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ABSTRACT 

Student retention is a critical issue. Using the retention model of Bean and 

Metzner (1985), the main problem of this study was to determine at Midland College 

which variables best described the differences between adult students (25 years and older) 

who persisted from Fall 1994 to Spring 1995 semesters and those who did not persist. 

This study had three purposes. The first purpose was to determine the differences 

between those adult students who persisted from Fall 1994 to Spring 1995 semesters and 

those adult students who did not persist from Fall 1994 to Spring 1995 semesters. The 

second purpose was to formulate an equation to assist community college educators in 

predicting the individual success of entering adult students. A third purpose was to make 

program recommendations to aid in the retention of adults. 

The methodology included the development and distribution of two 

questionnaires. The first questionnaire was distributed the fourth week of classes, the 

second one on the twelfth week. Information was also gathered on each student from the 

registrar. A total of 523 out of 1,702 students over the age of 25 completed both 

questionnaires for a usable response rate of 31%. Discriminant analysis was the 

statistical method used to answer the eight research questions, to test the 53 hypotheses, 

and to fulfill the purposes of this study. Discriminant analysis enabled the researcher to 

describe the differences between persisters and nonpersisters and to formulate an equation 

to predict student group membership. 
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The major findings of the study were as follows. In describing the differences 

between the two groups of students, 15 of 52 variables proved to be significant. In 

formulating the equation to predict group membership, 19 of the 52 variables were found 

to be significant. The prediction equation formulated was found to predict group 

membership correctly in 79% of all cases. Based on chance, group membership would 

have been correctly identified only 57% of the time. 

Policy and procedure recommendations were made based on these findings. The 

researcher concluded that commitment to an educational goal seemed to be the overriding 

characteristic that distinguished persisters from nonpersisters. 
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CHAPTER I 

INTRODUCTION 

Student retention is a concem of higher education institutions, smdents, and 

society (Pascarella & Terenzini, 1991). Institutional funding is dependent upon 

enrollment. The cost of attrition in terms of lost student revenue and state fimding may 

have devastating effects upon the institution (Friedlander, 1981). When an institution 

fails to retain a student, the institution may also be failing in its mission to provide 

educational opportunities. 

If graduation or certification is a student's goal, attrition from the program may 

affect the student's self-esteem and waste the student's time, energy, and money 

(Friedlander, 1981; Lenning, Beal, & Sauer, 1980). Society is damaged when individuals 

fail to reach their full educational potential, thereby limiting their contributions to society. 

Attrition is a difficult concept to define because students' reasons for attending 

college and their attendance pattems are highly individualistic. By necessity, attrition is 

often defined as the failure to complete a course of study within a specified period of 

time. The time period specified for completion is designated by the researcher not the 

student. This practice is necessitated by the need to complete the smdy within a 

reasonable time frame. Thus, the manner in which attrition is defined becomes a limiting 

factor in retention studies. Given a period of time longer than the study allows might 

permit more students to complete their course of study. This study, like others before it, 

needed to be completed within a reasonable amount of time. Because of time constraints. 



attrition occurred when a student did not return for the semester following the completion 

of the survey instrument. 

Attrition is difficult to measure because of the variety of attendance pattems used 

by students. These pattems include stopout, dropout, attainment, and transfer (Lenning, 

Beal, & Sauer, 1980). Students who stopout have gaps in their attendance pattems. They 

may return to the same institution after the stopout period for additional study and 

eventually graduate after a prolonged period of time. If a retention study includes the 

stopout period, these students may appear as part of the attrition rate. The specified 

period of time in which the researcher expects the student to complete a course of smdy 

may be an inadequate interval for the stopout. 

It is often difficult to distinguish between a temporary stopout and a permanent 

dropout. A student may be considered a dropout if the student fails to re-enroll during the 

time period of a research study. If, at a later date, the student returns to the institution, he 

is then classified as a stopout. 

The completion of a course of study is a subjective decision. The student may be 

an attainer who enrolls for the purpose of taking courses for personal satisfaction, skill 

acquisition, or employment opportunities. Once this goal is achieved, the student has no 

need to enroll in additional courses. The attainment of the goal as set by the student has 

been fulfilled. 

Transfer students may appear as dropouts. A transfer student may be counted as a 

dropout simply because there is no record of the transfer to another institution. 



Historically, the measure of retention used most often has been the percentage of 

students who graduate from the institution at which they began as freshmen (Lenning, 

Beal, & Sauer, 1980). Reported for over sixty years in the research, dropout rates at four-

year institutions have remained fairly constant at approximately 40% (Cope & Hannah, 

1975; Lenning, Beal, & Sauer, 1980; Noel, 1985). Between 1930 and 1970, only 40% of 

entering freshmen earned the baccalaureate degree in four years (Cope & Hannah, 1975). 

Beal and Noel (1980) found that 50-65% of freshmen at four-year institutions had 

graduated after five years. Lenning, Beal, and Sauer (1980) found that approximately 

40% of entering freshmen in baccalaureate-granting institutions never graduated; about 

40% graduated in four years and the remaining 20% took longer than four years to 

graduate. 

Retention rates in community colleges are even lower. Beal and Noel (1980) 

found the average graduation rate for two-year colleges was 40-65% after attending three 

years. On the average at two-year public institutions, 44% of full-time entering freshmen 

did not return for a second year (Noel, 1985). Cope (1978) reported that less than one-

half returned for a second year. Of those who continued, about 20% eventually earned an 

associate degree and 10% earned the baccalaureate degree. Astin (1975b) found that of 

all institutions, the public two-year community college had the highest dropout rate 

(mean of 59%). Finding that 62% of students enrolled as freshmen in two-year colleges 

did not receive a degree, Astin (1972) attributed these rates to the lower level of 

motivation of community college students and their poorer academic preparafion. 



Community colleges are especially plagued with attrition. This can be partly 

explained by the enrollment of many at-risk students and by the nature of the dropout 

pattem. Persistence is especially critical between the freshman and sophomore years as 

attrition is greatest at the end of the freshman year (Marsh, 1966; Rootman, 1972). Noel 

(1985) found at public four-year institutions, 33% of full-time freshmen did not return the 

second year. Two-year colleges are especially affected when smdents are not retained for 

the second year. The loss of students at the end of the freshman year has a significant 

effect upon the total community college enrollment. 

Adelman (1992) stated that students enrolled in two-year colleges were more 

interested in learning about or testing their tolerance for higher education than in 

obtaining a degree. The open door policy of community colleges attracted many 

minorities, students from low and moderate socioeconomic levels, military persormel, and 

those who were poorly prepared as exemplified by their ranking in the middle or lower 

segment of their high school classes and the low and mid range on the SAT/ACT tests 

(Adelman, 1992). 

Many studies have been conducted that described the processes that led a student 

to drop out. Critical of this descriptive research, Tinto (1975) sought to explain 

interactions between the smdent and the institution that led to attrition and to distinguish 

between those processes that resulted in different forms of dropout behavior. The main 

premise of Tinto's (1975) model was that the greater the individual's integration into the 

academic and social system of the college, the more likely the student was to persist. The 

greater the student's commitment to the college and the goal of completion, the greater 



the student's persistence. Tinto's model focused on traditional age college smdents who 

attended four-year resident institutions. 

Pascarella, Duby, and Iverson (1983) reconceptualized Tinto's model to smdy the 

retention of traditional age students at non-residential instimtions. Their findings 

confirmed Tinto's (1975) theory that a high level of academic integration led to 

persistence. Their findings refuted Tinto in that a high degree of social interaction led to 

dropout. 

In 1985, Bean and Metzner constmcted a model to explain persistence of 

nontraditional students attending commuter institutions. Nontraditional is an all 

encompassing term that refers to a large heterogeneous group of smdents who do not fit 

the long accepted profile of a college student. Bean and Metzner (1985) defined the 

nontraditional student as a student who was over the age of 25, attended college part-

time, or was a non-resident student. 

There is a dearth of research addressing retention of nontraditional smdents 

attending non-residential community colleges. This smdy was an attempt to address that 

problem. Because the term nontraditional is so broad, this smdy was limited to those 

nontraditional students 25 years old and older who attended on a full or part-time basis at 

a non-residential community college. The students in this smdy were referred to as adult 

students. Bean and Metzner's (1985) model was used as the theoretical framework for 

this investigation. 

The Bean and Metzner (1985) model (Figure 1) contains seven sets of variables. 

These sets include background and defining variables, academic variables, environmental 
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variables, social integration variables, academic outcome, psychological outcomes, and 

intent to leave. 

The set of background and defining variables includes age, enrollment stams (fiill 

or part-time), residence (on or off-campus), educational goals, high school performance, 

ethnicity, and gender. Bean and Metzner posmlated the following concerning 

background and defining variables. Age was positively correlated with dropout. Part-

time students, students who lived off-campus, students who were unsure of their 

educational goals, and those who had poor high school records were less likely to persist. 

Also, ethnic minorities and females were more likely to drop out. 

The set of background and defining variables both directly and indirectly affected 

dropout. The indirect effect on dropout occurred when background and defining 

variables contributed to poor academic outcome, to the student's intent to leave the 

college, or to poor social interaction on campus. The set also affected the sets of 

academic and environmental variables in such a way as to contribute to dropout. 

The set of academic variables included student study habits, academic advising, 

absenteeism, major certainty, and course availability. The model indicated that smdents 

with good study habits, students who felt they received adequate academic advising, 

students with low rates of absenteeism, students who were sure of their academic major, 

and those who found their desired academic courses offered at convenient times were 

more likely to persist. This set of academic variables had a direct and indirect impact on 

dropout. Indirectiy, the set affected dropout by affecting academic outcome, intent to 

leave, and psychological outcomes. 



The set of environmental variables included student finances, hours of 

employment, outside encouragement, family responsibilities, and opportunity to transfer. 

A lack of adequate financial resources, employment in excess of 20 hours per week, a 

lack of outside encouragement, a large number of family responsibilities, and the ability 

to transfer led to dropout. This set had a direct effect upon dropout. The set also affected 

dropout indirectly through its impact upon academic outcome, intent to leave, and 

psychological outcomes. 

The set of social interaction variables included both faculty and peer interactions. 

Research on this set was mixed. For this reason. Bean and Metzner (1985) included it as 

a possible factor affecting retention. Bean and Metzner indicated that this set of variables 

had a possible direct effect upon dropout and a possible indirect effect by influencing 

psychological outcomes and intent to leave. 

Academic outcome was a measure of the smdent's GPA. Academic outcome had 

a positive and direct effect upon dropout. A smdent with low grades was less likely to be 

retained. Academic outcome indirectly affected dropout by influencing the student's 

intent to leave. 

The set of psychological outcomes included utility (the smdent's perception of the 

importance of courses to the fiiture), satisfaction with courses, goal commitment, and 

stress. The student's perceived lack of use for the course of smdy, a lack of satisfaction 

with courses, no commitment to an academic goal, or feelings of stress adversely affected 

retention. This variable set had a direct effect upon dropout and an indirect effect on 

dropout by influencing the student's intent to leave. 

8 



The Bean and Metzner (1985) model provided the theoretical framework used to 

explain and predict persistence in adult students attending a non-residential community 

college. 

Problem 

This was a study concerning the retention of adult smdents. The retention model 

of Bean and Metzner (1985) served as the main theoretical framework for this 

investigation. The main problem of this smdy was to determine which variables in the 

Bean and Metzner (1985) retention model best described the differences between adult 

smdents (25 years and older) who persisted from Fall 1994 to Spring 1995 semesters and 

those who did not persist. (Fall 1994 and Spring 1995 will be used to refer to the 

respective semesters from hereafter.) All students sampled attended a public community 

college in West Texas. The study extended the research on retention needs beyond 

traditional age smdents enrolled in baccalaureate programs to include the heterogeneous 

group of adults (25 years and older) enrolled in community colleges. 

Purpose 

This study had three purposes. One purpose of this smdy was to determine the 

differences between those adult smdents who persisted from Fall 1994 to Spring 1995 

and those adult students who did not persist from Fall 1994 to Spring 1995. Persistence 

or retention was measured when a smdent who had been enrolled in the Fall of 1994 re-

enrolled for die Spring of 1995. A second purpose, after finding the differences between 



the two groups, was to formulate an equation to assist community college educators in 

predicting the individual success of entering adult smdents. The goal of an instimtion 

should be to serve its smdents. Retention itself should not be the goal. As increased 

retention is the result of improved programs and services (Noel, 1985), a third purpose 

was to make program recommendations to aid in the retention of adults. 

Research Questions and Hypotheses 

This smdy answered eight research questions with varying numbers of 

hypotheses. The first seven questions were directed to the main problem and first 

purpose of the study. Question eight pertained to the second purpose. The third purpose 

was fulfilled after completion and consideration of the first two purposes. 

The research questions and hypotheses referred to variables in the Bean and 

Metzner (1985) retention model. Some additional, but closely related variables, were 

added and tested with the variables from the model for a total of 52 variables. 

Research Question 1. Do the background and defining variables, as described by 

Bean and Metzner (1985), differ between persisters and nonpersisters age 25 and above? 

HoiA Credit hours accumulated do not differ between persisters and 

nonpersisters. 

HoiB Hours enrolled do not differ between persisters and nonpersisters. 

Hoic Hours earned from colleges other than the college presently attended 

do not differ between persisters and nonpersisters. 
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HoiD Certainty of educational goals does not differ between persisters and 

nonpersisters. 

HoiE Desire to earn the baccalaureate does not differ between persisters 

and nonpersisters. 

Hoip Desire to earn the associate does not differ between persisters and 

nonpersisters. 

HoiG Desire to earn a certificate does not differ between persisters and 

nonpersisters. 

HoiH Desire for job training does not differ between persisters and 

nonpersisters. 

Hon Desire for personal satisfaction does not differ between persisters and 

nonpersisters. 

Hoij High school GPA does not differ between persisters and 

nonpersisters. 

HOIK The number of high school graduates does not differ between 

persisters and nonpersisters. 

HoiL The number of GED recipients does not differ between persisters 

and nonpersisters. 

HoiM Ethnic group (White) does not differ between persisters and 

nonpersisters. 

HoiN Ethnic group (Black) does not differ between persisters and 

nonpersisters. 
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Holo Ethnic group (Hispanic) does not differ between persisters and 

nonpersisters. 

Hoip Ethnic group (Other) does not differ between persisters and 

nonpersisters. 

HoiQ Gender distribution does not differ between persisters and 

nonpersisters. 

HoiR Marital status does not differ between persisters and nonpersisters. 

Hois Educational level of parents does not differ between persisters and 

nonpersisters. 

HoiT Ability to speak English does not differ between persisters and 

nonpersisters. 

Research Question 2. Do academic variables, as described by Bean and Metzner 

(1985), differ between persisters and nonpersisters age 25 and above? 

Ho2A Anticipated smdy habits do not differ between persisters and 

nonpersisters. 

Ho2B Experienced study habits do not differ between persisters and 

nonpersisters. 

Ho2c Hours spent studying does not differ between persisters and 

nonpersisters. 

Ho2D Satisfaction with advisement does not differ between persisters and 

nonpersisters. 
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Ho2E Time spent with an advisor does not differ between persisters and 

nonpersisters. 

Ho2F Absenteeism does not differ between persisters and nonpersisters. 

Ho2G Major certainty does not differ between persisters and nonpersisters. 

Ho2H Convenience of course time does not differ between persisters and 

nonpersisters. 

H021 Number of credit hours dropped does not differ between persisters 

and nonpersisters. 

Ho2j Library use does not differ between persisters and nonpersisters. 

Research Question 3. Do environmental variables, as described by Bean and 

Metzner (1985), differ between persisters and nonpersisters age 25 and above? 

Ho3A Anticipation of financial difficulties does not differ between 

persisters and nonpersisters. 

Ho3B Experience of financial difficulties does not differ between persisters 

and nonpersisters. 

Ho3c Being economically disadvantaged does not differ between persisters 

and nonpersisters. 

Ho3D Off-campus employment does not differ between persisters and 

nonpersisters. 

Ho3E On-campus employment does not differ between persisters and 

nonpersisters. 
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Ho3F Outside encouragement does not differ between persisters and 

nonpersisters. 

Ho3G Anticipation of family responsibilities does not differ between 

persisters and nonpersisters. 

Ho3H Experience of family responsibilities does not differ between 

persisters and nonpersisters. 

Ho3i Number of family members for whom a smdent has responsibility 

does not differ between persisters and nonpersisters. 

Ho3j Opportunity to transfer does not differ between persisters and 

nonpersisters. 

Research Question 4. Do social interaction variables, as described by Bean and 

Metzner (1985), differ between persisters and nonpersisters age 25 and above? 

Ho4A Anticipation of peer interaction does not differ between persisters 

and nonpersisters. 

Ho4B Anticipation of faculty interaction does not differ between persisters 

and nonpersisters. 

Ho4c Experience with peer interaction does not differ between persisters 

and nonpersisters. 

Ho4D Experience with faculty interaction does not differ between 

persisters and nonpersisters. 

Research Question 5. Does academic outcome, as described by Bean and Metzner 

(1985), differ between persisters and nonpersisters age 25 and above? 

14 



Ho5A Grade point average (GPA) does not differ between persisters and 

nonpersisters. 

Research Question 6. Do psychological outcomes, as described by Bean and 

Metzner (1985), differ between persisters and nonpersisters age 25 and above? 

Ho6A Belief that the courses in which smdents are enrolled will benefit 

them in the future does not differ between persisters and nonpersisters. 

Ho6B Satisfaction with courses does not differ between persisters and 

nonpersisters. 

Ho6c Commitment to an academic goal does not differ between persisters 

and nonpersisters. 

Ho6D Anticipation of stress does not differ between persisters and 

nonpersisters. 

Ho6E Experiencing stress does not differ between persisters and 

nonpersisters. 

Research Question 7. Does the smdent's intent to leave, as described by Bean and 

Metzner (1985), differ between persisters and nonpersisters age 25 and above? 

Ho7A Beginning of the semester intent to leave does not differ between 

persisters and nonpersisters. 

HoTB End of semester intent to leave does not differ between persisters 

and nonpersisters. 
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Research Question 8. Can a prediction equation be formulated, using the 

variables described by the Bean and Metzner (1985) model, that will predict a smdent's 

group membership (persister or nonpersister) better than chance prediction? 

H08A The prediction equation is no better than chance. 

Research questions and the number of hypotheses referring to each research 

question are presented in Table 1. 

Table 1: Research Questions and the Number of Hypotheses Concerning Each Question 

Research Question Number of Hypotheses 

1 20 
2 10 
3 10 
4 4 
5 1 
6 5 
7 2 
8 1 

As shown in Table 1, this smdy consisted of eight research questions and 53 hypotheses. 

Need for the Smdv 

Student retention is a critical problem in higher education. Although smdent 

retention rates vary greatly from instimtion to instimtion, several national smdies have 

been conducted that report collective graduation rates. These smdies began in 1937 with 

a survey conducted by the U.S. Department of Education (McNeeley, 1937). Of the over 

15,000 students who entered college in 1931 and 1932, 62% did not graduate in four 

years from the college they entered initially and 45% dropped out of college entirely. In 

16 



a study conducted by Iffert (1957) of 149 colleges, approximately 50% of the smdents 

failed to graduate in four years. El-Khawas and Bisconti (1974) found that 47% of the 

entering class of 1961 did not graduate in four years. Astin (1975b) also found a 47% 

attrition rate for the entering class of 1968. Fetters (1977) found a 55% attrition rate for 

the entering class of 1972. Of the fiill-time smdents who entered college in 1980, 55% of 

those from private four-year colleges and 46% of those from public four-year colleges 

had graduated by 1986 (Digest of Educational Statistics. 1993). 

Retention studies have concentrated on traditional smdents at four-year 

institutions. There is a need for retention studies targeting adult smdents (one segment of 

the nontraditional student population) in two-year colleges. Adults represent the fastest 

growing segment of the nation's smdent bodies. Between 1980 and 1990, enrollment of 

smdents under age 25 increased by 3% whereas enrollment of smdents over age 25 

increased by 34%. The National Center for Educational Statistics (NCES) projects an 

increase of 6% for traditional smdents and an increase of 14%for nontraditional smdents 

for the years 1990-1998 f Digest of Educational Statistics. 1993). Smdies indicate tiiat the 

trend toward taking more than four years to graduate may be attributable to an increase in 

the number of nontraditional students and an increase in the number of traditional 

students who work while attending college. Although there have been few smdies 

specifically targeting the retention of adult students, Astin (1975a) and Fetters (1977) 

report that adult students have a higher rate of attrition from college than do traditional 

age smdents. 
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There may be many definitions of a nontraditional smdent. However, most often, 

the term is used to refer to students 25 years old and older. The smdent who is 25 or 

older is referred to in the literature as the adult smdent, remming smdent, or the 

nontraditional student. The term nontraditional as it refers to the adult smdent is 

becoming a misnomer. The adult smdent, over 25 years of age, represents 40%) of the 

student body on most campuses (Palmer, 1985; Watkins, 1989), while on many 

campuses, their numbers now approach or exceed 50% of the smdent body (Chartrand, 

1992; Martin, 1988). Adult smdents represent the fastest growing segment of most 

student bodies (Digest. 1993; Griff, 1987; Mathiasen & Neely, 1988; Richter-Antion, 

1986). Because of the rapidly growing number of adult smdents, colleges are becoming 

more concerned about the retention of adults. 

It is hard to define the nontraditional smdent. Perhaps, it is easiest to define what 

the nontraditional smdent is not. Nontraditional smdents do not live on campus; they are 

over the age of 25, more mamre, and less susceptible to socialization; they attend college 

part-time. Bean and Metzner (1985) considered any smdent having at least one of these 

three characteristics as nontraditional. These nontraditional smdents characterized by 

Bean and Metzner (1985) are also often referred to as adult smdents. 

Attrition researchers such as Bean and Metzner (1985) recommend that each 

institution conduct its own research on attrition due to the heterogeneous nature of the 

large number of smdents classified as nontraditional. Each group of smdents and each 

instimtion may be unique. This smdy addressed the need to obtain additional information 

about adult student retention with the special group of nontraditional students attending 
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Midland College in Midland, Texas. In an attempt to gain further insight into this 

problem, the retention model of Bean and Metzner (1985) was used as the theoretical 

basis for this study. 

Delimitations 

This study was reduced in scope to include only: 

1. Two-year college students not four-year students; 

2. One community college in West Texas; 

3. Adult students 25 years old and older; 

4. Adults attending classes during the fourth and twelfth weeks of the Fall 

semester of 1994 who responded to the two survey instruments. 

Limitations 

The limitations of this investigation included the following. 

1. As this study encompassed the adult students attending one community college 

in West Texas, it may be difficult to generalize this study to other community college 

student populations. 

2. Important variables leading to persistence may have been overlooked. 

3. The survey instmment used may have lacked validity with the sample 

surveyed. 
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4. The large group of adult smdents in the sample may have been too diverse to 

consider them as belonging to the population of adult smdents from which they were 

taken. 

5. The reliability of the survey questions may have been too low. 

Assumptions 

Based on the Bean and Metzner (1985) model of nontraditional smdent attrition, 

the following assumptions were made: 

Assumption 1: Background and defining variables differ between persisters and 

nonpersisters. 

Assumption 2. Academic variables differ between persisters and nonpersisters. 

Assumption 3. Environmental variables differ between persisters and 

nonpersisters. 

Assumption 4. Social interaction variables differ between persisters and 

nonpersisters. 

Assumption 5. Academic outcome differs between persisters and nonpersisters. 

Assumption 6. Psychological outcomes differ between persisters and 

nonpersisters. 

Assumption 7. Intent to leave differs between persisters and nonpersisters. 

Assumption 8. A prediction equation can be formulated to predict a smdent's 

group membership (persister or nonpersister) that will be better than a chance prediction. 
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Definition of Terms 

The following were definitions for terms used in this smdy. 

Adult student~The adult student was one who was 25 or older on September 1, 

1994 (prior to the first questionnaire), and did not live on campus. For the purpose of this 

study, the terms adult student and nontraditional smdent were used interchangeably. 

Nonpersisters—Nonpersisters were those smdents who failed to re-enroll for the 

semester immediately following the semester in which they completed the survey 

instmments (re-enrollment for Spring 1995). 

Nontraditional smdent~For purposes of this study, this term referred to the adult 

student, 25 years of age or older who attended Midland College during the Fall semester 

of 1994. The student might have been a first semester smdent or one who had been 

enrolled for several semesters at Midland College. 

Persisters-Persisters were those students who were enrolled on a full (12 or more 

hours) or part-time (1-11 hours) basis during the Fall of 1994 and returned for the Spring 

semester of 1995. 

Retention-Retention occurs when a student enrolls at the same college for the 

next long semester. Fall to Spring or Spring to Fall. For the purpose of this smdy, 

retention occurred when a student re-enrolled for the Spring of 1995 at Midland College. 

Traditional age students-Traditional age smdents were those smdents who were 

less than 25 years old at the time of the study (Fall, 1994). 
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Operational Def in i t inng 

A. Background and Defining Variable Set: 

Age-All Midland College students were surveyed. However, only tiiose smdents 

who were 25 or older when completing both survey instruments during die Fall semester 

of 1994 were considered in this smdy. 

Accumulated Hours-Accumulated hours were the total number of hours a smdent 

had amassed from all colleges attended prior to the 1994 Fall semester. 

Enrollment Stams-EnroUment status was the number of credit hours in which a 

student was enrolled during the Fall semester of 1994. 

Hours Outside MC-Hours outside MC were the total number of credit hours a 

smdent reported as being earned from colleges other than Midland College. 

Educational Goals—Student reported educational goals included the importance 

the smdents attributed to obtaining their educational goal. 

Educational Objective-The educational objective included four dummy variables. 

Smdents reported their objective as obtaining the baccalaureate, the associate, 

certification, job training, or personal satisfaction. 

High School GPA-High school GPA was measured by the student's self-reported 

high school grade point average. 

High School Graduate-High school graduate indicated a smdent had graduated 

from high school. 

GED-GED was evidence that the smdent had obtained a GED. 
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Ethnicity-Ethnicity included three dummy variables. Smdents reported their 

ethnic group as White, Black, Hispanic, or other. 

