.  

However, as significant as these colleges were, they were in and of itself discriminating against 

women of color and women from other religious backgrounds. Perkins (1998) outlines the 

Seven-Sisters Colleges as being primarily for White Anglo-Saxon Protestant women and 

revealed women did make advancements for themselves, but within their own gender and lived 

caste system.    

The Catholic church was slower to establish all women’s colleges as their belief system 

noted that higher education could cause women physical harm to their bodies, and by teaching, 

women past a certain grade level would threaten the domestic fabric of homelife (Harwarth et al., 

1997). Yet, as the number of Catholic women entering coeducational institutions and Protestant 

establishments increased, the Catholic church realized there was a need for Catholic women to 

be educated and aligned with Catholic teachings (Oates, 2021). The church also began to see a 

need for higher education within their own ranks. Nuns made persuasive opinions on the 

necessity for higher education wanting to ensure proper Catholic ideology was being taught 

alongside other curricula, and the church began opening its own women’s colleges (Harwarth, et 

al., 1997). Mother Theophilia Bauer and Directress Meletia Foley were pioneers who established 

the College of Notre Dame of Maryland in 1895 as the first Catholic Women’s College (Oates, 

2021). Their work came with numerous hurdles from raising the funds for operating costs to the 

development of a proper curriculum, the creation of academic polices, and above all else, social 
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regulations. These innovators prevailed in their goal of laying the groundwork and establishing a 

place where women could be educated with a religious foundation. 

 Lastly, we look at the evolution of all women public institutions and the impact they have 

on women in higher education. Much of history focuses on the all-female private schools, but 

public institutions began to make headway during the turn of the 19th century. The first public 

all-female college was the Industrial Institute and College in Columbus, Mississippi (now called 

Mississippi University for Women). Educational activist Sallie Reneau worked tirelessly to 

persuade the Mississippi state legislator to support a public all women’s college and helped pave 

the groundwork for the Industrial Institute and College to open their doors. Sadly, Sallie Reneau 

passed away in 1878, but by March of 1884 her dreams became reality, and the Industrial 

Institute and College opened their doors for the first time (Harwarth, et al., 1997). Olivia 

Valentine Hastings and Annie Coleman Peyton pushed through a creative mixed curriculum 

agenda for the institution that included liberal arts and professional/vocational education for 

women. This advanced fusion of curriculum helped the market to the taxpayers of Mississippi 

that this all women’s college was worth the investment.   

Coeducation was an impetus for women entering higher education. Bradford College was 

founded in 1803 and was one of the initial coeducational establishments in the United States that 

turned into a two-year women’s college (Levine, 2011). Hollins University (allowing women in 

1842), Hillsdale (allowing women in 1855), Antioch (allowing women in 1850), and Oberlin 

(allowing women in 1837) were one of the first to open their doors to provide coeducational 

opportunities. Oberlin’s educational programs didn’t allow women the right to study the same 

coursework as men and research indicates some of the motivations to allow women into schools 
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like Oberlin weren’t for the benefit of women, but rather to help train and expose men to what it 

was like to interact with women (Harwarth, et al., 1997). 

Horace Mann, an educational activist and first secretary of the Board of Education for 

Massachusetts, held the position of college President at Antioch College in Yellow Springs, Ohio 

in 1853. He is remembered for numerous reasons, but one of the biggest was his championing of 

women being educated alongside men. He strongly believed women were being underutilized in 

society because of their lack of education. Straker (1963) detailed a letter to an Antioch board 

member from Mann explaining his rationale for wanting to be the college President and wrote: 

The two great ideas that woo me towards your place are: First, that of redressing 

the long-inflicted wrongs of woman by giving her equal advantages of education. I 

do not mean to say in all respects an identical education but equal advantages of 

education with men. Second, the idea of maintaining a non-sectarian college (p. 

257). 

 Mann was one of the pioneers of coeducation and tried to resolve how to educate men 

and women on an equal playing field. However, Antioch was going to be different, and Mann 

helped ensure women could register for the same classes as their male colleagues. Along the 

way, Mann’s coeducation reform did come with bumps and drama. Rury and Harper (1986) 

describe Mann’s concern about a woman’s moral purity and became increasingly worried about 

the interaction between men and women outside of the classroom. What appeared to be reform 

and freedom at the inception of Antioch’s coeducation for women, turned into countless rules 

and regulations for women outside of the classroom. As Mann coined it, the “great experiment” 

had unintended consequences that did not benefit women. Yet, coeducation brought the 

conversation of equality toward the forefront within society and created a foundation for the 

suffrage movement and women’s rights.    
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Civil War & Reconstruction Era 

 During the Civil War, many traditional male roles were handled by women, and post–

Civil War was a time when many women lost their husbands and the necessity to provide for 

themselves and family was high. Universities also felt the pain of having fewer men to educate 

and to keep university doors financially open women were able to gain access to universities. 

Although higher education saw an influx of women attending universities post-war, there was 

still a negative stigma attached. Professors like Dr. Edward Clarke made wild claims that too 

much studying had physical consequences on the female anatomy. Yet, women and their families 

continued to pave the way for their own destinies. Parents witnessed what post-war women had 

to endure and wanted to ensure their daughters were going to be able to earn a living and that 

assurance came in the form of education. Women’s organizations and parents persuaded 

universities to view educating women as a necessity by using the need to be educated within 

domestic roles to enhance the reasons to be allowed to study at universities; in order to run a 

successful household, one must be educated (Gordon, 1990). 

It was also during this time that public colleges began appearing on the scene. Most 

notably, the United States government passed the Morrill Act in 1862. The act provided plots of 

land to states to be sold and the profits to be used as endowments to erect colleges of 

agricultural, military, and mechanical degrees (Thelin, 2019). Although the outcome of the 

Morrill Act created over 10 land-grant institutions to date, Thelin (2019) and Key (1996) suggest 

much of the intentions of the Morrill Act came from more ominous objectives. The political 

landscape of the time was hostile with the Civil War taking place and President Lincoln had 

numerous issues on his agenda. The Morrill Act helped take care of multifaceted issues, namely 

raising money for the war and Manifest Destiny.  



  39 

 

The Morrill Act is named after Justin Morrill, an expert in land policy, who felt strongly 

that Western land must be utilized and developed (Thelin, 2019). Linking the expansion to 

higher education seemed an appropriate avenue to pursue, especially connecting education to 

agriculture, military, and mechanics. The land was sold, creating more lines of credit for the 

government to borrow against to help subsidize the war, and the issue of developing land was 

underway. The Morrill Act brought education to the sons and daughters of the West and ensured 

access to education to further promote and support the economic growth of the United States 

while simultaneously stealing land from Native communities. The historical intentions 

surrounding the Morrill Act will be debated, but there was a pocket of people who did benefit 

from this historic act. Sorber (2018) portrays women in coeducation as the final cornerstone of 

land-grant standardization. Despite societal forces, intolerance by males, unequal allocation of 

resources, and gender segregation, women forged ahead to make land-grant colleges places 

where women could study and earn advanced degrees (Sorber, 2018).  

Before the Morrill Act, higher education continued to be saturated in patriarchal customs, 

and while there were single-sex colleges like the Seven Sisters, there were issues that stemmed 

from all women’s colleges including the cost, curriculum, and physical access to colleges. Radke 

(2002) clarified that women’s access to land-grant colleges was not protested and upon entry, 

there was much success and fulfillment for women who participated in a myriad of different 

clubs and organizations on campus. It is not to say women did not have a difficult time 

integrating into these land-grant institutions and women were still expected to stay within the 

realm of maternal, marital, and domestic roles (Radke, 2002). Also, the movement toward 

coeducation was forged in circumstances like the need to raise enrollment rates to keep college 
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doors open, especially during wartime and the depression (Nash, 2018). Women had to push to 

be allowed to study certain subjects that were more appropriate to their male counterparts. 

Courses like home economics evolved out of women’s interest and desire to understand the 

scientific method, but only allowed to do so within a certain curriculum designated for women 

(Sorber, 2018). It may have not been Justin Morrill’s intent to help women advance in education, 

but it did unintentionally allow access for women to further their need for education. 

Industrial Era & Schools of Business Education 

During the 1850s there were small pockets of commercial courses offered to men 

interested in bookkeeping and business correspondence, but Thelin (2019) described little 

interest from colleges and universities to create a curriculum around business education. It was 

not until Joseph Wharton, a leading businessman in mining and manufacturing, partnered with 

the University of Pennsylvania to establish the first school of business in 1880 (Wharton, 2019). 

Wharton had a vision to create a school in which future business leaders could earn a 

comprehensive liberal education in commerce and finance (Zucker, 2000.; Thelin, 2019). From 

1880 to the First World War, numerous other schools of business opened their doors to educate 

males, including Dartmouth, Marquette, and Harvard. Harvard Business School, founded in 

1908, was one of the first schools to create an educational track in executive programming 

(Zucker, 2000). In 1916, the American Association of Collegiate Schools of Business (AACSB) 

was founded by seventeen colleges and universities as the first accrediting organization for 

schools of business (AACSB, n.d.).  AACSB continues to be the gold standard accreditation 

within schools of business worldwide and is the intermediary between business education and 

business.   
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Röbken (2004) suggests that the business curriculum did not have a solid basis in the 

very beginning. Thelin (2019) described Wharton’s School of Business curriculum as wavering 

between liberal and professional education. Many believed the beginning of the business core 

curriculum was flawed due to the lack of foundational scientific research that had not occurred 

before courses were created and offered. O’Connor (2011) pushes back against this criticism and 

describes the early beginning of business education as a time when professional practice within 

industries and academic research evolved together. This decades-long debate regarding the value 

of professional and liberal education continues today. It was also during this era that schools of 

business developed masters’ programs, most notably the master’s in business administration or 

MBA. The first school to offer the MBA program was Harvard University Graduate School in 

1908 (Zucker, 2000). Women were not invited to join in this advanced degree, and the school 

required male students to have a four-year bachelor’s degree prior to being accepted to the MBA 

program. Many business schools quickly followed this model, including the Massachusetts 

Institute of Technology and the University of Chicago. 

Progressive and World War II 

History witnessed an overall upward trend in higher education for students, but a fallout 

regarding support for women on college campuses was beginning. Separate coeducational 

campuses gave women an opportunity to formulate their own communities that provided 

leadership, mentorship, and areas to discuss career prospects (Gordon, 1990). Women entering 

coeducational campuses rose steadily throughout the 1910s but Gordon (1990) described 

campuses still being male governed and continued barriers were part of this time. With the 

number of women pursuing higher education rising, male administrators began to feel 
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threatened. By 1920, women were making up almost 50% of the undergraduate population, and 

90% of those women attended coeducational universities (Gordon, 1990). These numbers did not 

sit well with current male administrators and faculty. The threat to a changing campus landscape 

was so great that G. Stanley Hall, a professor at Clark University, published an article that stated 

educating women has glorified spinsterhood and that society should be helping to save these 

women from such a horrific future (Palmieri, 2007). Many institutions began to shut their doors 

to women or create quotas to ensure women weren’t dominating the college atmosphere. It was 

also during this time that Palmieri (2007) notes President Roosevelt’s 1905 speech in which he 

coined the term “race suicide” referring to the rise in the use of birth control that could lead 

women to not have enough children. Nevertheless, women continued to persevere in higher 

education during this time, even though more restrictions and less variety of majors were 

afforded to them (Webb, 2010).  

Education for women during this time was mystifying. Zook (1947) described President 

Truman’s 1946 Commission of Higher Education Act was created to examine ways to expand 

access to higher education and the review of curriculum being taught for men and women. Thelin 

(2019) depicts the 1930s and 1940s being a time when women had the largest amount of access 

to higher education, but for many all-women campuses, the mission and vision was having an 

identity crisis. Several of the all-women’s colleges had lost their educational driven purpose of 

creating an equitable education compared to men and the curriculum still sidelined women away 

from male-dominated occupations (Thelin, 2019). The campus life was filled with extra-

curricular activities that aligned with keeping women on the path to marriage and out of pursuing 
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graduate education (Harwarth et al., 1997). The forces that worked against women entering a 

man’s world seemed palpable at this time.  

 Higher education in the 1950s was a time of calmness and was characterized by Thelin 

(2019) as the “quiet generation” of collegiate men and women. However, there were large events 

that occurred during this time including the 1954 Supreme Court’s decision to declare the 

Fourteenth Amendment unconstitutional, which allowed desegregation within public schools and 

colleges and universities (Meyer & Boutcher, 2007). Campus life seemed calm on the outside, 

but the movement in the 1960s in higher education was the complete opposite. Thelin (2019) 

details societal changes did not stop at campus doorsteps and students had the ability to organize 

quickly around a cause. The student voice was strong when it came to social changes like 

protesting wars, the Civil Rights movement, and the student’s freedoms on a college campus.    

Although things were changing, women continued to have to prove they belonged in the 

classroom. In 1956, a woman by the name of Rita Sielicki entered Georgetown University to 

begin her studies in accounting and would emerge as the first female business graduate four 

years later (Pai, 2019). Sielicki’s experience in her undergraduate education is what one would 

expect of the 1950s, wrought with prejudices and non-accommodations, but she paved the way 

for women to begin entering schools of business. Linda Garelik Leffert was one of the first 

females to graduate from the Wharton School of Business in 1958. Leffert also described the 

challenges that went along with integrating into an all-male setting in higher education and the 

prejudiced behavior not ending after graduating, but bleeding into the workplace (Brodsky, 

2019).   
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Interestingly, schools of business were not so calm during this time.  The history of 

business education began with criticism of the curriculum and came to a head in the late 1950s. 

The Ford and Carnegie Foundation subsidized a three-year study that looked at the current 

climate of business education. The study was released in 1959 and indicated business curriculum 

lacked rigor, did little in the way of preparing students for the business world, and recommended 

strongly that faculty begin to produce new theory-based knowledge in the form of research 

(McLaren, 2020.; Schlossman et al., 1998). The Ford and Carnegie Foundation helped subsidize 

numerous research in the area of business, and history links this study to when schools of 

business made the crossover from experiential learning to research-based pedagogy (Mclaren, 

2020).  

1960–1980 

The 1960s brought an increased rate of females enrolling in higher education, and the 

National Center for Education Statistics reported the percentage of females enrolling in college 

in 1960 went from 38% to 48% in 1970 (NCES, 1999). The increase in enrollment follows the 

trend of the increased numbers of women entering the workforce during this time. Higher 

education through the 1970s was difficult. Economic issues of high inflation flowed into higher 

education’s back door, and Thelin (2019) described this decade as a time of adversity for many 

college campuses with minimal help from federal and local governments. Student high school 

graduation rates were declining, which meant admissions offices scrambled to fill seats each 

semester (NCES, 2017). Yet, higher education also led with numerous efforts including Title IX 

in 1972, which outlawed discrimination based on sex, and in 1974, the Family Educational 

Rights and Privacy Act was passed to protect students’ rights and privacy (ED, 2021). During 
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this time, women also attended colleges and universities at higher rates than twenty years 

previously, but there were still pockets of inequality happening at a deeper level (NCES, 2017). 

Bickel, et al.’s (1975) study shed light on the biases that took place in graduate school admission 

and found female students who had not studied calculus in high school would automatically be 

limited in their major choice decisions at the undergraduate level. This led to women being 

ineligible to apply for many other graduate-level programs, including a master’s in business 

administration (Bickel et al., 1975). These types of issues for women in higher education would 

be further studied and brought to light to enhance their ability to level out the field. It was also 

during the 1970s when schools of business saw a boom in research and graduation rates. Bennis 

and O’Toole (2005) refer to faculty in business schools partnering with other disciplines to create 

new knowledge around best practices in business and business education. Graduate-level 

programs in business would see a 93% increase in degrees conferred and a 75% increase in 

undergraduate graduation from 1955 to 1979 (NCES, 2017).   

Higher education rallied through the 1980s, and universities marketed their education as 

smart investment in people’s futures. University presidents rubbed elbows with high-powered 

politicians and private businesses to help secure funding for research and development on 

college campuses (Thelin, 2019). As the economy bounced back from a decade of soaring 

inflation, higher education began to see a resurgence of students, and the elite universities began 

to search for top faculty and students to create environments in which all students would want to 

be part of (Thelin, 2019).  
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1990s and 2000 

Higher education in the 1990s had become a massive establishment. The generation that 

attended higher education started the 1990s by sending mail through the post office and ended 

the decade by receiving email through their inboxes. Digitally mediated, higher education began 

to move at lightning speed. Information was at students’ fingertips, research was more readily 

available to the masses, and distance learning grew. Some academics believed the internet would 

cheapen the university experience (Koch, 1997) with students not engaging academically or in 

traditional collegiate programs and events. However, the internet only enhanced the college 

experience for students, a value add, and faculty were able to evolve with technology to keep 

higher education relevant. If the internet increased higher education’s clout, state budgets that 

helped subsidize higher education decreased. Kincaid (1993) offered insight into the rising costs 

of higher education due to operational needs, perceived needs, and faculty and student changing 

preferences on what the collegiate experience should look like. Public colleges and universities 

found themselves having to cut operating budgets in the early 90s due to reductions in state 

appropriations and the changing priorities of many state budgets (Breneman, 1993; Kincaid, 

1993). Without monetary state support, the on-campus experience shifted during this decade to 

increase student satisfaction and bolster enrollment numbers. Bigger and better residence halls 

were built with student resources popping up around campus. It was also during this decade 

when faculty felt impacted by three major recurring issues happening within higher education: a 

gap between student performance and faculty expectations, administrators pandering to outside 

forces, and limitations to career development (Gamson, 1994) Administrators felt the need to 

recruit and retain students at higher levels as well as cultivate a student’s logical and social 

development outside the classroom (Johnson, 1991). It was also during these decades a shift in 
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defining students became apparent, seeing students and their parents as customers of knowledge 

rather than consumers of knowledge (Johnson, 1991) This push and pull scenario of faculty, 

student, and administrator needs continued through the early 2000s and up until today. During 

this time, undergraduate business education continued to see a rise in business and management 

degrees being awarded to women by 49%, as well as the proportion of college-aged students, 

57%, being women. (Longley, 2021).  

Retention 

The issue of retention continues to be a complex and complicated problem for higher 

education. For the past seventy years, there have been countless research studies conducted to 

wrap their arms around what are the root causes of student departure and persistence. Effective 

programmatic methods and strategies to understand student persistence to graduation continue to 

be at the forefront of administrative goals across the collegiate nation. While recruitment efforts 

are vitally important to institutions, what administrations have realized is that it is less expensive 

to retain a student than to recruit one (Jenicke et al., 2013; Lau, 2003.; Nash, 1996). But there are 

other reasons why retention continues to have its moment in the limelight, which include the 

need for skilled workers to join the workforce in a timely fashion and learn vital critical thinking 

skills that help society function. While a college degree continues to be scrutinized and judged 

for its worth, it remains to be the currency to enter middle-class society in America. Recruitment 

is the first job of an institution and begins with the creation of elaborate marketing campaigns to 

entice students to join their collegiate community. The second job is to have a student persist 

long enough to graduate from the institution with a degree. MSU has seen enormous growth 

through the past decade (see Figure 2.2).  
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Figure 2.2. Montana State University 20-Year Enrollment Trends 

 

Note: By Fall 2022, MSU had a 30% increase in student enrollment (Goodwin, 2022). 

 

Understanding retention is difficult to comprehend for a myriad of reasons. Hagedorn 

(2012) describes the ongoing difficulty researchers have agreeing upon categorization and 

defining the terminology surrounding retention. The mass generalization of retention has 

confused many, which denotes the complexity surrounding retention and terms researchers have 

used in the past and present (Manyanga et al., 2017; Pantages & Creedon, 1978). Hagedorn 

(2012) used the terms ‘persister’ and ‘non-persister’ when researching retention issues. Students 

who begin, remain, and complete a degree at an institution are defined as a ‘persister,’ whereas a 

student who decides to leave their institution and never return are defined as a ‘non-persister.’ 

However, even with the basic definitions of ‘persister’ and ‘non-persister,’ the layers of 

situational uniqueness regarding why a student persists or does not is multifaceted. Researchers 

have attempted to understand the behavior of non-persistent students through multiple lenses 
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(Astin, 1999 Bean & Metzner, 1985; McNeely, 1937; Seidman, 2018; Spady, 1970; 

Summerskill, 1962; Tino, 2006).  

Seidman et al. (2012) take a deep dive into the historical context of college student 

retention and the evolution over the past century, as well as why there does not seem to be a 

“silver-bullet” approach to retaining students. Researchers have found the solution is situational 

and institutions should shift the focus on finding a “silver-bullet” solution as to why students 

persist or do not and pivot to what the institutional student make-up is combined with what the 

student brings to the situation (Tinto, 2006). Much of the systematic approach to retention efforts 

did not begin until the 1960s. There was no need for administrators to focus on student 

persistence to graduation due to the nature of which the goal or outcome of what higher 

education stood for. From the inception of Harvard in 1636, so few students were attending 

institutions of higher education that time, energy, and resources were focused on keeping 

institutional doors open rather than graduating students (Berger, 2012). Most students were being 

trained to be ministers in the colonial days of the 1700s, but moving into the 1800s, higher 

education became a status symbol, and many wealthy and affluent families sent their sons to be 

educated at elite institutions (Thelin, 2019). “Retention” was continuing the cycle of wealthy 

white men being able to send their sons to their alma mater.  

Societal issues and events have a way of mimicking higher education. During the 

nineteenth century, the United States went through the Industrial Revolution, and commerce 

became more of the focus and trained professionals were in need (Berger, 2012; Geiger, 2014). 

Both historical points helped elevate the status of higher education and history began to see the 

number of students choosing to attend colleges and universities grow. The Progressive Era 
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provided a huge increase in college enrollment throughout the early 1900s to1930s. This allowed 

elite colleges and universities to be more particular with who they allowed into their school. 

Families from the upper class continued to be the primary student body make-up at these 

institutions, but it allowed schools to recruit the best students from around the United States, 

regardless of social class. With an increase in students, the path to recruitment was drawing lots 

of attention, but retention and persistence slowly began to make their presence known. The 

earliest retention study was conducted in 1939 through the United States Department of the 

Interior and the Office of Education with the primary author being John McNeely. For its time, 

the report was extremely progressive in examining the efficiency of higher education after the 

Great Depression era. McNeely’s in-depth review was extremely holistic and spanned colleges 

and universities across the United States. Variables within the study looked at the student and 

included sex, age, health, finances, location, and size of the institution (McNeely, 1939). The 

study also looked at the institution through coursework, course credit hours, student academic 

success/failure, and interest in the major (McNeely, 1939). The conclusion of the study 

highlighted student ‘mortality’ (also known as attrition) as the center of what administrators 

should be focusing on and developing institutional programs that assist in lowering mortality 

through evolved instructional methods, campus atmosphere, and admission/graduation 

requirements (Slater, 1960). 

As does most cycles of higher education, much change came about due to following 

patterns of what was occurring in public policy and American society. Post–World War II 

brought droves of students to colleges and universities through governmental programs like the 

G.I. Bill and the National Youth Administration. Thelin (2019) describes the 1950s as the quiet 
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generation in higher education and how America craved stability during this decade. The 

characteristics of a college student began to change from upper-class white students to a diverse 

population of students from a wide breadth of demographics. Many institutions were not 

prepared to handle the needs of such a variety of students, and to history’s dismay, many 

students from underrepresented populations tended to be the students who were not persisting 

due to a combination of collegiate environment and academic preparedness (Seidman et al., 

2012). Issues on retention continued to be put on the back burner in the early part of the 1960s, 

due to the sheer number of students registering for classes. But the small amount of research that 

was taking place during the 1960s was looking at retention through the lens of what deficiencies 

the student had and or came to school with (Seidman et al., 2012).  

In the early 1960s, Summerskill’s (1962) research into reasons why students withdrew 

from college posited psychological, familial, social, and economic issues and suggested further 

research focus on what the institutional issues were that contributed to academic failure 

(Morrison & Silverman, 2012). It was also Summerskill (1962) that first suggested student 

attrition was multilayered, and more research should be done through the lens of psychology and 

sociology to gain more insight into how complex the issue of retention was (Seidman, 2012). In 

his 1970s paper “Higher Education: An Interdisciplinary Review and Synthesis,” Spady (1970) 

described research gaining momentum toward the end of the 1950s and into the 1960s regarding 

the need to understand why students persist within college. Categorizing current research into six 

types of scholarly themes that were occurring around the subject of retention, Spady (1970) lists 

off the central themes around student retention: philosophical, census, autopsy, case, descriptive, 

and predictive research. Philosophical studies observed how student dropout should be prevented 
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and provided recommendations for institutions to follow. Census focused on data within and 

across institutions that dealt with how many students stayed, dropped out, or transferred out of 

their university. Autopsy research looked at self-disclosed data from students regarding why they 

left school. Case studies looked at incoming students who held at-risk characteristics and tried to 

understand what kept students persisting to graduation. Descriptive research looked at the 

experiences of students who had dropped out and predictive studies focused on markers within 

the admission process that could help explain why students dropped out. Spady (1970) found the 

studies informative but missed the mark with empirical and theoretical unity and consistency. 

Understanding the deep variability regarding why a student stops persisting and in conjunction 

with Durkheim’s 1897 theory on suicide, Spady (1970) built a working framework that could use 

multiple variables to understand why a student decides to leave an institution or persist. In 1971, 

Spady released a continuation of his 1970s work to help explain the attrition process by 

connecting pre-existing student attributes with social and academic life on a college campus. 

Spady’s research looked at retention through a sociological view rather than a psychological 

view and thus created the Student Integration Model (SIM) (Manyanga et al., 2017). 

 



  53 

 

Figure 2.3. Spady’s Empirical Model of the Undergraduate Dropout Process  

 

Note. Model includes student background before college and how that plays into students' 

experience in school. From Dropouts from Higher Education: Toward an Empirical Model, by 

W. Spady, 1971. (https://link-springer-

com.proxybz.lib.montana.edu/content/pdf/10.1007/BF02282469.pdf). 

 

 

Spady’s model described student departure as an equation between the student and 

collegiate environment (Spady,1971; Seidman, 2012). Students arrive at college with certain 

values, attitudes, and interests and are placed into the college culture with faculty, staff, and 

student peers. If the student and college culture are compatible and the student is able to meld 

into life academically and socially, student persistence increases (Spady,1971).  Spady’s model 

was important because it served as the basis for Vincent Tinto’s model of student departure. 

Tinto’s interactionalist model of student departure builds upon Spady’s model by incorporating a 

few more features. Tinto postulated student departure was an equation that began with what 

characteristics a student brought to the collegiate environment, paired with their internal 
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motivation to be at school and graduate from school. It then added early and continued college 

environment commitment to the student influenced whether a student would be academically and 

socially integrated. Tinto’s model is wildly popular and is the best-known and most cited of all 

student departure models (see Figure 2.4).  

 

Figure 2.4. Vincent Tinto’s Model of Institutional Departure (Durso, et al., 2018) 

 

Note: Tinto’s model expanded on Spady’s 1971 model to include academic and social systems 

with the decision to drop out. From Determinant Factors for Undergraduate Student’s Dropout in 

an Accounting Studies Department of a Brazilian Public University, by De Oliveira Durso & Da 

Cunha, 2018 

(https://www.researchgate.net/publication/324921182_DETERMINANT_FACTORS_FOR_UN

DERGRADUATE_STUDENT'S_DROPOUT_IN_AN_ACCOUNTING_STUDIES_DEPART

MENT_OF_A_BRAZILIAN_PUBLIC_UNIVERSITY#fullTextFileContent) 

 

 

Other notable authors who brought more substance to retention include Pascarela and 

Terenzini. These researchers were among the first to create empirical studies that used Tinto’s 

model and created operationalized measurements of core constructs within retention (Pascarela 
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et al., 2004). Their work was influential as it created a methodical understanding of student 

departure. Alexander Astin’s 1984 Student Development Theory focused on student’s level of 

involvement a student input while at college and how involvement correlated to not only their 

academic success, but further explained student departure by postulating if a student’s level of 

involvement lacked, they were more likely to depart the institution (Astin, 1999). Astin's theory 

was refreshingly simplistic, easy to understand, and gave administrators a theoretical foundation 

on which to base student involvement programs on that could be assessed. Alan Seidman 

posited universities could retain their students if their programs had the resources to do so. In 

order to do this, an institution needs to figure out a way to address and find solutions to early 

intervention programs such as placement exams before a student sets foot on campus (Morrison 

& Silverman, 2012). Lastly, building on Tinto’s model, Bean’s (1980, 1982) model is grounded 

in quantitative statistical analysis (rather than Tinto’s and Durkheim’s models, which were 

theorized within sociology and philosophy) and found that male and female students depart 

institutions of higher education for different reasons. He further postulated males will leave 

institutions even if they are satisfied with their overall experience, while females, who are 

satisfied and committed to their institutions are less likely to leave (Bean, 1980). Studies that 

followed into the 1980s used the foundational knowledge of Spady, Bean, Tinto, Astin, and 

Pascarela and Terenzini. As higher education enrollment began to level off in the 1980s, the 

importance of understanding student departure continued to rise. Universities unified their 

efforts, and the term ‘enrollment management’ was coined in the mid-1970s but spread 

nationally to unite admissions offices and other campus units to control the number and quality 

of the entering student body as well as create a systematic approach for the full student 
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experience from recruitment to retention and finally graduation (Green, et al., 2019). The 1980s 

brought about the variety of different lenses through which to view retention (by major, 

economic, gender, environmental, etc.) using Tinto’s interactionalist model as a foundation 

(Bean, 1982; Bean & Metzner, 1985; Seidman, 2005). Campus administrators and professionals 

were loaded with research that translated into programs and campaigns to combat the retention 

issue on campus. Retention began to take center stage at regional and national conferences and 

shared knowledge among colleges and universities began to occur (Spady, 1970).  

 Additionally, in the late 1980s and early 1990s retention diversified, and studies began to 

look at underrepresented student bodies from different racial, ethnic, and socioeconomic 

backgrounds. In 1997, John Braxton ran empirical research using Tinto’s interactionalist theory 

and broke down each variable to ascertain if Tinto’s variables were interrelated. Braxton (2000) 

concluded a student’s social contact and integration were key indicators of the likelihood of 

student departure. Creating a sense of belonging on a college campus began to emerge across 

campuses and marrying social and academic interaction was key in the 1990s. Funding the cost 

of attending college and academic preparedness were also looked at during this decade as 

indicators of student persistence as well as institutions’ realization that students graduate from a 

different university from which they started their higher education career were gaining in 

numbers (Berger et al., 2012). Further research was conducted to understand the “push/pull” 

factors that influenced retention. Researchers Leone and Tian (2009) explored what “push” 

(factors that influenced students to leave) and “pull” factors (what factors pulled them to their 

current institution) led a student to transfer out of their starting institution. The results of the 

study showcase what factors administrators need to pay attention to regarding why students are 



  57 

 

leaving. Lastly, Nieuwoudt and Pedler (2023) research in Australia regarding student retention 

focused on current students in college who considered leaving school and their reasons for 

leaving and staying. Within the study, the gender differences showed female students were more 

likely to leave due to the following factors: expected study workload, family commitments, 

financial strain, and mental health issues, while male students were more likely to stay due to 

commitment to career goals, receiving support from friends, and receiving support from the 

university (Nieuwouldt & Pedler, 2023). It is of interest to note the issues between genders are 

different, and with male students, the focus is on what they receive regarding support from their 

friends and the university, while females report hire rates of mental health issues.  

 The 2000s continued to build upon past research and understanding of student 

persistence. Retention efforts were key issues entering the 21st-century higher education 

platform. Just as enrollment and graduation rates are indicators of the health of an institution, 

retention has snuck its way into being an equally important benchmark to which students, 

parents, faculty, and administrators also mark. Researchers from the past were able to reflect 

upon the hundreds of studies that came about from the 1960s and synthesize what they knew 

then regarding retention and what they know now. Retention committees are commonplace on 

college and university campuses and will continue to be part of the national conversation as well 

as at the forefront of higher education research.  

Retention within Undergraduate Colleges of Business 

Looking closer at undergraduate schools of business historical context concerning 

retention followed similar issues and trends of mainstream higher education. However, the 

literature within schools of undergraduate business conducted their research through the filter of 
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a business model. Combining higher education retention theory with marketing and management 

strategies provided a different avenue to understand the retention issue plaguing undergraduate 

schools of business. Returning to the inception of business schools, the conflict to run a 

university like a business can make the administration and faculty uneasy. Since the beginning, 

squabbles have occurred over the best pedagogical approach to teach students about business 

practices: liberal or professional education (O’Conner, 2011). Yet, not giving credibility to how 

colleges and universities share similar processes in running like a business is naïve. Marks et al. 

(2016) study on undergraduate business satisfaction found students highly valued experiential 

learning opportunities with non-tenured professors who concurrently worked within the business 

world. Students understood the value of learning outside of a traditional classroom. The Federal 

Financial Aid system, collegiate sports, civil and women’s rights movements, and scientific 

research from the federal government all contributed to the evolution of the business model 

running parallel to the liberal education model (Lichy & Enstrom, 2015). Lichy & Enstrom, 2015 

argued the issue institutions face stems from not being able to pivot fast enough to stay ahead of 

the needs and characteristics of their students, in conjunction with how industry standards are 

evolving. The characteristic of traditional 18-year-old high school students, with full-time 

enrollment status and limited work and family obligations are becoming relics and being 

replaced with students with diverse backgrounds (age, socioeconomic status, employment, 

parents, two-year college) are on the rise with some estimates averaging 40% of the 

undergraduate students as post-traditional in 2015 (NCES, 2017; Smith-Barrow, 2017). 

Understanding trends of post-traditional students is important because it can connect the 

understanding of why certain higher education programs are not producing higher yields with 
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retaining students. Administrators may find how they market to students is not as effective as 

they think.  

When looking at research through a business lens, DeShields et al. (2005) postulated it 

was worth exploring how business models view customer satisfaction and the long-term financial 

benefits associated with customer satisfaction as a model for understanding student satisfaction, 

which leads to retention. Specifically, his study of Herzberg’s two-factor theory of job 

satisfaction and motivation was used to understand the academic satisfaction and motivation to 

persist DeShields et al. (2005). He found there were certain variables (academic advising, faculty 

relationships, relevant classes) that offered high levels of satisfaction that are associated with a 

student’s sense of belonging and reasons to persist. Others feel undergraduate business education 

will have an uphill battle to contend with regarding making the case for recruiting and retaining 

students. Cavico and Mujtaba (2010) describe business colleges will not only have to prove to 

students that business education is worth the time and cost but will also need to further partner 

with industry leaders to keep them convinced of the quality and caliber of their programs will 

lead to successful careers. Businesses could view the higher education model and contend they 

are in crisis and begin to go after students right out of high school to train them earlier, 

essentially cutting out the “middle-man.”  