Residence-All students included in this smdy resided off campus. Midland 

College has no on-campus residence halls except for one small facility reserved for 

athletes. 

Gender—Gender was coded as a dummy variable. Males were indicated by a one 

and females by a zero. 

Marital Stams—Marital stams was coded as a dummy variable with zero indicating 

married and one indicating unmarried. 

Parental Educational Level—Parental educational level indicated the highest 

educational level of the most educated parent. 

Limited English—Limited English was coded as a dummy variable that indicated 

if English was the smdent's native language (one) or not (zero). 

B. Academic Variable Set: 

Anticipated Study Habits-Anticipated smdy habits were measured by the 

students' anticipation as to the quality of their smdy habits . 

Experienced Study Habits-Experienced smdy habits were measured by the 

students' experience as to the quality of their smdy habits. 

Hours Spent Studying-Hours spent studying was the average number of hours per 

week the students spent studying for one course. 

Quality of Academic Advisement-Quality of academic advisement was measured 

by the students' evaluation of the quality of academic advisement \hey had received. 
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Time Spent With Advisor-Time spent with advisor was the average amount of 

time students spent with an advisor during the Fall semester of 1994. 

Absenteeism-This variable was measured by asking the smdents to estimate the 

frequency of times they had missed classes. 

Major Certainty-Major certainty was measured by the smdents' ability to declare 

a major and the students' self-declared degree of certainty as to major. 

Course Availability—This variable was measured by asking the smdent if courses 

needed were offered at Midland College and offered at convenient times so that the 

smdent might enroll in these desired courses. 

Hours Dropped—Hours dropped was the average number of credit hours the 

students had dropped during the Fall semester of 1994. 

Library Use—Library use was the average amount of time smdents spent in the 

library. 

C. Environmental Variables Set: 

Anticipated Financial Needs-Anticipated financial needs were measured by the 

students' concem at the begirming of the semester about paying for their education. 

Experienced Financial Needs-Experienced financial needs was measured by the 

students' concem at the end of the semester about continuing to pay for their education. 

Economically Disadvantaged-A student who was economically disadvantaged 

reported receiving Aid to Families with Dependent Children (AFDC) and/or food stamps. 

Off-campus Employment-The smdents were asked the number of hours per week 

they were employed off-campus. 
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On-campus Employment-The smdents were asked the number of hours per week 

they were employed on-campus. 

Outside Encouragement-This variable referred to the amount of encouragement a 

student received from persons in his/her life who were not employed by the college. 

These persons included the smdent's parents, spouse, close friends, or employer. 

Anticipated Family Responsibilities-Anticipated family responsibilities were 

measured by the time required to manage college study and family responsibilities. The 

student was also asked if reliable day care was available. 

Experienced Family Responsibilities—Experienced family responsibilities were 

measured by the experience the smdent had managing family and school. 

Family Size—Family size was the number of individuals living with the student 

for whom the smdent was responsible. 

Opportunity to Transfer-This variable included the smdent's perception of how 

difficult it would be to transfer. 

D. Social Integration Variable Set: 

Anticipated Peer Interaction—Anticipated peer interaction was the anticipation of 

socializing with other smdents. 

Anticipated Faculty Interaction-Anticipated faculty interaction was the 

anticipation of socializing with faculty. 

Experienced Peer Interaction-Experienced peer interaction was the experience 

students had socializing with otiier students. 
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Experienced Faculty Interaction-Experienced faculty interaction was the 

experience students had socializing with faculty. 

E. Academic Outcome Variable Set: 

Academic Outcome-Academic Outcome was measured by college grade point 

average. This information was obtained from the registrar's office at the close of the Fall 

semester of 1994. 

F. Psychological Outcomes Set: 

Utility-Utility measures the students' perceptions of the usefulness of their 

college education on the basis of practical value and personal development (Bean & 

Metzner, 1985). Utility was measured by asking students if they perceived that a college 

education would improve their opportunities for fumre employment or career 

advancement and if college had enabled them to more fully realize their individual 

potential. 

Satisfaction—Satisfaction is a measure of the degree to which the students enjoy 

their role as smdents (Bean & Metzner, 1985). This variable was measured by asking the 

students if they enjoyed being students and if they enjoyed their classes. 

Goal Commitment—This variable defined the importance to the smdent of 

attending college. 

Anticipated Stress-Anticipated stress was determined by asking students if they 

anticipated experiencing stress with a spouse or significant other, stress with co-workers 

and/or supervisor, or stress with the amount of time required for school. 
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Experienced Stress-Experienced stress was the experience of stress with a spouse 

or significant other, stress with co-workers and/or supervisor, stress with the amount of 

time required for school, and stress from any health-related problems. 

G. Intent to Leave: 

Beginning of Semester-Beginning of semester intent to leave was measured by 

asking students early in the semester (fourth week questionnaire) if they planned to leave 

at the end of the semester. 

End of Semester-End of semester intent to leave was measured by asking 

smdents late in the semester (twelfth week questionnaire) if they planned to leave at the 

end of the semester. 

Anticipated Findings 

It was anticipated that variables within the sets of background and defining 

variables, academic variables, environmental variables, social interaction variables, 

academic outcome, psychological outcomes, and intent to leave would all differ between 

persisters and nonpersisters. Differences between these two groups would be consistent 

with the findings of other researchers and the Bean and Metzner (1985) model. If college 

administrators knew which variables within each set were most important in predicting 

retention at their institution, predictions as to individual smdent success could be made 

and programs could be implemented to aid in increasing the retention rate. This study was 

an attempt to identify these differentiating variables at Midland College, propose a 
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formula for predicting individual smdent success, and make suggestions as to programs 

and services needed to increase retention. 

Chapter II, a review of the literamre, details the fmdings of other researchers as to 

variables that differentiate between persisters and nonpersisters over the age of 25. 

Chapter III describes the methodology used in this smdy on the retention of adult 

smdents. Chapter IV reports the findings of this smdy and Chapter V includes 

recommendations based on the researcher's fmdings. 
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CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

The review of the literature covers several topics. The chapter begins with a 

history of retention rates and retention models. Characteristics of adult smdents are 

discussed. Special emphasis is placed on the Bean and Metzner (1985) retention model 

as this model forms the theoretical basis for this study. The seven sets of variables in the 

Bean and Metzner (1985) model are discussed in detail. 

History of Retention Rates 

The U.S. Department of Education conducted the first major smdy of attrition 

(McNeeley, 1937). This smdy of over 15,000 students who entered college in 1931 and 

1932 found that 62% did not graduate in four years from the college they entered initially 

and 45%) dropped out entirely. Summerskill (1962) reported tiiat die average attrition 

found by studies in the 1920s was 53%; in the 1930s, 50%; in the 1940s, 49%©; and in the 

1950s, 51%). For the entering class of 1961, the attrition rate was 53%) (El-Khawas & 

Bisconti, 1974). A 47% attrition rate was reported for the entering class in 1968 (Astin, 

1975b). The entering class of 1972 had a 55% attrition rate (Fetters, 1977). Of the full-

time smdents who entered college in 1980, 55% of those from private four-year colleges 

and 46%) of those from public four-year colleges had graduated by 1986 (Digest of 

Fducational Statistics. 1993). 
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In comparing graduation rates for the academic years 1980-1981 and 1990-1991, 

the number of sttidents graduating had increased. Associate degrees increased by 16%) 

and baccalaureate degrees by 17%. This increase was due to the increasing number of 

sttidents enrolling in college (41% increase between 1970 and 1980 and a 20% increase 

between 1980 and 1992). Retention rates have remained fairly constant near 50%) for the 

last sixty years (Digest of Educational Statistics, 1993). 

History of Retention Models 

Spady (1970) was the first to develop a theoretical framework to smdy the 

attrition process. Building on Durkheim's theory of suicide, Spady (1970) posmlated that 

if the student and institution held similar values, the student was more likely to be 

retained. When discrepancies between the smdent and his environment were too great, 

attrition occurred. Another premise of Spady's (1970) theory was that the student must 

feel sufficiently satisfied with his environment in order to stay. 

Tinto's (1975) model, building on the work of Spady (1970) and Durkheim's 

theory of suicide, is the most widely tested model of smdent retention. It focused on 

traditional age college students who were in residence at four-year institutions. Tinto's 

model emphasized both the academic and the social integration of the smdent. It was 

Tinto's premise that the greater the student's integration into the academic and social 

systems of the institution, the greater was his persistence. Social integration included the 

students' interactions with peers and faculty. 
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Following a test of Tinto's model, Pascarella, Duby, and Iverson (1983) adapted it 

to explain persistence at non-residential institutions. The revised model included 

background characteristics students bring with them when they enroll. These 

characteristics included academic aptitude, race, sex, and affiliation needs. Pascarella, 

Duby, and Iverson (1983) asserted that these characteristics had a direct effect on 

persistence rather than an indirect effect through social and academic interactions as 

proposed by Tinto (1975). Like Tinto, Pascarella, Duby, and Iverson believed that 

academic integration had a direct positive influence on persistence. However, they 

believed that the direct effect of social integration was either not significant or strongly 

negative at non-residential institutions. Intent to continue was another addition 

Pascarella, Duby, and Iverson made to the Tinto model. Intent to continue at the 

institution had the strongest direct effect of any single predictor on freshman year 

persistence. Because of the wide variety of non-residential instimtions, Pascarella, Duby, 

and Iverson (1983) suggested that the influence of variables on persistence might vary. 

Bean and Metzner Model 

The Bean arid Metzner (1985) model specifically addressed the attrition of the 

nontraditional undergraduate student. Bean and Metzner (1985) defined the 

nontraditional student as being over the age of 25, attending college on a part-time basis, 

or being a non-resident student. Unlike Tinto's (1975) model. Bean and Metzner 

theorized that nontraditional students were less affected by on-campus socialization than 

their traditional counterparts. 
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The Bean and Metzner (1985) model specified two compensatory interaction 

effects. Academic variables interacted with environmental variables and academic 

outcomes interacted with psychological outcomes. Environmental variables were 

presumed to be more important to nontraditional smdents than academic variables. 

Environmental support may compensate for weak academic support but academic support 

would not compensate for weak environmental support. Psychological outcomes were 

more important than academic outcomes. If a student perceived a lack of utility, 

satisfaction, or goal commitment in his chosen academic endeavor or experienced a high 

level of stress, he would be at greater risk than if he had a low grade point average. 

Nonacademic factors might compensate for a low grade point average. 

The Bean and Metzner (1985) model built on both the Tinto (1975) model and the 

Pascarella, Duby, and Iverson (1983) model. Because Bean and Metzner specifically 

addressed the retention needs of nontraditional undergraduate students, this model was 

chosen as the theoretical framework for this research. 

Most retention research has addressed the problems experienced by traditional age 

smdents attending residential four-year universities. More research needs to address 

retention of nontraditional students attending non-residential two-year colleges as the 

greatest attrition occurs between the freshman and sophomore years for these as well as 

more traditional students. Nontraditional age students represent the fastest growing 

segment on most college campuses, especially two-year colleges. The retention of these 

students becomes critical to both the college and the students' future well-being. 
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Nontraditional or Adult Smdents 

The adult or nontraditional smdent represents a broad range m age from 25 years 

upward. As the literature notes, adult smdents come from a wide range of socio

economic and educational backgrounds pursuing a variety of educational goals. What 

benefits a student from one background may not benefit one from another. Research on 

retention strategies needs to differentiate between the needs of the subgroups within this 

heterogeneous group of adult students. 

It is hard to define nontraditional smdents because of the heterogeneity of the 

group. Bean and Metzner (1985) considered any smdent having at least one of the 

following three characteristics as nontraditional. Nontraditional smdents do not live on 

campus; or they are over the age of 25, more mamre and less susceptible to socialization; 

or they attend college part-time (Bean & Metzner, 1985). 

Most nontraditional students are adult students. The term nontraditional as it 

refers to the adult student is misleading. The adult student makes up over 40%) of the 

college population. They are characterized as being over the age of 25; employed full-

time with a yearly income between $15,500 and $40,000; married with at least one child 

and attending school part-time (Cohen & Brawer, 1991; Martin, 1988; Palmer, 1985; 

Pierson & Springer, 1988; Ross, 1988; Watkins, 1989). Watkins (1989) reports they 

come from a wide range of social, ethnic, and educational backgrounds. 

Adult students share many of the same personality traits. They are independent, 

self-motivated, have a strong desire to achieve, are uncomfortable with their academic 
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skills, are goal directed, and desire practical information (Griff, 1987; Pierson & 

Springer, 1988). 

The reasons adult students attend college are varied. Over one-half attend to 

increase their income potential or to acquire the necessary skills to change careers. The 

majority of adult smdents remmed to school to complete an educational program begun 

earlier (Kasworm, 1990a). For others, the reason was personal satisfaction (Carbone, 

1988; Kasworm, 1990a; Luckie & Bonham, 1991; Martin, 1988; Mathiasen & Neely, 

1988; Pierson & Springer, 1988). Luckie and Bonham (1991) found that 90.2% of 

nonremmees had attended to gain personal improvement. Many, especially the displaced 

female homemakers, reported a change in lifestyle such as divorce, separation, or death of 

a spouse to be the precipitating factor in their enrollment (Swift, Colvin & Mills, 1987). 

Many problems are faced as the returning smdent begins college smdies. Griff 

(1987) reported insecurity over both the decision to return and the ability to succeed. The 

student faced problems in dealing with marital, family, and work responsibilities. Time 

became an all consuming problem. Remming students reported they did not have enough 

time to properly take care of all responsibilities (Chartrand, 1990; Gladstone, 1987; 

Meers & Gilkison, 1985; Wilcoxon, Wilcoxon & Tingle, 1989). 

The majority of remming students were women (Chartrand, 1990; Jean-Louis, 

1988). Many of these women fit the category of displaced homemaker. Swift, Colvin, 

and Mills (1987) characterized the displaced homemaker as 27 years old or older, 

primarily a homemaker prior to her enrollment, and married, with at least one child. 
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Ross (1988) found four types of returning female students who enrolled in 

college. The "women-in waiting" were those who always wanted to go to college but 

their life situations would not allow them to return. Those who quit college earlier and 

now had the desire and maturity to return were the "late bloomers." The "change seekers" 

made up the greatest percentage of returnees. "Change seekers" had become dissatisfied 

with their present roles and washed to make a change. They were searching for a new 

identity (Schlossberg, Lynch, & Chickering, 1989). The "reluctant returnees" quit school 

earlier in their lives and now were forced to remm because of events not of their own 

choosing. They preferred to remain homemakers. 

Although the displaced homemakers may return for various reasons, many of 

them face the same problems. They experienced a lack of time, the demands of other 

responsibilities, high financial costs, lack of career and personal counseling, and lack of 

child care facilities. They may have felt isolated, needed employment but lacked skills, 

and had poor smdy habits (Swift, Colvin & Mills, 1987). Satt-an (1987) reported tiiat 

many of these women suffered from low self-esteem. 

Student retention is of concem for all as attrition affects higher education 

institutions, students, and society. Instimtional funding is dependent upon enrollment. A 

decrease in student revenue and governmental funding may have devastating effects upon 

the programs and services offered by the instimtion (Friedlander, 1981). When an 

instimtion fails to retain a student, the institution may also be failing in its educational 

mission. 
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If graduation or certification is a smdent's goal, attrition from the program may 

affect the smdent's self-esteem and waste the student's time, energy, and money (Lenning, 

Beal, & Sauer, 1980). Society is damaged when individuals fail to reach tiieir full 

educational potential, thereby limiting their contributions to society. 

Historically, the measure of retention used most often has been the percentage of 

students who graduated from the instimtion at which they began as freshmen (Lerming, 

Beal, & Sauer, 1980). Reported for over sixty years in the research, dropout rates have 

remained fairly constant (Astin, 1972; Cope & Hannah, 1975; Lenning, Beal, & Sauer, 

1980; Noel, 1985). Lenning, Beal, and Sauer (1980) found that approximately 40% of 

entering freshmen in baccalaureate-granting instimtions never graduated; about 40% 

graduated in four years and the remaining 20% took longer than four years to graduate. 

Graduation was enhanced by initially enrolling in a four-year instimtion (Pascarella & 

Terenzini, 1991). 

Retention rates in community colleges are even lower. Beal and Noel (1980) 

found the average graduation rate for two-year colleges was 40-65% after attending three 

years. On the average, 44%) of full-time entering freshmen did not return for a second 

year (Noel, 1985). Cope (1978) reportedthat less than one-half remmed for a second 

year. Of those who continued, about 20% eventually earned an associate degree and 10% 

eamed the baccalaureate degree. Lucas (1986) reported that only 37%) of full-time 

students eamed a degree or certificate while only 12% of part-time smdents did. Astin 

(1975b) found that of all institutions, the public two-year community college had the 

highest dropout rate (mean of 59%). Finding that 62% of students enrolled as freshmen 
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did not receive a degree, Astin (1972) attributed these rates to the lower level of 

motivation of community college students and their poorer academic preparation. 

Although many smdies have been conducted that described the processes that led 

a student to drop out, few theoretical models have been proposed to explain the 

interaction between the student and the institution that led to attrition. In 1985 Bean and 

Metzner constmcted a model to explain persistence of nontraditional smdents attending 

commuter instimtions. The Bean and Metzner (1985) model (Fig.l) contained seven sets 

of variables. These included background and defining variables, academic variables, 

environmental variables, social integration variables, academic outcome, psychological 

outcomes, and intent to leave. 

Bean and Metzner Model Variables 

The Bean and Metzner (1985) model explaining nontraditional smdent atttition 

provided the theoretical framework for this study. The model indicates a strong positive 

and direct relationship between background and defining variables and dropout. Included 

in these variables are age, enrollment stams, residence, educational goals, high school 

performance, ethnicity, and gender. 

Background and Defining Variables 

Age 

Participation in higher education is highly affected by age. Cross (1981) found 

that the participation rate for adults 55 and older was 4.5% compared to a 12% 
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participation rate for all adults. Age may affect participation indirectly. The older 

students may have lower levels of formal education, lack interest in furthering their 

careers, and have lower levels of energy and mobility (Cross, 1981). Thoughts on age 

and education reveal various social perceptions. Traditional age smdents prepare for 

careers; adults between 25 and 45 prepare for career advancement; those 50 and over 

prepare for use of leisure time. The feeling that one is too old to learn increases with age. 

The perception was that learning was for the young (Cross, 1981). 

The research on age as it affects dropout has produced inconsistent results. 

Because of this inconsistency, researchers summarizing the literature on retention of both 

tt-aditional and nontt-aditional students have concluded that age is not a major factor in 

persistence. A number of smdies (Aslanian & Brickell, 1980; Astin, 1975b; Brunner, 

Packwood & Wilson, 1978; Gorter 1978; Greer, 1980; Hunter & Sheldon, 1980; 

Loppnow, 1989; Marshall, 1989; Radcliffe & Novak, 1985; Weidman, 1985) reported 

that nontraditional smdents were more likely to drop out. However, otiier smdies 

(Hemdon, 1984; Louis, Colten, and Demeke, 1984; McLean, 1986; Pascarella & 

Chapman, 1983a & 1983b; Pascarella, Smart, & Ethington, 1986) failed to find a direct 

correlation between age and persistence. 

Lucas (1986) found that adult sttidents who enrolled for more than two semesters 

were more likely to persist to graduation than traditional smdents. Bean and Metzner 

(1985) assumed in their model that older students would have more family 

responsibilities, longer hours of employment, and higher levels of absenteeism than more 

traditional age students. In testing their model, Metzner and Bean (1987) found tiiat 
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although age was positively correlated with atttition, it was not statistically significant. 

Miller (1980) suggested that higher attrition among adults might be due to their part-time 

attendance, greater family responsibilities, or work loads. These indirect effects of age 

may positively affect attt-ition. Haney (1990) found in a test of the Bean and Metzner 

model that age had a negligible effect upon dropout but did significantly affect GPA at 

two of the three colleges he smdied. 

Hours Enrolled 

The number of hours in which a student is enrolled (enrollment stams) may 

directly affect dropout. Several smdies (Fetters, 1977; Lenning, Beal, & Sauer, 1980; 

Metzner & Bean, 1987; Tichenor, 1986) found that students attending college on a part-

time basis were more likely to drop out than were full-time students. Lucas (1986) found 

at William Rainey Harper College that 37% of full-time students eamed a degree or 

certificate while only 12% of part-time smdents did. O'Bara (1991) found that part-time 

students under the age of 25 had higher attrition rates than did part-time students over 25. 

Overall, O'Bara (1991) found enrollment status was an important determinant of 

retention. Part-time students were more likely to drop out than full-time. Haney (1990) 

found that hours enrolled was not an important predictor of atttition. A majority of 

nontraditional age students attended on a part-time basis (Greer, 1980; Ranch, 1981). 

Bean and Metzner (1985) assumed that nontraditional students most often were enrolled 

on a part-time basis due to other responsibilities such as employment or family 

responsibilities. The model indicates a direct positive relationship between enrollment 
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responsibilities. The model indicates a direct positive relationship between enrollment 

status and dropout. 

Residence 

Nonresidence at the institution is a primary defining characteristic of 

nontraditional students. Bean and Metzner (1985) considered residence the most 

important distinguishing factor between traditional and nontraditional smdents. Bean and 

Metzner (1985) stated that the residence factor affected smdents in several ways. Non

resident students spent less time on campus outside the classroom (Chickering & Kuper, 

1971; Flanagan, 1976; Lackey, 1977) so they had fewer friends on campus, less time for 

extracurricular activities, and less time for interaction with faculty (Chickering, 1974; 

Chickering & Kuper, 1971). Residential students were more involved with the 

nonacademic life of the institution and had more interactions with faculty than 

nonresidential (Pascarella & Chapman, 1983b). Commuters often had a greater concem 

about finances than did resident students (Chickering, 1974). Either through a direct or 

indirect relationship, commuters were more likely to drop out than were resident students. 

Living on campus had a positive effect on the persistence of traditional students 

(Hemdon, 1984; Pascarella & Terenzini, 1991). 

Educational Goals 

The students' initial educational goals may directly affect their persistence. 

Studies (Cope and Hannah, 1975; Lenning, Beal, & Sauer 1980; Pantages & Creedon, 
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1978; Tinto, 1975) indicated the motivation a student felt in choosing an educational goal 

might have influenced his persistence. In a smdy of traditional smdents, Sakaki (1991) 

found that of the students who had not declared a major, all failed to persist. Tinto (1987) 

and Pascarella and Chapman (1983b) reported that commitment both to an educational 

goal and to the institution was very important in retention. 

Tinto's (1975) model of attrition included students' educational goals as 

background factors that were expected to indirectly affect persistence. When the model 

was tested by Pascarella and Terenzini (1983) educational goals were not found to 

directly affect persistence. An indirect effect was found as educational goals influenced 

smdents' academic and social integration. Metzner and Bean's (1987) smdy examined 

educational goals in relation to persistence for part-time smdents. They found a positive 

relationship between high goals and persistence. In addition Metzner and Bean (1987) 

found that students with high goals had higher GPAs, found their education more useful 

and satisfying, were more committed to attaining their goal, spent more time smdying, 

were more satisfied with their academic advising, were more certain of their major, had 

more faculty contact, worked more hours outside of school, had more family 

responsibilities, and had more encouragement from friends to stay in school. 

Retention rates vary across the curriculum. Vocational smdents tend to persist at 

higher rates than do academic students (Gates & Creamer, 1984). The reason may be 

attributed to clearer career goals, relevance of education, and a sense of progress toward 

goal completion. 
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High School Performance 

High school completion may affect a smdent's desire to enroll in college. Years 

of high school completed have a considerable influence on a smdent's enrollment in 

college. Dropping out of high school is associated with failure so these students may not 

want to try again (Cross, 1981). Sommer (1989) found tiiat despite the lengtii of time 

between high school and college and the differences in high school grades, ttaditional and 

nonttaditional students entered college with equal ability levels. This equality may be 

accounted for by the life and work experiences of the nontraditional smdent. DeBoer 

(1983) reported that smdents did not believe that the quality of their high school 

preparation affected their college performance. 

Many smdies have been done to correlate high school performance with 

persistence. Several smdies (Astin, 1972 & 1975a; Lenning, Beal, & Sauer 1980; 

Pantages and Creedon, 1978; Peng & Fetters, 1978; Tinto, 1975) found high school 

academic performance was directly related to persistence. Other studies (Pascarella & 

Chapman, 1983a; White 1972) did not find high school academic performance to be 

directly related to persistence. 

Commuter students often had lower high school performance scores thgin resident 

students (Chickering, 1974; Chickering & Kuper, 1971). Nonttaditional smdents often 

had lower high school performance scores than traditional smdents (Cross, 1981; Greer, 

1980). 

42 



Ethnicity 

Bean and Metzner (1985) suggested that ethnicity had an indirect effect upon tiie 

retention of nontraditional sttidents. Minorities may have had a poorer quality of 

secondary education than white students. If this is ttne, then minorities may exhibit a 

higher dropout rate due to lower GPA and poorer academic outcomes. The research 

results measuring attrition in minorities versus attrition in whites was mixed. When only 

etimicity was considered and no other variables were taken into consideration, retention 

was lower for black students than for white (Astin, 1972, 1975a; Avakian, 1982; Bennett 

& Bean, 1984; Dunston, Richmond, & House, 1983a, 1983b; Lenning, Beal & Sauer, 

1980; Sakaki, 1991). When other variables were taken into consideration, there were no 

differences in attrition rates between minorities and whites (Bmnner, Packwood, & 

Wilson, 1978; Gosman, Dandridge, & Nettles, 1983; Rice, 1983). Blacks attending 

predominately black institutions generally persisted to a greater extent than did blacks 

attending a predominately white instimtion (Pascarella & Terenzini, 1991). 

Gender 

Bean and Metzner (1985) suggested that gender had an indirect effect on atttition 

as women had more family responsibilities and fewer opportunities to transfer than men. 