Jenicke et al. (2013) approached the retention issue in undergraduate schools of business 

through a more analytical business approach and studied the Six Sigma methodology to improve 

retention rates. In the business world, the Six Sigma concept is data-driven with the goal of 

having a 70% improvement rate over the found defect within the business. In this case, Jenicke et 

al. (2013) tried to understand students at risk and specifically what areas could be determined as 
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defects to improve student retention. Using Six Sigma, Jenicke et al. (2013) found advising, 

academic resources, student organizations, parental guidance, and quality of instruction were 

strong factors in helping students to persist.  

Chapter Summary 

As a result of highlighting the literature regarding women at the collegiate level, women 

in the workplace, and undergraduate retention issues, reveals the struggle women have endured 

to receive equitable treatment within higher education as well as the workplace. Understanding 

historical context can assist in filling gaps of knowledge that provide further evidence to 

continue researching why there continues to be a gender imbalance between female and male 

leadership. Knowing the value and importance WGD brings to a business, and the people 

working within aids continued research toward understanding where the deficiencies are 

occurring with the unequal balance MSU’s Jabs College of Business is witnessing between men 

and women. The intersection between women in college, business, and retention in higher 

education just may lead to concrete answers as to what administrators can do to further promote 

retention.  
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CHAPTER THREE 

METHODOLOGY 

Introduction  

According to the Office of the U.S. Department of Education’s Federal Student Aid, the 

definition of retention as it pertains to higher education, is the measurement of first-year, first-

time undergraduate students who return to the same institution the following fall (Federal 

Student Aid, 2023). The Jake Jabs College of Business & Entrepreneurship has witnessed a 

decline in first-year, first-time female undergraduate business students from their first year to 

their second year and an uptick of retention for males beginning in 2016 (see Figure 3.1). 

Therefore, it is of interest to explore variables that contribute to the retention of business 

students.  

 

Figure 3.1. First Year to Second Year MSU and Jabs Retention Percentage  

 

Note: Jabs female retention has declined by 10% over nine years.  
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This chapter will describe (a) the research questions, (b) the context of the study, (c) the 

research design, (d) researcher positionality, (e) sampling procedure and participants (f) 

evariables, constructs, and instruments, and (g) reliability and validity. It is of interest to 

understand what fixed and malleable factors, if any, contribute to business students not returning 

to the institution and Jabs College of Business for a second year. It is also of interest to discern if 

student satisfaction relates to retention for first-year business students. Therefore, the following 

research questions have been posed to try to understand the phenomena: 

RQ 1.  What are the trends in retention among first-year MSU Jabs College of Business 

students between 2011 and 2021, and how do these vary by gender?  

RQ 2) Using the most recent and available data, what factors relate to retention among 

the 2021 cohort of undergraduate business students who are retained from first to 

second year compared to undergraduate students who switch majors out of 

business at Jabs College of Business but remain at MSU? 

a). What is the relationship, if any, between fixed factors, including 

gender, age, race, first-year residency, and first-generation student status 

and retention of first-year business students? 

b). What is the relationship, if any, between malleable factors, including a 

sense of belonging, student satisfaction (with courses, professors, 

resources, etc.), and retention of first-year business students? 
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Context 

 This study was conducted at Montana State University’s Jabs College of Business. Jabs is 

one of seven academic colleges that make up MSU. MSU has seen a steady enrollment pattern 

for first-year female students; however, Jabs's first-year female students have witnessed a pattern 

of decline with an 11% decrease in enrollment from 2011 to 2021 (see Figure 3.2). First-year 

MSU females have seen a steady pattern of enrollment compared to Jabs first-year females who 

have seen a steady decline beginning in 2009.  

 

Figure 3.2. Jabs first year females compared to MSU first year females 

 

Note: Jabs first-year females are not enrolling at the same pace as MSU first-year females. 

 

 

MSU has witnessed a 25% growth since 2005 with the average gender difference 

between males and females being 8%. However, growth rates for both males and females have 

increased at similar proportions (see Figure 3.3). The Jabs College of Business has also seen a 

39% growth in enrollment from 2005 to 2022 with a significant 8% growth from fall 2021 to fall 
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2022 (OPA, 2023). A stark difference in Figure 3.3 as compared to Figure 3.4 shows a 

disproportionate increase in the rate of growth between the percentile gap of male and female 

students who have declared business as a major. In 2011, the difference in percentile gap rate of 

males and females in the Jabs College of Business was 33%. Ten years later, the percentile gap 

rate had grown to 55%. 

 

Figure 3.3. Montana State University Enrollment Headcount and Gender Ratio  

                      

Note: Adapted from MSU Gender Headcount, by M. Blake, 2023, Tableau.  

 

Figure 3.4. Jabs College of Business Enrollment Headcount and Gender Ratio  

             

Note: Adapted from Gender Headcount by College, by M. Blake, 2023, Tableau. 

 

In 2011, MSU alumnus, Jake Jabs donated $25 million to the College of Business. At the 

time, it was the largest private donation MSU had received. Mr. Jabs infused a heavy emphasis 

on entrepreneurship and with the gift came the college name change to the Jake Jabs College of 
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Business & Entrepreneurship. Entrepreneurship was the buzzword of the twenty-tens and with 

faculty sprinkling entrepreneur concepts throughout the four-year curriculum the college had a 

large amount of material to work with to market to students to join the college. With a new 

building and focus on an entrepreneurial curriculum, Jabs College of Business began to see 

enrollment trends trickle upward in 2014–2015.  

Jabs College of Business offered two master-level programs: Accounting and Innovation 

and Management. At the undergraduate level, there was only one undergraduate degree offered 

which was a general business degree: Bachelor of Science in Business. Within the major, there 

were four options for students to choose from: Marketing, Management, Finance, and 

Accounting. The college also offered five minors: Entrepreneurship & Small Business 

Management, Finance, Accounting, International Business, and Business Administration. Lastly, 

the college offered two certificate programs: Business Administration and Entrepreneurship. 

With a focus on the undergraduate business major, the curriculum had all students roughly taking 

70% of the same course work (hence describing the major as a general business degree).  

Understanding the curriculum that makes up a business student’s first year is important 

because of the mixed requirements from the university and Jabs College of Business. Students 

who study business are advised by professional academic advisors during their summer 

orientation program. It is during this time the advisor and student will have one-on-one 

conversations to determine what courses the student should register for based on numerous 

factors (math placement, writing placement, amount of college credits being transferred to the 

university in the form of advanced Placement (AP) and dual enrollment credits (DE). In the fall 

of 2021, the Office of Admissions reported that 40% of the incoming first-year students did not 
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bring in any type of college credit (Montana State University Office of Admissions, 2023). 

Based on a first-year, first-time student without additional course credit, a business student’s 

first-semester coursework is focused on a combination of general education courses, which are 

required by all MSU students to include math, writing, and a required introduction to business 

course. Math and writing placement levels are determined by a student’s ACT/SAT scores or an 

in-house, homegrown placement level entry exam given by MSU’s math department. The 

Introduction to Business and Entrepreneurship course (Business & Entrepreneurship 

Fundamentals Seminar—BGEN 104US) is a University Seminar Core class and counts toward a 

student’s “US Core” requirement (MSU Core General Curricular Requirements, n.d.). It also 

counts toward a student’s major required coursework, “double” counting for a student. Meaning, 

that if a student decided to change their major to something else the BGEN 104US course would 

continue to be applied as their “US Core” being completed. University seminar courses have 

traditionally been small class sizes and capped at 18–20 students. With the rise in enrollment, 

BGEN 104US has seen sections swell to 22 students. The purpose of the class is to 1.) have 

students interact and 2.) hone their critical thinking, writing, and presentation skills. A 

constructivist approach of the course has an entrepreneurship tone in which the course 

culminates with a start-up venture competition between the sections (ranging from 20 to25 

sections depending on the year) to judge which section has developed the best start-up business 

idea. Course coordinator, Mark Hom identified the following Fall 2021 learning outcomes for 

the BGEN 104US seminar class to include the following: 

- Identify, define, and apply fundamental business principles of management, 

marketing, finance, and accounting. 
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- Engage in the entrepreneurial process of product development and business start-up 

planning. 

- Demonstrate critical thinking and problem-solving skills in addressing business 

dilemmas, product ideation, and business planning. 

- Employ strategies for developing and monitoring your professional goals.  

- Organize and deliver effective writing and oral communications.  

 

Figure 3.5. Required business courses for a first-year business student. 

 

Note. Students are required to take an introduction to business course first semester and career 

readiness course in their second semester. Adapted from Jabs College of Business Management 

Option Worksheet 2021. (https://www.montana.edu/business/current-

students/documents/worksheets/2021-22-Management.pdf) 

 

 

During the second semester of a student’s first year, course work continues with 

progression through general education requirements, continued math sequence, introduction to 

economics, and a required business course that focuses on professional development, resume 

building, and general business knowledge. The highest-level math requirement in the college is a 

calculus course entitled: Math 161Q – Survey of Calculus (counts as a general education class in 

the realm of quantitative reasoning). The course is designed to teach the fundamentals of 

calculus, including differentiation, limits, and incorporation with applications to the social 
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sciences and business (MSU Catalog, n.d.). At MSU, economics is taught through the College of 

Agriculture and the College of Letters and Sciences. The introduction course is entitled ECNS 

101IS – Economic Ways of Thinking (counts as a general education class in the realm of inquiry 

into social sciences). This course is designed to give broad strokes of what economics entails 

through the lens of production, distribution, and consumption of goods and services. It also 

strives to illustrate how economics is not only used in the financial sector, but how it teaches 

people to use equations to help solve the world’s problems. It is the world in which business 

lives and students understanding that environment help lay the foundation of the degree. The last 

required class first-year students in the Jabs College of Business enroll in is entitled BGEN 215 – 

Career Readiness. This class was originally designed for students to take in their third year of 

school. Over years of feedback, students would tell the college the course was valuable; 

however, they had wished the course was required sooner so that students could benefit from the 

outcomes earlier in their academic career. Much of the course was designed to prepare students 

with practical knowledge of creating their résumé, interview skills, and career readiness. The 

course was revamped by the business faculty in 2019 and pushed into the first year. The learning 

outcomes focus on building an academic and career plan, which includes building their résumé 

so that students understand what gaps in their résumé they need to focus on as they move 

through their college journey. The course was also a way for the college to help students solidify 

if the undergraduate degree in business was the right major for them.  

The Jabs College of Business prioritized retention support systems at MSU, and it came 

in many forms, but two resources that are closely aligned with Jabs College of Business during a 

student’s first year are professional academic advisors that are housed in the Office of Student 
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Services and the Bracken Center that specializes in career and internship development. An 

assistant dean oversees both centers and reports directly to the dean of the college. By design, 

professional academic advisors were hired in 2016 to provide the college with recruiting 

students, orient first-year students, and guide them through the first and second years of college. 

Students were assigned advisors, and advisors helped students understand the semesterly process 

that occurred, so students knew how to navigate their way through their first few years of 

college. By the third year, students were reassigned to faculty advisors. Faculty advisors added 

more in-depth career mentorship, while professional academic advisors helped with 

understanding the policies and procedures of the university.  

Research Design 

This study reviewed pre-existing survey data from the Fall 2021 Jabs Student Satisfaction 

Survey and institutional census from Fall 2022 to understand how many first-year business 

students were retained to the second year. Tinto (2017), Astin, (1999), and Bean & Metzner 

(1985) have used quantitative methodology for decades to sleuth through retention efforts within 

higher education and when using survey questionnaires within research, the purpose is to gather 

impartial and reliable data from a sample population (McColl et al., 2001). Therefore, a 

quantitative cohort model design approach was used to examine if correlations existed between 

flexible and malleable factors that influenced retention for undergraduate business students who 

are retained from the first to second year. Jabs College of Business was chosen to conduct the 

research for two reasons. The first reason showcased a problem with retention issues stemming 

from first-year female business students and the need to know why this problem was occurring. 

The second reason was the available data that already existed to the researcher due to the 
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employment of the researcher at the time. The researcher currently works at Montana State 

University’s College of Agriculture but was formally employed by the Jabs College of Business 

& Entrepreneurship. MSU and Jabs College of Business continued to understand the need for 

further research to be conducted on retention issues between first- and second-year students.  

Researcher Positionality 

 As a researcher, it is important to be cognizant of how significant my multiple and 

overlapping identities can influence and make meaning of this study. Therefore, I intend to 

explore my positionality for readers to understand where my passion for women in higher 

education and the workforce comes from as well as showcase the possible bias that I bring to the 

study.  

In my own words: I grew up in a nuclear family on the East Coast. Adopted at the age of 

five months from Seoul, South Korea to White parents and a biological older brother. I 

acknowledge the substantial amount of privilege I grew up with, which consisted of a two-parent 

household with a stay-at-home mother, and a father with two master’s degrees who taught 

English at our local high school. We grew up having the ability to visit vast amounts of places on 

summer vacations and had the opportunity to play numerous sports throughout my childhood. As 

much privilege as I held, simultaneously, I felt the trauma of being an adopted child who was 

deeply scared of constantly being abandoned. I used multiple ways to cope with my adoption 

trauma, which included a “people-pleaser” personality. I went through the motions of what I was 

supposed to do through high school and into college. It was never a matter of “if” you got to go 

to college, but rather “where” would you go.  
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Learning was difficult for me growing up. I was diagnosed with an auditory learning 

disability in my junior year of high school. By the time I was diagnosed, I never used the 

resources provided to me because I had learned to survive until junior year and my habits of 

coping were hard to break. Understanding the benefit of my resources to allow me to have an 

equitable chance at learning didn’t bloom until much later in my academic career. I went through 

the motions of applying to college and landed at Mesa State College in Grand Junction, 

Colorado. Two thousand miles away from my family, I struggled to find my academic and 

personal identity. I considered my career under the umbrella of education and my profession 

within higher education. I have been working within a university setting since 2000 when I was 

hired as a desk clerk within my residence hall. This position, as small as it sounds, gave me 

insight into what the student affairs side of the house brought to a university. From there, I 

catapulted into the campus branch of housing and residence life. I served as a Resident Assistant, 

Assistant Director, and Resident Director within three years. Parallel to this, I was a student who 

had a completely fixed mindset for learning and had earned a 2.2 grade point average. I just was 

“not good” at school but had a knack for bringing people together and creating a sense of 

belonging through educational programs. It wasn’t until my Chief Housing Officer brought me 

into her office and asked what I was going to do with my future when I graduated. It was the first 

time someone outside of my family had asked what my future looked like and took an active 

interest in what I could do with my strengths. This brought me to MSU in the summer of 2004. 

My career at MSU has evolved from Housing & Residence Life to Family & Graduate Housing 

and then to the academic affairs side of the house where I brought my student affairs knowledge 

to the Jabs College of Business and College of Agriculture. It was during my years in Jabs 
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College of  Business that I learned the power and influence women have within businesses that 

could make substantial economic and social change to help lift other women up and ultimately 

our society and world. Throughout my entire academic career, it was vast amounts of women 

who championed me and helped influence my understanding of self-worth within the world of 

academics and higher education. Mrs. Greer was the first person to tell me I could succeed in 

math courses. Dr. Jill Eckart was the person who helped me realize I could become a 

professional within higher education, and Dr. Betsy Palmer told me I belonged in my master’s 

program when my impostor syndrome was overwhelming me. My passion for understanding 

why first-year female business students are not retained from year one to year two stems from 

firsthand knowledge of the powerful influences women can have in creating mentorship and 

confidence for other women to move forward (McKinsey & Company, 2021). If the goal is to 

create gender equity within high-ranking positions that will influence equitable change, then 

understanding why women are not progressing from the first year to the second year in an 

undergraduate business curriculum is essential.  

Sampling Procedure and Participants 

The population for this study was all first-year business students who entered MSU 

during the fall 2021 semester (n = 587). To obtain the greatest number of participants the 

required Introduction to Business and Entrepreneurship course (BGEN 104US) was picked to 

administer the survey. The demographic breakdown of the Fall 2021 incoming first-year 

business students included the following characteristics:  
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Table 3.1. Fall 2021 First-Year Business Student Enrollment   

  Male Female 

Not 

Available Total 

Total Student Enrollment  412 (70%) 174 (30%) 1 587 

Residency 
In-state 132 (22%) 82 (14%)  214 

Out-of-State 280 (48%) 92 (16%) 1 372 

Race 

Identify as White 363 (62%) 143 (24%) 1 506 

Identify as Hispanic 16 (4%) 5 (1%)  21 

Identify as Asian 12 (2%) 11 (2%)  23 

Identify as Indian/Native 

Hawaiian/Pac Islander 13 (2%) 6 (1%)  19 

Identify as other or 

missing 8 (1%) 9 (1%)  17 

 

The sample participants in this research study included all first-year students who were 

declared business and were enrolled in the BGEN 104US – Business & Entrepreneurship course 

during the Fall 2021 semester. In the fall of 2021, the incoming first-year class for the Jabs 

College of Business was 587 students. Of the 587 students, 539 were enrolled in the BGEN 

104US course. BGEN 104US is a required business course within the Jabs College of Business. 

Due to the increase in enrollment to MSU and Jabs during the fall 2021 registration period, only 

students who were declared business as a major were allowed into a section of BGEN 104US. 