Women attending predominately all female institutions were more likely to persist than 

were women attending coeducational instimtions (Pascarella & Terenzini, 1991). Astin 

(1972) found that after controlling for high school grades, men attending two-year 

institutions were more likely to persist than women. DeBoer (1983) reported that women 
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attributed their success to effort, whereas men stressed their ability. Marshall (1989) 

found gender did not affect attrition. 

Academic Variables 

Study Habits 

Commuter students often listed inadequate study skills and smdy habits as a major 

reason for dropping out (Smith, 1980; and Taylor, 1982). Many adult smdents reported 

they were uncomfortable with their academic skills (Apps, 1981; Griff, 1987; Pierson & 

Springer, 1988). 

Academic Advising 

Studies related academic advising and retention (Lenning, Beal, 8c Sauer, 1980; 

Pascarella & Terenzini, 1991). In studying commuter and nontraditional students, 

Staman (1980) found that the time students spent with an academic advisor and their 

degree of satisfaction was not significantly related to retention. Gorter (1978) found that 

commuter students who dropped out were dissatisfied with their academic advising. 

Holm (1988) found that frequent contact witii advisors was positively related to 

persistence for nonttaditional students in a university program for individualized learning. 
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Absenteeism 

Absenteeism, as it relates to persistence, has been pooriy smdied (Bean & 

Metzner, 1985). Kowalski (1977) found that dropouts experienced greater absenteeism 

tiian persisters. Bean (1981) found that absenteeism was positively related to dropout for 

full-time freshmen with low academic confidence but had no effect on academically 

confident freshmen. Greer (1980) reported that nontraditional smdents expected that they 

would have a higher absentee rate than did traditional students. Metzner and Bean (1987) 

found that part-time, commuter smdents who missed more classes per semester were 

older; had lower grade-point averages; were less satisfied with classes and the smdent 

role; and had lower educational goals. 

Major Certainty 

Foote (1980) found that the smdents' degree of certainty about their academic 

major was positively related to persistence. Research showed that nonttaditional smdents 

were more certain of their major than traditional students (Greer, 1980). Bers (1988) 

found nontraditional students to be less likely to change majors than ttaditional smdents. 

Staman (1980) found that major certainty was sttongly and positively associated with 

persistence among nontraditional smdents attending a commuter-oriented four-year 

college. Metzner and Bean (1987) found that, when part-time commuter smdents were 

more certain of their major and/or career plans, they also found their education to be more 

useful, had higher educational goals, and were more committed to reaching these goals 

than students who were less certain. 
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Course Availability 

Studies found that a lack of course availability was related to smdent attrition 

(Brunner, Packwood, & Wilson, 1978; Gorter, 1978; Johnston, 1982; Lenning, Beal, & 

Sauer, 1980; Pantages & Creedon, 1978). Staman (1980) did not find a significant 

correlation between course availability and attrition. 

Environmental Variables 

In a study conducted at Milwaukee Area Technical College (The Systematic 

Assessment. 1991), the most important reasons smdents gave for leaving college 

concemed environmental variables not academic failure. These reasons were a lack of 

adequate child care, finances, and personal or family illness. Life events other than 

finances were the reason for attrition listed by almost two thirds of respondents from one 

community college (Luckie & Bonham, 1991). 

Finance 

Financial difficulties were reported as a reason for atttition by several studies 

conducted at commuter two-year colleges (Brunner, Packwood, & Wilson, 1978; Fetters, 

1977; Gorter, 1978). Money was the reason for attrition according to 42.6% of 

individuals surveyed at one community college (Luckie & Bonham, 1991). 

Bums (1990) found the ability to finance an education did not differ between 

persisters and nonpersisters. Hemdon (1984) found that receipt of grants and loans had 
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no positive effect on persistence. For nontraditional female graduate smdents, fmancial 

obstacles did not significantly contribute to attrition (Hagedom, 1993). 

Cross (1981) and Noel (1985) reported that fmancial aid was more important in 

college access than in persistence. There was little difference between persisters and 

dropouts in the amount of money borrowed or anticipated to be borrowed. Nontraditional 

smdents expressed concem about their ability to finance a college education (Cross, 

1981; Hughes, 1983). 

Hours of Employment 

Several studies reported that the number of hours per week a smdent was 

employed were positively related to attrition (Astin, 1972, 1975a; Lenning, Beal, & 

Sauer, 1980; Luckie & Bonham, 1991; Pantages & Creedon, 1978; Staman, 1980). Astin 

(1975b) found that smdents who were employed more than 20 hours per week exhibited a 

higher rate of attrition than students who worked fewer hours. 

Marshall (1989) found no relation between employment and attrition. There was 

little difference between the GPA of employed and non-employed smdents. However, 

Hammes and Haller (1983) found that working students had higher grades. Hammes and 

Haller (1983) found that successful students often adjusted course loads and employment 

schedules. When difficult courses were taken, many reduced work loads. However, few 

students quit jobs or dropped courses. Most reduced leisure time and did less socializing. 

Hammes and Haller (1983) suggested that employed students may be more efficient in 
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sttidying. Work may provide an opportunity for socialization, learning, and increased 

independence. 

Researchers report that commuter smdents and nonttaditional smdents are more 

likely to be employed more than 20 hours per week (Cohen & Brawer, 1991; Greer, 

1980; Martin, 1988; Palmer, 1985; Pierson & Springer, 1988; Ross, 1988; Watkins, 

1989). 

Outside Encouragement 

Outside encouragement to persist came from the student's family, friends, and 

employers or fellow workers outside the instimtional setting. Some researchers found 

that nontraditional students reported that family reaction to their college attendance was 

an important source of satisfaction to them (Hughes, 1983; Mangano & Corrado, 1981). 

Bums (1990) reported that nontraditional persisters attending a four-year instimtion 

received more encouragement from family and friends than did dropouts. 

Different types of encouragement may be important to smdents depending on 

their particular circumstances. Sakaki (1991) found in traditional smdents that those who 

attended for family reasons such as to help the family financially or to make the family 

proud were more likely to persist. 

Family Responsibilities 

Lack of time may be as important as lack of finances in smdents' abilities to 

participate in higher education (Cross, 1981). Smdies (Gorter, 1978; and Staman, 1980) 
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found that family responsibilities were major reasons for attrition in smdents attending 

community colleges. Loppnow (1989) reported that environmental factors such as 

accessible child care and flexible class schedules were important to retention. Smdies 

(Bums, 1990; Hagedom, 1993) found married nonttaditional smdents more likely to drop 

out than unmarried nontraditional. 

Opportunity to Transfer 

The opportunity to ttansfer is often a reason for attrition. Traditional age smdents 

were more likely to transfer than were nonttaditional smdents (Preston, 1976). Metzner 

and Bean (1987) found the opportunity to transfer was positively associated with intent to 

leave in part-time, commuter smdents. They also found that those smdents with little 

opportunity to transfer were significantly older and found their educational program to be 

highly useful to them. 

Social Integration Variables 

Bean and Metzner (1985) defined social integration as smdent interactions with 

both faculty and peers. Tinto (1975) differentiated between social interaction with peers 

and academic interaction with faculty. Both Tinto (1975) and Bean and Metzner (1985) 

assumed that students who were more involved both socially and academically with peers 

and faculty had higher retention rates than those who were not involved. Loppnow 

(1989) found that academic integration as described in Tinto's (1975) model was a 

primary predictor of retention for nonttaditional smdents. Noel (1985) reported that a 
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caring attittide expressed by faculty and staff was tiie most important retention tool on 

campus. Ross (1989) found that after teaching style, adults valued a close smdent-faculty 

relationship. Several studies found tiiat when smdents were involved with faculty on a 

more personal basis they were more likely to persist (Bers, 1988; Blustein et al., 1986; 

Hagedom, 1993; Nelson, Scott, & Bryan, 1984; Pascarella, 1980; Pascarella & Terenzini, 

1991). Blustein et al. (1986) found academic integration was of more importance than 

social integration in terms of student persistence. 

Pascarella and Chapman (1983a) found social integration to be of more 

importance in influencing persistence at four-year residential instimtions than at two and 

four-year commuter instimtions. Academic integration was more important at two and 

four-year commuter instimtions. Pascarella and Chapman (1983b) found social 

integration was negatively related to persistence in two-year commuter instimtions. This 

may reflect the desire to transfer rather than the result of a low level of social and 

academic integration (Pascarella & Chapman, 1983b). Close on-campus peer fiiendships 

promoted persistence (Hagedom, 1993; Marshall, 1989; Pascarella & Terenzini, 1991). 

Nelson, Scott, and Bryan (1984) found poor social integration rather than poor academic 

performance contributed to dropout. Social integration was more important than 

academic integration in the persistence of all students but especially blacks (Mallinckrodt 

& Sedlacek, 1987). Nonttaditional smdents may be at risk in the area of social 

integration as they had less social involvement on campus than did ttaditional students 

(Greer, 1980). 
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Academic Outcome 

For most studies, academic outcome was measured in terms of grade point 

average (GPA). After considering background and defining variables, academic 

variables, and environmental variables, research suggested that academic factors (GPA) 

were the most reliable single family of variables in predicting persistence (Astin, 1975a; 

Hilton, 1982; Tinto, 1975). Although reliable, a high GPA did not assure persistence. 

Tinto reported that less than 15% of dropouts left because of academic dismissal. Noel 

(1985) found that lowering academic standards did not increase retention. At one 

instimtion that lowered standards, the attrition rate increased by 11% in one year and, on 

average, students who left had higher GPA's than those who stayed. At one community 

college, only 23%) of the dropouts had all failmg grades; almost one-third had maintained 

"A" or "B" averages (Luckie & Bonham, 1991). 

Nontraditional students were found to have poorer high school academic 

performance than traditional smdents (Greer, 1980). However, nonttaditional smdents 

were often found to surpass traditional smdents in college academic performance (Greer, 

1980; Kasworm, 1990b). O'Bara (1991) found tiiat GPA was a highly significant 

predictor of attrition for entering nontraditional students. For nontraditional female 

graduate smdents, college GPA was positively correlated with persistence (Hagedom, 

1993). Staman (1980) found that college GPA was positively related to persistence in 

traditional students but showed no significant relationship to persistence in nontraditional 

smdents. College GPA was less predictive of persistence for part-time and older 

commuter students than for their traditional counterparts (Bean & Metzner, 1985). 
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Psychological Outcomes 

Utility 

Utility measures smdents' perceptions of the usefulness of their college education 

in terms of employment opportunities and personal development. Some smdies found 

that the more useful students' perceived their education the more likely they were to 

persist (Dennis-Rounds, 1983). Metzner (1984) and Metzner and Bean (1987) found that 

for part-time nonttaditional freshmen, the greater the utility, the greater their persistence. 

The literature indicated that for many nonttaditional smdents career development was the 

primary reason for remming to school (Ross, 1988). The literamre also indicated that 

personal development was important to nonttaditional students (Ross, 1988). 

Satisfaction 

The student's satisfaction with his role as a smdent and his reported lack of 

boredom with college courses was predictive of retention. Bean and Metzner (1985) 

presented the following four reasons why this variable was cmcial to examine with this 

population: (a) they tended to prefer practical rather tiian tiieoretical learning; (b) their 

academic load was more difficult to manage due to numerous outside commitments; (c) 

initially, they found course work more difficult if their academic background was 

inferior to that of tiie traditional smdent; and (d) because many smdents attended on a 

part-time basis, they were likely to extend their program for years, a factor which could 

lead to smdent burnout. Several smdies have shown tiiat lack of interest was often 

reported as a reason for attrition (Astin, 1975b; Cope & Hannah, 1975; Lenning, Beal, & 
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Sauer, 1980; Noel, 1985; Pantages & Creedon, 1978). Greater academic satisfaction was 

related to retention (Johnston, 1982; Metzner and Bean, 1987; Noel, 1985). 

Goal Commitment 

Goal commitment was defined as the smdent's perceived level of importance in 

attending college and completing a degree (Bean & Metzner, 1985). Bums (1990) found 

a positive relation between goal commitment and persistence in nontraditional smdents at 

a four-year instimtion. Ross (1989) reported that adult smdents wanted to pursue goals in 

a time-efficient manner. They did not want time wasted by other smdents or disorganized 

instmctors. Metzner and Bean (1987) found that for part-time commuter smdents, sttong 

goal commitment was associated with higher educational goals, major certainty, much 

weekly smdy time, more outside encouragement, and poorer high school performance. 

Pascarella and Chapman (1983a) found no significant relationship between goal 

commitment and persistence for students attending four-year instimtions. However, they 

did find a positive relationship between these variables for smdents attending two-year 

colleges. 

Stress 

Bean and Metzner (1985) defined sttess as tiie extent to which smdents believed 

that they experienced stress from factors that were not related to college attendance as 

well as from the amount of time and energy required for college study. Barr, Galassi, and 

Kaplan (1983) reported that the diverse roles of spouse, parent, employee, and student 
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contributed to stress in nontraditional students. They were also concemed about their 

current knowledge, academic skills, and ability to compete with younger smdents. 

Several studies found that stress contributed to attrition (Dennis-Rounds, 1983; Gordon & 

Johnson, 1982; Lenning, Beal, & Sauer, 1980; Pantages & Creedon, 1978; Metzner, 

1984). Metzner and Bean (1987) reported that, for part-time, commuter smdents, higher 

stress levels related to school were found with smdents who were enrolled in more hours, 

studied more, and worked more. In addition, these students were more often white and 

female. From the survey of the literature, it appeared that both external stress and stress 

from college requirements affected variables related to persistence for nontraditional 

smdents. Both academic and environmental variables were likely to be affected by high 

levels of stress. 

Intent To Leave 

A student's intent to leave the institution at the end of the current term or 

academic year was related to attrition (Metzner & Bean, 1987; Nelson, Scott, & Bryan, 

1984; Pascarella, Duby, & Iverson, 1983). O'Bara (1991) found instimtional 

commitment to be an important predictor of retention for nontraditional smdents 

attending a community college. Instimtional commitment was positively correlated witii 

retention. Pascarella and Chapman (1983a) found in four-year residential instimtions, 

instittitional commitment had a stronger influence on persistence than did goal 

commitment, whereas, in two-year commuter colleges, goal commitment was sttonger. 
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Summary 

The Bean and Metzner (1985) model indicates that seven sets of variables can be 

used to describe retention in nontraditional students. Background and defining variables 

include age, enrollment status, residence, educational goals, high school performance, 

ethnicity, and gender. The research on age as it pertains to retention is mixed. Full-time 

students (enrollment status), smdents who live on campus (residence), and smdents who 

are certain of their goals (educational goals) are more likely to persist. Research results 

on high school performance, ethnicity, and gender are mixed. These variables may or 

may not affect persistence. 

The academic variables set includes smdy habits, academic advising, absenteeism, 

major certainty, and course availability. Research shows that good smdy habits, low 

absenteeism, certainty of major, and course availability are characteristics of persisters. 

The research results on academic advising are mixed. This variable may or may not 

affect retention. 

The environmental variables set includes finances, hours of employment, outside 

encouragement, family responsibilities, and opportunity to transfer. Research results on 

the effects of finance and hours of employment on retention are mixed. Outside 

encouragement and a lack of family responsibilities are associated with persistence. 

Opportunity to transfer is associated with nonpersistence. 

Social integration variables are defined as student interactions with both faculty 

and peers. In most studies, those students who engage in social interaction with faculty 

and peers are those who are most likely to persist. 
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Academic outcome is measured in terms of GPA. GPA does not appear to be 

indicative of retention. 

Psychological outcomes include utility, satisfaction, goal commitment, and sttess. 

Research indicates that smdents' perceptions of the usefuhiess of their college education 

(utility), satisfaction, and low levels of stress are positively associated with retention. 

The research on goal commitment is mixed concerning its effect on retention. 

Intent to leave is, possibly, the most important predictor of retention. Those 

students who intend to leave, do not persist. 

This smdy on retention of adult smdents was conducted by surveying smdents 

attending either on a full or part-time basis at Midland College in Midland, Texas, during 

the Fall semester of 1994 and the Spring semester of 1995. The variables of the Bean and 

Metzner (1985) model were tested to determine their importance in retention. An 

equation was formulated to predict the chances of an individual smdent being retained. 

Program suggestions were made to aid colleges in increasing the retention rates of adult 

smdents. 
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CHAPTER III 

METHODOLOGY 

Introduction 

This chapter on methodology describes the general design of the smdy, 

instmmentation, sample, pilot study, reliability of the survey instruments, collection of 

data, analysis of data, and anticipated findings. 

General Design 

The research design consisted of a smdy of adult smdents attending on-campus 

courses who were enrolled in the Fall semester of 1994, at Midland College in Midland, 

Texas. The students were given two questionnaires. The first questionnaire was 

completed during the fourth week of the Fall semester and the second was completed 

during the twelfth week of the Fall semester. Additionally, information was obtained 

from the registtar's office. The students who completed both survey questionnaires were 

tracked through their enrollment in the Spring semester of 1995. Retention from the Fall 

semester of 1994 was defined by the student's enrollment at Midland College for the 

Spring semester of 1995. Persisters re-enrolled and nonpersisters did not re-enroll. The 

survey questiormaires were based on the Bean and Metzner (1985) retention model. This 

model indicates that a variety of variables potentially influence students' retention. The 

variables tested were grouped according to the seven major variable sets of the Bean and 
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Metzner (1985) model. The data collected was analyzed using discriminant analysis. 

The data analysis fulfilled the three purposes of this smdy. First, discriminant analysis 

offered descriptive and inferential information to differentiate between the two groups of 

students, persisters and nonpersisters. Second, discriminant analysis offered inferential 

information to predict a fumre smdent's chances for persistence at Midland College based 

on significant predictors identified in the discriminant analysis. Discriminant analysis 

was also used to rank the variables according to their importance in predicting retention. 

Midland College may use the information to increase retention and to predict a smdent's 

chances for persistence. The third purpose of the smdy, to make program 

recommendations to Midland College administtators, came as a result of fulfilling the 

first two purposes. 

Instmmentation 

The Bean and Metzner (1985) retention model was used as the theoretical basis 

for this study. The model consists of seven sets of variables. The sets include 

background and defining variables, academic variables, envuonmental variables, social 

interaction variables, academic outcome, psychological outcomes, and intent to leave. 

The survey instmments measured variables within these seven broad groups. 

The survey consisted of two questionnaires addressing the variables of the Bean 

and Metzner (1985) model. The first questionnaire (Appendix A) consisted of 28 

questions. Five of these questions concemed background and defining variables (see 

Table 2, p. 59). Three questions addressed academic variables. Eight questions dealt 
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Table 2: Questionnaire Numbers Pertaining to Variables Tested and Variables from 
Registrar 

Variable Survey One Survey Two Registrar 

Background and Defining Variables 
Accumulated Hours * 
Enrollment Status * 
Hours Outside MC 23 
Educational Goals 1 &. 2 
Educational Objective: 

Baccalaureate 
Associate 
Certificate 
Job Training 
Personal Interest 

High School GPA 24 
High School Graduate 
GED 
Ethnicity: 

White 
Black 
Hispanic 
Other 

Gender 
Marital Status 27 
Parental Educational Level 23 

* 

* 

* 

* 

* 

* 

* 

* 

* 

* 

* 

1 

Limited English 

Academic Variables 
Anticipated Study Habits 3 
Experienced Study Habits 
Hours Spent Studying 22 
Quality of Academic Advisement 2 & 3 
Time Spent With Advisor 28 
Absenteeism ^° 
Major Certainty ^ 
Course Availability 4 & 5 
Hours Dropped 21 
Library Use 26 & 27 

Environmental Variables 
Anticipated Financial Needs 6 
Experienced Financial Needs 5 
Economically Disadvantaged 
Off-campus Employment 25 
On-campus Employment 26 
Outside Encouragement ^ <̂  ^ 
Anticipated Family Responsibilities 7 & 8 
Experienced Family Responsibilities 8 
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Table 2 (continued) 

Variable Survey One Survey Two Registrar 

Environmental Variables (continued) 
Family Size 
Opportunity to Transfer 

Social Interaction Variables 
Anticipated Peer Interaction 
Anticipated Faculty Interaction 
Experienced Peer Interaction 

Experienced Faculty Interaction 

28 
9 & 1 4 

15 
16& 17 

9, 24, 25, 
29,30 
10, 11, 12, 
13,14,31, 
32,33 

Academic Outcome (GPA) 

Psychological Outcomes 
Utility 
Satisfaction 
Goal Commitment 
Anticipated Stress 
Experienced Stress 

Intent to Leave 
Beginning of Semester 
End of Semester 

10 

11, 12, 13 
18&22 

19,20,21 

15, 16, 17 

34, 35, 36, 37 

18,19,20 

* Items obtained from Registrar's Office 

with environmental variables. Three questions concemed social interaction variables. 

Six questions referred to psychological outcomes and three questions to intent to leave. 

The second questionnaire (Appendix B) consisted of 38 questions. One question 

pertained to background and defining variables; ten questions to academic variables, four 

questions to environmental variables, 13 questions to social interaction variables; seven 

questions to psychological outcomes; tiiree questions to intent to leave (see Table 2, pp. 

59-60). Additional information was obtained from smdent records in tiie registtar's 

office. Fifteen pieces of information concerning background and defining variables, one 
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concerning academic variables, one about environmental variables, and one about 

academic outcome were gathered from the registtar (see Table 2, pp. 59-60). 

The background and defming variable set included the student's accumulated 

hours, enrollment stams, hours outside Midland College, educational goals, educational 

objectives (baccalaureate, associate, certification, job ttaining, or personal satisfaction), 

high school GPA, high school graduate or GED, ethnicity (White, Black, Hispanic, 

other), gender, marital stams, parental educational level, and limited English. 

Accumulated hours was the total number of hours a smdent had amassed from all 

colleges attended. Enrollment status was defined by the number of credit hours in which 

the student was enrolled during the Fall semester of 1994. The smdents' educational goal 

referred to the importance the smdents placed on obtaining their objectives. Educational 

objective referred to the reason a smdent enrolled. The student might have enrolled in 

anticipation of pursuing a Bachelor's Degree, Associate Degree, or certificate program. 

Other students might have enrolled in courses to change careers, upgrade their current job 

skills, or for personal interest. 

Certain questions on the two questionnaires referred to the background and 

defining variable set. On the first questionnaue, question 23 referred to number of hours 

eamed from a college other than Midland College; questions one and two referred to 

importance of educational goals; 24 referred to high school GPA; 27 referred to marital 

stams. On the second questionnaire, question 23 referred to the highest educational level 

of the parents. Additional information on age, accumulated hours, enrollment stams, 

educational objective (baccalaureate, associate, certificate, job ttaining, or personal 
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interest), high school graduate or GED, ethnicity (White, Black, Hispanic, Otiier), gender, 

and limited English speaking ability were obtained from the registrar (see Table 2, p. 59). 

The academic variables set included the student's anticipated and experienced 

study habits, average number of hours spent studying, quality of academic advisement, 

average time spent witii advisor, absenteeism, major certainty, course availability, hours 

dropped, and library use. Anticipated smdy habits was measured by tiie smdents' 

anticipation of the quality of their study skills. Experienced smdy habits was measured 

by the smdents' experience vvdth the quality of their smdy skills. Hours spent smdying 

was an average of the number of hours each week the smdent reported spent in smdying 

for one course taken from Midland College. Academic advisement was measured by the 

perceived quality of academic advisement received. Time spent with an advisor was an 

average number of hours the smdent spent with an advisor during the semester. 

Absenteeism was measured by the smdent reporting frequency of absence (average 

amount of time absent from class during the entire semester). Major certainty was self-

reported. Course availability was measured by asking the smdent if needed or desired 

courses were available at Midland College and, if offered, were courses at convenient 

times. Hours dropped referred to an average number of hours dropped during the 

semester. Library use referred to the frequency with which students used the library. 

The first questionnaire addressed several of the academic variables. Question 

three assessed anticipated study habits. Questions four and five addressed course 

availability (see Table 2, p. 59). 
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The second questionnaire measured other academic variables. Question one 

measured experienced sttidy habits; question 22 assessed number of hours spent smdying; 

two and three referred to the quality of academic advisement; 28 referred to time spent 

with an advisor; 38 referred to absenteeism; four dealt with major certainty; 21 assessed 

credit hours dropped; 26 and 27 referred to library use. Information from the registtar's 

office was used to determine the smdents' certainty of majors (ability to declare a major). 

The environment variables set included the students' anticipated financial needs, 

experienced financial needs, economic disadvantage, hours of employment on and off 

campus, outside encouragement, anticipated and experienced family responsibilities, 

family size, and opportunity to transfer. Anticipated financial needs were assessed by 

measuring the students' anticipation of their ability to pay for a college education. 

Experienced financial needs referred to smdents' perceptions of their abilities to obtain 

the funding to pay for classes in the Spring semester. Economic disadvantage was 

measured by the students' receipt of financial aid received from AFDC (Aid to Families 

with Dependent Children) and/or food stamps. Off-campus employment was an average 

number of hours per week the students were employed off campus. On-campus 

employment was an average number of hours per week the students were employed on 

campus. Questions concerning outside encouragement dealt with the smdents' 

perceptions of encouragement received from individuals not associated with Midland 

College. Anticipated family responsibility was measured on the first questionnaire. 

Anticipated family responsibilities were ascertained through questions concerning the 

students' perceptions of their anticipated responsibilities and need for reliable day care. 
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Sttidents' perceptions as to how family responsibilities might affect their abilities to smdy 

were also used. Experienced family responsibilities were measured on the second 

questionnaire. Students were asked about their experiences in managing family 

responsibilities and college attendance. Family size was determined by an average 

number of persons for whom the smdent was responsible. The opportunity to transfer was 

determined through the smdents' perceptions of their abilities to transfer (see Table 2, pp. 

59-60). 

The first questionnaire addressed several of these variables. Survey question six 

pertained to anticipated financial needs, question 25 to number of hours employed off-

campus, question 26 to number of hours employed on-campus, questions seven and eight 

to anticipated family responsibilities, 28 to family size, and nine and 14 to oppormnity to 

ttansfer. 

The second survey also addressed some of the environment variables. Question 

five referred to experienced financial needs, questions six and seven to outside 

encouragement, and question eight to experienced family responsibilities. 