Also, there were incoming first-year business students who did not need to take BGEN 104US 

for reasons such as they transferred equivalent course work, or the course was at capacity and 

students who arrived late would take the required BGEN 104US course during the Spring 2022 

semester. In total there were 26 sections of BGEN 104US offered in the fall of 2021. Out of the 

26 sections offered, 23 of them were face-to-face instruction, while one section was offered 

entirely online. One section of BGEN 104US was designated for students who participate in the 

MSU Honors Program, and three sections were designated for a pilot program entitled CABLE 
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(A Community of Aspiring Business Leaders). The program goals were to help increase 

retention by having additional support within the freshmen year experience. Examples included 

registering students for the same courses to create a cohort that would quickly create a 

community that led to a stronger sense of belonging. The sections were taught by a range of non-

tenure track faculty that have worked in a business field (marketing, management, finance, or 

accounting) or currently worked within a field in business. Due to the online section of BGEN 

104US and three sections of CABLE having different settings and programmatic goals, it was 

decided these sections would be removed from the sample (n =77). This left the sample size n = 

462. Section times ranged from a Monday/Wednesday/Friday, 50-minute course or a 

Tuesday/Thursday, 1 hour and 15 minutes. The sample demographic breakdown of the fall 2021 

BGEN 104US course included the following characteristics:  

 

Table 3.2. Fall 2021 BGEN 104US Course Enrollment  

  Male Female 

Not 

Available Total 

Total 

Student Enrollment in 

BGEN 104US 390(73%) 148 (27%) 1 539 

Residency 
In-state 123 (22%) 69 (13%)  192 

Out-of-State 267 (50%) 79 (15%) 1 347 

Race 

Identify as White 342 (63%) 120 (22%) 1 474 

Identify as Hispanic 15 (4%) 6 (1%)  463 

Identify as Asian 12(2%) 9(2%)  20 

Identify as Indian/Native 

Hawaiian/Pac Islander 11(2%) 7(1%)  18 

Identify as other or 

missing 10(2%) 6 (1%)  16 
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Variables, Constructs, and Instrument 

Research question one was answered using descriptive statistics to get a better sense of 

the trends over time and if there was potential variation by gender to further explore. Data 

visualization software, Tableau, was used to summarize findings. Regarding research question 

two, online survey instruments have grown in popularity over the past two decades within the 

social science world and provided numerous benefits in gathering large amounts of data in a 

short amount of time with fewer costs associated (Albaum, et al., 2011). To understand the 

student experience, Jabs College of Business began to implement a Student Satisfaction Survey 

(see Appendix A) to all Jabs students, which was piloted in the spring of 2019. During the fall of 

2018, the survey evolved from MSU’s Office of Planning & Analysis’s institutional survey that 

was a combination of an old senior survey and the MSU Student Survey (sampling of freshmen, 

sophomores, juniors, and seniors) and was created using the Qualtrics online platform. The 

survey included a mix of Likert scale, open-ended, and close-ended questions to avoid response 

bias, captured quantitative and qualitative data, and described a range of student experiences 

(Albaum, et al., 2011). Over the next five years, testing of the survey was conducted twice per 

academic year and the survey was revised to include clear and concise questions to avoid 

terminology students might not understand. Tavakol and Dennick (2011) discussed the 

importance reliability has as it pertains to an instrument's ability to measure consistently and 

explain the power of using Cronbach’s alpha to show the strength or weakness of a survey 

instrument. To further verify the reliability of the survey instrument, the survey data was run 

through R-Studio using Cronbach’s alpha to calculate internal consistency (Tavakol and 

Dennick, 2011). The overall Cronbach’s alpha for the Fall 2021 survey data was extremely high, 
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with a coefficient of 0.999. Further calculations were run to measure between individual survey 

questions to see the relationships used the function of standardized Cronbach’s alpha as well as 

accounting for the confidence internals (CI), which additionally measured the confidence within 

the survey instrument. Both standardized and CI measured at 0.999, which verified the internal 

consistency of the data was excellent.  

Lastly, the survey was put before the MSU Institutional Review Board (IRB) and 

approved to conduct the survey within the college and to be published within research projects. 

The survey was conducted within the Business & Entrepreneurship class (BGEN 104US) two to 

three weeks before the Fall 2021 semester concluded. Staff from the Office of Student Services 

were given 10–15 minutes at the start of class for each section. The staff explained the purpose 

of the survey to students and how the data would be used. Students were informed their 

participation was completely voluntary and would have no bearing on their grades in the course. 

Students’ confidentiality was maintained throughout the survey administration and data analysis.  

The Jabs Student Satisfaction survey consisted of 47 overall questions, 99 opportunities 

to answer, ranging from text entry (13 questions), matrix/Likert scale (17 questions), and 

multiple choice (including demographics—17 questions). Each participant was asked to input 

their student identification so tracking would be accessible for retention inquiry the following 

year. Seven sections were identified to understand a first-year Jabs College of Business student 

experience as it related to retention and student satisfaction within the college. Categories 

included sense of belonging, curriculum and professors, diversity, and inclusion, advising and 

college resources, student support, personal behaviors/habits, level of involvement, and 

demographic information. The make-up of these categories served as the foundation of the 
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independent variables within the study, while whether a student returned to the business college 

or not in the fall of 2022 served as the dependent variable. 

The sample was primarily students who identified as White with a total of 86% and 30% 

being female and 36% paying in-state tuition. The sample consisted of 462 participants of which 

252 responded (55% response rate). The first question of the survey asked participants to input 

their student identification number in order to know if they returned to Jabs as a student for their 

second year. To determine the sample power, G*-Power3 (Faul, et al., 2007) test was 

administered using a medium effect size (0.50) and alpha level of 0.05. Test Family X2-test, 

Statistical Test: Goodness-of-fit, Type of Power Analysis: Post hoc. Results indicated the sample 

size of 102 participants gave a power of = 0.8058. It was concluded the sample size held enough 

power to proceed with further test models. Subsequently, a post-hoc power analysis was 

performed, using the collected observed data. This analysis reaffirmed the study’s strength, as it 

demonstrated a power calculation of 0.99986. This high power, achieved with a sample size of 

252 participants, a medium effect size of 0.5, and a significance level of 0.05, indicated a 

substantial probability of detecting true effects based on the observed size and sample size.   

When the survey was gathered in fall 2021, it was stored and kept on a secured drive for 

a full year. A year time-lapse was needed to know how many of the Fall 2021 BGEN 104US 

students returned a full year later (Fall 2022) as a second-year business student or changed their 

major or did not return to MSU as a student. Reviewing the data showed 252 responses (55% 

response rate) were provided through the Qualtrics output function. The data was checked to 

ensure the sample of responders was valid by gender and retention percentages reflected the 

overall population of fall 2021 students (see Table 3.3). 
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Table 3.3. Gender and Retention reflect the overall population of FA21 first year Business 

students 

Year FA 21 FA 21 FA 21 FA 22 

Type 

Population Sample Survey 

Sample Survey Results Retained  

Male 412 (70%) 325 (70%) 166 (66%) 109 (68%) 

Female 174 (30%) 137 (30%) 83 (33%) 54 (32%) 

Genderqueer/Genderfluid 0 0 1 0 

Prefer not to answer 0 0 0 0 

Not Listed/Missing 1 0 2 (1%) 2 

Total  587 462 252 165 

 

Note. Data compiled from surveys conducted in Fall 2021 (FA 21) and Fall 2022 (FA 22) 

 

As is the practice for MSU, a census snapshot is taken on the 15th class day to report what 

the fall student enrollment numbers were. Using an Excel database, a v-lookup procedure was 

used to understand how many students from Fall 2021 BGEN 104US returned for a second year 

to MSU as well as the Jabs College of Business. The v-lookup function in Excel also revealed 

how many students did not return as business students and whether they switched majors or did 

not return to MSU at all (see Table 3.4). From there, the data was translated from ordinal 

answers into numerical answers. This further prepared the data to be run through the professional 

software R-Studio. 
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Table 3.4. Gender post Fall 2022 census of those who were retained, switched majors and left 

MSU 

 
Year FA22 FA22 FA22 

Type 

Retained as 

Business Majors 

Switched 

Majors Left MSU 

Male 109 (68%) 12 (50%) 45 (70%) 

Female 54 (32%) 11 (42%) 18 (25%) 

Genderqueer/Genderfluid 0 1 (4%) 0 

Prefer not to answer 0 0 0 

Not Listed/Missing 2 0 0 

Total  165 24 63 

 

Note. 35% of female Business students did not return to the Business school a year later 

 

 

With the need to understand a first-year Jabs College of Business student experience as it 

relates to retention, an exploratory factor analysis (EFA) was the best statistical analysis to begin 

answering the research questions. An EFA model was important to begin the statistical analysis 

because the process provides a variety of helpful information. First, the EFA uncovered latent 

variables hidden within the survey. It was important to understand the relationship between these 

variables and specifically how these variables influenced the survey responses. It also helped 

reduce the complexity of the survey. With 47 questions to sleuth through, the EFA simplified the 

questions by grouping them together. Lastly, the EFA aided in highlighting redundant or not-

contributing questions within the survey. A path diagram of the Jabs Student Satisfaction Survey 

was created to show the latent constructs or seven theorized categories (see Figure 3.6), 

questions associated with latent constructs (survey questions within the seven theorized 

categories), and the expected relationship concerning them (output). The assessed output showed 

if the theoretical model fit the observed data.  
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Figure 3.6. Seven Theorized Categories -Jabs Freshmen Student Satisfaction Survey  

 

Note. Survey administered Fall 2021 used to explore relationships toward retention 

 

The EFA identified latent relational factors within the variables and reduced the number 

of factors by explaining the correlation between each variable within the construct. Each 

construct was run through R-Studio to create a correlation matrix. This revealed the relationship 

and strength between individual variables. The statistical process determined the number of 

factors to run by using parallel analysis and scree plot interpretation. Using the R-Studio output 

for the analysis, the study reviewed the eigenvalues. Additionally, the study ran an oblique 

principal-axis factor analysis and comparisons were made to determine which factors explained 

the most variances within the survey. Once the number of factors had been determined, the study 
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ran an EFA using oblique rotation. An oblique rotation was used because there was most likely a 

correlation between the factors. The study considered loadings more than 0.5. After attaining a 

simple structure, the root mean square of residuals (RMSR—desired output close to 0), root 

mean square of error of approximation (RMSEA—desired output < 0.05), and Tucker-Lewis 

Index (TLI- desired output > 0.9) was looked at to validate the proposed model. Factors were 

analyzed and compared/revised to run the logistic regression analysis. 

A logistic regression analysis sought to understand what influence the independent 

variables had on the dichotomous dependent variable. In this study, a logistic regression analysis 

is the appropriate to run after the EFA due to the researcher wanting to know whether a student is 

retained within the study is true or false. The dependent variable was dichotomously coded (0 = 

not returning to Jabs second year and 1 = returning to Jabs second year).  

The logistic regression models explored student satisfaction levels as they related to 

students being retained the following academic year and if gender, race, residency, and first-

generation student status predicted returning for another semester within the business major. The 

logit function equation for the study was log(Retained/1-Retained).  

For the logistic regression, there were four estimated models:  

M1: log(Retained/1-Retained) = X1GENDER 

M2: log(Retained/1-Retained)  = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN  

M3: log(Retained/1-Retained) = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN + 

X5GENDERxRACE + X6GENDERxRESIDENCY+ X7GENDERxFIRSTGEN 

M4: log(Retained/1-Retained) = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN + 

X6GENDERxRACE + X7GENDERxRESIDENCY+ X8GENDERxFIRSTGEN 
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+X9SATISFACTION + X10SENSEOFBELONGING + X11CURRICULUM+ X12ADVISING + 

X13DIVERSITY + X14PERSONALBEHAVIOR + X15INVOLVEMENT  

The model included dummy variables for Gender (where male is the reference group: 

male = 0), Race (where White is the reference group: White = 0), In/Out-of-State (where, In-

State is the reference group: In-State =0), First Generation (where first generation is the 

reference group: First Gen = 0), and the factors from the EFA. The focus of the outputs was the 

odds ratio (Exp(B)), which represented the change in odds with every one unit increase of the 

explanatory variable, holding constant all other variables. The Wald test (goodness of fit) tested 

the null hypothesis of the model, which stated gender had no significance in determining whether 

a student would be retained. The study strived to reject the null hypothesis. Finally, the odds 

ratio was looked at to see if there was statistical significance. Stolzfus (2011) stated, “the odds 

ratio reveals the strength of the independent variables contribution to the outcome and are 

defined as the odds of the outcome occurring versus not occurring for each independent variable” 

(p. 1103). The first model tested the relationship between gender and the likelihood a student 

would be retained or not retained. The second model expanded from the first model and included 

gender, race, residence, and first-generation status and the likelihood a student would be retained 

or not retained. The third model explored if there was a relationship if combining gender with 

race, residence, and first-generation status. Lastly, the fourth and most complex model sought to 

understand the relationships of all the variables including the independent EFA variables and 

what was the likelihood a student was retained or not. Predictions were made based on the output 

of all four models. 
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Reliability and Validity 

To ensure the degree to which a study using survey data can be replicated and 

generalizable to other populations sans variables, one must consider the risks to external validity 

(Bracht & Glass, 1968). The way this study dealt with external validity is as follows; the study 

used a representative sample of the target population to ensure the findings can be generalized to 

the broader population. The survey data also provided detailed information regarding the 

population by asking specific questions about demographic information. All efforts were made to 

gather the representative group by visiting all BGEN 104US classes to conduct the survey and 

have a high response rate. To further decrease threats to external validity survey design and the 

response rate was looked at. The survey design was built with intention and used concise and 

unambiguous language and avoided leading questions that could lead to response bias. The 

response rate sat at 55%, which helped further ensure validity and reliability. The survey was 

conducted after the first semester of the first year of school and factors occurring during the 

spring semester could have influenced the outcome of why students decided to return for a 

second year as well as why a student did not return to the university and or business as a major. 

This study looked at threats to internal validity by taking steps to minimize alternative 

explanations within the relationship between the independent and dependent variables. Research 

questions were distinctly defined and refined, while Cronbach’s Alpha was used to measure the 

survey reliability and appropriate statistical analysis to understand the causal connection between 

the dependent and independent variables.  
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Chapter Summary 

 The goal of this chapter was to describe the research questions that were outlined above 

and to provide background knowledge and context of the study to understand the research 

questions. It also gave a rich description of the research design to allow readers to understand the 

techniques that were used in order to perform the data analysis. The chapter also gave insight to 

the researcher’s expertise and background to identify areas in which the researcher could be 

biased and walked through the details of the sampling procedures and description of the 

participants within the study. The variables, constructs, and instruments used to conduct the 

study were illustrated and lastly, reliability and validity were talked about to further give 

evidence of being able to replicate the study as well as the methods used within the study were 

the most accurate way to answer the research questions of this study.  
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CHAPTER FOUR 

RESULTS 

Introduction 

 This empirical survey study’s purpose was to examine trends in retention among first-

year MSU Jabs College of Business students between 2011 and 2021 and how they varied by 

gender. It also researched factors that related to student retention among the 2021 cohort of 

undergraduate business students who are retained from the first to second years. To achieve this, 

the research design included examining trends using descriptive statistics as well as inferential 

methods to understand factors that influence student retention. This chapter will first discuss 

trends in retention using institutional data and then discuss the quantitative results and analysis of 

the survey to answer the second research question.  

Findings Research Question 1 

 The first research question examined overall trends in retention among first-year Jabs 

College of Business students and by gender to see if disparities were evident. Using descriptive 

statistics this paper began by examining overall trends in retention within the Jabs College of 

Business (Figure 4.1), where retention is operationalized as students persisting within the Jabs 

major from year one to year two (Figure 1.7).  

 With an eleven-year average of 65%, first-year female business students have seen a 

downward trend, mainly downward, with a decline happening from 2013 to 2020.  Male first-

year business students see a more consistent trend with an eleven-year average hovering at 57% 

retainment from year one to year two. Table 4.1 provides a summary of the measures of central 
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tendency and dispersion for male and female first-year business students, highlighting the mean, 

median, range, and standard deviation as descriptors that illustrate the differences in gender 

within retention trends. 

 

Table 4.1. Measures of Central Tendency and Dispersion for Male and Female First-Year 

Business Students—2001-2021 

 

   Mean  Median   Mode       Range  SD 

Male   57.8  57.5    56.0  10.1  3.0 

Female   65.2  64.0    63.0  20.1  5.0 

Note. Female students retained at a higher level than males. 

 

 Looking further at measures of central tendency, the mean and median highlight the 

differences between males and females. The mean of the male group sits at 57.8% with a median 

and mode at 57.5% and 56.0%, while the female mean comes in higher at 65.2% with a median 

at 64.0%. This showed, on average, first-year female business students are retained at higher 

rates than first-year male students. Knowing the range measures the variability of retention over 

the years from minimum to maximum, the male students have a range of 10.1, while female 

students’ range was at 20.1, indicating retention has varied over time much more for females 

than it has for males. Lastly, the standard deviation looks at how spread out or close together the 

years are compared to the mean. In the case of this data, the standard deviation for male students 

is at 3.0, and female students are at 5.0 indicating the spread for females is greater for male 

students suggesting a bigger variation in retention rates for females. Although female retention 

rates appear higher than males over the eleven years, it is worth noting the variability with 

females is more inconsistent than males. Males seem to have a steady trend line, while the 
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female line shows a notable increase and decreasing pattern over time. Understanding the 

variables that could contribute to these fluctuations will be explored further in research question 

2.  

Findings Research Question 2 

 The second research question sought to understand factors that related to and influenced 

retention among the 2021 cohort of undergraduate business students. In order to do this an EFA 

and logistic multiple regression were the best statistical analysis to conduct on the survey results. 

The analysis revealed what factors were related to retention among the fall 2021 cohort, what 

were the relationships between fixed and malleable factors. The instrument used to answer this 

question was the Jabs Student Satisfaction Survey. Using 249 observations and 70 factors 

(individual questions), an EFA model was conducted using R-Studio.  

 The first step in the EFA process was to run a few tests to understand if the EFA process 

was the appropriate test to run. Using Bartlett’s chi-square test to determine whether the 

correlation matrix was different from an identity matrix, the test output showed a chi-square 

value of 4010.99 with 528 degrees of freedom, resulting in a p<.001. The p-value indicates the 

data is significantly different from an identity matrix. The second test that was run was the 

Kaiser-Meyer-Olkin (KMO) test to measure the overall sample adequacy. Using Kaiser and Rice 

(1974) interpretation guidelines, the test looked for KMOs higher than 0.50. The KMO test 

output showed a value of 0.85, which was much higher than the standard 0.50 value, indicating 

variables closely overlapped and an EFA test was an appropriate test to run. 

 The next step was to estimate the number of factors that account for the relationship 

among our variables. Based on the Pearson correlations, a scree plot was generated to maximize 
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variance within the data by transforming the original variables into uncorrelated variables 

(principal components) and visually assessing the optimal number of factors for the analysis. (see 

Figure 4.1). The plot revealed a total of 33 factors with positive eigenvalues. The first factor 

explained 27% of the variance, and the second explained 12% of the variance, with ensuing 

factors showing fewer and fewer variances. The scree plot shows a factor loading of 0.50 as the 

ideal number to proceed with for the EFA.  

 

Figure 4.1. R-Studio Scree Plot Output 

 

Note. Plot of Eigenvalue - Principal Component Analysis (PCA) solutions against a component 

number (Root) 

 

The next step in the analysis was to uncover latent factors. The EFA was run using 

oblique rotation. An oblique rotation was decided upon due to the likelihood that there was a 

correlation between the factors rather than orthogonal rotation, which would rotate factors in a 

way that would have factors remaining uncorrelated. The study considered loadings more than 
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0.5. After attaining a simple structure from the EFA, the root mean square of residuals (RMSR—

desired output close to 0), root mean square of error of approximation (RMSEA—desired output 

< 0.05), and Tucker-Lewis Index (TLI—desired output > 0.8) was looked at to validate the 

proposed model. Based on the Eigenvalue suggestion, five factors were run through an oblique 

principle-axis EFA within R-Studio. The analysis revealed the total variance explained by the 

five-factor load was 55%. To further improve the analysis, loadings less than 0.50 were not 

considered (Howard, 2016). 
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Table 4.2. Exploratory Factor Analysis of the Student Satisfaction Survey Fall 2021 

 

*Loadings = > 0.50 

Note. Extraction method; maximum likelihood; Rotation method; Promax (oblique).  

Fit Indices: TLI = 0.82 RMSEA = 0.08 BIC = -845.61 RMSR = 0.07 

1 3 5 4 2

3.2 Overall experience in Jabs college 0.66 0.06 0.17 0.07 0.07

3.3 Quality of instruction you received in Jabs 

college 0.78 0.05 0.03 0.01 0.07

3.4 Your decision to study business within Jabs 0.50 0.03 0.35 0.07 0.05

9.1 Satisfaction with Professors interest in the 

subject 0.81 0.01 -0.05 -0.05 0.00

9.2 Satisfaction with Professors help in 

achieving your professional goals 0.95 -0.04 -0.02 -0.01 -0.05

9.3 Satisfaction with emotional support and 

encouragement you received from professors 0.75 0.04 -0.02 0.01 -0.01

9.4 Satisfaction with general quality of faculty 

instruction 0.84 0.03 0.00 0.04 -0.05

4.4 When someone criticizes Jabs college it 

feels like a personal insult -0.04 0.04 0.82 -0.02 0.01

4.5 I am very interested in what other think 

about Jabs college -0.01 0.00 0.78 0.04 0.03

4.6 When I talk about Jabs, I usually say "we" 

rather than "they" 0.04 0.00 0.66 0.08 0.00

4.7 This college's successes are my successes 0.14 0.00 0.73 0.02 -0.02

4.8 When someon praises Jabs, it feels like a 

personal compliment -0.01 0.05 0.82 0.04 -0.06

4.9 if a story in the media criticized the school, I 

would feel embarrassed -0.02 -0.11 0.73 -0.10 0.02

12.1 Hostile:Friendly 0.18 0.71 -0.02 -0.01 0.12

12.2 Racist : Not-Racist -0.02 0.65 -0.03 0.04 0.01

12.3 Homogeneous : Diverse -0.03 0.60 0.11 0.03 -0.15

12.4 Sexist : Not-Sexist 0.06 0.80 -0.04 0.00 0.06

12.5 Homophobic : Not-Homophobic -0.03 0.85 -0.02 0.02 -0.07

12.6 Elitist : Not-Elitist -0.02 0.81 0.06 0.00 -0.02

12.7 Competitive : Cooperative -0.03 0.55 0.07 -0.05 0.03

14.1 Ability or Disability Status -0.01 -0.11 -0.03 0.12 0.71

14.2 Rcial or Ethnic identity 0.03 -0.08 -0.08 0.05 0.65

14.4 Sexual Orientation -0.01 -0.10 0.01 -0.03 0.64

14.5 Gender identity or gender expression -0.09 0.13 0.04 -0.04 0.71

14.6 Veteran Status -0.01 0.13 -0.01 -0.04 0.82

14.8 Age 0.07 -0.06 0.05 -0.04 0.55

14.11 Poltiical Orientation 0.08 -0.20 0.06 -0.08 0.51

19.1 General Academic Advising 0.10 -0.03 -0.06 0.89 0.00

19.2 Advisor as a mentor 0.04 0.06 0.04 0.87 -0.05

19.3 Availability of your advisor -0.05 0.00 0.02 0.90 0.03

19.4 Quality of time spent with your advisor -0.08 -0.01 0.01 0.92 0.01

Note.  N = 252. The extraction method was principal axis factoring with an oblique principal-axis (Promax with Kaiser Normalization) rotation. Factor 

loadings above .50 are in bold

Jabs Student Satisfaction Survey
Factor loading

Factor 1.

Satisfaction, Curriculum, Professors

Factor 3.

Sense of Belonging

Agree or Disagree

Factor 2. 

Diversity #1

Factor 5.

Diversity #2

How often have you experienced 

discriminatory events because of your: 

Factor 4.

Resources

Academic Advising
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 The results from Table 4.2 indicated questions loaded onto five factors with values higher 

than 0.50. The model exhibited a good fit, supported by TLI < 0.82 (TLI = 0.90), RMSEA < 0.08 

(RMSEA = .08), and a low BIC value (BIC = -845.61). Additionally, the RMSR revealed an 

appropriate average difference between observed and predicted values. Aligned with current 

literature a theorized path diagram (Figure 3.6) was created to show the expected relationships 

within the survey. However, the findings from the EFA revealed latent variables that transformed 

the path diagram revealing a new perspective on what factors related to each other. The new path 

diagram (Figure 4.2) shows a simplified model using EFA results. 

 

Figure 4.2. Obtaining Simple Structure: EFA Model Showing on the Right Indicating Relational 

Factors 

 

                     

Note. Figure 3.6 Seven theorized categories EFA Results  

 

 Results from the EFA revealed a simpler structure. Factors within the survey that did not 

show relationships were removed, such as Support, Inclusion, Personal Behavior/Habits, 
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Resources, and Involvement. While these factors may appear insignificant in relation to this 

survey, it is important to understand their lack of loading does not lessen the importance of 

seeing how they contribute to a first-year student experience. Within the boundaries of this 

survey, the EFA showed these factors did not indicate a statistical relational significance between 

the observed factors. Looking at factors that did load, it is of interest to note two different 

loadings were under the topic of diversity/student satisfaction and curriculum/professors loaded 

strongly together.  

 From there, the EFA model was used in the next step of the analysis. Predicting whether 

a student will return to Jabs College of Business as a business student in their second year used a 

binary model– Retained/1-Retained to the second year. Therefore, the statistical method used to 

understand this will be logistic regression. Results from the EFA were placed into composite 

scores. Composite scoring allows for a parsimonious representation of the EFA results by 

reducing the original variables into a set of scores. Composite scores were created by calculating 

the average of standardized scores of the variables that loaded. The composite scores will be 

representative indicators of the underlying constructs detected in the EFA, which included 

Satisfaction/Curriculum/Professors, Sense of Belonging, Diversity 1, Diversity 2, and Advising. 

Logistic Regression Analysis  

 After composite scores were created and added to the overall data set, testing for 

multicollinearity was the next step to ensure two or more factors in the regression model were 

not highly correlated. The variance inflation factor (VIF) code was run through R-Studio to 

examine the predictor variables to assess multicollinearity. The output revealed a VIF ranging 
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from 1.03 to 1.51, indicating the values were well below the threshold of 10 and thus 

multicollinearity among the variables was not an issue in the logistic regression model.  

 

Figure 4.3. Heat map correlation matrix between variables  

 

Note. The darker the circles, the higher the correlations. 

 

A logistic regression analysis was used for a variety of reasons because the dependent 

variable, retention, is a binomial variable with two possible outcomes: Retained/1-Retained. This 

statistical analysis also provides interpretable odds ratios, creating a clear understanding of how 
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predictor variables impact the odds of retention. Lastly, logistic regression allows for the ease of 

creating multiple model combinations to test which model best explains why business students 

are retained. Logistic regression was run against the four predicted models, with Gender as the 

predictor variable in Model 1 (M1). Model 2 (M2) added Race, Residency, and First-Generation 

status, Model 3 (M3) added interactions with gender, and Model 4 (M4) added the EFA 

variables. 

M1: log(Retained/1-Retained) = X1GENDER 

M2: log(Retained/1-Retained)  = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN  

M3: log(Retained/1-Retained) = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN + 

X5GENDERxRACE + X6GENDERxRESIDENCY+ X7GENDERxFIRSTGEN 

M4: log(Retained/1-Retained) = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN + 

X5GENDERxFIRSTGEN +X6SAT/CURR/PROF + X7SENSEOFBELONGING + 

X8DIVERSITY1+ X9DIVERSITY2 + X10ADVISING



 

 

9
5
 

Table 4.3. Results from Logistics Regression Models 
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The first logistic regression model (Table 4.3) only included one predictor variable 

‘GENDER,’ and the formula used was M1: log(Retained/1-Retained) = X1GENDER. Beginning 

with a simple model helped create a baseline understanding of how well GENDER explained the 

variation in being retained. For each model, three areas of the analysis were looked at to 

understand and interpret the output; odds ratio will gauge the impact of predictors on retention, 

standard error assessed the precision of coefficient estimates, and p-value looked at the 

significance of the relationship between retention and predictor variables. The odds ratio for the 

predictor variable (female) was 0.74 (95% CI:[0.40, 1.38]), this implied that compared to the 

reference group (male), females had 26% lower likelihood of being retained. However, the 

results were not statistically significant (p = 0.343). The whole model, including the intercept, 

was statistically significant (χ² = 5.584, df = 1, p < 0.001), indicating the whole model explains a 

proportion of the variance in student retention. The null deviance represents how well retention 

is predicted by a model that assumes no relationship between the predictor variables and the 

outcome. In this output, the null deviance was 283.82 on 248 degrees of freedom, and the 

residual deviance, which tells us how much our predictions are off by, was 282.91 on 247 

degrees of freedom, resulting in an Akaike Information Criterion (AIC) of 286.91. 

M2: log(Retained/1-Retained)  = X1GENDER + X2RACE + 

X3RESIDENCY + X4FIRSTGEN  

The second model (see Table 4.3) built upon the first and examined the relationship 

between being retained and other predictor variables; Gender (0 = male, 1 = female), Race (0 = 

white, 1 = not white), Residency (0 = in state, 1 = out-of-state), and First Generation (0 = First-

Generation, 1 = Continuous-Generation). The results disclosed none of the predictor variables 

were statistically significant in explaining the odds of being retained: Gender (χ² = 0.92, p = 
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0.261), Race (χ² = 2.82, p = 0.109), Residency (χ² = 2.38, p = 0.130), and First-Generation status 

(χ² = 0.70, p = 0.40) did not yield statistically significant changes in deviance. The odds ratios 

and their 95% confidence intervals indicated that Gender (OR = 0.70, 95% CI [0.37, 1.31]), Race 

(OR = 0.46, 95% CI [0.18, 1.19]), Residency (OR = 0.63, 95% CI [0.35, 1.14]), and First-

Generation status (OR = 0.70, 95% CI [0.30, 1.60]) were not statistically connected with the 

odds of retention. The null deviance was 283.82 on 248 degrees of freedom, and the residual 

deviance was 277.01 on 244 degrees of freedom, resulting in an AIC of 287.01. The AIC is 

slightly better than M1 but has a similar effect explaining the variation in the data. 

M3: log(Retained/1-Retained) = X1GENDER + X2RACE + 

X3RESIDENCY + X4FIRSTGEN + X5GENDERxRACE + 

X6GENDERxRESIDENCY+ X7GENDERxFIRSTGEN 

  While the standard practice may be dedicated against running a third model following 

the non-significant results from Model 2, the null findings of main effects prompted an 

exploratory analysis in Model 3. The third, more complex model, built upon Model 2, but 

introduced variables that interact with each other. Specifically, how gender interacts with race, 

residency, and first-generation status to understand if the relationship between gender and 

retention is dependent upon or altered by other factors. The significance of the model showed the 

complexity of the relationship among variables and provided further understanding of how 

gender impacts retention relative to other fixed factors. In order to understand and pinpoint 

which of the three interactions (Gender:Race, Gender:Residency, and Gender:Firstgeneration) 

was changing the significance level of gender, mini models were run independently of each 

other. Gender:Race (p = 0.477) and Gender:Residency (p = 0.4257) yielded no statistical 

significance and therefore those interactions were removed from the overall model. Running 
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Model 3 with the interaction Gender:FirstGeneration found marginal statistical significance. The 

coefficients for the predictor variables (Retained/1-Retained) are presented in Table 4.3.  

The results indicated the overall model improved from Model 1 and Model 2; however, 

Race (χ² = 2.75, p = .097) and Residency (χ² = 1.79, p = .180) did not exhibit statistical 

significance. An important distinction to be made with the introduction of the interaction variable 

Gender:FirstGen resulted in changing the interpretation of the variables. Within Model 3, the 

main effects of the interacting variables were no longer interpreted separately, but rather 

contingent upon the levels of the other variables (Gender and First Generation) involved. Having 

Gender:FirstGen interaction suggested the effect of Gender on retention was modified by 

whether a student was first-generation or not, or rather, the relationship between gender and 

retention was different for first-generation students compared to continuing-generation students 

(see Table 4.4).  
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Table 4.4. The interaction variable Gender:FirstGeneration alters how the individual variables 

Gender and First Generation are interpreted. 

 

Variable     Interpretation     

Gender      Comparison between women who are 

continuing-generation students and men who 

are continuing-generation students.  

 

First Generation Comparison between men who are first-

generation students and men who are 

continuing-generation students.  

 

Gender:FirstGen Examining how the effect of gender on 

retention differs between first-generation 

female and continuing-generation male 

students. 

 

Note. Reference group is now continuing-generation male.  

 

 

Knowing the above information helped decipher the output. Gender:FirstGen (χ² = 3.18, 

p = 0.074) interaction exhibited marginal statistical significance, which implied there was 

evidence to suggest the relationship between gender and retention varied depending on whether a 

student was first-generation or continuing-generation. Also, the factor First-generation exhibited 

marginal statistical significance (χ² = 3.34, p = 0.067), suggesting that, compared to continuing-

generation male students, first-generation male students were estimated to have lower log odds 

of being retained. Looking at Gender it revealed there was statistical significance with a p =0.050 

and chi-square = 3.80. It is important to distinguish the Gender variable only became significant 

due to the introduction of the Gender:FirstGen interaction variable. The odds ratio value for the 

predictor variable (continuing-generation female) was 0.108 (95% CI [-4.46, 0.013]). This 

outcome implied that compared to continuing-generation male business students, continuing-

generation female business students have 90% lower odds of being retained. The odds ratios and 
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their 95% confidence intervals indicated Race (OR = 0.443, 95% CI [-1.77, -0.852]), Residency 

(OR = 0.665, 95% CI [-1.01, 0.181]), First-Generation (OR = 0.399, 95% CI [-1.90, 0.066]), and 

Gender:FirstGen (OR = 8.405, 95% CI [-0.210, 4.470]) were not statistically connected with the 

odds of retention. The AIC value decreased from Model 1 (286.91) and Model 2 (287.01) and 

revealed an output of 284.80 which indicates a better overall model fit. Ultimately, this model 

demonstrated the interaction between Gender and FirstGen affected retention, with Gender also 

contributing to the overall model's impact. 

Given the complexity of the relationships among Model 3 and the presence of marginal 

significance of the interaction effect with gender and first generation further exploratory analysis 

was performed to understand how different combinations of predictor variables influenced the 

likelihood of retention. Predicted probability allowed the researcher to further understand the 

likelihood of retention occurring given the specific interaction variable of 

Gender:FirstGeneration within Model 3. Using R-Studio, predicted probability code was run 

from the logistic regression output of Model 3 (see Figure 4.4). 
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Figure 4.4. Predicted Probability based on the interaction variable Gender:FirstGen in Model 3. 

Note: First-generation females are less likely to be retained.  

 

 

 The output presented a predicted probability of a student being retained based on 

different combinations of gender and first-generation status. First-generation male students have 

a higher likelihood of being retained (0.42), while first-generation female students had a lower 

likelihood of being retained (0.07). Continuous-generation male students had a lower likelihood 

of being retained (0.25) compared to first-generation male students and continuous-generation 

female students had a higher likelihood (0.24) of being retained compared to first-generation 

females and a similar likelihood compared to continuous-generation male students.  

 To provide further statistical analysis of the factors contributing to retention, a descriptive 

statistics table (see Table 4.5) was created to display the mean scores of specific variables among 

different demographic groups. Table 4.5 presents valuable insight into the relationship between 

various factors and student retention within the Jabs College of Business & Entrepreneurship. 