The registrar's office provided some information concerning environmental 

variables. Economically disadvantaged students were those who received AFDC and/or 

food stamps. 

The set of social interaction variables are of minor importance in the Bean and 

Metzner (1985) model. However, in studies on traditional age students social interaction 

was a major determining factor in retention. In retention models by Tinto (1975) and 

Pascarella and Terenzini (1980), social interaction was important in contributing to the 
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retention of ttaditional age students. In an effort to more carefully examine this variable 

with adult students, questions on both peer and faculty interaction were included. 

Students were asked about their non-classroom interactions with faculty, ability to form a 

personal relationship with at least one faculty member, satisfaction with the opportunities 

provided to meet and interact with faculty, and the smdent's perception of the degree to 

which faculty members seemed interested in teaching. 

Questions about social interaction were asked on both questionnaires. The first 

questionnaire queried smdents as to their desire to have social interaction and the second 

questionnaire queried smdents as to acmal social encounters (see Table 2, p. 60). 

On questionnaire one, question 15 asked about anticipated peer interactions and 

questions 16 and 17 asked about anticipated faculty interactions. On questionnaire two, 

questions nine, 24, 25, 29, and 30 asked about experienced peer interactions. Questions 

10, 11, 12, 13, 14, 31, 32, and 33 asked about experienced faculty interactions. 

Academic outcome was measured at the end of the Fall semester. A grade point 

average from the registrar's office was obtained on each smdent (see Table 2, p. 60). 

The psychological outcomes variable set included the utility of the college 

experience, student satisfaction, goal commitment, and anticipated and experienced 

stress. Utility of the college experience was measured by asking the students how 

important they felt a college education was for future employment or career advancement 

and how important it would be for personal potential. Satisfaction was measured by 

asking the students how they enjoyed the college experience and their classes. Goal 

commitment was ascertained tiirough the students' perceptions of the importance of 
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attending college and of obtaining a certificate or degree. Sttess levels were measured by 

asking tiie students questions relating to their perceptions of stress experienced with 

spouse or significant other, co-workers or supervisor, and with the time required for 

school. One question referred to health-related problems tiiat contributed to stress. 

The first questionnaire addressed some of the psychological outcomes variables. 

Question 10 referred to utility, 11, 12, and 13 to goal commitment, and 18 and 22 to 

anticipated stress. The second questionnaire addressed other aspects of psychological 

outcomes. Questions 15, 16, and 17 referred to smdent satisfaction and questions 34, 35, 

36, and 37 to experienced stress (see Table 2, p. 60). 

Intent to leave is shovm as a direct cause of dropout in the Bean and Metzner 

(1985) model. Several questions referred to this variable. Intent to leave questions were 

asked on both questioimaire one and questionnaire two. On the first questionnaire, 

questions 19, 20, and 21 referred to this variable. On the second questionnaire, questions 

18, 19, and 20 referred to it (see Table 2, p. 60). 

Survey questions and the variable they tested are summarized in Table 2. If the 

information was obtained from the registrar's office that is noted with an * in the table. 

The question number on the questionnaire (first or second) on which the question was 

asked is also noted. 

Questions for this survey were taken from the works of several other researchers. 

Modifications were made in the format of some of the questions. The authors of the 

surveys from which some of the survey questions were taken are Bums (1990), Haney 

(1990), Loppnow (1989), O'Bara (1991), and Pascarella and Terenzini (1983). 
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Sample 

The sample population chosen for this survey was those on-campus smdents 25 

years old and older who enrolled in Midland College for the Fall semester of 1994. 

Midland College is a two-year community college that had a total on-campus and off-

campus enrolhnent of 3,913 sttidents during the Fall semester of 1994. The main campus 

had 3,250 sttidents with 663 enrolled at off-campus sites. Of the total enrollment (3,913), 

1,702 were 25 years old and older and 2,211 were under the age of 25. With 43% of its 

smdents over the age of 25 in the Fall of 1994, Midland College is similar to many 

community colleges nationwide (Cohen & Brawer, 1991; Martin, 1988; Palmer, 1985; 

Pierson & Springer, 1988; Ross, 1988; Watkins, 1989). The college is located in 

Midland, Texas, a community with a population of approximately 95,000. Midland is 

the corporate headquarters for production and exploration of the oil-rich Permian Basin of 

West Texas. 

Midland College, founded in the late 1960s, has always had a large population of 

smdents 25 years old and older. In the beginning years of the late 1960s and early 1970s, 

adult smdents represented approximately 90% of the Midland College student body 

(Gates, 1992). With the addition of day classes in 1972, Midland College experienced an 

increase in the number of traditional age smdents. However, the adult smdent continued 

to represent the majority of the smdent body. 

In the Fall of 1990, Midland College reported that 56% of its student body was 

over the age of 25 (McCrary, 1993). The average smdent was 28 years old with two 
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children (Phillips, 1992). In an effort to increase retention by better understanding tiie 

needs of the adult student, this study was conducted. 

Pilot Smdv 

A pilot study was conducted during the second Summer semester of 1994. The 

purposes of the pilot were to determine feasibility of the research project and the face 

validity of the research instmments. The students participating in the pilot were enrolled 

in health science, biology, business, English, and psychology classes at Midland College. 

This random selection consisted of 268 students. These students were both under and 

over age 25. The first questiormaire was completed by 204 of the 268 smdents for a 

response rate of 76%. The second questionnaire was completed by 169 of the 268 

students for a response rate of 63%. From these smdents who completed the pilot survey, 

data were analyzed only for those responding Midland College students who were 25 

years old and older. 

Feasibility of the research project was determined qualitatively by assaying the 

reactions of faculty and students to the questionnaire. The qualitative smdy answered the 

research question: What were the perceptions of faculty and smdents regarding the clarity 

of questions, the time involved in administering or taking the questionnaire, and the 

manner in which the questiormaire was administered? 

The theoretical basis for the qualitative study was interpretivism. Interpretivism 

involves the researcher's ability to understand meanings from the participant's viewpoint. 

Ericson and Ellett (1982) stress the multiplicity of interpretations of any situation. The 
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researcher and the various participants all have individual interpretations of what is 

occurring. These interpretations may be shared by tiie group even if members reach no 

consensus of meanings. Our knowledge of a situation is based on shared meanings, 

perspectives, and understandings. Interpretivism is important because it provides a fiiller 

sense of understanding to the situation. 

There are two primary premises of interpretivism (Erickson, 1986). One premise 

is that the purpose of the research is to uncover the immediate and local meanings of 

actions as defined by the participants themselves. The researcher is not interested in the 

actions from an historical standpoint or actions on a grand scale. Only the immediate and 

local are of primary interest. A second premise is that all interpretations occur within a 

ttadition. Interpretations are colored by one's background including ttaditions and 

culture. In this study, the researcher sought to understand the various interpretations of 

the faculty and students involved in completing or administering the questionnaire. 

Faculty and smdents were interviewed as to their interpretation of the 

questiormaires, the methods involved in administering the questionnaires, and the time 

involved in administering/taking the questionnaires. The questionnaires proved to be 

feasible from the standpoint of clarity of questions and time involved in administering 

and taking the questionnaires. 

Face validity was be determined by asking experts in the field to examine the 

questionnaires and report on their perceptions of its validity. Dr. Albert Smith and Dr. 

Ronald Opp of Texas Tech University reviewed the survey instruments. In their 

opinions, the instruments were valid. 
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Reliability of Survey Instmments 

A quantitative study was conducted to determine the reliability of the survey 

instmments. When two or more questions were asked that pertained to one variable, the 

reliability of these variables was determined by calculating the alpha value for reliability. 

The higher the alpha value, the greater the reliability. There were 16 variables that were 

measured by two or more questions. The results of the test for reliability on these 16 

variables are presented in Table 3. 

Table 3: Reliability of 16 Multiple Measure Variables 

Variable Number of Questions 
Pertaining to Variable 

2 
2 
2 
2 
3 
2 
2 
3 
2 
2 
5 
8 
3 
2 
4 
3 

Alpha 

0.2099 
0.4725 

-0.0849 
0.5187 
0.4021 
0.3641 
0.3993 
0.6712 
0.6991 
0.6574 
0.5153 
0.6870 
0.7246 
0.3645 
0.5944 
0.7423 

Educational Goals 
Course Availability 
Anticipated Family Responsibility 
Opportunity to Transfer 
Goal Commitment 
Anticipated Faculty Interaction 
Anticipated Stress 
Intent to Leave - Beginning of Semester 
Quality of Academic Advisement 
Outside Encouragement 
Experienced Peer Interaction 
Experienced Faculty Interaction 
Satisfaction 
Library Use 
Experienced Stress 
Intent to Leave - End of Semester 

Reliability ranged from an alpha value of 0 to 0.7423. The closer the alpha value 

is to one, the greater the reliability. The low reliability of some variables, proved to be a 

limitation of this study. 
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Survey Distribution 

This retention sttidy was partially fiinded by Midland College, Midland, Texas. 

At the beginning of the Fall semester of 1994, faculty members met for a day of faculty 

development. At this time, a presentation was made about the retention survey. Faculty 

members were asked to expect the questionnaires to be placed in their mail boxes for 

distribution the fourth and twelfth weeks of school. 

The third week of school, the first survey packets were sent out. The first packet 

included a letter (Appendix A) and instmction sheet to each faculty member (Appendix 

A), a letter to students (Appendix A) attached to each questionnaire (Appendix A), 

scantron answer sheets (Appendix A), and a classroom set of pencils. The two letters 

were jointly signed by the Midland College Vice President and members of the Retention 

Quality Circle, a faculty/staff committee. The second packet also included faculty 

(Appendix B) and student (Appendix B) letters, instmction sheet (Appendix B), 

questionnaires (Appendix B), scantrons (Appendix B), and pencils. 

Each faculty member received enough questionnaires to provide one 

questionnaire for each student in the faculty member's largest class. This set was used by 

all classes taught by that faculty member. Each faculty member also received a supply of 

scantron answer sheets sufficient to supply tiie total number of smdents taught by that 

faculty member. All materials were hand delivered to the faculty mailboxes. This same 

procedure for distribution was followed for the second questionnaire on the eleventh 

week of classes. 
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Collection of Data 

Midland College smdents had an opportunity to complete both questionnaires. 

From the group of students who completed the questionnaires, statistical analyses were 

mn on data from those students aged 25 and older. College records were used to 

determine if the smdents persisted by enrolling for the Spring semester of 1995. 

Data were collected by having students complete the first survey form during the 

fourth week of the Fall semester of 1994. The fourth week was chosen because 

registtation was closed so class enrollment was set and it was felt that smdents would still 

be attending classes during the fourth week as the peak drop period at Midland College is 

approximately three days before the final drop date (Gates, 1994). The last day to drop 

any or all classes with a "W" at Midland College is approximately two weeks before final 

exams (or the fourteenth week of classes). The second questionnaire was administered 

during the twelfth week. This date was chosen to allow for approximately two months of 

on-campus experience. 

Certain data were collected directiy from the registrar's office. This data included 

the previously mentioned data concerning the student's date of birtii, enrollment status, 

high school performance, ethnicity, gender, self-declared major, financial assistance, and 

grade point average. 

rndinp of Variables 

Categorical variables were coded so that, in most instances, a higher value was 

indicative of retention expectation. In some instances, it was necessary to recode 

72 



variables to reflect this trend. These variables and their value ranges are presented in 

Table 4. Examples of the receded questionnaires are presented in Appendices A and B. 

For some questions, there was a response category of not applicable. When this response 

was chosen, the not applicable choice was recoded as a missing value and a mean 

substitution was done for this missing value. Questions pertaining to social interaction 

had different value ranges for possible responses. When this occurred, responses were 

recoded so that all questions pertaining to one variable had the same numerical response 

range. 

Analysis of Data 

Discriminant analysis was the statistical method used to analyze the data. 

Descriptive statistics were used for the first purpose of the study and to answer the first 

seven research questions and hypotheses. The first purpose of the smdy was to determine 

the differences between the adult students who persisted in their enrollment from the Fall 

semester of 1994 to the Spring semester of 1995 from those who did not persist. Answers 

to the research questions and hypotheses were designed to fulfill this purpose. 

Analysis of the data provided a descriptive presentation of the group mean and 

standard deviation of each variable for the persisters and nonpersisters. This information 

was used to describe and differentiate each group. Significance tests for the equality of 

group means for each variable were calculated using Wilks' lambda and the F value. 

These calculations provided the method of determining any significant differences of 

variable means between the group of persisters and nonpersisters. These findings 
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Table 4: Coded Values for Categorical Variables 

Variable Value Range 

Background and Defming Variables 

Accumulated Hours 

Hours Outside MC 

Educational Goals (2 items) 

Parental Educational Level 

1 = 0-29 credit hours 
2 = 30-59 credit hours 
3=60+ 
4 = Associate Degree 
5 = Baccalaureate Degree 

O^none; 1 = 1-11; 2 = 12-30; 3 = 31-60; 4 = 61 + 
5 = Baccalaureate; 6 = Master's; 7 = Professional 
Degree; 8 = Doctorate 

0 - 3; 0 = not important; 3 = extremely important 

0 = Grade School; 1 = Junior High 
2 = High School; 3 = High School Diploma 
4 = Some College; 5 = Associate Degree 
6 = Baccalaureate Degree; 7 = Master's Degree 
8 = Professional Degree; 9 = Doctorate 

Academic Variables 

Anticipated Study Habits 

Experienced Study Habits 

Hours Spent Studying 

Qualit\ of Academic Advisement (2 items) 

Time Spent With Advisor 

Absenteeism 

Major Certainty 

Course Availability (2 items) 

Hours Dropped 

Library Use (2 items) 

0 - 3; 0 = poor; 3 = very good 

0 - 3; 0 = poor; 3 = very good 

0 - 5 ; units = hours per week for one course 
0 = 0-2: 1 = 3-5; 2 = 6-8, 3 = 9-12; 4 = 13-15 
5 = 15+ 

0-3; 0 = poor; 3 = good 

0 - 2 : 0 = never; 2 = frequently 

0 - 2 : 0 = never; 2 = frequently 

0 - 3 : 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongh disagree; 3 = strongly agree 

0 - 4; 0 = 0: 1 = 1-4 hours; 2 = 5-8 hours; 3 = 9-12 
hours; 4= 12^ hours 

0 - 4; 0 = never; 4 = often 
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Table 4 (continued) 

Variable Value Range 

Environmental Variables 

Anticipated Financial Needs 

Experienced Financial Needs 

Economically Disadvantaged 

Off"-campus Employment 

On-campus Employment 

Outside Encouragement (2 items) 

Anticipated Family Responsibilities (2 items) 

Experienced Family Responsibilities 

Family Size 

Opportunity to Transfer (2 items) 

Social Interaction Variables 

Anticipated Peer Interaction 

Anticipated Faculty Interaction (2 items) 

Experienced Peer Interaction (5 items) 

Experienced Faculty Interaction (8 items) 

Psvchological Outcomes 

Utility 

Satisfaction (3 items) 

Goal Commitment (3 items) 

Anticipated Stress (2 items) 

Experienced Stress (4 items) 

0 - 3; 0 = major concem 3 = no concem 

0-3;0=yes; 3 = no 

0 = yes; 1 = no 

0 - 5 (units measured in hours); 0 = 0; 1 = 1-10; 
2 = 11-20; 3 =21-30; 4 = 31-40; 5 = 40+ 

0 - 5 (units measured in hours); 0 = 0; 1 = 1-10; 
2 = 11-20; 3 = 21-30; 4 = 31-40; 5 = 40+ 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly agree; 3 = strongly disagree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 5 (units measured in number of persons for whom 
responsible); 0 = 0; 1 = 1-2; 2 = 3-4; 3 = 5-6; 
4 = 7-8; 5 = 8+ 

0 - 3; 0 = strongly agree; 3 = strongly disagree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly disagree; 3 = strongly agree 

0 - 3; 0 = strongly agree; 3 = strongly disagree 

0 - 2; 0 = frequently; 2 = never 
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Table 4 (continued) 

Variable Value Range 

Intent to Leave 

Beginning of Semester (3 items) 0 - 3; 0 = strongly agree; 3 = strongly disagree 

End of Semester (3 items) 0 - 3; 0 = strongly agree; 3 = strongly disagree 

answered the first seven research questions which asked if the variables differed between 

persisters and nonpersisters. 

The mean and standard deviation were calculated for each of the 52 variables in 

this study and the differences between these values for persisters and nonpersisters 

compared. For each variable, if the observed F value had a significance level (p) less 

than 0.05, the hypothesis that the two group means were equal for the variables was 

rejected. The Wilks' lambda gave further information about significance. A Wilks' 

lambda of one indicated that the means of the two groups were equal. A value near 0 

occurred when the within groups variability was small as compared to the variability 

between groups. For any variability having a lambda close to 0, the hypothesis that all 

group means are equal was rejected. Significance was determined using the p value. The 

Wilks' lambda is shown as a frirther indicator of significance. This information was 

presented in table form. 

Interdependencies among variables affect most multivariate analyses. To 

determine the correlation between the many predictor variables smdied, a pooled within-

groups correlation matrix was obtained. A pooled within-groups correlation matrix was 

obtained by averaging the separate covariance matrices for all groups and then computing 
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the correlation matrix (SPSS'^, Inc., 1988). Correlation values range from zero to one 

with one representing a perfect correlation. If two variables are highly correlated, one of 

them may be deleted as it will be a redundant measure in a multivariate analysis such as 

discriminant analysis. Deleting a variable is based on both the correlation value and the 

similarity between variables as reported in the literamre. 

Univariate tests of significance provided information about individual variables. 

The variables were not analyzed together as a unit. To overcome this limitation with 

imivariate statistics, discriminant analysis was used. 

Discriminant analysis allowed the researcher to examine the variables 

simultaneously, to understand the differences between the two groups, and to determine 

which variables best described each group (Betz, 1987). It also provided the method of 

testing the variables described in the Bean and Metzner (1985) model as valid predictors 

for retention of smdents in community colleges. Discriminant analysis allowed an 

understanding of the differences between persisters and nonpersisters based on a 

determination of which variables best characterized each group of smdents. By 

recognizing the characteristics of each group, predictions were made as to the retention 

success of any individual smdent. Also, by ascertaining tiiose variables that best 

characterize the nonpersisters, suggestions as to how the college might improve retention 

were made. 

The second purpose of this study was to formulate an equation to assist 

community college educators in predicting tiie individual success of entering adult 

students. Discriminant analysis provided an equation utilizing a linear combination of the 
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significant independent variables. In this study, the equation selected the significant 

variables gleaned from the Bean and Metzner (1985) model. This linear combination of 

variables resulted in the linear discriminant equation (D). With this equation, a 

discriminant function score was calculated for every subject in the smdy. The equation is 

as follows. 

D = B„ + B,X,+B2X2 + ...BpXp, 

X = values of independent variables, 

B = unstandardized discriminant function coefficients. 

The B's are chosen so that the values of the means of the discriminate function score (D) 

differ as much as possible between groups. The discriminant function shows the 

maximum differences between groups. 

Discriminant analysis produces a listing of beta weights (standardized 

discriminant function coefficients) to indicate the relative importance of each variable for 

classification or prediction of group members (Betz, 1987). The Wilks' lambda and F 

value were used to determine the significance of each beta weight. Results of these beta 

weights were presented in table form. 

For predictive purposes, discriminant scores may be calculated for each student 

and then compared with the group centroid which is the mean of discriminant scores for 

each group (Betz, 1987) to determine the group into which the individual fits. In this 

study the groups were persisters or nonpersisters. The accuracy of prediction using 

discriminant analysis was compared with the knovm chance of a Midland College student 

falling into the nonpersister group. To determine which method, the linear discriminant 
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fimction or chance did better in the group member prediction, a "hit rate" was calculated. 

The "hit rate" is the percentage of correct classifications using the linear discriminant 

fimction for prediction purposes. Results showed that the linear discriminant ftinction 

(D) provided a better indicator of placing a smdent in the correct group than chance alone 

would. 

Discriminant analysis was also used to determine the importance of each variable 

m the Bean and Metzner (1985) model as the variable contributed to dropout. For those 

variables deemed most important in contributing to nonpersistence, the college may wish 

to introduce programs or services that address these particular variables. 

Anticipated Findings and Conclusions 

When examining background and defining variables, it was anticipated, based on 

other smdies, that smdents enrolled in fewer hours would have a higher dropout rate. 

Residence was not considered as all Midland College smdents live off-campus. It was 

also anticipated that nonpersisters would be less sure of their educational goals and would 

have exhibited poorer performance in high school than persisters. Other smdies found 

Hispanics and Blacks represented to a greater extent among the nonpersisters. It was felt 

gender would have no effect. 

Based on other studies, it was expected that the two groups would differ in 

academic and environmental variables. Within the category of academic variables, it was 

felt that nonpersisters would have poorer study habits, a poorer perception of the quality 

of their academic advising, and a higher rate of absenteeism. Nonpersisters would be less 
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certain of their major and would have more difficulty m finding classes taught at 

convenient times than did persisters. 

In considering environmental variables, it was anticipated that nonpersisters 

would have more difficulty with finances, be employed for longer hours, would have less 

outside encouragement, would have more family responsibilities, and would have a 

greater opportunity to transfer than did persisters. 

Bean and Metzner (1985) reported that social interaction had only a possible 

effect on dropout. Tinto (1975) reported that high levels of social interaction were 

important to persistence in traditional age, residential smdents. It was felt that some 

degree of social interaction would be of importance in contributing to persistence in adult 

students. 

Academic outcome, as measured by grade point average, would contribute to 

dropout as those with a lower grade point average for the Fall semester of 1994 would be 

less likely to return. 

Psychological outcomes would influence persistence. Those smdents who 

perceived their courses to be of low utility and who derived little satisfaction from their 

college experience would be more likely to drop out. Nonpersisters would exhibit the 

lack of a firm commitment to attend college and complete the college requirements for 

their indicated goal. Nonpersisters would also report high stress levels. 

Intent to leave would strongly affect persistence. Those students who intended to 

leave the college at the end of the semester would be less likely to return than those who 

plarmed to enroll for another semester. 
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Colleges must be able to better advise and serve their adult smdents. By 

understanding the variables that contribute to dropout, colleges may examine their 

advising procedures, the academic relevancy of courses, smdent service offerings, and 

opportunities for both faculty and peer interactions. If entering smdents fall into the risk 

group of nonpersisters, the students should be placed in a program to help ensure their 

success. 
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CHAPTER IV 

FINDINGS 

Introduction 

The main problem of this study was to determine which variables in the Bean and 

Metzner (1985) retention model best described the differences between adult smdents (25 

years and older) who persisted from Fall 1994 to Spring 1995 and those who did not 

persist. Discriminant analysis was used to make this determination and to answer the first 

seven research questions and hypotheses. Discriminant analysis also provided an 

equation to predict the individual retention of fumre adult smdents. The formulation of a 

prediction equation fulfilled the second purpose of this smdy. From the information 

garnered through discriminant analysis, program recommendations to aid in the retention 

of adults were made in Chapter V. These recommendations were the third purpose of the 

study. The retention model of Bean and Metzner (1985) served as the main theoretical 

framework for this investigation. 

The Bean and Metzner (1985) model (Figure 1, p. 6) contains seven sets of 

variables. These include background and defining variables, academic variables, 

environmental variables, social integration variables, academic outcome, psychological 

outcomes, and intent to leave. The background and defining variables set includes age, 

hours accumulated, hours enrolled, residence (on or off-campus), hours eamed from 

colleges other than Midland College, educational goals, educational objective, high 

school GPA, high school graduate, GED recipient, ethnicity, gender, marital status, 
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educational level of parents, and abilit>^ to speak English. The academic variables set 

includes anticipated and experienced smdent smdy habits, hours spent smdying, academic 

advising satisfaction, time spent with an advisor, absenteeism, major certainty, course 

availability, hours dropped, and library use. The environmental variables set refers to 

anticipated and experienced smdent finances, economic disadvantage, hours of 

employment on and off-campus, outside encouragement, anticipated and experienced 

family responsibilities, family size, and opportunity to transfer. The social interaction 

variables set includes both anticipated and experienced faculty and peer interactions. 

Academic outcome is measured by the smdent's GPA. The psychological outcomes set 

includes utility (the smdent's perception of the importance of courses to the future), 

satisfaction with courses, goal commitment, and anticipated and experienced stress. The 

Bean and Metzner (1985) model provided the theoretical framework for this smdy. The 

model variables were used to describe the differences between persisters and 

nonpersisters and to predict retention of adult smdents attending a non-residential 

community college in West Texas. This smdy had three purposes. One purpose was to 

determine the differences between those adult students who persisted from Fall 1994 to 

Spring 1995 from those adult smdents who were nonpersisters. A second purpose was to 

formulate an equation to assist community college educators in predicting the individual 

success of future adult smdents. The third purpose was to make program 

recommendations to aid in the retention of adults. 

Research questions were designed to answer questions aimed at fulfilling the 

purposes of the smdy. This study answered these eight research questions. 
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Research Question 1. Do the background and defining variables described by 

Bean and Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 2. Do academic variables as defined by Bean and Metzner 

(1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 3. Do environmental variables as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 4. Do social interaction variables differ between persisters and 

nonpersisters age 25 and above? 

Research Question 5. Does academic outcome differ between persisters and 

nonpersisters age 25 and above? 

Research Question 6. Do psychological outcomes as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 7. Does the student's intent to leave as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 8. Can a prediction equation be formulated using the variables 

described by the Bean and Metzner (1985) model that will predict a student's group 

membership (persisters or nonpersisters) better than chance prediction? 

Survey Distribution 

There were two survey instmments. The first questionnaire was administered 

through on-campus classes during the fourth week of the Fall semester of 1994. The 

second questionnaire was administered in the same manner as the first but during the 
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twelfth week of tiie Fall semester of 1994. Midland College students had an opportunity 

to complete both questionnaires. From the group of smdents who completed both 

questionnaires, statistical analyses were mn on data from those smdents aged 25 and 

older. College records were utilized to determine if the students persisted by enrolling for 

the Spring semester of 1995. 

Sample Population 

Midland College had a total enrollment for the fall semester of 3,913 smdents. 