Specifically, the table presents the mean scores for factors such as Satisfaction, Sense of 
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Belonging, Diversity 1, Diversity 2, and Advising, disaggregated by gender and generational 

status (first-generation vs. continuous generation). By examining these mean scores, patterns, 

and differences in the experiences of retained and not retained students can be seen, casting light 

on the underlying dynamics influencing retention within the college.  

 

Table 4.5. Mean and Standard Deviation scores for EFA factors by Gender and First-Generation 

Status 

 
 

Note. Continuing females not retained had the highest mean score for levels of satisfaction. First 

Gen Female Not Retained had an N=1. 

 

 

Standard Deviation (SD) and Mean (M) values were used to analyze various factors that 

influenced retention among male and female students, distinguishing between continuous 

generation and first-generation students. Using the average score for each factor and insight to 

the variability of the data around the mean helped provide further understanding of what the 

students first year experience entailed. It is important to note, the First-Generation Female Not 

Returned had an N = 1. It is of interest to note the factor Satisfaction, as it related to males, 

continuous generation males who were not retained had a higher satisfaction mean than retained 

males, while Sense of Belonging yielded low overall mean scores across all males. The variable 

Diversity 1 asked students to select one option between sets of adjectives on a Likert scale of 1–7 

that best represented how they rated Jabs College of Business based on their direct experiences. 
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The adjectives described ranged from Racist to Non-Racist, Hostile to Friendly, Elitist to Non-

elitist, etc. In reviewing the mean data, first-generation female students who were not retained 

had the lowest overall mean score of 5.71 compared to first-generation male students who were 

retained. Conversely, the majority of male and female business students' mean score for 

Diversity 2, which asked how often students experienced discriminatory events due to their 

status had similar experiences with the mean scores hovering at 1.00 (never experienced 

discriminatory events). Lastly, the Advising variable reported differences in experiences between 

males and females. The Advising portion of the survey asked specific questions about having an 

advisor as a mentor, the availability of your advisor, and the quality time spent with their 

advisor. First-generation males who were not retained reported a 4.71 mean score for Advising, 

while first-generation females who were retained yielded the highest mean score of 5.48. 

Reviewing mean scores allowed for quick comparisons of each factor between retained and not 

retained students who were male and female. This provided insight into potential differences 

within first-year experiences and the factors that may contribute to retention. 

M4: log(Retained/1-Retained) = X1GENDER + X2RACE + 

X3RESIDENCY + X4FIRSTGEN + X5GENDERxFIRSTGEN 

+X6SAT/CURR/PROF + X7SENSEOFBELONGING + 

X8DIVERSITY1+ X9DIVERSITY2 + X10ADVISING 

 The final model built upon Model 3 but added complexity by including factors from the 

earlier EFA results to understand if there were any further insights to be garnered. The EFA 

results represented factors originated from the Jabs Student Satisfaction Survey taken in the fall 

of 2021 that were put into simple structure. After the EFA model was created, Model 4 was 

modified to fit EFA results. Looking over the results (Table 4.3) there were elements to look at 

when understanding the relationship between the factors and the outcome (Retained/1-Retained). 
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The coefficients for the Intercept, Race, Residency, Satisfaction, Sense of Belonging, Diversity 

One, Diversity Two, and Advising yielded no statistical significance as their p-values were 

greater than 0.10. The coefficients for Gender and Gender:FirstGeneration showed marginal 

statistical significance with p-values in between .06-.08. The odds ratio for Gender (0.113) 

suggests if you are a continuing-generation female business student you are 89% less likely to be 

retained compared to non-first-generation male business student. Lastly, First Generation’s 

coefficient revealed marginal statistical significance with p = 0.052, indicating that, holding all 

other factors constant, a potential relationship exists between first-generation male business 

students and retention. To further assess the overall model fit, the chi-square output was looked 

at showing the model is moderately significant with improvement over the null model, implying 

predictors have some explanatory power. It also showed the AIC score increased with this model 

(AIC = 287.26) indicating the overall fit decreased with the additional EFA factors and the 

predictor variables.  

Chapter Summary 

In conclusion, this chapter provided the descriptive statistics that aided in answering 

research question one and descriptive statistics for mean scores of key retention-related factors 

that were disaggregated by gender and generational higher education status, as well as statistical 

interpretations of four model outputs to better understand the factors that influence first-year 

business student retention from data based on the Jabs Student Satisfaction Survey. An EFA was 

used to uncover latent variables and a composite model (M4) was created. The models built upon 

each other in complexity to identify areas that helped predict being retained as a first-year 

business student as well as test the theoretical concepts outlined in chapter one.  
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CHAPTER FIVE  

DISCUSSION 

Introduction 

 The purpose of this study was to understand factors that influence or deter first-year 

business student retention specifically, if factors contribute to or deter first-year female business 

students at Montana State University’s Jake Jabs College of Business & Entrepreneurship. To 

answer this question two research questions were posed:  

RQ 1.  What are the trends in retention among first-year MSU Jabs College of Business 

students between 2011 and 2021 and how do these vary by gender?  

RQ 2) Using the most recent and available data, what factors relate to retention among 

the 2021 cohort of undergraduate business students at Montana State University’s 

Jabs College of Business? 

a). What is the relationship, if any, between fixed factors, including 

gender, race, first-year residency, and first-generation student status and 

retention of first-year business students? 

b). What is the relationship, if any, between malleable factors, including a 

sense of belonging, student satisfaction (with courses, professors, 

resources, etc.), and retention of first-year business students? 
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Summary of Results 

 In reviewing research question one, trends in retention over eleven years indicate male 

business students’ variability in retention was unremarkable. Digging further into the meaning of 

the data, male students denote symmetrical distribution with the median being 57.5% and the 

standard deviation for male retention rates being at 3.0. This means a close-fitting cluster of data 

points around the mean. This suggests males may have a more consistency with retention 

potentially revealing male students have more stability and reliability in their first year than 

female students do. Conversely, first-year female business students display a positively skewed 

shape within the data. The median, being at 63.8%, was closer to the lower quartile (62%) than 

the upper quartile (68.9%), showing a variability in retention rates. The larger standard deviation 

for female retention rates (SD = 5.0) also indicates a greater variability in their first-year 

experience. The variability suggests the highs and lows of the data points compared to the mean 

are unstable.  

Reviewing a decade’s worth of retention data revealed numerous observations that should 

be investigated further. Consistent with national trends, females are being retained at a higher 

rate than males within the Jabs College of Business; however, it is the instability factor for 

females and downward progression that stand out. When observing female trends in retention, it 

is important to explore the various other factors that may have coincided with the variability in 

retention rates during the timeframe being observed. Refraining from definitive causality, these 

observations serve as possible areas of interest for understanding the broader context of first-year 

female business student trends. The first observation looked at the increased retention rate from 

2011 to 2013 for female students. During this time, Jake Jabs announced he would give the 
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College of Business at MSU a $25 million-dollar unrestricted gift. At the time, it was the largest 

gift given to MSU from an alum. This gift made headline news and brought in a substantial 

amount of publicity to the college on a national stage. A large portion of the gift was put toward 

building a new business building for the students of the college. It was also in 2013 that the Jabs 

College of Business announced it had earned another five years of accreditation from the 

AACSB. Accreditation is a worldwide recognized symbol to students looking for credible and 

quality business education. The world economy was also still recovering from the 2008 financial 

crisis, and when the economy was not doing well or seemingly unstable, university enrollment 

numbers rose as students were more likely to rely on the credentials secondary education 

provided to compete in a volatile economy (Long, 2014).  

Conversely, a divergence occurred for males and females in 2016 and a convergence 

happened a year later. Female students in the Jabs College of Business increased their retention 

rate from 65% in 2015 to 69% in 2016, while male student numbers decreased from 56% in 2015 

to 52% in 2016, which yielded a 47% difference in one year. In 2017, female retention decreased 

from 69% to 62%, while male retention increased from 52% to 60%. Looking inward to what 

was occurring at this time within the college, details showed a heightened focus on 

entrepreneurship as stated in the fall 2015 issue of Mountains and Minds article showcasing Jabs 

College of Business helping create a new generation of Montana entrepreneurs: 

To help more students enjoy entrepreneurial success, as Rickert has—and to foster 

qualities that are useful to entrepreneurs, as well as to others interested in business 

and even other pursuits—the MSU Jake Jabs College of Business and 

Entrepreneurship is establishing itself as a leader in entrepreneurship education in 

the region. “Our business college has a strong track record of fostering 

entrepreneurship and entrepreneurial thinking,” said Kregg Aytes, dean of the Jake 

Jabs College of Business and Entrepreneurship. “We aspire to do even more.” 

(Cantrell, 2015) 
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Is there a connection between females being less risk-averted to the entrepreneurial 

lifestyle (Sexton & Bowman-Upton, 1990) and Jabs College of Business promoting an education 

that has entrepreneurship woven into the curriculum that would deter a female student from 

wanting to continue pursuing a degree in business? Further research into this topic would be key 

to understanding the decline in first-year female business student enrollment. 

Shifting the focus to research question two, the study examined factors that contributed or 

deterred students from returning to the business college for a second year and pursuing a general 

business degree. To properly run the logistic regression models, an EFA was performed to reveal 

latent variables and obtain a simple structure of the data. The Student Satisfaction Survey held a 

large number of questions and Figure 4.2 showcased how the EFA examined seven theorized 

categories and aimed to identify latent variables to simplify the model that consolidated the 

seven categories into five. Surprisingly, after the EFA model was run, the categories changed 

dramatically and what was thought to stand out as factors that contributed to being retained did 

not emerge as significant factors. Support, Resources, Personal Behavior, and Involvement 

factors were removed from the final model, and the simple structured model combined 

“Satisfaction/Curriculum/Professions” into one category showing how intertwined these factors 

were. Diversity split into two categories suggesting the diversity experiences within the first year 

acknowledged the complex nature of diversity within the student experience. Also, unexpectedly, 

the Resource data did not show it was contributing to the overall model and was removed, while 

Advising remained relevant and was retained within the model. Lastly, Sense of Belonging 

remained relevant after the EFA was run highlighting the alignment with Tinto’s (2017) theory 
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of student departure. Obtaining a simple structure model was essential to be able to run the 

logistic models. 

While this study did aim to understand factors that deter or retain students in the business 

program, it was also connected to how they varied by gender. Knowing the first model (M1: 

log(Retained/1-Retained) = X1GENDER) focused solely on the predictor variable being 

“Gender,” the objective created a baseline understanding of gender alone contributed to the 

variation of business student retention. Results yielded no statistical significance (p = 0.343). 

Model 1 provided further evidence that gender alone did not predict a significant difference in 

the odds of being retained for males compared to females which supported Nieuwouldt and 

Pedler’s (2023) study that indicated numerous other factors contribute to females wanting to 

leave their home institution besides just their gender. However, Model 1 did contribute a baseline 

understanding to construct models two, three, and four.  

Expanding on the predictor variables, the second logistic regression model (M2 = 

log(Retained/1-Retained)  = X1GENDER + X2RACE + X3RESIDENCY + X4FIRSTGEN) added 

Race, Residency (in-state or out-of-state) and first-generation status to understand whether 

additional fixed factors predict being retained or not. Ultimately, the data resulted in the model 

having no statistical significance on any of the variables. Gender (p = 0.261), Race (p = 0.109), 

Residency (p = 0.130), and First Generation (p = 0.40) indicate these results do not showcase a 

clear relationship with the odds of being retained from year one to year two. However, what is of 

interest within the results showed the decrease in residual deviance compared to the null 

deviance and the AIC being at 277.01 suggesting while the predictor variables showed no 

statistical significance the overall model did improve from M1. This analysis indicated that fixed 
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factors contributed to a better understanding of what influences being retained. It is also 

important to note that because gender, race, residency, and first-generation yielded no statistical 

significance, does not infer these factors have no influence on retention, but rather within the 

parameters of this specific model fixed factors did not appear as significant.  

The third model, (M3: log(Retained/1-Retained) = X1GENDER + X2RACE + 

X3RESIDENCY + X4FIRSTGEN + X5GENDERxRACE + X6GENDERxRESIDENCY+ 

X7GENDERxFIRSTGEN), introduced additional variables and showed improvement over the 

first two models. M3 was built to illustrate how the fixed factor, gender, interacted with the other 

fixed factors, race, residency, and first generation. Results from the logistic regression output 

revealed the Intercept, Race, Residency, First Generation, Gender:Race, and Gender:Residency 

all yielded results that were not statistically significant. Another interesting finding showed, 

albeit not at the standard statistical significance of < 0.05, was the result of  

Gender:FirstGeneration (p = 0.074). With marginal statistical significance, Gender and First 

Generation indicated this interaction should be looked at more closely. While the p-value falls 

above the standard significance the proximity could suggest a relationship. Compared to 

continuing-generation female business students, First-generation female business students were 

estimated to have lower log odds of being retained, which tracks with Gibbons, et al., 2011 and 

Pratt et al.’s 2019 findings that suggested first-generation college students are less likely to have 

the same academic and social capital experiences entering into a university setting as students 

who have parents/guardians with a degree. Current research discusses the difficulties first-

generation college students endure. Soria and Stebleton (2012) found evidence to suggest first-

generation college students engage differently, specifically with fewer interactions within the 
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classroom setting, lower grade point averages, and lower likelihood of how to obtain and utilize 

campus resources. What is the lived experience of a first-year female first-generation college 

student within Jabs College of Business? One could surmise students who fit these two factors 

have different first-year experiences than those who do not identify as female and first-

generation calling for further research using qualitative approaches. 

In examining gender, there was statistical significance found (p = 0.050) suggesting the 

incorporation of a more complex model influenced the significance of gender, and compared to 

continuing-generation male business students, continuing-generation female business students 

had a 90% lower chance of being retained. Gender was the factor that was consistently used 

throughout all four models. Although gender alone yielded no statistical significance, it emerged 

as a significant factor as the models became more complex suggesting these findings align with 

the literature of female students. 

Lastly, the results from Model 4 included incorporating the factors resulting from the 

EFA. This is the most complex of the four models and combined fixed and mailable factors. The 

AIC output resulted in a score of 287, which indicated the overall model fit did not change 

significantly from Model 1 to Model 4 but yielded a higher AIC score than Model 3. Looking at 

variables that showed no statistical significance included the Intercept, Gender, Race, Residency, 

Satisfaction, Sense of Belonging, Diversity One, Advising, Gender:Race and Gender:Residency. 

What Model 4 did help identify was the instrument survey used to gather data was not a great 

indicator for retention. Despite including variables that were directly from the Student 

Satisfaction survey, they did not yield significance. However, even though the survey instrument 

was found wanting within this study, there could be unmeasured factors or aspects of the student 
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experience that have a more significant impact on retention. Therefore, further research and 

refinement of the survey instruments could assist in revealing factors influencing student 

retention within the Jabs College of Business. Two factors that showed moderate statistical 

significance were First Generation (p = 0.066) and Gender:FirstGeneration (p = 0.081). Overall, 

Model 4 showed a worse overall fit compared to Model 3 and yielded no statistical significance, 

hence the focus and reporting on Model 3.  

Theoretical Implications 

Trends over Time  

Drawing back to the theoretical framework, the exploration of retention trends within the 

Jabs College of Business over eleven years exposed interesting nuances when compared to 

Vincent Tinto’s (1979 and 1993) interactionalist theory of student departure and Frederick 

Herzberg, (1959) model of motivation-hygiene factor theory (job satisfaction/motivation). 

Tinto’s (1979 and 1993) model focused on the stages of integration and the transformation of 

belonging into a community. The male students within Jabs showed stable and consistent 

retention trends that aligned strongly with what Tinto (1993) postulated regarding the stages of 

integration indicating a more seamless transition to college. Alternatively, the female retention 

distribution showed a positive skewed shape which raises inquiries about how Tinto’s (1993) 

integration model fits. The downward trend from 2013 to 2020 indicate females were not 

progressing strongly through the three stages of integration to have positive outcomes of being 

retained. When examining this phenomenon through Frederick Herzberg, et al., (1959) model of 

job satisfaction and dissatisfaction the inconsistent patterns with the range and standard deviation 

for first-year female business students could suggest female students are experiencing more 
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dissatisfying factors that contribute to high and low retention percentages. Regarding male 

students, even with consistent patterns, further investigation should be looked at with 

satisfaction/dissatisfaction to observe if interventions could be used to increase male numbers. 

Regression and Theory  

In relation to the logistic regression models that were tested and how they interacted with 

this study’s theoretical framework, the significance of Model 3 was most notable as it related to 

being retained from year one to year two within the Jabs College of Business. The interaction 

variable Gender:FirstGen found evidence to suggest a relationship between gender and retention 

existed depending upon if a student was first-generation or continuing-generation. The predicted 

probability revealed First-generation female students were less likely to be retained (0.07). It also 

revealed Gender (a fixed factor) as a significant variable that suggested female business students 

have lower odds of being retained which challenged the standard assumptions that female 

students are retained at higher rates than males and aligned with Tinto (1993) and Herzberg’s 

(1959) theoretical models. Looking more closely at Tinto’s Integration model, which posits a 

student’s integration into a university community influences whether a student is retained or 

departs, we see a female business student may experience specific challenges based on mean 

scores of raw data (Satisfaction and Diversity1) with feeling they can create an environment 

within Jabs College of Business that promotes integrating. Specifically, looking at the 

“Transition” and “Incorporation” stages of Tinto’s model become important areas for 

understanding first-year female Business students' lived experiences as they navigate through the 

academic and social phases of their first year. Having difficulties within these stages may lead to 

a lack of commitment to the university and the likelihood of not returning increases. Lastly and 
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surprisingly, first-generation male students were more likely to be retained than continuing-

generation male business students. Looking at the transition and incorporation, one might 

suggest continuing male students would have an easier time transitioning through Tinto’s stages 

of integration, but this study showed first-generation male business students show evidence of 

having more grit to persevere.  

Herzberg et al.’s Two-Factor Theory (1959) contributes to the interpretation of gender-

specific retention by highlighting intrinsic and extrinsic factors through the lens of job 

satisfaction. While the theorized model of intrinsic factors did not yield statistical significance, it 

did recognize Kimberle Crenshaw’s (1989) research regarding factors that interplay. Crenshaw 

(1989) introduced the term “intersectionality” in the 1980s and posited discrimination and 

oppression are multilayered and understanding lived experiences are created through the 

intersection of these lived experiences. Crenshaw’s (1989)  theory is particularly relevant when 

examining the interaction between being female and a first-generation college student (predicted 

probability of female, first-generation students being at 0.07). Within this study, this layered 

experience highlights Crenshaw's (1989) notion that researchers and administrators need to view 

retention issues through multiple lenses. The significance of being female/male and 

first/continuous generation can have a negative effect on moving through Tinto’s stages of 

integration.  

In combining the insights from Tinto's (1993) model and Herzberg's (1959) intrinsic and 

extrinsic factors, it is important to note that first-generation female students who progress 

through the stages of integration are less likely to be retained and the complex factors 

contributing to their likelihood of leaving the business major remain unclear. In the context of 
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Herzberg's framework, intrinsic motivators such as Satisfaction/Curriculum/Professors, 

Diversity, Advising, and Sense of Belonging were theorized to promote retention. Surprisingly, 

none of these factors exhibited statistical significance in the study. This departure from the 

findings of DeShields (2005), Schertzer and Schertzer (2004), and Elliot and Shin (2002), who 

suggested a positive connection between student satisfaction and increased likelihood of 

retention from year one to year two, raises further questions regarding the unique dynamics at 

play within Jabs first year students. 

Within this study, the assessments of Astin (1984, 1999) and Seidman (2005) on student 

retention differ from the extrinsic factors proposed within this study. This paper considered 

factors such as Curriculum, Professors, Advisors, Resources, And Involvement to be markers in 

which current research suggests have ties to retention. According to Astin (1984, 1999), students 

who actively engaged with and were involved in their university systems were more likely to be 

retained and persist to graduation. However, the outcomes of this study diverge from Astin’s 

(1984, 1999) Student Development Theory, as involvement failed to attain statistical 

significance. Additionally, the factor Resources, which included career development, did not 

achieve statistical significance, contradicting Seidman’s work, which suggested if a university 

provided academic and social resources early on in their programs, the chances of retaining 

students could increase. The most surprising result was that Professors and Academic Advisors 

did not significantly influence a student’s likelihood of retention. There have been numerous 

studies in which Academic Advising has been highlighted as a critical component to successfully 

retaining students (Cuseo, 2003., Habley, 2012 Wyckoff, 1999). Tinto’s (2023) current research 
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looks specifically at the impact faculty and their curriculum can create promising ties to student 

retention yet did not yield as true within this study. 

Practical Implications 

 The results from this study not only shed light on the overall complexity of student 

retention but also suggest new actionable measures and transformative changes within the first-

year experience in the Jabs College of Business. As practical implications are explored inside 

and outside the Jabs College of Business, it is apparent administrators, faculty, and staff in higher 

education have opportunities to increase and build on the first-year student experience and 

thereby retention. This section will bridge the gap between theory and application and explore 

real-world applications of the research findings to guide the development of strategies, programs, 

and interventions that will enhance the overall student experience. Beginning with factors that 

resulted in statistical significance, such as Gender and Gender:FirstGeneration, this study’s 

findings can recommend practical implications as well as offer insights that extend beyond 

statistical significance such as the intersectionality support programs, engagement opportunities, 

and enhanced academic advising.   

 This study’s findings indicate gender is an promisng predictor of retention among first-

year female business students. Not only does the study confirm a relationship exists between 

being female and not returning to a second year as a business student, but it also allows 

administrators to have a starting point to further explore a female perspective within the college. 

Ensuring female business students move through Tinto’s (1993) stages of integration through the 

lens of Herzberg’s (1953) intrinsic and extrinsic factors can be a framework in which to increase 

overall student numbers with a clearer understanding of actual programmatic and curricular 
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factors that work. Pivoting away from a “shotgun” approach of engagement, where time, effort, 

and resources are used without clear data, the Jabs College of Business can optimize its resources 

by implementing a more methodical and holistic approach. Further, this study’s findings offer an 

opportunity for the Jabs College of Business to fold in student conversations and continual 

feedback. Creating an environment of open dialogue, it allows the Jabs College of Business to 

gain valuable insight into the lived experiences, difficulties, and expectations faced by their 

female student body. Not only does this cycle of feedback demonstrate to their students they 

value their opinion but could help create additional sense of belonging and trust the college may 

be lacking.  

 Second, understanding the practical implications of the crossroads of first-year female 

students who are also first-generation can provide early programmatic intervention for these 

students. Specifically recognizing and researching how intrinsic motivators may differ for first-

generation female students could lead to a deeper level of understanding to create support 

systems and resources these students could benefit from. These results build on existing evidence 

from Choy (2002), Warburton et al. (2000), and Pascarella et al. (2004) that imply first-

generation college students encounter vastly different experiences in their first year of college 

and suggest, compared to their peers who have parents/guardians who have been in some form of 

higher education, they are disadvantaged. Pascarella et al. (2004) study gave further evidence 

that first-generation students begin at a disadvantage and once in college, the knowledge gap 

grows wider and dominos into other issues. However, Pascarella et al. (2004) went on to state if 

a first-generation student is able to navigate the first year of college successfully, the persistence 



  118 

 

gap grows smaller with each subsequent year. Knowing this information will help administrators 

dig deeper into the nuances that first-generation female students have.  

 Although the logistic regression models did not yield statistically significant findings for 

Satisfaction/Curriculum/Professors, Sense of Belonging, Diversity 1, Diversity 2, and Advising, 

this paper acknowledges the EFA did detect underlying relationships that have interesting 

associations tied to them. Tying back the intersectionality of female first-generation students, 

Astin (1984), Choy (2000), and Pascarella et al. (2004) suggest fostering a sense of belonging in 

which an environment is created through rich diversity, supportive advising, and resources can 

all contribute to the retention equation. Patton et al. (2006) and Hawthorne and Young (2010) 

posit a strong relationship exists between professors/students and retention by describing 

professors who build strong teaching practices and supportive environments that help bolster a 

student’s sense of belonging within the institution. The impact professors have within the 

classroom continues to be a significant indicator of how a student persists through the first year 

and beyond (Tinto, 2023). The diversity framework that schools create must have individualized 

collegiate depth and breadth and must be considered when developing curriculum and creating 

inclusive policies and procedures. This starts with data-driven understanding of where an 

institution is currently at and then forming a diverse collegiate environment for students to feel 

they can be themselves while simultaneously be challenged in safe surroundings. 

 The findings within this study highlight the complex dynamics of retention within the 

Jabs College of Business and opens doors for practical changes. Looking toward the 

opportunities administrators, faculty, staff, and students have to make transformational 

enhancements, this study identified three areas of recommendation to further explore: the first-
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year female experience, the cross section of first-generation females, and the overall first-year 

experience inclusive of programmatic engagement and the classroom curriculum. Beyond the 

confirmation, a relationship exists between being female and not being retained, the findings 

create a starting point for leadership teams to continually explore the female experience. 

Aligning Tinto’s (1993) stages of commitment and Herzberg’s (1953) intrinsic and extrinsic 

factors, a foundation can be created to increase student numbers and retention. Most importantly, 

the findings suggest an opportunity exists for the Jabs College of Business community to create 

an open dialogue of communication with their students, specifically female students, which 

builds trust within the college community.  

 While this study did suggest a relationship did exist between being female and not being 

retained from year one to year two, translating that into practical solutions will take time. Three 

areas in which administrators, faculty, and staff can focus their efforts can be gender-specific 

support programs, networking opportunities with female business leaders, and promotion of 

inclusive classroom environments. In regard to gender-specific programming, considering 

specific mentorship cohorts that cover onboarding, extended orientation, tutoring, involvement in 

research, and networking. These cohorts should be led by female faculty and staff, which in turn 

this study recommends beginning with establishing a stable work environment for female faculty 

and staff. Cohoon (2002) suggests a stable work environment for females equates to a higher 

yield of female students being retained. The creation of networking/mentoring female students 

through industry partners is a way to close the gap and connect young female students with those 

who have been within the workforce to offer support and comradery.  
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 The cross section of female first-generation student needs to be examined in greater 

detail. Kim et al., (2021) identified support systems lacking in female first-generation college 

students and understanding the students’ lived experience can assist in the transition to navigate 

through the first year of school and beyond. The creation of one-on-one mentorship programs 

that begin after a female first-generation college student is accepted to a university can have a 

great impact. The mentorship does not need to high impact, but rather, early onboarding before a 

student steps foot on campus can assist in the transition. Additionally, extended orientation with 

the mentor can help the female first-generation students navigate their way through the complex 

higher education system. However, ensuring the mentors have a thoroughly trained 

understanding of how a first-year student’s experience differs from their peers is imperative. 

While programs and resources intended to help first-generation female students can be impactful, 

the foundation on which it is built needs to be carefully crafted. Hossler (2009) warns institutions 

that while setting out to help first-generation college students is admirable, if proper steps are not 

taken to ensure those who are providing the care are trained or are identified as being first-

generation college students, implicit bias can creep in unintentionally. 

Evaluating the overall first-year student experience, beginning before a student steps foot 

on campus, can help make transformative progress in retaining students. This can begin with 

communication and messaging that is sent out to students once they have been accepted to MSU. 

Orientation practices can be reviewed to see it through the lens of a female student. Looking into 

providing extended orientation for female students throughout the first year that highlights areas 

in which female students struggle can circumvent problems before they occur or give resources 

and support for when they do occur. Looking inward toward the curriculum, a review of course 
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material to understand gender bias. This can be as little as reviewing case studies in which the 

protagonist is female versus male, which highlights Chen et al. (2019) work in which suggests 

female representation matters. Lastly, the implementation of a peer mentoring program can 

strengthen the ties for female students and create supportive networks. This can be a program as 

small as utilizing female students from the Senior Capstone class (BGEN 499)  to connect with 

female students within the Introduction to Business and Entrepreneurship (BGEN 104US) or as 

big as having female students from both classes collaborate on a project together, which 

addresses the approach Patton et al. (2006) describes with creating learning communities, which 

in turn has ties to retention.  

Suggestions for Future Research 

 While this study has shed light on the relationship that does exist with female students, 

and first-year female students as they relate to retention, it also serves as a pathway for future 

studies. In this section, future research topics will be explored that can assist with further 

understanding of what retention factors exist for first-year business students within the Jabs 

College of Business. The five areas to highlight for further studies include a qualitative or mixed 

method study that includes focus groups, case studies, and interviews to have a deeper 

understanding of the lived experiences of female business students that offer a more in-depth 

perspective than a survey can, especially because the survey instrument found no statistical 

significance. The second suggestion focuses on women of color’s unique lived experiences 

within the first year to unearth how factors may differ from their peers. Jabs College of Business 

female students identify as predominantly white, but as the college continues to recruit students 

of color, their needs may differ drastically. The third area of future research explores the 



  122 

 

effectiveness of gender-specific programming. Assessment needs to be part of the equation of 

understanding the retention model within Jabs College of Business. This will take time and 

outcomes are not likely to surface within a year or even two. Building a strategic assessment plan 

for all programs related to gender and retention will improve programmatic efficacy, identify 

specific success strategies within the program, address challenges that might not be working, and 

allocate recourses properly knowing they are scarce much of the time and hold the college 

accountable for creating a program that helps close the gap for women to the boardroom. The 

fourth area delves into how the COVID-19 pandemic played into retention and how it will 

continue playing into retention—specifically looking at Tinto’s (1993) theory on Student 

Integration regarding prior characteristics students bring to a college campus. The lived 

experiences of these students through the lens of COVID-19 are deep and research has just 

begun to scrape what characteristics students will come to college with. Lastly, although Sense 

of Belonging emerged as being not statistically significant within the study, it is worth exploring 

further as it relates to first-year female business students. Sense of belonging has been inferred 

within many theoretical frameworks (Astin, 1984.; Bean, 1980.; Pascarella & Terenzini, 2004.; 

Tinto, 2017) and has considerable ties to retention, it merits further research studies within the 

framework of Jabs College of Business.  

Chapter Summary 

 This empirical study intended to understand retention trends and relationship factors 

(intrinsic and extrinsic) within the Jabs College of Business & Entrepreneurship at MSU that 

contributed to the retention of first-year business students. The findings of this study revealed a 

relationship does exist between being female and not returning for a second year within the 
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college and specifically how female first-generation students may be more at risk for not 

returning. Theoretical implications of the findings were associated with Tinto’s (1993) and 

Herzberg’s (1953) theory of female students encountering hardships through the stages of 

integration through the lens of intrinsic and extrinsic factors. Practical implications and 

recommendations can be sought to foster a greater sense of belonging while simultaneously 

continuing to research the unique factors that foster or deter students from returning to a second 

year. The need for a consistent dialogue surrounding student retention, specific to females, is 

imperative and can assist in creating the pathway to the boardroom where decisions for the 

betterment of females can be made.  
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Jabs Freshman Survey - Fall 2021 

 

 

Start of Block: Jabs Freshmen Survey 

 

Q1  

The Jake Jabs College of Business & Entrepreneurship congratulates you on making it half-way 

through your first semester of college. We know this hasn't been easy but admire the resiliency 

you have shown.  

We are asking you to complete this survey to share your overall experiences within Jabs 

college.  The more you can tell us, the better we can enhance the Jabs experience for all 

students.    

Completing this survey will take less than 10 minutes. There are no foreseeable risks associated 

with completing this survey.  

If you have any questions, complaints, or if you feel you have been harmed by this research 

please contact Brenda Truman, Assistant Dean of Student Services at bstruman@montana.edu.    

Contact the Institutional Review Board (IRB) if you have questions regarding your rights as a 

research participant. You may also contact the IRB if you have questions, complaints, or 

concerns which you do not feel you can discuss with the investigator. The MSU IRB may be 

reached by phone at 406-994-4707.       

 

Participation is voluntary, and you can stop at any time. Your participation or non-participation 

will not affect your status as a Jabs student.                                           
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By proceeding you are giving your consent to participate.    

Thank you. 

End of Block: Jabs Freshmen Survey 
 

Start of Block: Overall Exp and Sense of Belonging 

 

Q2 Please provide your Student GID Number: Example: -02345678 

_______________________________________________________________ 

 

Q3 Please tell us about your overall satisfaction with your experiences so far in school. 
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Extremely 

dissatisfie

d (1) 

Dissatisfie

d (2) 

Slightly 

dissatisfie

d (3) 

Neither 

satisfied 

nor 

dissatisfie

d (4) 

Slightl

y 

satisfie

d (5) 

Satisfie

d (6) 

Extremel

y 

Satisfied 

(7) 

Your 

overall 

experienc

e at MSU 

(1)  

o  o  o  o  o  o  o  

Your 

overall 

experienc

e in Jabs 

college 

(2)  

o  o  o  o  o  o  o  
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Quality 

of 

instructio

n you 

received 

in Jabs 

college 

(3)  

o  o  o  o  o  o  o  

Your 

decision 

to study 

business 

within 

Jabs (4)  

o  o  o  o  o  o  o  
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Q4 Please indicate the extent to which you agree or disagree with the following statements about 

the Jake Jabs College of Business & Entrepreneurship.  
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Strongly 

disagree 

(1) 

Disagree 

(2) 

Somewhat 

disagree 

(3) 

Neither 

agree 

nor 

disagree 

(4) 

Somewhat 

agree (5) 

Agree 

(6) 

Strongly 

agree (7) 

I feel I am a 

member of 

this college 

(1)  

o  o  o  o  o  o  o  

I feel a sense 

of belonging 

to Jabs 

college (2)  

o  o  o  o  o  o  o  

I do not see 

myself as 

part of Jabs 

college 

community 

(3)  

o  o  o  o  o  o  o  
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When 

someone 

criticizes 

Jabs college, 

it feels like a 

personal 

insult. (4)  

o  o  o  o  o  o  o  

I am very 

interested in 

what others 

think about 

Jabs college 

(5)  

o  o  o  o  o  o  o  

What I talk 

about Jabs, I 

usually say 

"we" rather 

than "they" 

(9)  

o  o  o  o  o  o  o  
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This 

college's 

successes 

are my 

successes 

(10)  

o  o  o  o  o  o  o  

When 

someone 

praises Jabs, 

it feels like a 

personal 

compliment. 

(11)  

o  o  o  o  o  o  o  

If a story in 

the media 

criticized the 

school, I 

would feel 

embarrassed. 

(12)  

o  o  o  o  o  o  o  

 

 



  153 

 

Q5 What option are you studying in business (select all that apply)? 

▢ Accounting  (1)  

▢ Finance  (2)  

▢ Management  (3)  

▢ Marketing  (4)  

 

Q6 Thinking about the curriculum you've experienced so far, how satisfied are you with each of 

the following: 
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Strongly 

disagree 

(1) 

Disagree 

(2) 

Somewhat 

disagree 

(3) 

Neither 

agree 

nor 

disagree 

(4) 

Somewhat 

agree (5) 

Agree 

(6) 

Strongly 

agree (7) 

There is 

too much 

repetition 

in the 

course 

content (1)  

o  o  o  o  o  o  o  

Overall, 

the courses 

I took were 

challenging 

(2)  

o  o  o  o  o  o  o  

There is 

too much 

group work 

in my 

courses (3)  

o  o  o  o  o  o  o  
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Overall, 

the classes 

I took were 

boring (4)  

o  o  o  o  o  o  o  

Class size 

is too big 

(5)  

o  o  o  o  o  o  o  

 

 

 

 

Q7 What was the most impactful and/or valuable course you have taken so far in Jabs? 