This total included new and returning smdents; on-campus smdents and those enrolled at 

off-campus sites. Of this total of 3,913 students, 3,250 were enrolled in on-campus 

courses. The questionnaires were only distributed to these on-campus smdents. Of the 

3,913 students, 2,211 were under the age of 25 and 1,702 were over 25. With 43% 

(1,702) of its smdents over the age of 25 in the Fall of 1994, Midland College was 

representative of many community colleges nationwide (Cohen & Brawer, 1991; Martin, 

1988; Palmer, 1985; Pierson & Springer, 1988; Ross, 1988; Watidns, 1989). 

The first questionnaire had 2,194 questionnaires retumed. This was a return rate 

of 68% (2,194 retumed out of a possible 3,250). The second questionnaire had 1,591 

questionnaires remmed. This represented a remm rate of 49% (1,591 retumed out of a 

possible 3,250). 

In addition to the information gathered from the two questiormaires, information 

was obtained from the registrar's office. Information from this source was available on 

all 3,913 students. For analysis purposes, information from the three sources; 
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questionnaire one, questionnaire two, and the registrar's office, was matched using the 

students' social security numbers. 

Some students completed only one of the two questionnaires. Because 

questionnaires were distributed to all smdents in on-campus classes, information was 

gathered on students both under and over the age of 25. Cases with missing 

questiormaires and cases from smdents under the age of 25 were eliminated from the 

analysis. After the elimination process, 523 smdents remained. These 523 smdents were 

all over the age of 25 and had completed both questionnaire one and questiormaire two. 

This sample population for data analysis represented 31% of the total population of adult 

students at Midland College in the Fall of 1994 (523 out of 1,702 adult smdents). 

Following up on the sample population of 523 students, 135 did not return for the Spring 

semester of 1995. This produced a dropout rate for the smdy sample of 26%. 

Historically, 41% - 44% of all students attending Midland College, including students 

over the age of 25, do not persist from one semester to the next semester (Gates, 1994). 

Of the 523 smdents, 388 remmed for the Spring semester of 1995. This produced a 

sample population smdent remm rate of 74%. Of the total adult smdent population 

(1,702), 737 or 43% did not return and 965 or 57% retumed for the spring of 1995. 

Students who persisted were over represented in the sample population for this smdy 

(74% versus 57%). The reason for this over-representation of persisters may have to do 

with the design of the study. Nonpersisters may have dropped out before the second 

questiormaire was administered. If this were the case, a smaller percentage of 

nonpersisters participated in the second questiormaire than did persisters, thus skewing 
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the returns. Also, it was expected that nonpersisters would be less involved in the college 

experience. Because of their lack of involvement, nonpersisters might have been less 

likely to participate in the survey. 

Demographic data comparing the sample of 523 adult smdents with the total 

population of 1,702 adult students is presented in Table 5. 

Table 5: A Comparison of the Demographic Data for the Sample and the Total 
Population 

Variable Sample (N=523) Population (N= 1,702) 

Accumulated Hours 

Enrollment Status 

Ethnicity 

Limited English 

Economically Disadvantaged 

70% - 29 or fewer 
11.3%-30-59 hours 
12% - 60+ hours 
1.5% - Associate Degree 
5.2% - Baccalaureate 

8.63 hours 

79% - White 
7.4% - Black 
11.3%-Hispanic 
2.3% - Other 

8.2% 

13.4% 

62.2% - 29 or fewer 
11.5%-30-59 hours 
16%-60+hours 
1.9% Associate Degree 
8.4% - Baccalaureate 

6.74 hours 

78% - White 
6.1%-Black 

13.7%- Hispanic 
2.1%-Other 

7.1% 

9% 

High School Graduate 78.4% 80.4% 

GED 17.7% 15.6% 

Educational Objective Baccalaureate - 25.8% 
Associate - 73.5%> 
Certification - .4% 
Personal - .2% 

Baccalaureate - 34.8% 
Associate - 63.9% 
Certification - .4% 
Personal - .2% 

Gender Male - 34% 
Female - 66% 

Male - 38.4% 
Female-61.6% 

Nonpersisters 26% 43% 
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Chi-square tests were run on the categorical variables and a Z test was run on the 

continuous variable presented in Table 5. The sample was found to be significantiy 

different at the .05 level from the population in six of the ten variables compared. The 

variables that differed significantly were accumulated hours, enrollment status, 

economically disadvantaged, educational objective, gender, and nonpersisters. Because 

there were several variables in which the sample differed from the population, this may 

be a limitation of this smdy. The sample may not be representative of the population and 

thus the results of this smdy may not be generalizable to the population of adult smdents 

at Midland College. 

Discriminant Analysis 

Discriminant analysis was the statistical method used to answer the research 

questions, to test the hypotheses, and to fulfill the purposes of this smdy. Discriminant 

analysis is similar to multiple regression in that both statistical methods predict from a set 

of continuous independent variables to a dependent variable (Betz, 1987). The major 

difference between the two methods is that multiple regression predicts to a continuous 

dependent variable whereas, discriminant analysis predicts to a categorical dependent 

variable. The dependent variable in this smdy was retention. Because retention (smdent 

persistence or nonpersistence) is a categorical variable, discriminant analysis was the 

method of analysis used. 

Discriminant analysis allows the researcher to understand the differences between 

two groups and to determine which variables best characterize the two groups (Betz, 
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1987). Discriminant analysis was used to describe the differences between persisters 

(those students who retumed for the Spring semester of 1995) and nonpersisters (those 

students who did not remm for the Spring semester of 1995). This distinction between 

groups allowed the hypotheses to be tested and the research questions to be answered. 

Purpose One: Differences Between Persister and Nonpersister Groups 

Initially, 52 independent variables derived from the Bean and Metzner (1985) 

model that were supposed to affect retention were considered. These independent 

variables were grouped into the seven variable sets of the Bean and Metzner (1985) 

model (Figure 2). After analyzing these 52 variables, 15 of them proved to be significant 

(.05 level) determiners of group differences. These 15 variables fell into all of the seven 

major sets of variables described by the Bean and Metzner (1985) model (Figure 1). All 

52 variables with mean, standard deviation, F value, and p values are presented in Table 

For each continuous variable the mean, standard deviation, F value, and p values 

were calculated. There were several categorical variables in this study. In order to use 

these categorical variables in discriminant analysis, dummy variables were created. 

These dummy variables are presented in Table 6 and designated with a D in Table 7. 

Educational objective had five categories that were represented by four dummy 

variables. These dummy variables were baccalaureate degree, associate degree, 

certification, and job training. Ethnicity had four categories that were represented by 

three dummy variables. These dummy variables were White, Black, and Hispanic. 
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These dummy variables functioned togetiier to distinguish subjects into different 

categories within a categorical variable. 

High school graduation became a dummy variable. A high school graduate was 

given the value of one and students who did not graduate were given a value of zero. 

Receipt of the GED became a dummy variable. Those smdents receiving the 

GED received a value of one and those who did not receive the GED received a zero. 

Gender was coded as a dummy variable. Males had the value of one and females 

a zero. 

Marital stams was coded as a dummy variable. Individuals who were married 

received a zero and those who were not married a one. 

Limited English was coded as a dummy variable. Those smdents who reported 

that English was not their native language were coded with a zero and others coded with a 

one. 

The variable economically disadvantaged was coded as a dummy variable. Those 

smdents who were economically disadvantaged were coded as a zero and those who were 

not with a one. 

When the means of each variable were compared between the two groups, 

differences were ascertained. Wilks' lambda and the p value were also calculated. In 

univariate statistics, the Wilks' lambda is the ratio of the within-groups sum of squares to 

the total sum of squares. A value of 1 occurs when the observed group means are equal. 

A value of 0 occurs when the within-groups variability is small compared to the 

differences between the groups. Large lambda values indicate similarity of means 
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Table 6: Dummy Variables Used in Discriminant Analysis 

Dummy Category 

Baccalaureate 
Associate 
Certificate 
Job Training 

High School 
Graduate 

GED 

White 
Black 
Hispanic 

Gender 

Marital Status 

Limited English 

Economically 
Disadvantaged 

Categorical Variables 

Educational Obiective 
Baccalaureate Associate Certificate Job Training 
1 0 0 0 
0 
0 
0 

White 
1 
0 
0 

1 
0 
0 

Yes= l 

Y e s - 1 

Black 
0 
1 
0 

Male = 

Marriec 

N o = l 

N o = l 

0 0 
1 0 
0 1 

High School Graduate 
No = 0 

GED Received 
No = 0 

Ethnicity 
Hispanic 
0 
0 
1 

Gender 
1 Female = 0 

Marital Status 
I = 0 Unmarried = 1 

Limited English 
Yes = 0 

Personal 
0 
0 
0 
0 

Other 
0 
0 
0 

Economically Disadvantaged 
Yes = 0 

between the groups. Small lambda values indicate differences between the means of the 

groups (SPSS^, Inc., 1988). Any variable having a p value of .05 or less became a 

significant factor in describing group differences. Wilks' lambda was used to further 

validate these differences. Once all p values had been calculated, research questions one 

through seven were answered and their hypotheses tested. 
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Information concerning the mean, standard deviation, F value, Wilks' lambda, and 

significance of the 52 variables investigated and thought to influence retention is 

presented in Table 7. From the information in Table 7, the researcher was able to answer 

the first seven research questions. 

Research Question 1: Do the background and defining variables described by 

Bean and Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Yes, four of the eighteen background and defining variables set differed between the 

groups. The students' accumulated hours, the number of hours in which the students were 

enrolled in the Fall semester of 1994, baccalaureate (desire to cam), and associate (desire 

to earn) were significantly different between the persister and nonpersister groups. 

In answering research question one, the following hypotheses were rejected at the 

.05 level of significance: 

HQJA Credit hours accumulated do not differ between persisters and nonpersisters. 

HQIB Enrollment status does not differ between persisters and nonpersisters. 
HoiE Desire to cam the baccalaureate does not differ between persisters and 

nonpersisters. 
HoiF Desire to earn the associate does not differ between persisters and 

nonpersisters. 

The following hypotheses were accepted: 

Hoic Hours eamed from colleges other than the college presently attended do not 
differ between persisters and nonpersisters. 

HoiD Certainty of educational goals does not differ between persisters and 
nonpersisters. 

HoiG Desire to earn a certificate does not differ between persisters and 
nonpersisters. 

HoiH Desire for job training does not differ between persisters and nonpersisters. 
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Table 7: Mean, Standard Deviation, F value, and Significance of 52 
Variables Investigated and Thought to Influence Retention (N=523) 

Variable 

(N=388) 
Persisters 
Mean/S.D. 

(N=135) 
Nonpersisters 
Mean/S.D. Wilks' Lambda 

Background & Defining 
Accumulated Hours 
Enrollment Status 
Hours Outside MC 
Educational Goals 
Baccalaureate (D) 
Associate (D) 
Certification (D) 
Job Training (D) 
Personal Interest (D) 
High School GPA 
High School Graduate (D) 
GED (D) 
White (D) 
Black (D) 
Hispanic (D) 
Other (D) 
Gender(D) 
Marital Status (D) 
Parental Educational Level 
Limited English (D) 

Academic Variables 

1.55/1.03 
9.38/4.08 

.55/.96 
2.50/.53 

.23/.42 

.77/.42 

.01/.07 

.OO/.OO 

.OO/.OO 
2.70/1.08 

.79/.41 

.18/.38 

.78/.41 

.08/.27 

.12/.32 

.OO/.OO 

.33/.47 
.63/.52 

3.66/2.07 
.93/.26 

Anticipated Study Habits 1.37/.76 
Experienced Study Habits 1.84/.72 
Hours Spent Studying 1.65/1.30 
Quality of Academic Advisement 1.84/.73 
Time Spent With Advisor 
Absenteeism 
Major Certainty 
Course Availability 
Hours Dropped 
Library Use 

.79/.98 
2.22/.85 
2.51/.62 
2.10/.64 

.14/.71 
1.10/.67 

Environmental Variables 
Anticipated Financial Needs .83/.86 
Experienced Financial Needs 2.03/.91 
Economically Disadvantaged (D) .84/ .36 
Off-campus Employment 1 87/1.81 
On-campus Employment .29/.69 
Outside Encouragement 2.36/.65 
Anticipated Family Responsibility 1.99/.99 
Experienced Family Responsibility 1.20/.83 
Family Size .62/.92 
Opportunity to Transfer 1 • 19/.79 

Social Interaction Variables 
Anticipated Peer Interaction 2.05/.66 
Anticipated Faculty Interaction 1.59/.92 
Experienced Peer Interaction 1.14/.63 
Experienced Faculty Interaction 1.46/.48 

Academic Outcome 

GPA 3.26/.84 

1.78/1.25 
6.48/3.62 
.62/1.01 

2.53/.53 
.35/.48 
.64/.48 
.OO/.OO 
.OO/.OO 
.OO/.OO 

2.55/1.20 
.78/.42 
.19/.39 
.81/.40 
.06/.24 
.10/.31 
.OO/.OO 
.34/.48 
.57/.51 
3.76/2.36 
.89/.32 

1.49/.69 
1.76/.71 
1.31/1.06 
1.84/.80 
.43/.81 

2.09/.81 
2.33/.78 
2.17/.65 
.45/1.00 
.87/.67 

.lll.il 
1.94/.88 
.93/.25 
2.03/1.78 
.30/.66 

2.38/.61 
1.70/.86 
1.21/.86 
.67/.88 
1.21/.76 

1.94/.65 
1.42/.66 
.88/.48 
1.45/.52 

3.02/1.18 

.99139 

.90697 

.99884 

.99947 

.98528 

.98494 

.99866 

.99664 

.99992 

.99987 

.99934 

.99882 

.99971 

.99994 

.99755 

.99999 

.99615 

.99521 

.99750 

.98578 
1.00000 
.97240 
.99542 
.98594 
.99779 
.99446 
.97787 

.99897 

.99817 

.98646 

.99841 

.99998 

.99969 

.98328 

.99992 

.99942 

.99991 

.99515 

.99208 

.96372 

.99989 

.98838 

constant 
constant 

constant 

4.52 
53.44 

.61 

.28 
7.79 
7.97 

.70 

1.76 
.04 
.07 
.34 
.61 
.15 

.03 
1.28 

.01 
2.01 

2.51 
1.30 
7.50 

.00 
14.79 
2.40 
7.43 
1.15 
2.90 

11.79 

.54 

.95 
7.15 
.83 
.01 
.16 

8.86 
.04 
.30 
.05 

2.54 
4.61 

19.62 
.06 

6.12 

.0339 * 

.0001 ** 

.4370 

.5992 

.0055 * 

.0049 * 

.4042 

.1854 

.8403 

.7955 

.5581 

.4327 

.6984 

.8612 

.2587 

.9397 

.1565 

.1138 

.2541 

.0063 * 

.9773 

.0001 •• 

.1223 

.0066 * 

.2835 

.0892 

.0006 *• 

.4629 

.3292 

.0077 * 

.3628 

.9104 

.6873 

.0031 * 

.8342 

.5821 

.8281 

.1116 

.0419 * 

.0001 ** 

.8086 

.0136 
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Table 7 (continued) 

Variable 

(N=388) 
Persisters 
Mean/S.D. 

Psvchological Outcomes 
Utility 
Satisfaction 
Goal Commitment 
Anticipated Stress 
Experienced Stress 

Intent to Leave 
Beginning of Semester 
End of Semester 

2.46/.79 
2.28/.54 
2.68/.40 
2.04/.67 
1.80/.73 

2.20/.79 
2.50/.52 

(N=135) 
Nonpersisters 
Mean/S.D. 

2.49/.69 
2.21/.53 
2.67/.44 
1.97/.69 
I.98/.68 

2.17/.72 
1.90/.87 

Wilks' Lambda 

.99976 

.99701 

.99990 

.99818 

.98755 

.99955 

.85105 

F 

.12 
1.56 
.05 
.95 

6.57 

.23 
91.19 

P 

.7265 

.2120 

.8226 

.3305 

.0106 * 

.6290 

.0001 *• 

* - Significant at .05 level 
** - Significant at .001 level 
(D) - dummy variable 

Hon Desire for personal satisfaction does not differ between persisters and 
nonpersisters. 

Hoij High school GPA does not differ between persisters and nonpersisters. 
HOIK Th^ number of high school graduates does not differ between persisters and 

nonpersisters. 
HoiL The number of GED recipients does not differ between persisters and 

nonpersisters. 
HoiM Ethnic group (White) does not differ between persisters and nonpersisters. 
HoiN Ethnic group (Black) does not differ between persisters and nonpersisters. 
Hoio Ethnic group (Hispanic) does not differ between persisters and 

nonpersisters. 
Hoip Ethnic group (Other) does not differ between persisters and nonpersisters. 
HoiQ Gender distribution does not differ between persisters and nonpersisters. 
HoiR Marital status does not differ between persisters and nonpersisters. 
Hois Educational level of parents does not differ between persisters and 

nonpersisters. 
HoiT Ability to speak English does not differ between persisters and 

nonpersisters. 

A greater understanding of the four significant variables was gained by looking at 

the descriptive statistics in Table 7. Persisters were enrolled in an average of 9.38 

semester hours during the Fall semester of 1994 compared with nonpersisters who were 

enrolled in an average of 6.48 hours. Being enrolled in a greater number of 1994 Fall 

94 



semester credit hours appeared to have been a characteristic of persisters. A large number 

of credit hours accumulated prior to tiie Fall 1994 semester appeared to be characteristic 

of nonpersisters. Persisters were more likely to have accumulated fewer hours (1.55 on a 

5-point scale) prior to the Fall of 1994 than had nonpersisters (1.78). Although there was 

a significant difference in the number of hours each group had accumulated, both groups 

had a mean number of accumulated hours of 29 or fewer. Only 23% of persisters were 

pursuing the baccalaureate degree whereas 35% of nonpersisters were. It was found that 

77% of the persisters were pursuing the associate degree but only 64% of nonpersisters 

were. 

Research Question 2: Do academic variables as defined by Bean and Metzner 

(1985) differ between persisters and nonpersisters age 25 and above? Yes, four of the ten 

academic variables were significantly different between the persister and nonpersister 

groups. Hours spent smdying, time spent with an advisor, major certainty, and library 

use showed significant differences between persisters and nonpersisters. 

In answering research question two, the following hypotheses were rejected at the 

.05 level of significance: 

Ho2c Hours spent smdying do not differ between persisters and nonpersisters. 
Ho2E Time spent with an advisor does not differ between persisters and 

nonpersisters. 
Ho2G Certainty of major does not differ between persisters and nonpersisters. 
Ho2j Library use does not differ between persisters and nonpersisters. 

Six hypotheses proved to be correct. They were: 

Ho2A Anticipated smdy habits do not differ between persisters and nonpersisters. 
Ho2B Experienced smdy habits do not differ between persisters and nonpersisters. 
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Ho2D Satisfaction with advisement does not differ between persisters and 
nonpersisters. 

Ho2F Absenteeism does not differ between persisters and nonpersisters. 
Ho2H Convenience of course time does not differ between persisters and 

nonpersisters. 
H021 Number of credit hours dropped does not differ between persisters and 

nonpersisters. 

By looking at the descriptive statistics in Table 7, a greater understanding of the 

significant variables was obtained. Persisters appeared to have spent more hours smdying 

(mean of 1.65 on a scale of 0-5) than had nonpersisters (mean of 1.31). However, both 

means fall within the range of 3-5 hours per week spent studying for one course. 

Persisters spent more time yvdth an advisor in the 1994 Fall semester (mean of 0.79 on a 

0-2 point scale) than nonpersisters (0.43). Interpreting these means, persisters met with 

an advisor occasionally but nonpersisters never met with one. Persisters appeared to be 

more certain of their major (2.51 versus 2.33 on a scale of 0-3 points) and used the library 

more often (mean of 1.10 versus 0.87 on a scale of 0-4) than did the Spring 1995 

nonpersisters. 

Research Question 3: Do environmental variables as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? Yes, two 

of the ten environmental variables affected retention. The significant variables were 

being economically disadvantaged and anticipation of family responsibilities. 

In answering research question three, the following hypotiieses were rejected at 

the .05 level of significance: 

Ho3c Being economically disadvantaged does not differ between persisters and 
nonpersisters. 
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Ho3G Anticipation of family responsibilities does not differ between persisters and 
nonpersisters. 

The following eight hypotheses were accepted: 

Ho3A Anticipation of financial difficulties does not differ between persisters and 
nonpersisters. 

Ho3B Experience of financial difficulties does not differ between persisters and 
nonpersisters. 

Ho3D Off-campus employment does not differ between persisters and 
nonpersisters. 

Ho3E On-campus employment does not differ between persisters and 
nonpersisters. 

Ho3F Outside encouragement does not differ between persisters and nonpersisters. 
Ho3H Experience of family responsibilities does not differ between persisters and 

nonpersisters. 
Ho3i Number of family members for whom a smdent has responsibility does not 

differ between persisters and nonpersisters. 

Ho3j Opportunity to transfer does not differ between persisters and nonpersisters. 

Nonpersisters were less likely to be economically disadvantaged (mean of .93 

versus .84 on a scale of 0-1; 0 = yes and 1 = no) than were persisters. Persisters were less 

likely to anticipate experiencing concem for family responsibilities (mean of 1.99 on a 

scale of 0-3; 0 = much concem; 3 = little concem) than were nonpersisters (mean of 1.70 

on a scale of 0-3). 

Research Question 4: Do social interaction variables differ between persisters and 

nonpersisters age 25 and above? Yes, two of the four social integration variables differed 

between the persister and nonpersister groups. The smdent's anticipation of faculty 

interaction and the student's experience with peer interaction were significantly different 

between persisters and nonpersisters. 

In answering research question four, the following hypotheses were rejected at the 

.05 level of significance: 
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Ho4B Anticipation of faculty interaction does not differ between persisters and 
nonpersisters. 

Ho4c Experience with peer interaction does not differ between persisters and 
nonpersisters. 

The following hypotheses were accepted: 

Ho4A Anticipation of peer interaction does not differ between persisters and 
nonpersisters. 

Ho4D Experience with faculty interaction does not differ between persisters and 
nonpersisters. 

Persisters had a greater anticipation of interacting with faculty at the beginning of 

the 1994 Fall semester (mean of 1.59 on a scale of 0-3) than did nonpersisters (mean of 

1.42 on a scale of 0-3). Persisters also experienced more interaction with peers during the 

1994 Fall semester (mean of 1.14 on a scale of 0-3) than did nonpersisters (mean of .88 

on a scale of 0-3). The anticipation of social interaction with faculty and the experience 

of peer interaction appeared to be characteristics of persisters. 

Research Question 5: Does academic outcome differ between persisters and 

nonpersisters age 25 and above? Yes, it did appear to have differed. 

In answering research question five, the following hypothesis was rejected at the 

.05 level of significance: 

Ho5A Grade point average (GPA) does not differ between persisters and 

nonpersisters. 

There was a significant difference between the GPA of persisters and that of 

nonpersisters. Persisters had a slightiy higher GPA (mean of 3.26 on a 4.0 scale) than did 

nonpersisters (mean of 3.02 on a 4.0 scale). 
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Research Question 6: Do psychological outcomes as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters? Yes, one of the five 

psychological outcome variables differed between persisters and nonpersisters. The 

significant variable was the experience of stress during the semester. Persisters 

experienced more stress (mean of 1.80 on a scale of 0-3; 0 = frequent stress; 3 = no 

stress) during the semester than did nonpersisters (mean of 1.98 on a scale of 0-3). 

The following hypothesis was rejected at the .05 level of significance: 

Ho6E Experiencing stress does not differ between persisters and nonpersisters. 

The following hypotheses proved to be tme: 

Ho6A Belief that the courses in which smdents are enrolled will benefit them in the 
future does not differ between persisters and nonpersisters. 

Ho6B Satisfaction with courses does not differ between persisters and 
nonpersisters. 

Ho6c Commitment to an academic goal does not differ between persisters and 
nonpersisters. 

Ho6D Anticipation of stress does not differ between persisters and nonpersisters. 

Research Question 7: Does the student's intent to leave differ between persisters 

and nonpersisters age 25 and above? Yes, the smdents' beliefs near the end of the 

semester that they will leave differed between persisters and nonpersisters. Semester-end 

anticipation of leaving was significantiy different between persisters and nonpersisters. 

In answering research question seven, the following hypothesis was rejected at the .05 

level of significance: 

Ho7B End of semester intent to leave does not differ between persisters and 
nonpersisters. 

The following hypothesis was accepted: 
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Ho7A Begirming of the semester intent to leave does not differ between persisters 
and nonpersisters. 

Near the end of the semester, persisters were less likely to indicate an intent to 

leave (mean of 2.50 on a scale of 0-3) than were nonpersisters (mean of 1.90 on a scale of 

0-3). The desire to leave college near the end of a semester appeared to be more 

characteristic of nonpersisters. 

Major Findings as to Characteristics of Persisters and Nonpersisters 

Persisters were enrolled in more hours (9.38 versus 6.48), spent more time 

studying, spent more time with an advisor, were more certain of their major, had a greater 

desire to obtain the associate degree, used the library more, had a greater anticipation of 

faculty interaction, experienced more peer interaction, experienced more stress, and had a 

higher GPA (3.26 versus 3.02) than the nonpersisters in this smdy. Nonpersisters had 

accumulated more college hours, had a greater desire to obtain the baccalaureate degree, 

had a greater anticipation of family responsibilities, were less economically 

disadvantaged, and experienced a greater end-of-semester intent to leave than did 

persisters. 

Purpose Two: Formulating An Equation To Predict Group Membership 

Descriptive statistics and univariate tests of significance provide basic information 

about the differences between groups. However, the variables are considered individually 

not collectively. Discriminant analysis is a multivariate procedure that analyzes the 
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variables together and takes into consideration correlation between variables. The 

procedure selects those predictor (independent) variables that best maximize the 

difference between the criterion (dependent variables) groups. These predictor variables 

may be used to formulate the prediction equation. In this smdy, 19 of the 52 predictor 

variables were found to be significant in predicting smdent retention at the .0001 level. 

These 19 variables are presented in Table 8. 

Table 8: Significant Variables Used to Predict Retention of Nontraditional Smdents 

Variable 

Intent to Leave - End of Semester 
Enrollment Status 
Academic Outcome - GPA 
Anticipated Faculty Interaction 
Library Use 
Outside Encouragement 
Limited English 
Absenteeism 
Time Spent With Advisor 
Experienced Faculty Interaction 
Educational Objective - Baccalaureate 
Anticipated Family Responsibilities 
Educational Objective - Certificate 
Experienced Stress 
Ethnicity - Black 
Hours Dropped 
Hours Spent Studying 
Experienced Financial Needs 
Intent to Leave - Beginning of Semester 

Unstandardized 
Coefficient 

1.2022769 
0.1333003 
0.0024664 
0.2335156 
0.2052557 

-0.2802085 
0.8338497 
0.2406655 
0.1930632 
-0.3870719 
-0.2948562 
0.1484079 
2.288253 
-0.1822633 
0.4625661 

-0.1470768 
0.0798129 
0.1036016 
-0.1272938 

P 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

Although statistically significant unstandardized discriminant function 

coefficients indicate variables that contribute significantly to group differences, the 

numerical values of the weights cannot be compared. Only standardized weights may be 

compared because the magnitude of the unstandardized weights may vary depending 

upon the unit of measurement associated with that \ariable. Standardized coefficients 
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(beta weights) can be ranked by their absolute values as to their importance in predicting 

group membership. The greater the absolute value, the more the variable contributes to 

the prediction equation. The 19 significant variables are presented in Table 9 in 

descending order of importance as indicated by their absolute values. By comparing the 

rankings of variables using their absolute values, the relative importance of each variable 

Table 9: Significant Variables that Enable the Prediction 
of Group Membership: Persister or Nonpersister 

Variable 

Intent to Leave - End of Semester 
Enrollment Status 
Academic Outcome - GPA 
Limited English 
Anticipated Faculty Interaction 
Absenteeism 
Experienced Faculty Interaction 
Time Spent With Advisor 
Outside Encouragement 
Anticipated Family Responsibilities 
Educational Objective - Certificate 
Library Use 
Experienced Stress 
Educational Objective - Baccalaureate 
Ethnicity - Black 
Hours Dropped 
Hours Spent Studying 
Intent to Leave - Beginning of Semester 
Experienced Financial Needs 

Standardized 
Coefficient 
(Beta Weight) 

0.75655 
0.52874 
0.23181 
0.22905 
0.20156 
0.20150 

-0.18831 
0.18139 
-0.17973 
0.14225 
0.14141 
0.13754 

-0.13158 
-0.12832 
0.12168 

-0.11748 
0.09943 

-0.09801 
0.09333 

Absolute 
Value 

.75655 

.52874 

.23181 

.22905 

.20156 

.20150 

.18831 

.18139 

.17973 

.14225 

.14141 

.13754 

.13158 

.12832 

.12168 

.11748 

.09943 

.09801 

.09333 

Wilks' 
Lambda 

.85105 

.76917 

.75426 

.72064 

.74366 

.71380 

.70213 

.70873 

.72782 

.69418 

.69068 

.73531 

.68783 

.69794 

.68529 

.68246 

.68039 

.67727 

.67873 

P 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

can be determined. From the information in Table 9, it is shown that end of semester 

intent to leave is the most important predictor of retention. The least important predictor 

of retention is experienced financial needs. In making recommendations as to what 
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programs and services might be implemented to increase retention, it is important to 

know the relative importance of each of the 19 predictor variables. 

Discriminant analysis results in an equation that predicts group membership. The 

discriminant function equation is used to calculate the group centroid. The group 

centroid is the mean of discriminant scores within a group. It is calculated by applying 

the unstandardized discriminant fimction coefficients (b) to the group means on each 

variable. The b's are chosen so that the values of the discriminant functions (D) differ as 

much as possible between groups. Discriminant analysis maximizes the D score 

differences between groups. Table 8 presents the unstandardized discriminant fimction 

coefficients for the 19 significant variables used in the prediction equation. 

The unstandardized discriminant coefficients were used in the prediction equation 

to calculate the predictor value for each individual in the study. The equation for this 

study appears in Figure 2. 

D = 1.202769 (Intent to Leave - End of Semester) + .1333003 (Enrollment Status) + 
.0024664 (Academic Outcome - GPA) + .2335156 (Anticipated Faculty Interaction) + 
.2052557 (Library Use) - .2802085 (Outside Encouragement) + .8338497 (Limited 
English) + .2406655 (Absenteeism) + .1930632 (Time Spent With Advisor) - .3870719 
(Experienced Faculty Interaction) - .2948562 (Educational Objective - Baccalaureate) + 
.1484079 (Anticipated Family Responsibilities) + 2.288253 (Educational Objective -
Certificate) - .1822633 (Experienced Stress) + .4625661 (Ethnicity - Black) - .1470768 
(Hours Dropped) + .0798129 (Hours Spent Studying) + .1036016 (Experienced 
Financial Needs) - .1272938 (Intent to Leave - Beginning of Semester) -5.449186 
(Constant) 

Figure 2: Prediction Equation Used to Determine Group Membership (Purpose Two) 
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In tills study, tiie centroid (D) for persisters was .40640 and the centroid (D) for 

nonpersisters was -1.16804. For fiiture predictions, discriminant scores would be 

calculated for each individual and compared vnih these group centroids to determine tiie 

probability of group membership. Students with scores closest to .40640 would likely be 

persisters and those closest to -1.16804 would likely be nonpersisters. To predict group 

membership, the differences between the two centroids must be significant. For this 

study, the difference in D values for the two groups, persisters versus nonpersisters was 

significant at the .001 level. 

The second purpose of this smdy was to formulate an equation to assist 

community college educators in predicting the group membership of future adult 

students. To be useful, a prediction equation must be more accurate in prediction of group 

membership than a prediction based on chance. Therefore, the accuracy of prediction 

using discriminant analysis was compared with what acmally happened to each smdent in 

this smdy. It was anticipated that the discriminant function (D) would provide a better 

indicator of placing a smdent in the correct group than chance alone would. To determine 

which method, the discriminant function or chance, was the better indicator, a "hit rate" 

was calculated. The "hit rate" was the percentage of correct classifications using the 

discriminant function for prediction purposes. Table 10 shows these classification 

results. 

Table 10 presents the results of prediction using the discriminant function 

equation. Of the 388 smdents who persisted, 310 of them were predicted to persist, and 

78 were predicted not to persist. Using the equation, 183 students were predicted to be 
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nonpersisters. Of these 183, 105 actually dropped out and 30 re-enrolled in the Spring 

semester. The number of smdents who were correctiy classified into persister and 

nonpersister groups were 310 and 105 respectively, which is 79% of the sample of 523. 

Table 10: "Hit Rates" For Predicting Accuracy of Persisters and Nonpersisters 

Group Membership 

Persisters 
Number 
Percentage 

Nonpersisters 
Number 
Percentage 

Total 
Number 
Percentage 

Predicted Group 
Persisters 

310 
80% 

30 
22% 

340 
65% 

Nonpersisters 

78 
20% 

105 
78% 

183 
35% 

Actual Group 

388 
74% 

135 
26% 

523 

Because the two groups (persisters and nonpersisters) vary greatly in size (388 

versus 135), without the equation, the easiest way of assigning an individual to a group 

would be to assume that the individual would persist (SPSS^, Inc., 1988). Following this 

logic of chance, no smdents would be classified as nonpersisters. 

The real importance of the discriminant equation is seen in identifying those 

students who most likely will be nonpersisters. It is these smdents who need early 

intervention to increase their chances of being retained. It is critical to identify the 

nonpersisters early. Because of the large number of smdents who do persist, it is pmdent 

to assume that a particular student will persist. Therefore, using the logic of chance, there 

is no consideration of the nonpersisters. Thus, all nonpersisters will be misclassified 

resulting in a successful prediction rate for them of zero. In this smdy, using the logic of 
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chance and by predicting that all smdents would be persisters, the 135 smdents who were 

nonpersisters would have been misclassified. Clearly, a better method of prediction is 

needed. 

When two sample sizes are unequal, there is a mathematical formula that may be 

used to estimate the percentage of students that could be correctly classified by chance 

(Betz, 1987). This formula assumes a comparable rate of error across groups. The 

equation for the formula is: 

Pi^i ••• P2̂ 2 = expected percentage of correct prediction based on chance 

Pi = percentage of total sample size predicted to 

persist 

a, = percentage of total sample who acmally persisted 

P2 = percentage of total sample size predicted to drop 

out 

a2 = percentage of total sample size who acmally 

dropped out. 

The information needed for this equation was presented in Table 10 and is repeated here. 

p, = .65 

a, = .74 

P2 = -35 

a2 = .26. 
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Substituting these values into the prediction equation described above, the following was 

found: 

(.65)(.74) + (.35)(.26) = .57 = 57% expected on the basis of chance. 

Based on chance, it is expected that smdents would have been correctly identified as to 

persisters or nonpersisters 57% of the time. 

The discriminant function correctiy predicted the fate of 415 (310 persisters and 

105 nonpersisters) students from the sample. The discriminant function resulted in a 

correct prediction for 79% of the total sample; 80% of the persisters and 78% of the 

nonpersisters. To predict group membership based on chance, identification of the 

persisters and nonpersisters would have been correct only 57% of the time. The 

discriminant fimction equation accurately predicted 79% of all cases compared to only 

57% of the cases assigned by chance. This dramatically illustrates the importance of the 

discriminant function equation to properly predict the group (persister or nonpersister) 

into which students might fall and the variables to work with in improving smdent 

persistence rates in this and similar community colleges. 

Summary 

The first purpose of this study was to determine the differences between those 

adult students who persisted from Fall 1994 to Spring 1995. There were 15 variables that 

proved to be significant. These 15 variables were hours accumulated, hours enrolled, 

baccalaureate (desire to cam), associate (desire to cam), hours spent studying, time spent 

with an advisor, major certainty, library use, economically disadvantaged, anticipated 
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family responsibility, anticipated faculty interaction, experienced peer interaction, GPA, 

end of semester intent to leave, and experienced stress. The 15 significant variables 

found to differentiate persisters from nonpersisters were found in each of the seven sets of 

variables from the Bean and Metzner (1985) model. In answer to the first seven research 

questions, yes, all seven sets of variables differed between persisters and nonpersisters. 

By identifying the variables that distinguish persisters and nonpersisters, colleges may 

respond in a proactive manner to better serve smdent needs and increase retention rates. 

The second purpose, after finding the differences between the two groups, was to 

formulate an equation to assist community college educators in predicting the individual 

success of entering adult students. In this smdy of the retention of adult smdents 

attending a public community college in West Texas, 19 variables were found to be 

significantly important in predicting group membership. These 19 variables were end of 

the semester intent to leave, hours enrolled, GPA, limited English, anticipated faculty 

social interaction, absenteeism, experiencing faculty social interaction, time spent with 

advisor, outside encouragement, anticipated family responsibilities, certificate (desire to 

earn), library use, experienced stress, baccalaureate (desire to earn). Black American, 

hours dropped, hours spent studying, beginning of semester intent to leave, and end of 

semester financial ability. 

After identifying these 19 significant variables, an equation was formulated to 

predict a student's group membership. The equation was able to predict group 

membership correctly in 79% of all cases. By identifying the 19 significant variables 

used to predict retention and by formulating an equation to predict group membership, 
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future students will benefit. The college may identify "at-risk" smdents and implement 

programs and services aimed at increasing retention. 
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CHAPTER V 

SUMMARY, MAJOR FINDINGS, DISCUSSION, 

RECOMMENDATIONS, AND CONCLUSIONS 

Summary 

Introduction 

Chapter V is a summary of this smdy on the retention of adult smdents. In this 

chapter the major findings are discussed, recommendations made, and conclusions drawn. 

This was a study concerning the retention of adult smdents. The retention model 

of Bean and Metzner (1985) served as the main theoretical framework for this 

investigation. The main problem of this smdy was to determine which variables in the 

Bean and Metzner (1985) retention model best described the differences between adult 

students (25 years and older) who persisted from Fall 1994 to Spring 1995 and those who 

did not persist. All smdents sampled attended a public community college in West 

Texas. The smdy extended the research on retention needs beyond traditional age 

students enrolled in baccalaureate programs to include the heterogeneous group of adults 

(25 years and older) enrolled in community colleges. 

The Bean and Metzner (1985) retention model is depicted in Figure 1 (p. 6). This 

model identifies seven sets of variables that contribute to dropout in adult smdents. 

These groups are background and defining variables, academic variables, environmental 
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variables, social integration variables, academic outcome, psychological outcomes, and 

intent to leave. 

Purposes of Smdy 

There were three purposes for this smdy. One purpose was to determine the 

differences between those aduh smdents who persisted from Fall 1994 to Spring 1995 

and those adult smdents who did not persist from Fall 1994 to Spring 1995. Persistence 

or retention was measured when a smdent who had been enrolled in the Fall of 1994 re-

enrolled for the Spring of 1995. A second purpose, after finding the differences between 

the two groups, was to formulate an equation to assist community college educators in 

predicting the group membership (persisters or nonpersisters) of entering adult students. 

A third purpose was to make program recommendations to aid in the retention of adults. 

Eight Research Questions and Hypotheses 

The first seven of the eight research questions asked if each of the seven sets of 

variables described by Bean and Metzner (1985) differentiated between those adult 

students who persisted and those who did not. The eighth research question asked if a 

prediction equation could be formulated using the variables described by the Bean and 

Metzner (1985) model that would predict a smdent's group membership (persister or 

nonpersister) better than chance prediction. The eight research questions are listed below: 

Research Question 1. Do the background and defming variables described by 

Bean and Metzner (1985) differ between persisters and nonpersisters age 25 and above? 
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Research Question 2. Do academic variables as defined by Bean and Metzner 

(1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 3. Do environmental variables as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 4. Do social interaction variables differ between persisters and 

nonpersisters age 25 and above? 

Research Question 5. Does academic outcome differ between persisters and 

nonpersisters age 25 and above? 

Research Question 6. Do psychological outcomes as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 7. Does the student's intent to leave as defined by Bean and 

Metzner (1985) differ between persisters and nonpersisters age 25 and above? 

Research Question 8. Can a prediction equation be formulated using the variables 

described by the Bean and Metzner (1985) model that will predict a smdent's group 

membership (persisters or nonpersisters) better than chance prediction? 

For each one of these research questions null-hypotheses that referred to variables 

in the Bean and Metzner (1985) retention model were developed and tested. These 

hypotheses are listed on pages 10-16 yvith the research questions. Also, some additional 

but closely related variables were added and tested with the variables from the model. A 

total of 52 independent variables were studied with respect to their relationship to 

persistence in the study. 
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General Research Design 

The general research design consisted of a study of adult smdents attending on-

campus courses who were enrolled in the Fall semester of 1994, at Midland College in 

Midland, Texas. The students were given two questionnaires. These two questiormaires 

covered all of the seven sets of variables described by Bean and Metzner (1985). The 

first questioimaire consisting of 28 questions was administered during the fourth week of 

the Fall semester of 1994. The second questionnaire consisting of 38 questions was 

administered during the twelfth week of the Fall semester of 1994. Additionally, 

information was obtained from the registrar's office. The smdents who completed both 

survey questiormaires were tracked through their enrollment in the Spring semester of 

1995. 

Sample Population 

Midland College had a total enrollment for the Fall semester of 1994, of 3,913 

students. This total included new and remming students; on-campus smdents and those 

enrolled at off-campus sites. Of this total of 3,913 students, 3,250 were enrolled in on-

campus courses. The questionnaires were only distributed to these on-campus smdents. 

Of the 3,913 students, 2,211 were under the age of 25 and 1,702 were over 25. With 43% 

(1,702) of its students over the age of 25 in the Fall of 1994, Midland College was 

representative of many community colleges nationwide (Cohen & Brawer, 1991; Martin, 

1988; Palmer, 1985; Pierson & Springer, 1988; Ross, 1988; Watkins, 1989). 
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In addition to the information gathered from the two questiormaires, information 

was obtained from the registrar's office. Information from this source was available on 

all 3,913 students. For analysis purposes, information from the three sources; 

questiormaire one, questionnaire two, and the registrar's office, was matched using the 

smdents' social security numbers. 

Some smdents completed only one of the two questionnaires. Because 

questionnaires were distributed to all smdents in on-campus classes, information was 

gathered on students both under and over the age of 25. Cases yvith missing 

questiormaires and cases from smdents under the age of 25 were eliminated from the 

analysis. After the elimination process, 523 smdents remained. These 523 smdents were 

all over the age of 25 and had completed both questionnaire one and questiormaire two. 

This sample population for data analysis represented 31% of the total population of adult 

smdents at Midland College in the Fall of 1994 (523 out of 1,702 aduh students). 

Data Analysis 

Discriminant analysis was the statistical method used to answer the research 

questions, to test the hypotheses, and to fulfill the purposes of this smdy. Discriminant 

analysis allows the researcher to understand the differences between two groups and to 

determine which variables best describe each group (Betz, 1987). Discriminant analysis 

was used to describe the differences between persisters (those smdents who retumed for 

the Spring semester of 1995) and nonpersisters (those students who did not return for the 

Spring semester of 1995). 
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Discriminant analysis results in an equation that predicts group membership. The 

prediction equation is known as the discriminant function. This prediction equation will 

aid the college in distinguishing those future smdents who are most likely to be 

nonpersisters. By identifying these smdents immediately, steps can be taken to increase 

the likelihood that they will persist. This distinction between groups allowed the 

hypotheses to be tested and the research questions to be answered. 

Major Findings 

Purpose One: Major Findings 

The first purpose of this smdy was to determine the differences between those 

adult students who persisted from Fall 1994 to Spring 1995 and those adult smdents who 

did not persist from Fall 1994 to Spring 1995. In fulfilling this first purpose and 

attempting to answer the first seven research questions, 15 of the 52 hypotheses used to 

answer the research questions were rejected. The F test and Wilks' lambda were used to 

determine significance of the variables addressed in the 52 hypotheses. Using the F test, 

15 of the 52 variables were found to be significantly different (.05 level) in differentiating 

between persisters and nonpersisters. These 15 variables were accumulated hours, 

enrollment stams, educational objective-baccalaureate, educational objective-associate, 

hours spent smdying, time spent wdth advisor, major certainty, library use, economically 

disadvantaged, anticipated family responsibilities, anticipated faculty interaction, 

experienced peer interaction, academic outcome - GPA, experienced stress, and intent to 

leave - end of semester. These 15 significant variables are presented in Table 11. 
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Table 11:15 Significant Variables Found After Testing tiie Hypotheses of 
the First Seven Research Questions (N=523) 

(N=388) 
Persisters 

Variable Mean/S.D. 

Background & Definine 
Accumulated Hours 1.55/1.03 
Enrollment Status 9.38/4.08 
Baccalaureate (D) .23/ .42 
Associate (D) .77/ .42 

Academic Variables 
Hours Spent Studying 1.65/1.30 
Time Spent With Advisor .79/ .98 
Major Certainty 2.51/ .62 
Library Use 1.10/ .67 

Environmental Variables 
Economically Disadvantaged (D) .84/ .36 
Anticipated Family Responsibility 1.99/ .99 

Social Inteeration Variables 
Anticipated Faculty Interaction 1.59/ .92 
Experienced Peer Interaction 1.14/ .63 

Academic Outcome 
GPA 3.26/ .84 

Psvcholoeical Outcomes 
Experienced Stress 1.80/ .73 

Intent to Leave 
End of Semester 2.50/ .52 

(D) - dummy variable 

(N=135) 
Nonpersisters 
Mean/S.D. 

1.78/1.25 
6.48/3.62 

.35/ .48 

.64/ .48 

1.31/1.06 
.43/ .81 

2.33/ .78 
.87/ .67 

.93/ .25 
1.70/ .86 

1.42/ .66 
.88/ .48 

3.02/1.18 

1.98/ .68 

1.90/ .87 

Wilks' Lambda 

.99139 

.90697 

.98528 

.98494 

.98578 

.97240 

.98594 

.97787 

.98646 

.98328 

.99208 

.96372 

.98838 

.98755 

.85105 

F 

4.52 
53.44 
7.79 
7.97 

7.50 
14.79 
7.43 

11.79 

7.15 
8.86 

4.61 
19.62 

6.12 

6.57 

91.19 

P 

.0339 

.0001 

.0055 

.0049 

.0063 

.0001 

.0066 

.0006 

.0077 

.0031 

.0419 

.0001 

.0136 

.0106 

.0001 

Persisters were characterized by having accumulated fewer total college hours, 

being enrolled in more credit hours in the Fall semester, desiring to earn the associate 

degree rather than the baccalaureate, spending more time smdying, spending more time 

with an advisor, being more certain of their major, and using the library more frequentiy. 

Persisters were also more likely to be economically disadvantaged. Persisters had less 

anticipation of family responsibility, a greater anticipation of faculty interaction, 

experienced more peer interaction, and had a higher college GPA. Persisters had 
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experienced more stress than had nonpersisters and were less likely to intend to leave the 

college at the end of the semester. 

Purpose Two: Major Findings 

The second purpose of this study was to formulate an equation to assist 

community college educators in predicting a smdent's group membership (persister or 

nonpersister). In formulating an equation, 19 of the 52 variables proved to be significant 

(.001 level) (see Table 8). Significance was determined by using discriminant analysis. 

The 19 variables used to predict group membership were intent to leave—end of 

semester, enrollment stams, academic outcome—GPA, limited English, anticipated 

faculty interaction, absenteeism, experienced faculty interaction, time spent with advisor, 

outside encouragement, anticipated family responsibilities, educational objective-

certificate, library use, experienced stress, educational objective—baccalaureate, 

ethnicity—Black, hours dropped, hours spent studying, intent to leave—beginning of 

semester, and experienced financial needs. 

Discriminant analysis produces a prediction equation that results in a discriminant 

function score that maximizes the differences between two groups. To develop such an 

equation was the second purpose of this smdy. Using the unstandardized coefficients of 

these 19 significant variables (Table 8), an equation was formulated that predicted the 

group (persisters or nonpersisters) into which a student was likely to fall. The 

unstandardized coefficients used in this prediction equation are presented in Table 8. 

The equation for this study appears in Figure 2 (p. 104). 
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When the 19 significant variables presented in Table 8 were factored into a 

prediction equation, the centroid (D) for persisters was .40640 and the centroid (D) for 

nonpersisters was -1.16804. Students were predicted to persist when their centroid was 

closer to .40640 than to -1.16804. 

To be useful, a prediction equation must be more accurate in prediction of group 

membership than a prediction based on chance. Therefore, the accuracy of prediction 

using discriminant analysis was compared with what actually happened to each smdent in 

this study. It was anticipated that the discriminant function (D) would provide a better 

indicator of placing a smdent in the correct group than chance alone would. To determine 

which method, the discriminant function or chance, was the better indicator, a "hit rate" 

was calculated. The "hit rate" was the percentage of correct classifications using the 

discriminant fimction for prediction purposes. 

Of the 388 students who persisted, 310 of them were predicted to persist, and 78 

were predicted not to persist. Using the equation, 183 students were predicted to be 

nonpersisters. Of these 183, 105 actually dropped out and 30 re-enrolled in the Spring 

semester. The number of students who were correctly classified into persister and 

nonpersister groups were 310 and 105, respectively, which is 79% of the sample of 523. 

When two sample sizes are unequal, such as in the case of this smdy (388 

persisters versus 135 nonpersisters), there is a mathematical formula that may be used to 

estimate the percentage of students that could be correctly classified by chance (Betz, 

1987). This formula assumes a comparable rate of error across groups. 
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Using the chance prediction equation, it is expected that smdents would have been 

correctly identified as to persisters or nonpersisters 57% of the time. The discriminant 

equation correctly classified students 79% of the time. 

The ability to predict a smdent's chances to persist are critically important if a 

college is to implement measures to increase retention. In order to increase student 

retention, the "at-risk" smdents must first be identified. Once identified, these "at-risk" 

smdents can be encouraged to participate in programs and services designed to increase 

their chances of persistence. 

Discussion 

Discussion of First Purpose Findings 

The first purpose was to determine the differences between those adult smdents 

who persisted from Fall 1994 to Spring 1995 and those adult smdents who did not persist 

from Fall 1994 to Spring 1995. There were 15 variables found to be significantiy 

different between persisters and nonpersisters. These 15 significant variables were 

presented in Table 11. These variables fell into each of the seven variable sets of the 

Bean and Metzner (1985) model. 

Background and Defining Variable Set: Previous Research. 
Present Findings, and Possible Explanations 

There were four variables in this set that proved to be significant in distinguishing 

between persisters and nonpersisters. These four variables were accumulated hours. 
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enrollment stams, educational objective-baccalaureate, and educational objective-

associate. 

Accumulated Hours 

Research (Lucas, 1986) shows that adult smdents who enrolled for more than two 

semesters (accumulated more hours) were more likely to persist than those who 

accumulated fewer hours. Not considering age, smdies have shown that the greatest 

attrition occurs between the freshman year (30 hours accumulated) and the sophomore 

year (30-60 hours). Cope (1978) reported that less than one-half retumed for a second 

year and Noel (1985) found that 44% did not retum for a second year. This smdy found 

that the more credit hours a smdent accumulated, the less likely that smdent was to 

persist. However, the mean for both persisters and nonpersisters fell in the 0-29 credit 

hour range. Thus, as reported in the literature (Cope, 1978; Noel, 1985) the greatest time 

of attrition for both persisters and nonpersisters occurred before earning more than 30 

hours. 

Enrollment Status 

The number of hours in which a smdent is enrolled may directly affect dropout. 

Several studies (Fetters, 1977; Lenning, Beal, & Sauer, 1980; Metzner & Bean, 1987; 

Tichenor, 1986) found that students attending college on a part-time basis were more 

likely to drop out than were full-time smdents. This smdy found that students enrolled in 

more credit hours (9.38) were more likely to persist than those enrolled in fewer (6.48) 
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credit hours. This finding seems to mirror the findings of others in that smdents who 

enrolled in more hours tended to persist whereas those enrolled in fewer hours tended not 

to persist. Students who enroll in more hours may be more involved academically and 

have made more of a commitment to the pursuit of their education, thus they tend to 

persist. 