 

Q8 Thinking about your entire experience with faculty within the JJCBE, how satisfied are 

you with each of the following 
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Extremel

y 

dissatisfi

ed (1) 

Dissatisfi

ed (2) 

Slightly 

dissatisfi

ed (3) 

Neither 

satisfied 

nor 

dissatisfi

ed (4) 

Slightl

y 

satisfie

d (5) 

Satisfie

d (6) 

Extremel

y 

satisfied 

(7) 

Professors’ 

interest in 

subject (1)  

o  o  o  o  o  o  o  

Professors’ 

help in 

achieving 

your 

professional 

goals (2)  

o  o  o  o  o  o  o  
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Emotional 

support and 

encourageme

nt you 

received 

from 

professors 

(3)  

o  o  o  o  o  o  o  

The general 

quality of 

faculty 

instruction 

(4)  

o  o  o  o  o  o  o  

 

 

Q9 Who has been the most influential faculty member  during your time at MSU? 

 

End of Block: Curriculum and Professors 
 

Start of Block: Diversity & Inclusion 
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Q10 How satisfied or dissatisfied are you with the overall college climate/environment that you 

have experienced within Jabs College 

o Extremely Satisfied  (1)  

o Satisfied  (2)  

o Slightly Satisfied  (3)  

o Neither Satisfied nor Dissatisfied  (4)  

o Slightly Dissatisfied  (5)  

o Dissatisfied  (6)  

o Extremely Dissatisfied  (7)  

 

Q11 I am treated fairly and equitably in Jabs College 

o Strongly agree  (1)  

o Agree  (2)  

o Somewhat agree  (3)  

o Neither agree nor disagree  (4)  

o Somewhat disagree  (5)  

o Disagree  (6)  

o Strongly disagree  (7)  
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Q12 For the next few questions, select one option between each set of adjectives that best 

represents how you would rate Jabs based on your direct experiences: 

 1 (1) 2 (2) 3 (3) 4 (4) 5 (5) 6 (6) 7 (7)  

Hostile o  o  o  o  o  o  o  Friendly 

Racist o  o  o  o  o  o  o  Non-Racist 

Homogeneous o  o  o  o  o  o  o  Diverse 

Sexist o  o  o  o  o  o  o  Non-sexist 

Homophobic o  o  o  o  o  o  o  
Non-

homophobic 

Elitist o  o  o  o  o  o  o  Non-elitist 

Competitive o  o  o  o  o  o  o  Cooperative 

 

Q13 How many courses have you taken at this college that included the following?  
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 None (1) 1-2 (2) 2-3 (3) 4 or more (4) 

Opportunities for 

intensive dialogue 

between students 

with different 

backgrounds and 

beliefs (4)  

o  o  o  o  

Materials/readings 

about 

Gender/Gender 

identity (5)  

o  o  o  o  

Materials/readings 

about 

Race/ethnicity (6)  

o  o  o  o  
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Opportunities for 

guest speakers to 

talk about the 

importance of 

diversity, equity, 

or inclusion 

within the world 

of business (7)  

o  o  o  o  

 

Q14 During your time at Jabs, how often have YOU experienced discriminatory events because 

of your: 
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 Never (1) 1-2 times (2) 3 or more times (3) 

Ability or disability 

status (1)  o  o  o  

Racial or ethnic 

identity (2)  o  o  o  

Sex (3)  o  o  o  

Sexual orientation (4)  o  o  o  

Gender identity or 

gender expression (5)  o  o  o  

Veteran status (6)  o  o  o  

National origin (7)  o  o  o  

Age (8)  o  o  o  

Religion (9)  o  o  o  

Height or Weight 

(10)  o  o  o  



  163 

 

Political orientation 

(11)  o  o  o  

Social class (12)  o  o  o  
 

Q15 Please select how strongly you agree or disagree with the following statements: 
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Extremely 

difficult 

(1) 

Difficult 

(2) 

Slightly 

difficult 

(3) 

Neither 

easy nor 

difficult 

(4) 

Slightly 

easy (5) 

Easy 

(6) 

Extremely 

easy (7) 

It is easy for 

me to see the 

world from 

someone 

else's 

perspective 

(1)  

o  o  o  o  o  o  o  

I am open to 

having my 

own views 

challenged 

(2)  

o  o  o  o  o  o  o  

I can easily 

work 

cooperatively 

with diverse 

people (3)  

o  o  o  o  o  o  o  
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I am not able 

to easily 

discuss or 

negotiate 

controversial 

issues (4)  

o  o  o  o  o  o  o  

It is easy for 

me to be 

tolerant of 

others with 

different 

beliefs (5)  

o  o  o  o  o  o  o  
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Q16 How satisfied or dissatisfied are you with the overall college climate/environment that you 

have experienced within Jabs College as it relates to diversity & inclusion? 

o Extremely Satisfied  (1)  

o Satisfied  (2)  

o Slightly Satisfied  (3)  

o Neither Satisfied nor Dissatisfied  (4)  

o Slightly Dissatisfied  (5)  

o Dissatisfied  (6)  

o Extremely Dissatisfied  (7)  

 

End of Block: Diversity & Inclusion 
 

Start of Block: Advising and Resources 

 

Q17 Who have you worked with most for your academic advising? 

________________________________________________________________ 
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Q18 During the last semester, how many times did you meet with your academic advisor? 

 Never (1) 1-2 times (2) 3-4 times (3) 5-6 times (4) 

7 or more 

times (5) 

Meeting with 

your 

academic 

advisor (1)  

o  o  o  o  o  

 

Q19 Thinking about your entire experience with academic advising, how satisfied are you with 

each of the following? 
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Extremel

y 

dissatisfie

d (1) 

Dissatisfie

d (2) 

Slightly 

dissatisfie

d (3) 

Neither 

satisfied 

nor 

dissatisfie

d (4) 

Slightl

y 

satisfie

d (5) 

Satisfie

d (6) 

Extremel

y 

satisfied 

(7) 

General 

academic 

advising 

(1)  

o  o  o  o  o  o  o  

Your 

advisor as 

a mentor 

(2)  

o  o  o  o  o  o  o  

Availabilit

y of your 

advisor (3)  

o  o  o  o  o  o  o  

Quality of 

time spent 

with your 

advisor (4)  

o  o  o  o  o  o  o  
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Q20 What could Jabs do to improve the quality of advising? 

____________________________________________________________ 

Q21 Thinking back over your time with Jabs college, how many times do you think you used the 

Office of Student Services? (The  Office of Student Services provides new student orientation, 

general  academic advising, admission to Jabs, degree certification, and policy  clarification.) 

 Never (1) 1-2 times (2) 3-4 times (3) 5-6 times (4) 

7 or more 

times (5) 

Office of 

Student 

Services (1)  

o  o  o  o  o  

 

Display This Question: 

If Thinking back over your time with Jabs college, how many times do you think you used the Office o... != 
Never 

Q22 Thinking about your entire experience with resources and facilities within Jabs, how 

satisfied are you with the Office of Student Services (OSS, Jabs 124)?   (The Office of Student 

Services provides new student orientation, first and  second year academic advising, admission 

to Jabs, degree certification,  and policy clarification.) 
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Extremel

y 

dissatisfie

d (1) 

Dissatisfie

d (2) 

Slightly 

dissatisfie

d (3) 

Neither 

satisfied 

nor 

dissatisfie

d (4) 

Slightl

y 

satisfie

d (5) 

Satisfie

d (6) 

Extremel

y 

satisfied 

(7) 

Ability of 

office/staff 

answering 

my 

questions 

(1)  

o  o  o  o  o  o  o  

Remote 

Walk-In 

availability 

(2)  

o  o  o  o  o  o  o  

Remote 

Appointme

nt 

availability 

(3)  

o  o  o  o  o  o  o  
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General 

academic 

advising 

(4)  

o  o  o  o  o  o  o  

Q23 Thinking back over your time with Jabs college, how many times do you think you used the 

Bracken Business Communication Clinic?   (The BBCC provides coaching to improve 

students’ writing, speaking, interviewing, and oral presentation skills.) 

 Never (1) 1-2 times (2) 3-4 times (3) 5-6 times (4) 

7 times or 

more (5) 

Bracken 

Business 

Communication 

Clinic (1)  

o  o  o  o  o  

Display This Question: 

If Thinking back over your time with Jabs college, how many times do you think you used the Bracken... != 
Never 

Q24 Thinking about your experience with the Bracken Business Communication Clinic, how 

satisfied are you with the following? 
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Extremel

y 

dissatisfie

d (1) 

Dissatisfie

d (2) 

Slightly 

dissatisfie

d (3) 

Neither 

satisfied 

nor 

dissatisfie

d (4) 

Slightl

y 

satisfie

d (5) 

Satisfie

d (6) 

Extremel

y 

satisfied 

(7) 

Quality of 

feedback 

provided 

by coaches 

(1)  

o  o  o  o  o  o  o  

Scope of 

services 

available 

(2)  

o  o  o  o  o  o  o  

Availability 

of 

information 

about 

BBCC 

services (3)  

o  o  o  o  o  o  o  
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Appointme

nt 

availability 

(4)  

o  o  o  o  o  o  o  

Resources 

on the 

BBCC's 

website (5)  

o  o  o  o  o  o  o  

 

Q25 During your time in Jabs, how often do you think you interacted  (e.g., attended events, 

sought out support, visited with staff) with the Bracken Center? 

  (The  Bracken Center provides job opportunities, internship opportunities,  support for student 

organizations and clubs, and events like Meet the  Recruiters.) 

 Never (1) 1-2 times (2) 3-4 times (3) 5-6 times (4) 

7 or more 

times (5) 

Bracken 

Center (1)  o  o  o  o  o  

Q26 Thinking about your experience with the Bracken Center, how satisfied are you with the 

following? 
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Extremel

y 

dissatisfi

ed (1) 

Dissatisfi

ed (2) 

Slightly 

dissatisfi

ed (3) 

Neither 

satisfied 

nor 

dissatisfi

ed (4) 

Slightl

y 

satisfi

ed (5) 

Satisfi

ed (6) 

Extreme

ly 

satisfied 

(7) 

Meet the Business 

Recruiters/Accou

nting Recruiters 

Event(s) (1)  

o  o  o  o  o  o  o  

Assistance with 

information about 

employment 

(internship and 

career) 

opportunities (2)  

o  o  o  o  o  o  o  
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Assistance with 

information on 

academic 

engagement 

opportunities 

(e.g., Student 

Clubs, 

Scholarships, 

Professional 

Development, and 

Study Abroad 

opportunities) (3)  

o  o  o  o  o  o  o  

 

 

Q27 Who has been the most influential staff member during your first semester at MSU?  

Q28 During the past semester, please indicate how often you:  
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Always 

(1) 

Very 

Frequently 

(2) 

Frequently 

(3) 

Occasionally 

(4) 

Rarely 

(5) 

Very 

Rarely 

(6) 

Never 

(7) 

Came late 

to class (1)  o  o  o  o  o  o  o  

Missed 

class (2)  o  o  o  o  o  o  o  

Failed to 

complete 

homework 

on time (3)  

o  o  o  o  o  o  o  

Felt 

depressed 

and/or 

anxious (7)  

o  o  o  o  o  o  o  

Sough 

personal 

counseling 

(8)  

o  o  o  o  o  o  o  
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Engaged in 

the use of 

recreational 

drugs (9)  

o  o  o  o  o  o  o  

Engaged in 

the use of 

alcohol 

(10)  

o  o  o  o  o  o  o  

 

29 Please indicate average hours spent during a typical week in the past year doing the following  

 

Zero 

hours 

(1) 

1-4 

hours 

(2) 

5-8 

hours 

(3) 

9-12 

hours 

(4) 

13-16 

hour 

(5) 

17-20 

hours 

(6) 

More 

than 20 

hours 

(7) 

Attending 

classes/labs (1)  o  o  o  o  o  o  o  

Studying/homework 

(2)  o  o  o  o  o  o  o  

Working a job for 

pay (3)  o  o  o  o  o  o  o  
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Q30 Have you joined a club or organization? 

o Yes  (1)  

o No  (2)  

Display This Question: 

If Have you joined a club or organization? = Yes 
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Q31 Please indicate which Jabs clubs and organizations with which you've participated. 

▢ American Marketing Association (AMA)  (1)  

▢ Beta Alpha Psi (Accounting Club)  (2)  

▢ Enactus/Social Impact Club  (3)  

▢ Finance Club  (4)  

▢ International Business Club (IBC)  (5)  

▢ American Indigenous Business Leaders (AIBL)  (6)  

▢ LaunchCats  (7)  

▢ Management & HR Club  (8)  

▢ Toastmasters (MSU chapter)  (9)  

▢ Women in Business  (10)  

▢ Other  (11) __________________________________________________ 

▢ I haven't participated with any of these clubs/organizations  (12)  

 

End of Block: Jabs Resources 
 

Start of Block: FIRST YEAR EXTRAS 
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Q37 What has been your most valuable experience during your first semester in college? 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

 

Page Break  

 

 

Q38 What could have made your Jabs college experience better in this first semester? 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

 

Page Break  
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Q39 What is the probability that you will return to MSU next spring? 

o Definitely will not  (1)  

o Unlikely  (2)  

o Somewhat unlikely  (3)  

o Neither likely nor unlikely  (4)  

o Somewhat likely  (5)  

o Likely  (6)  

o Definitely will  (7)  

 

Skip To: Q35 If What is the probability that you will return to MSU next spring? = Definitely will not 

Skip To: Q35 If What is the probability that you will return to MSU next spring? = Unlikely 

Skip To: Q35 If What is the probability that you will return to MSU next spring? = Somewhat unlikely 

Skip To: End of Block If What is the probability that you will return to MSU next spring? = Neither likely nor unlikely 

Skip To: Q36 If What is the probability that you will return to MSU next spring? = Somewhat likely 

Skip To: Q36 If What is the probability that you will return to MSU next spring? = Likely 

Skip To: Q36 If What is the probability that you will return to MSU next spring? = Definitely will 

 

Page Break  
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Q40 Thinking back to the last question, why do you not plan on returning to Montana State 

University? 

________________________________________________________________ 

 

Skip To: Q36 If Condition: Thinking back to the last q... Is Equal to. Skip To: What is the likelihood that you will .... 

Skip To: End of Block If Condition: Thinking back to the last q... Is Displayed. Skip To: End of Block. 

 

Page Break  

 

 

 

Q41 What is the likelihood that you will be a business major next semester? 

o Definitely will not  (1)  

o Unlikely  (2)  

o Somewhat unlikely  (3)  

o Neither likely nor unlikely  (4)  

o Somewhat likely  (5)  

o Likely  (6)  

o Definitely will  (7)  
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End of Block: FIRST YEAR EXTRAS 

 

Start of Block: Demographics 

 

Q42 

Now please tell us a little bit about yourself.  

  

 What is your age? 

________________________________________________________________ 

 

Q43 What is your gender/gender identity? 

o Female  (1)  

o Male  (2)  

o Transgender Female  (3)  

o Transgender Male  (4)  

o Gender Variant/Non-conforming  (5)  

o Prefer not to answer  (6)  

o Not listed  (7) __________________________________________________ 
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Q44 What is your sexual orientation? 

o Heterosexual  (1)  

o Bisexual  (2)  

o Gay/Lesbian  (3)  

o Queer  (4)  

o Questioning  (5)  

o Asexual  (6)  

o Not listed (please specify)  (7) __________________________________________________ 

o Prefer not to answer  (8)  

 

 

Q45 What religious family do you belong to or identify yourself most close to? 

________________________________________________________________ 
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Q46 Please indicate the racial or ethnic groups with which you identify (Check all that apply.) 

▢ African American/Black  (1)  

▢ American Indian or Alaska Native  (2)  

▢ Asian/American/Asian  (3)  

▢ White  (4)  

▢ Hispanic or Latino/a  (5)  

▢ Native Hawaiian or Pacific Islander  (6)  

▢ Middle Eastern/North African  (7)  

▢ Other (Please specify):  (8) __________________________________________________ 

▢ Prefer not to answer  (9)  
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Q47 Please indicate what, if any, of these ability statuses apply to you. (Check all that apply.) 

▢ Attention Deficit/Hyperactivity Disorder  (1)  

▢ Asperger's/Autism Spectrum  (2)  

▢ Blind/Low Vision  (3)  

▢ Deaf/Hard of Hearing  (4)  

▢ Cognitive or Learning Disability  (5)  

▢ Chronic Illness/Medical Condition  (6)  

▢ Mental Health/Psychological Condition  (7)  

▢ Speech/Communication Condition  (8)  

▢ Other (Please specify)  (9) __________________________________________________ 

▢ None  (10)  

 

Q48 Are you a first-generation college student? (first in your family to attend a four-year 

institution) 

o Yes  (1)  

o No  (2)  
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Q49 Do you pay in-state or out-of-state tuition? 

o In-State  (1)  

o Out-of-state  (2)  

o WUE (Western Undergraduate Exchange)  (3)  

 

Q50 Are you a student-athlete? 

o Yes  (1)  

o No  (2)  

 

Q51What could we do to help freshmen students feel more connected to the Jabs college? 

________________________________________________________________ 

________________________________________________________________ 

 

Q52 Please use the space below to provide any additional comments about your first semester 

Jake Jabs College of Business & Entrepreneurship experience. 

________________________________________________________________ 

________________________________________________________________ 
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