Baccalaureate 

No research was found that had directly measured the difference between 

persisters and nonpersisters in relationship to their desire to earn the baccalaureate or 

associate degree. However, Gates and Creamer (1984) reported that vocational smdents 

tend to persist at higher rates than do academic students. Vocational smdents are most 

likely working toward earning the associate degree. In this smdy, persisters were less 

likely to desire to cam the baccalaureate (23%) than were the nonpersisters (35%). It 

may be that persisters tend to be vocational students working toward the associate while 

nonpersisters tend to be transfer students working toward the baccalaureate. Vocational 

students continue at the community college to complete their course of smdy. Transfer 

students acquire a few credit hours from the community college and transfer to a four-

year institution to work toward the baccalaureate. 

Associate 

Desire to earn the associate degree may be indicative of the pursuance of a 

vocational career. In this study, persisters had a greater desire to earn the associate 
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degree (77%) tiian did nonpersisters (64%). As previously stated, students working 

toward the associate are most likely to be vocational smdents. In order to reach their 

goal, these students must complete their course of smdy at the community college. 

Possible Relation Between Significant Variables of 
Background and Defining Variable Set 

The four variables found to be significant in this set may be related in their effect 

on retention. The more credit hours a student accumulated, the less likely that smdent 

was to persist. However, because smdents who desired to obtain the baccalaureate were 

less likely to persist, it is possible that these smdents attended Midland College, 

accumulated 0-29 credit hours, and then transferred to a four-year instimtion. Twenty 

miles from Midland there is a four-year university. University of Texas of the Permian 

Basin (UTPB). The close proximity of a four-year university to the community college 

studied (Midland College) may help to explain this finding. 

Also, because of the close proximity of Midland College to a four-year instimtion, 

students often attend both instimtions during the same semester. It is possible that 

students who desired to cam the baccalaureate had duel enrollment (Midland College and 

UTPB). These smdents might enroll in and accumulate some hours from Midland 

College. However, as their primary school may be UTPB, these smdents never intend to 

accumulate more than a few hours (less than 30) or to graduate (earn the associate) from 

Midland College. 
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Academic Variables Set: Previous Research. Present 
Findings, and Possible Explanations 

Four variables within this set proved to be significantiy different between 

persisters and nonpersisters. These four variables were hours spent smdying, time spent 

with advisor, major certainty, and library use. 

Hours Spent Studying 

Time spent studying is one measure of a student's smdy habits. Commuter 

students often listed inadequate smdy skills and study habits as a major reason for 

dropping out (Smith, 1980; Taylor, 1982). Many adult students have reported they were 

uncomfortable with their academic skills (Apps, 1981; Griff, 1987; Pierson & Springer, 

1988). 

This study found that persisters spent more time smdying (1.65 on a scale of 0-5) 

than did nonpersisters (1.31). The mean study time for both persisters and nonpersisters 

was 3-5 hours per week for one course. As time spent smdying is one measure of a 

smdent's study habits, the findings of this smdy were consistent with the findings of 

others. Astin (1984) theorized that the greater the student's academic involvement, the 

more likely the student was to remain at that college. Academic involvement includes 

time spent studying. Astin (1993) found the more time spent studying the more likely the 

student was to persist. 
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Time Spent wdth Advisor 

The research on time spent witii an advisor and retention is mixed. Staman (1980) 

found that the tune smdents spent with an academic advisor was not significanti) related 

to retention. Hohn (1988) found that frequent contact witii advisors was positively 

related to persistence for nontraditional smdents. Astin (1993) found tiiat smdent-faculty 

interaction was positively related to retention. In tiiis smdy. persisters were found to 

spend more time with an advisor (.79 on a scale of 0-3 where, when recoded, 0 = never; 

1.5 = occasionally; 3 = frequentiy) than did nonpersisters (.43). 

Major Certainty 

Research (Foote, 1980; Metzner & Bean, 1987; Staman, 1980) has shown that 

certainty of major is a characteristic of persisters. This smdy also found that smdents 

who felt certain of their major were more likely to persist than those who were not certain 

of their major. In this smdy, persisters had a major certainty mean score of 2.51 on a 

scale of 0-3 (where 0 = strongly uncertain; 3 = strongly certain); whereas, nonpersisters 

had a mean score of 2.33. 

Perhaps, smdents who are certain of their major become involved in the college 

experience more easily than those who are uncertain. Smdents who are certain of their 

major may be more likely to establish faculty and peer relationships as they become 

acquainted through classes, research projects, field trips, clubs, or smdy groups. These 

smdents may also experience greater academic involvement due to time spent stud\ ing 

for classes in a chosen major. 
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Library Use 

This variable was included in the study at the request of the Midland College 

librarian. Library use is one measure of academic involvement. Deats (1994) reported 

that studies show that persisters use the library more than nonpersisters. Research has 

shown (Astin, 1993; Bean & Metzner, 1985; Blustein et at., 1986; Tinto, 1975) that 

students who were more involved academically had higher retention rates that those who 

were not as involved. In this smdy, smdents who used the library more frequentiy (1.10 

on a scale of 0-4) were more likely to persist than those who used the library less 

frequently (.87). 

Environmental Variables: Previous Research. Present 
Findings, and Possible Explanations 

There were two environmental variables that proved to be significantly different 

between persisters and nonpersisters. These two variables were economically 

disadvantaged and anticipated family responsibilities. 

Economically Disadvantaged 

Several researchers (Bmnner, Packwood, & Wilson, 1978; Fetters, 1977; Gorter, 

1978; Luckie & Bonham, 1991) have reported that financial difficulties were the reason 

for attrition. In this study, persisters were more likely to be economically disadvantaged 

(.84 on a scale of 0-1 where 0 = yes, qualify for AFDC/food stamps and 1 = no) than 
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were nonpersisters (.93). This fmding seems to be directly opposed to tiie findings of 

others. 

In this smdy, persisters were more likely to be economically disadvantaged than 

were nonpersisters. This fmding may be explained by the cost of attending a community 

college. A community college's mition is lower than that of a four-year university. It 

may be that smdents who are economically disadvantaged are able to attend an instimtion 

with lower cost than nonpersisters who may transfer to the four-year university (UTPB) 

that is twenty miles away. This fmding may also be unique to the economic times in 

Midland, Texas. As the economy improyes from the oil price crash of the late 1980s, 

more jobs become available. Smdents who are not economically disadvantaged may 

have a better chance of obtaining employment than do others. They may drop out to take 

a job leaving a higher percentage of economically disadvantaged smdents as persisters. 

Anticipated Family Responsibilities 

Family responsibilities are reported by many researchers (Bums, 1990; Cross, 

1981; Gorter, 1978; Hagedom, 1993; Staman, 1980) to be major reasons for attrition. In 

this study, nonpersisters had a greater anticipation of family responsibilities (1.70 on a 

scale of 0-3 where 0 = much responsibility and 3 = little responsibility) than did persisters 

(1.99). Therefore, this smdy seems to support the research of others in regard to 

anticipated family responsibilities. A greater anticipation of family responsibilities may 

prevent the smdent from becoming involved in tiie college experience. If academic and 

social involvements are low, the smdent is not likely to persist. 
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Social Integration Variable Set: Previous Research. 
Present Findings, and Possible Explanations 

There were two variables in this set that proved to be significant in distinguishing 

between persisters and nonpersisters. These two variables were anticipated faculty 

interaction and experienced peer interaction. 

Anticipated Faculty Interaction 

Much research (Astin, 1993; Bers, 1988; Bean and Metzner, 1985; Hagedom, 

1993; Noel, 1985; Pascarella & Terenzini, 1991; Ross, 1989; Tinto, 1975) is found that 

indicates that when smdents are involved with faculty, the students are more likely to 

persist. This study found the same to be tme with anticipated faculty interaction. This 

anticipation of faculty interaction (1.59 on a scale of 0-3 where 0 = strongly do not 

anticipate; 3 = strongly anticipate) was more characteristic of persisters than of 

nonpersisters (1.42). 

Experienced Peer Interaction 

As with student-faculty social interaction, studies (Astin, 1993; Bean & Metzner, 

1985; Hagedom, 1993; Marshall, 1989; Nelson, Scott, & Bryan, 1984; Pascarella & 

Terenzini, 1991; Tinto, 1975) found that social interaction with peers promotes retention. 

This study found the same to be tme. Persisters engaged in more social interaction with 

peers (1.14 on a scale of 0-3 where 0 = strongly disagreed; 3 = strongly agreed) than did 

nonpersisters (.88). 
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Possible Explanations for Social Interaction 
Variables Not Found Significant 

The two social interaction variables that did not prove to be significantly different 

between the two groups may be of as much interest than the two that were significant. 

Anticipated peer interaction and experienced faculty interaction were not distinguishing 

differences between the two groups. 

It is interesting that both persisters and nonpersisters anticipated interacting with 

their peers. However, only persisters experienced this interaction. It may be that 

nonpersisters need more assistance in meeting and interacting with other smdents. 

Although only persisters anticipated faculty interaction, there was no difference in the 

amount of faculty interaction experienced by both groups. It may be that nonpersisters 

needed interaction with faculty that they did not expect. Perhaps, this interaction for 

nonpersisters came in the form of academic help rather than nonacademic socialization. 

Another possible explanation of this phenomenon is that nonpersisters who did 

not interact with faculty may have dropped out prior to the second questionnaire. 

Therefore, their responses were not recorded. This may have skewed the results of this 

smdy. 

Academic Outcome: Previous Research. Present 
Findings, and Possible Explanations 

For most studies, academic outcome was measured in terms of GPA. Research 

(Astin, 1975a; Hilton, 1982; Tinto, 1975) suggests that GPA may be the most reliable 

single variable in predicting persistence but it does not assure persistence. Other 
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researchers (Bean & Metzner, 1985; Luckie & Bonham, 1991; Noel, 1985; Staman, 1980; 

and Tinto, 1975) found that either GPA had no relation to persistence or that students 

who dropped out did not have failing grades. This smdy seems to support previous 

research. Although persisters had a significantly higher GPA (3.26) than did 

nonpersisters (3.02), failing grades cannot be the reason that some students did not 

persist. 

Although more nonpersisters had a GPA of less than 2.0 (12.2%) compared to the 

persisters (6.0%), a higher percentage of nonpersisters had GPAs at or above 3.0. Of the 

nonpersisters in this smdy, 14% had a GPA of 3.0 compared to 13% of persisters; 40% of 

the nonpersisters had a GPA of 4.0 compared to 37% of the persisters in the sample. A 

low GPA did not seem to be the reason students dropped out. 

Psychological Outcomes: Previous Research. Present 
Findings, and Possible Explanations 

There was one variable in this set that proved to be significantly different between 

persisters and nonpersisters. This variable was experienced stress. 

Experienced Stress 

Several studies have reported that stress contributed to attrition (Dennis-Rounds, 

1983; Gordon & Johnson, 1982; Lenning, Beal, & Sauer, 1980; Metzner, 1984; Pantages 

& Creedon, 1978). This study found that persisters experienced more stress (1.80 on a 

scale of 0-3 where 0 = frequent stress and 3 = no stress) than did nonpersisters (1.98). 
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Persisters experienced more stress than did nonpersisters. This strange fmding 

may be explained in light of otiier findings of this study. As the persisters in tiiis study 

had accumulated fewer hours, spent more time studying, and were more likely to be 

economically disadvantaged, they were characterized by factors that might be stressful. 

Persisters were newer to the college experience than were nonpersisters; therefore, they 

might have been less well integrated into the college routine. Persisters spent more time 

studying which may have caused stress in other areas of their lives. Persisters were more 

likely to be economically disadvantaged which might also contribute to the stress they 

felt. 

Intent to Leave: Previous Research. Present 
Findings, and Possible Explanations 

Previous researchers found that students' intent to leave the instimtion at the end 

of the current term or academic year was related to attrition (Metzner & Bean, 1987; 

Nelson, Scott, & Bryan, 1984; Pascarella, Duby, & Iverson, 1983). This smdy, like 

others before, found that persisters were less likely to indicate an intent to leave when 

questioned at the end of the semester (2.50 on a scale of 0-3 with 3 indicating no intent 

and 0 a strong intent to leave) than were nonpersisters (1.90). 

When asked at the beginning of the semester about their intent to transfer to 

another institution at the end of the semester, 23% of nonpersisters and 22% of persisters 

indicated that they planned to transfer. When asked this same question at the end of the 

semester, 20%) of the nonpersisters indicated that they planned to transfer. However, only 
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7% of the persisters indicated that they planned to transfer. Obviously, these persisters 

did not transfer. There was a dramatic decline in transfer intent of persisters. During the 

course of the semester all 22%) of the persisters changed their minds about transferring; 

whereas only 3% of the nonpersisters changed their minds. 

Astin (1991) reported that self-predictions were found to correlate with almost 

every type of outcome measure. Intent to leave as measured at the end of the semester 

was a powerful expression of self-prediction; and, therefore, a powerful predictor of 

nonpersistence. When students decide, for whatever reason, that they are not going to 

retum for another semester, most often, they do not remm. 

Discussion of Second Purpose Findings 

The second purpose of this smdy was to formulate an equation to predict group 

membership. Discriminant analysis selects those predictor variables that best maximize 

the difference between the criterion groups. These predictor variables may be used to 

formulate the prediction equation. In this smdy, 19 of the 52 predictor variables were 

found to be significant (.001 level) predictors of group membership (Table 8). 

The coefficients of the 19 significant predictor variables can be standardized to 

determine the relative importance of the variable in the prediction process. Once 

standardized the variables are compared as to their absolute values. This information is 

presented in Table 12. 
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Table 12: Significant Variables that Enable the Prediction 
of Group Membership: Persister or Nonpersister (N=523) 

Variable 

Intent to Leave - End of Semester 
Enrollment Status 
Academic Outcome - GPA 
Limited English 
Anticipated Faculty Interaction 
Absenteeism 
Experienced Faculty Interaction 
Time Spent With Advisor 
Outside Encouragement 
Anticipated Family Responsibilities 
Educational Objective - Certificate 
Library Use 
Experienced Stress 
Educational Objective - Baccalaureate 
Ethnicity - Black 
Hours Dropped 
Hours Spent Studying 
Intent to Leave - Beginning of Semester 
Experienced Financial Needs 

Standardized 
Coefficient 
(Beta Weight) 

0.75655 
0.52874 
0.23181 
0.22905 
0.20156 
0.20150 
-0.18831 
0.18139 
-0.17973 
0.14225 
0.14141 
0.13754 

-0.13158 
-0.12832 
0.12168 

-0.11748 
0.09943 

-0.09801 
0.09333 

Absolute 
Value 

.75655 

.52874 

.23181 

.22905 

.20156 

.20150 

.18831 

.18139 

.17973 

.14225 

.14141 

.13754 

.13158 

.12832 

.12168 

.11748 

.09943 

.09801 

.09333 

Wilks' 
Lambda 

.85105 

.76917 

.75426 

.72064 

.74366 

.71380 

.70213 

.70873 

.72782 

.69418 

.69068 

.73531 

.68783 

.69794 

.68529 

.68246 

.68039 

.67727 

.67873 

P 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

.0001 

By comparing the rankings of variables using their absolute values, the relative 

importance of each variable can be determined. From the information in Table 12, it is 

shovm that intent to leave-end of semester is the most important predictor of retention. 

The least important predictor of retention is experienced financial needs. In making 

recommendations as to what programs and services might be implemented to increase 

retention, it is important to know the relative importance of each of the 19 predictor 

variables. 

The centroid for persisters was 0.40640. Any student taking the prediction 

questionnaire and having a discriminant fimction score near 0.40640 would be 
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categorized as a student who was likely to persist from one semester to the next. The 

centroid for nonpersisters was -1.16804. Any smdent taking the prediction questionnaire 

and having a discriminant function score near -1.16804 would be categorized as a student 

who was likely not to persist from one semester to the next. Therefore, higher 

discriminant function scores are indicative of persistence and lower scores indicative of 

nonpersistence. 

To interpret the standardized coefficients, it is necessary to know how the 

variables were coded. Most variables were coded so that the answer expected to be 

indicative of persistence received the higher score. For example, questions pertaining to 

a student's intent to leave were coded so that if the smdent did not intend to leave at the 

end of the semester, the smdent's answers had higher values that those of a smdent who 

intended to leave at the end of the semester. The numerical range for intent to leave - end 

of semester was 0 - 3 . Values near three indicated persistence; values near zero indicated 

nonpersistence. 

Examining the standardized coefficients in Table 12, the characteristics that 

contributed to a high discriminant function score were all of the positive coefficients. 

Students who did not intend to leave, were enrolled in more hours, had higher GPAs, 

were proficient in their ability to speak English, anticipated much faculty interaction, 

were rarely absent, spent much time with an advisor, anticipated few family 

responsibilities, desired to earn a certificate, used the library frequently, were Black, 

spent many hours studying, and experienced few financial needs were those students who 
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persisted. Multiplying higher variable values by the unstandardized coefficients results in 

a higher discriminant function score which is indicative of persistence. 

One variable, hours dropped, was coded so that the higher value (4 on a scale of 0 

- 4) was indicative of dropping many credit hours in the Fall semester. This higher value 

(4) was not expected to be characteristic of persisters. Consequently, the standardized 

coefficient for the variable hours dropped is negative. This negative value indicates that 

dropping many hours is not indicative of persistence. 

The other negative coefficients were experienced faculty interaction, outside 

encouragement, experienced stress, educational objective - baccalaureate, and intent to 

leave - beginning of semester. These variables were coded so that the expected 

characteristic of persistence received the higher value in the range of choices. However, 

these expected choices proved to be characteristic of nonpersisters rather than persisters; 

and, consequently, their coefficients have negative values indicating a negative 

correlation. Students who experienced much faculty interaction, had much outside 

encouragement, experienced little stress, desired to cam the baccalaureate, and did not 

intend to leave at the beginning of the semester most often proved to be those students 

who did not persist. 

Recommendations 

This research study lends itself to two types of recommendations. Suggestions as 

to policies and practices that might be implemented to increase retention will be made. 
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These suggestions will be aimed at tiie practitioner. The second set of recommendations 

will consist of ideas for further research. 

Policy and Practice Recommendations 

Few smdies have been conducted on the retention needs of the nontraditional 

student. This smdy was an attempt to increase the body of knowledge on tiiis important 

topic and to help two-year colleges improve their policies and practices in this area. 

Using the prediction equation developed in this smdy, "at-risk" smdents can be 

identified early in their academic careers and steps taken to increase their chances of 

persisting to reach their goal. New policies and programs will be needed to insure their 

increased retention. 

There were 15 variables found to differ significantly between persisters and 

nonpersisters in this investigation. Significant variables were found in each of the seven 

variable sets of the Bean and Metzner (1985) model. However, because of the limitations 

noted in this research, these 15 variables should be carefully considered in developing 

new or revised retention policies, practices, and procedures. 

Background and Defining Variables 

In this smdy, nonpersisters had accumulated more credit hours than had persisters. 

However, neither persisters nor nonpersisters had eamed more than an average of 30 

credit hours. Many nonpersisters (65%) had not completed one full year of course work, 

nor had they eamed the associate degree (3% had eamed associate). In order to 
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encourage retention and completion of a course of smdy. Midland College and otiier 

colleges may wish to encourage students to cam the associate degree. Encouragement 

might be in the form of monetary incentives to smdents earning the associate such as 

scholarships to four-year instimtions, reduced mition, or scholarships for smdents who 

accumulate 30 or more credit hours from Midland College to help enable them to 

continue at Midland College. Greater emphasis might be placed on earning the associate 

through job placement fairs that give preference to those with an associate. Businesses in 

the area might be encouraged to give preference to smdents with an associate degree over 

those with only a few college hours. 

As students who enrolled in a greater number of credit hours were more likely to 

persist, students should be encouraged to become more involved in their education by 

enrolling in more hours. Incentives might be implemented by colleges so that smdents 

would be encouraged to take more hours. These incentives might be in the form of a 

reduction in mition rates, reduced costs of attending college sports events, special library 

privileges, special registration times, and expanded counseling services aimed at those 

students who enrolled in nine or more hours. 

Academic Variables 

Spending more time smdying and experiencing more peer interaction were 

characteristics of persisters. To meet both needs, smdent smdy groups should be 

encouraged by colleges. Special areas for smdying such as tables in the smdent center or 

areas in the library might be set up. Student activities directors might hold smdy-a-thons 
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in which students who were studying could get a free soft drink, popcorn, or award. 

Academic competitions could be held to encourage studying. Faculty members could be 

asked to help with such extended study sessions. 

As students who spent more time with an advisor were more apt to be persisters, 

colleges should develop better access to advisors and expand tiieir advising staffs. 

Expanded formal advising times might be encouraged. Students should be assigned an 

advisor (faculty member) in their first semester with whom they would be required to 

meet several times during the semester. Advisors should encourage smdents to select a 

major. 

As those smdents who were more certain of their major were more likely to 

persist, students should be provided with better information about college majors. 

Students should be encouraged to select a major before they accumulate more than 30 

credit hours. Students might be given the opportunity to be tested to help them determine 

a possible area of interest. Seminars and programs on possible majors might be held. 

Library use should be encouraged. Expanded library use would expose smdents 

to additional college staff with whom the student could interact and by whom the student 

could be advised. The library could also be used as a resource to inform students of 

possible careers thus increasing major certainty. Library usage could be a required part of 

selected courses within each major smdy area. 
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Environmental Variables 

Two of the variables found to differ significantly between persisters and 

nonpersisters are factors over which the college has little, if any, control. These two 

variables are economically disadvantaged and anticipated family responsibilities. 

Because these were input variables, few policy or procedural recommendations can be 

made about them. To aid smdents who anticipate concems over family responsibilities, a 

time management seminar could be offered. Seminars and activities involving the entire 

family such as movie night, picnic on the grounds with entertainment, and free admission 

to basketball games could be offered at night or on weekends. 

Social Interaction Variables 

Anticipated faculty interaction and experienced peer interaction differed 

significantly between the two groups. Persisters were more likely to anticipate faculty 

interaction than were nonpersisters. However, there was no significant difference 

between the two groups in the amount of faculty interaction experienced. The difference 

in anticipation levels between the two groups may be indicative of background variables 

such as enrollment status and desire to cam the associate. Persisters were more likely to 

be enrolled in more credit hours and to desire to earn the associate than were 

nonpersisters. Students who enroll in more hours and who desire to earn the associate 

may anticipate that they will have more opportunities for faculty interaction than students 

who enroll in few hours and do not desire to earn the associate. To increase a student's 

anticipation of interacting yvith faculty, faculty members should speak at orientation, hold 
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office hours in locations other than the faculty member's office, or socialize witii smdents 

at college sponsored events at the beginning of the semester. 

Opportunities for peer interaction should be expanded. These opportunities 

should be appropriate for the adult student. Family entertainment or activities geared to 

the adult student only should be provided during the day, evenings, and on weekends. 

Psychological Outcomes 

The amount of stress experienced was significantly different between persisters 

and nonpersisters. Persisters experienced more stress than did nonpersisters. Future 

research needs to examine the types of stress experienced by persisters to determine the 

type of stress (positive or negative) and the sources of stress. After determining the type 

and sources of stress, colleges could provide seminars on stress management and work to 

alleviate any stressful practices occurring on campus. 

Academic Outcome and Intent to Leave 

By meeting the indicated needs of the adult student, the college yvdll better serve 

this segment of its population. Meeting student needs is the first step to increasing 

retention. Higher GPA and intent to leave may be results of the other 13 significant 

variables. If potential nonpersisters were identified and encouraged to (a) spend more 

time studying, (b) meet more frequently with an advisor, (c) become more certain of their 

major, (d) use the library more often, and (e) experience more peer interaction, they 

would be more likely to improve their GPAs and desire to persist. By nonpersisters 
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making these changes, they would be making a greater commitment to tiie college 

experience. With greater commitment may come a change in their intent to leave. More 

nonpersisters might be retained. 

Implications for Theory 

The overriding characteristic that seemed to distinguish those smdents who 

persisted from those who did not was commitment to an educational goal. This 

commitment made by the persisters was evidenced in this study by the following: (a) 

enrollment in a greater number of credit hours, (b) desire to earn an associate degree, (c) 

time spent studying, (d) time spent with an advisor, (e) certainty of major, (f) library use, 

(g) anticipation of faculty interaction, and (h) greater experience with peer interaction. 

To increase commitment may be to increase retention and to increase the number of 

students who complete their education as evidenced by earning the associate degree. 

Commitment to an educational goal and to the smdent's chosen community 

college can be measured by determining smdents' intent to leave. According to this 

study, when smdents intend to leave an instimtion, retention rates are likely to decrease. 

Community colleges may be able to increase student commitment and thus increase 

retention by (a) encouraging students to enroll in more credit hours, (b) increasing smdent 

desire to earn the associate degree, (c) encouraging smdying, (d) improving student 

advisement, (e) increasing library use, and (f) encouraging social interaction. 
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Recommendations for Further Research 

All research leads to new questions and smdies. This smdy is no exception. By 

gaining knowledge into the retention of nontraditional smdents, areas of future research 

needs become apparent. The following suggestions are made for future research. 

1. Replicate this study with the necessary improvements made to correct the 

limitations of this investigation. 

2. Test the discriminant function equation developed here on future smdents in 

one or more colleges to test the accuracy of its predictions. 

3. Look more closely into smdent intent to leave using the sub-categories of 

intent to leave such as stopout, dropout, transfer, and goal completion. 

4. Study the Bean and Metzner (1985) model yvith subgroups of the adult smdent 

(academic majors and vocational majors). 

5. Study the Bean and Metzner (1985) model with subgroups of the adult student 

(25-35 year olds; 36-45 year olds; 46-55 year olds; 56-65 year olds; and 65+ years). 

6. Determine and smdy the types and causes of stress in smdents who persist. 

Conclusions 

Retention is an elusive goal. It is a problem that plagues all colleges. Community 

colleges have an especially difficult time in retaining students. The findings of this smdy 

contribute to our knowledge conceming the factors that affect the persistence of adult 

students attending community colleges. 
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As evidenced by this study, the distinguishing characteristics of persisters are 

varied. However, it is evident that in order to increase retention in community colleges, 

colleges must encourage smdents to enroll in more hours. A smdent who enrolls in a 

greater number of credit hours (nine or more) is more involved in the college experience. 

Involvement (Astin, 1993) increases retention. 

Students must be given an incentive to cam the associate. Students who desired 

to earn the associate were more likely to persist than those who mdicated that they 

desired to cam the baccalaureate. Earning the associate degree would provide a measure 

of closure for the community college experience. Tracking smdents who indicate that 

they desire to earn the baccalaureate is difficult if not impossible. Community colleges 

rarely know what happens to these smdents. They may transfer to a four-year institution, 

transfer to another community college, or they may drop out entirely. The importance of 

earning the associate degree should be strengthened. 

Community colleges should encourage studying, spending time with an advisor, 

and library use. These are all measures of a student's involvement with the college. As 

Astin (1993) reported, increased involvement leads to increased retention. 

Community colleges should provide career counseling and testing. Those 

students who indicated certainty of major were more likely to persist. All smdents should 

be provided wdth information about possible majors and careers. This guidance should 

serve to increase retention. 

Most community colleges are not residential colleges. Community college 

students are often part-time smdents, employed, with families. Opportunities for peer 

142 



interaction are difficult. However, it was found that those students who engaged in 

interaction with peers were more likely to persist. Colleges should provide appropriate 

opportunities for socialization. 

Colleges should provide every opportunity for smdents to become involved in the 

college of their choice. With increased involvement and interaction, retention rates 

should also increase. 
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First Letter to Faculty 

Fall, 1994 

Dear Midland College Faculty Member: 

Midland College and the Retention Quality Circle, a faculty-staff committee, are interested in 
factors that influence student retention. We are looking for possible trends and characteristics that 
contribute to student persistence. At the conclusion of our study, we hope to be able to identify variables 
that might contribute to student persistence, make recommendations to the college about programs and 
services that might be implemented to increase student retention, and to predict the success of future 
Midland College students. Your help in this project will enable us to better understand student needs and 
to be more responsive to the needs of future Midland College students. 

You are asked to allow students in each of your classes to complete the enclosed questionnaires in 
class during the week of September 19th. This activity will take approximately 10-15 minutes. Another 
questionnaire will be distributed in late November. Again, we will ask that you allow your students to 
complete this second questionnaire in class. The second questionnaire will also take approximately 10-15 
minutes to complete. 

You will note that completing the questionnaire is voluntary on the part of the student. However, 
please encourage your students to complete this form. If a student has completed the form in another class, 
there is no need for that student to complete the form in your class. Results will be compiled by the fall 
semester of 1995 and a summary report will be available to all faculty members. 

Place completed questionnaires, scantron answer sheets, and pencils in the envelopes provided 
and retum them by campus mail to Margaret Wade, SF 107. If you have questions about this questionnaire 
or the study itself, please contact a member of the Retention Quality Circle listed below. Thank you for 
your cooperation. 

Sincerely, 

Richard Jolly 
Vice President of Instruction 

Retention Quality Circle 
Rita Nell Diffie 
Kay Floyd 
Larry Griffm 
Bob Haines 
Jan Reed 
Ema Rivera 
David Sapp 
Ty Tindall 
David Truitt 
Margaret Wade 
Bob Weidmann 
Andrea Zabel 
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Instmctions to Faculty 

FACULTY INSTRUCTIONS FOR ADMINISTERING THE SURVEY 

The completion of this survey should take approximately 10-15 minutes of your class 
time. Your cooperation is greatly appreciated and will contribute to a greater 
understanding of our smdents at Midland College. 

1. Pass our survey with attached letter to each student. Scantron answer sheets should 
also be passed out at this time. 

2. Ask that students who have already completed the survey this week NOT to do so 
again. 

3. Student participation in the survey is VOLUNTARY. Tell students that if they v^sh 
to participate in the study, their individual information will remain strictly confidential. 
Only the collective information of the group will be reported. 

4. The STUDENT'S SOCIAL SECURITY NUMBER IS CRITICAL to our follow-up. 
We will use the social security number to determine which smdents retum for the spring 
semester of 1995, demographic information, and the student's GPA. THE STUDENT'S 
NAME IS NOT NECESSARY. WE ONLY NEED THE STUDENT'S SOCIAL 
SECURITY NUMBER. 

5. The survey must be completed on the scantron form provided. Smdents MUST use a 
#2 pencil. Smdents are not to mark on the questionnaire. Answers should only be 
recorded on the scantron form. Questionnaires provided will be used for ALL your 
classes. 

6. When students have completed the survey, please collect the questiormaires, the 
scantron answer sheets, and the pencils. 

7. Place all items collected in the envelope(s) provided and retum all items to Margaret 
Wade, SF 107. 

8. We know how important class time is. Your cooperation and participation are greatly 
appreciated. We look forward to sharing the results with you and hope that these results 
will be helpful to you as we strive to retain smdents at Midland College. 
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First Letter to Smdents 

Fall, 1994 

Dear Midland College Student: 

Midland College and the Retention Quality Circle, a faculty-staff committee, are interested in 
factors that influence student retention. We are looking for possible trends and characteristics that 
contribute to student persistence. At the conclusion of our study, we hope to be able to identify variables 
that contribute to student persistence, make recommendations to the college about programs and services 
that might be implemented to increase student retention, and to predict the success of future Midland 
College students. Your help in this project will enable us to better understand your needs and to be more 
responsive to the needs of future Midland College students. 

Your are asked to complete the attached questionnaire. Your participation is important to us; 
however, it is entirely voluntary. All questions pertain to factors that may influence student retention. All 
information collected is confidential and will only be used for the purposes of this study. Your social 
security number is requested for the purpose of obtaining information on you from the registrar's office and 
for conducting the follow-up study. The follow-up study will consist of separating those students who re-
enroll in the Spring semester of 1995 from those who do not re-enroll. Upon completion of the study, all 
questionnaires will be destroyed. 

Success of the study is dependent on the sincerity of your answers. Please be candid about your 
feelings and experiences. Directions for completing the questionnaire are printed at the top of the 
questionnaire. If you have any questions about the questionnaire or the study itself, your instructor will 
refer you to a member of the Retention Quality Circle. 

Thank you. 

Sincerely, 

Richard Jolly 
Vice President of Instruction 

Retention Quality Circle 
Rita Nell DifFie 
Kay Floyd 
Larry Griffm 
Bob Haines 
Jan Reed 
Ema Rivera 
David Sapp 
Ty Tindall 
David Truitt 
Margaret Wade 
Bob Weidmann 
Andrea Zabel 
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First Questiormaire 

SURVEY ONE 

Use a #2 pencil. 
Your social security number is CRmCAL. Bubble it in on your scantron. 
Bubble in your answers on your scantron. 
There are questions on the back of this form. Answer questions 1-28. 

1 Attainment of my educational goal(s) is extremely important to me. 

2. Graduating from Midland College (MC) is extremely important to me. 

3. My study skills are very good. 

4. The courses I need or desire are available to me at Midland College. 

5. Courses I wanted were available to take at times I could take them. 

6. Paying for my education at Midland College is a major concem for me. 

7. I feel concem for keeping up with my family responsibilities while continuing 
my education. 

8. Reliable day care is available to me. 

9. It would be very difficult for me to leave Midland college and transfer to 
another university, college, or community college. 

10. My college education will improve opportunities for future employment or 
career advancement in my present position. 

11. It is very important to me to attend college. 

12. It is very important for me to obtain a certificate. 

13. It is very important for me to obtain a college degree. 

14. In order to attend college, I must attend Midland College. 

15. I want to form friendships with other students at Midland College. 

16. I want to develop personal relationships with Midland College faculty. 

17. I want to visit with Midland College faculty outside of the classroom. 

18. I am concemed that attending college will cause stress to my relationship with 
my spouse or significant other. 

19. I definitely plan to transfer to another college or university for the next 
semester. 

20. I expect to retum to Midland College next semester. 

21. I do not plan to retum to Midland College next semester. 

22. I am concemed that attending college will cause stress to my relationship with 
my co-workers and/or supervisor(s) at work. 

strongly 
agree 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

agree disagree 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

23. Number of college hours you have eamed from a college other than Midland College: 
0. 0 1. 1-11 2. 12-30 3. 31-60 4. 61 or more 5. baccalaureate degree 6. master's degree 

7. professional degree 8. doctorate degree 

TURN PAGE OVER 

strongly 
disagree 

3 

3 

3 

3 

3 

3 

3 

3 

3 

N/A 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 
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First Questionnaire (continued) 

24. What was your grade point average in high school (on a 4-point scale: A=4, B=3, C=2, D=l)? Please guess if you don't know 
exactly. 

0. 3.5-4.0 1. 3.0-3.5 2. 2.5-3.0 3. 2.0-2.5 4. below 2.0 

25. This semester how many hours per week are you employed oCT-campus? 
0. 0 I. 1-10 2. 11-20 3. 21-30 4. 31-40 5. Mote than 40 

26. This semester how many hours per week are you employed on-campus? 
0. 0 1. 1-10 2. 11-20 3. 21-30 4. 31-40 5. More than 40 

27. What is your present marital status? 
0. mairied I. not married 

28. How many children or rdatives are living with you for whom you are responsible? 
0. 0 1. 1-2 2. 3-4 3. 5-6 4. 7-8 5. More than 8 

160 



Scantron 

.̂ 
1 u 

| M 

L 

© 
; § 

1 1 © 
1 
1 
1 
1 

i g 
0 

1 1 1 © 
• : • 0 

^ i !§ ® 
i ~ 
1 
1 1 

1 
1 
1 
i 1 

1 

i 
i 
1 

^ © 
^ ® 
2 <N 

1 

j 
J' © 
< ! © 

© 
© 

' ^ 1 i ® 
? c ' © 

^ !r © 
';:i © 

, r i © 

i 
1 

1 
1 
1 
1 

® 
•-

2 
O 

© 
© 

-1 0 
SI © 
l\ 0 

' " ! © 
^ . ' © 
< 

i i 
^ , © 
si 0 

© 

0 
© 
© 
© 
© 
© 
© 
© 
© 
© 
f N 

© 
© 
© 
© 
© 
© 
© 
0 
© 
© 
fsi 

"̂ 

© 
© 
© 
© 
© 
© 
© 
© 
© 
® 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 
«*» fW 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 
n 

'" 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 
^ «>j 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 
^ •" 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

® ® 
® ® 
© © 
© © 
© ® 
© © 
© © 
© © 
© © 
© ® 
t / l t o 
CNJ <Si 

© © 
© © 
© © 
© © 
© © 
© © 
© © 
© © 
© © 
© © 
\£\ VO 

*" ^ 

© ® 
® ® 
0 © 
® ® 
® ® 
© © 
© © 
© © 
© © 
® © 

© 
© 
© 
© 
® 
© 
© 
© 
© 
© 
r » 
rsi 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 
p * 

•" 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

eo 

«>* 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

OS 

^~ 

© 
© 
© 
© 
© 
© 
© 
© 
© 
® 

® 
© 
© 
© 
© 
© 
© 
© 
© 
© 

<7> 
r g 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

on 

'" 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

C3 
» n 

© 
© 
© 
© 
© 
0 
© 
© 
© 
© 

o 
ow 

© 
© 
© 
© 
© 
© 
© 
© 
© 
© 

2 ' - r ^ m ^ u i i o r ^ o o t n ^ 

U J > 

CO -3 
2 

< 5 
i tî  
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First Questionnaire Shown As Recoded 

SURVEY ONE 

Use a #2 pencil. 
Your social security number is CRITICAL. Bubble it in on your scantron. 
Bubble in your answers on your scantron. 
There are questions on the back of this form. Answer questions 1-28. 

1. Attainment of my educational goal(s) is extremely important to me. 

2. Graduating from Midland College (MC) is extremely important to me. 

3. My study skills are very good. 

4. The courses I need or desire are available to me at Midland College. 

5. Courses I wanted were available to take at times I could take them. 

6. Paying for my education at Midland College is a major concem for me. 

7. I feel concem for keeping up with my family responsibilities while continuing 
my education. 

8. Reliable day care is available to me. 

9. It would be very difficult for me to leave Midland college and transfer to 
another university, college, or community college. 

10. My college education will improve opportunities for future employment or 
career advancement in my present position. 

11. It is very important to me to attend college. 

12. It is very im[>ortant for me to obtain a certificate. 

13. It is very important for me to obtain a college degree. 

14. In order to attend college, I must attend Midland College. 

15. I want to form friendships with other students at Midland College. 

16. I want to develop personal relationships with Midland College faculty. 

17. I want to visit with Midland College faculty outside of the classroom. 

18. I am concemed that attending college will cause stress to my relationship with 
my spouse or significant other. 

19. I definitely plan to transfer to another college or university for the next 
semester. 

20. I expect to retum to Midland College next semester. 

21. I do not plan to retum to Midland College next semester. 

22. I am concemed that attending college will cause stress to my relationship with 
my co-workers and/or supervisor(s) at work. 

strongly 
agree 

3 

3 

3 

3 

3 

0 

0 

3 

3 

agree 

2 

2 

2 

2 

2 

1 

1 

2 

2 

disagree 

2 

2 

strongly 
disagree 

0 

0 

0 

0 

0 

3 

3 

0 

0 

3 2 

3 2 

3 2 

3 2 

3 2 

3 2 

3 2 

0 1 2 

0 1 2 

3 2 1 

0 I 2 

0 1 2 

23. Number of college hours you have eamed from a college other than Midland College: 
0. 0 1. 1-11 2. 12-30 3. 31-60 4. 61ormore 5. baccalaureate degree 6. master's degree 

7. professional degree 8. doctorate degree 

N/A 

TURN PAGE OVER 
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First Questionnaire Shown As Recoded (continued) 

24. What was your grade point average in high school (on a 4-point scale: A=4, B=3, C=2, D=l)? Please guess if you don't know 
exactly. 

4. 3.5-4.0 3. 3.0-3.5 2. 2.5-3.0 I. 2.0-2.5 0. below2.0 

25. This semester how many hours per week are you employed off-campus? 
0. 0 1. 1-10 2. 11-20 3. 21-30 4 31-40 5. More than 40 

26. This semester how many hours per week are you employed on-campus? 
0. 0 1. l-IO 2. 11-20 3. 21-30 4. 31-40 5. More than 40 

27. What is your present marital status? 
0. married 1. not mairied 

28. How many children or relatives are living with you for whom you are responsible? 
0. 0 1. 1-2 2. 3-4 3. 5-6 4. 7-8 5. More than 8 
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APPENDIX B: SECOND SURVEY MATERIALS 
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Second Letter to Faculty 

November, 1994 

Dear Midland College Faculty Member: 

Enclosed you will find the follow-up questionnaire for the study we began earlier in the 
semester. Please distribute the questionnaires, scantron answer sheets, and a pencil to each 
student in ALL of your classes and allow the students to complete it in class. Completion of the 
questionnaire should take approximately 10-15 minutes. Completion of this second 
questionnaire should be done during the week of November 14th. 

This follow-up information is very important to our study. Student participation is, 
again, voluntary. However, please encourage students who completed the first questionnaire to 
also complete this second part. If a student did not participate in the first questionnaire but now 
wishes to participate, he/she may do so. If a student has completed this second questionnaire in 
another class, there is no reason for the student to complete it again. 

Please place all questionnaires and completed and uncompleted scantron answer forms 
in the envelopes provided and retum them by campus mail to Margaret Wade, SF 107. The 
pencils are yours to keep. If you have any questions about this study, please contact one of the 
Retention Quality Circle members listed below. Thank you for your cooperation. 

Sincerely, 

Richard Jolly Retention Quality Circle 
Vice President of Instruction Rita Nell Diffie 

Kay Floyd 
Larry Griffin 
Bob Haines 
Jan Reed 
Ema Rivera 
David Sapp 
Ty Tindall 
David Truitt 
Margaret Wade 
Bob Weidmann 
Andrea Zabel 
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Instructions to Faculty 

FACULTY INSTRUCTIONS FOR ADMINISTERING THE SURVEY 

The completion of this survey should take approximately 10-15 minutes of your class 
time. Your cooperation is greatly appreciated and will contribute to a greater 
understanding of our students at Midland College. 

1. Pass our survey with attached letter to each student. Scantron answer sheets should 
also be passed out at this time. 

2. Ask that students who have already completed the survey this week NOT to do so 
again. 

3. Student participation in the survey is VOLUNTARY. Tell students that if they wish 
to participate in the study, their individual information will remain strictly confidential. 
Only the collective information of the group will be reported. 

4. The STUDENT'S SOCIAL SECURITY NUMBER IS CRITICAL to our follow-up. 
We will use the social security number to determine which students retum for the spring 
semester of 1995, demographic information, and the student's GPA. THE STUDENT'S 
NAME IS NOT NECESSARY. WE ONLY NEED THE STUDENT'S SOCIAL 
SECURITY NUMBER. 

5. The survey must be completed on the scantron form provided. Students MUST use a 
#2 pencil. Students are not to mark on the questiormaire. Answers should only be 
recorded on the scantron form. Questionnaires provided will be used for ALL your 
classes. 

6. When students have completed the survey, please collect the questionnaires, the 
scantron answer sheets, and the pencils. 

7. Place all items collected in the envelope(s) provided and retum all items to Margaret 
Wade, SF 107. 

8. We know how important class time is. Your cooperation and participation are greatly 
appreciated. We look forward to sharing the results with you and hope that these results 
will be helpful to you as we strive to retain students at Midland College. 
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Second Letter to Students 

Fall, 1994 

Dear Midland College Student: 

This is the second questionnaire of the student retention study you agreed to participate 
in earlier this semester. Your participation is important to us; however, it is entirely voluntary. 
Please be candid about your responses. Record your answers by bubbling in the appropriate 
letter on your scantron answer form. Completion time is approximately 10-15 minutes. When 
completed, retum all materials to your instructor. Your responses to this questionnaire will be 
held in the strictest confidence and will be reported anonymously combined with data from a 
large group of other students. 

Thank you for your participation. Your answers will help future Midland College 
students to reach their goals. 

Sincerely, 

Richard Jolly 
Vice President of Instruction 

Retention Quality Circle 
Rita Nell Diffie 
Kay Floyd 
Larry Griffin 
Bob Haines 
Jan Reed 
Ema Rivera 
David Sapp 
Ty Tindall 
David Truitt 
Margaret Wade 
Bob Weidmann 
Andrea Zabel 

167 



Second Questiormaire 

SURVEY TWO 

Use a #2 |)encil. 
Your social security number is CRfnCAL. Bubble it in on your scantron. 
Bubble your answers in on your scantron. 
There are questions on the back of this form. Answer questions 1-38. 

1. My study skills are very good. 

2. My academic advisor provided me with accurate information about requirements, 
prerequisites, etc. 

3. My advisor helped me to identify the obstacles I needed to overcome to reach my 
educational goals. 

4. I am very certain of my major. 

5. I am certain that I will be able to find funds to continue my education next semester. 

6. Family members have encouraged me to continue my education. 

7. Friends not associated with Midland college have encouraged me to continue my 
education. 

8. It is difficult to study for my classes and manage my family responsibilities. 

9. It has been difficult for me to meet and make friends at Midland College (MC). 

10. My non-classroom interactions with faculty have had a positive influence on my 
intellectual growth. 

11. My non-classroom interactions with faculty have had a positive influence on my 
personal growth. 

12. Since coming to Midland College, I have developed a personal relationship with at 
least one faculty member. 

13. I am satisfied with the opportunities to interact informally with faculty. 

14. Most faculty I have had contact with are genuinely interested in teaching. 

15. My college education has enabled me to more fully realize my individual potential. 

16. I feel real enjoyment in being a student. 

17. I enjoy the classes I am taking. 

18. I definitely plan to transfer to another college or university for the next semester. 

19. I do not plan to retum to Midland College next semester. 

20. I expect to retum to Midland College next semester. 

strongly 
agree 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

agree disagree 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

strongly 
disagree 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

N/A 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

21. Number of credit hours you have dropped this semester: 
0. 0 1. 1-4 2. 5-8 3. 9-12 4. More than 12 

22. On the average, how many total hours per week did you study for ONE of your MC courses? CHOOSE ONE. 
0.0-2 1.3-5 2.6-8 3.9-12 4.13-15 5. Morethanl5 

TURN PAGE OVER 
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Second Questionnaire (continued) 

23. What was the highest educational level achieved by your most educated PARENT? CHOOSE ONE 
0. grade school 1. junior high 2. high school 3. high school diploma 4. some college 
5. associate degree 6. baccalaureate degree 7. master's degree 8. professional degree 9. doctorate degree 

24. How many hours per week do you spend on campus outside of class? 
0. 0 1. 1-3 2. 4-6 3. 7-9 4. 10-12 5. 13-15 6. 16-18 7. 19-21 8. More than 21 

25. Are you involved in an on-campus club or organization? 
0. yes 1. no 

26. I use the facilities on the first floor of the LRC (library): 
0. never 1. 1-3 times a semester 2. once a week 3. 1-3 times a week 4. one or more times a day 

27. Each time I go to the LRC library, I usually spend the following amount of time: 
0. less than an hour 1. 0.5 to 1.5 hours 2. 2-4 hours 3. more than 4 hours 4. does not apply 

28. The number of times I met with my academic advisor this semester was 

29. On the average, the number of times per week that I socialize with my friends from MC is 

30. On the average, the number of times per week that I study with other students from MC is 

31. This semester I have gone to a faculty member's office to seek academic help 

32. This semester I have visited informally with a faculty member in the faculty member's office 

33. This semester I have visited informally with faculty outside of the classroom or office 

34. This semester my relationship with my spouse or significant other has been stressful 

35. This semester my relationship with my co-workers and/or supervisor(s) has been stressful 

36. This semester I feel considerable stress from the amount of time required for school 

37. This semester health-related problems (either personal or family) have caused me stress 

38. I am absent from my Midland College classes 

never 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

occasionally fiequendy 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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Second Questionnaire Shown as Recoded 

SURVEY TWO 

Use a #2 pencil. 
Your social security number is CRTOCAL. Bubble it in on your scantron. 
Bubble your answers in on your scantron. 
There are questions on the back of this form. Answer questions 1-38. 

1. My study skills are very good. 

2. My academic advisor provided me with accurate infomiation about requirements, 
prerequisites, etc. 

3. My advisor helped me to identify the obstacles I needed to overcome to reach my 
educational goals. 

4. I am very certain of my major. 

5. I am certain that I will be able to find funds to continue my education next 
semester. 

6. Family members have encouraged me to continue my education. 

7. Friends not associated with Midland college have encouraged me to continue my 
education. 

8. It is difficult to study for my classes and manage my family responsibilities. 

9. It has been difficult for me to meet and make friends at Midland College (MC). 

10. My non-classroom interactions with faculty have had a positive influence on my 
intellectual growth. 

11. My non-classroom interactions with faculty have had a positive influence on my 
(jersonal growth. 

12. Since coming to Midland College, I have developed a personal relationship with 

at least one faculty member. 

13. I am satisfied with the opportunities to interact informally with faculty. 

14. Most faculty I have had contact with are genuinely interested in teaching. 

15. My college education has enabled me to more fully realize my individual 

potential. 

16. I feel real enjoyment in being a student. 

17. I enjoy the classes I am taking. 

18. I definitely plan to transfer to another college or university for the next semester. 

19. I do not plan to retum to Midland College next semester. 

20. I expect to retum to Midland College next semester. 

strongly 
agree 

3 

3 

3 

3 

3 

3 

3 

0 

0 

3 

agree disagree 

2 

2 

2 

2 

2 

2 

2 

1 

1 

2 

strongly 
disagree 

0 

0 

0 

0 

0 

0 

0 

3 

3 

0 

N/A 

21. Number of credit hours you have dropped this semester: 
0. 0 1. 1-4 2. 5-8 3. 9-12 4. More than 12 

22. On the average, how many total hours per week did you study for ONE of your MC courses? CHOOSE ONE. 
0. 0-2 1. 3-5 2. 6-8 3. 9-12 4. 13-15 5. Morethanl5 
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Second Questionnaire Shown as Recoded (continued) 

23. What was the highest educational level achieved by your most educated PARENT? CHOOSE ONE 
0. grade school 1. junior high 2. high school 3. high school diploma 4. some college 
5. associate degree 6. baccalaureate degree 7. master's degree 8. professional degree 9. doctorate degree 

24. How many hours per week do you spend on campus outside of class? 
0. 0 1. 1-3 2. 4-6 3. 7-9 4. 10-12 5. 13-15 6. 16-18 7. 19-21 8. More than 21 

25. Are you involved in an on-campus club or organization? 
1. yes 0. no 

26. I use the facilities on the first floor of the LRC (library): 
0. never 1. 1-3 times a semester 2. once a week 3. 1-3 times a week 4. one or more times a day 

27. Each time I go to the LRC library, I usually spend the following amount of time: 
0. less than an hour 1. 0.5 to 1.5 hours 2. 2-4 hours 3. more than 4 hours 4. does not apply 

28. The number of times I met with my academic advisor this semester was 

29. On the average, the number of times per week that I socialize with my friends from MC is 

30. On the average, the number of times per week that 1 study with other students from MC is 

31. This semester I have gone to a faculty member's office to seek academic help 

32. This semester I have visited informally with a faculty member in the faculty member's 

office 

33. This semester 1 have visited informally with faculty outside of the classroom or office 

34. This semester my relationship with my spouse or significant other has been stressful 

35. This semester my relationship with my co-workers and/or supervisors) has been stressful 

36. This semester I feel considerable stress from the amount of time required for school 

37. This semester health-related problems (either personal or family) have caused me stress 

38. I am absent from my Midland College classes 

never 

0 

0 

0 

0 

0 

0 

3 

3 

3 

3 

3 

occasionally 

1.5 

1.5 

1.5 

1.5 

1.5 

1.5 

1.5 

1.5 

1.5 

1.5 

1.5 

frequently 

3 

3 

3 

3 

3 

3 

0 

0 

0 

0 

0 
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