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ABSTRACT 

 

In August 2009, the Post 9/11 G.I. Bill went into effect.  Eligible veterans receive 

full tuition and fees, a monthly housing stipend, and an annual stipend for books and 

supplies.  Colleges and universities are anticipating an influx of student veterans at the 

highest level since World War II.   The purpose of this study was to identify and analyze 

the factors that contribute to the intent to persist of student veterans that receive 

educational funding from the Post 9/11 G.I. Bill.  Results of this study indicated that the 

campus environment was the only statistically significant predictor variable that 

influenced a student veteran‟s intent to persist at his or her current institution of higher 

education.  To assist institutions of higher education in developing a plan of action to 

improve the overall campus climate, the Veteran Friendly Environment Model was 

introduced. 
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CHAPTER I 

INTRODUCTION 

 Since Colonial America, the concept of the citizen-soldier has been a valued 

tradition in American society.  Mettler (2005) articulated this when she wrote, “military 

service was recognized as the utmost obligation of masculine citizenship, and the 

protection of the nation by ordinary citizens, as opposed to a standing army, was 

considered essential to maintaining self-governance” (p. 347).  After every major military 

campaign, the United States government established programs to assist soldiers and 

sailors that were wounded or killed in combat.  At the conclusion of World War II, the 

United States government made a greater commitment to all veterans when it established 

the Serviceman‟s Readjustment Act of 1944, which is commonly known as the G.I. Bill.  

This legislation was reauthorized several times over the following 60 years (Angrist, 

1993).  President Lyndon Johnson reaffirmed the necessity of the United States 

government in providing educational opportunities for veterans when he said, “Our 

government and our people have no greater obligation than to assure that those who have 

served their country and the cause of freedom will never be forgotten or neglected” 

(Mosch, 1975, p. 106).  In the years following Vietnam, college costs increased at a much 

faster pace than the financial assistance provided by the G.I. Bill.  In an effort to alleviate 

this issue, the Post 9/11 G.I. Bill was enacted in August 2009 to provide benefits to 

veterans returning to civilian life after the Iraq and Afghanistan conflicts.   

 According to Wright (2009), during the first month of the program, over 200,000 

veterans applied for benefits (para. 1).  Several studies estimated that approximately two 

million veterans were eligible to receive benefits from the Post 9/11 G.I. Bill and estimate 
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that a high number of veterans enrolled in American colleges and universities (Cook and 

Kim, 2009; Strawn et al. 2009).  Although the high number of potential veterans will be 

appealing to college and university administrators, these students have not had a strong 

record of degree completion, which negatively impacts retention rates.  Glantz (2007) 

compared the six-year graduation rate of G.I. Bill recipients with the graduation rates of 

all students.  He estimated that three percent of veterans graduated within six years, 

compared to 30 percent of all students (Glantz, 2007, para. 6).  It is imperative that 

institutions of higher education understand what factors contribute to the persistence of 

veteran students.  Unlike other non-traditional students, financial difficulty is more than 

likely not the cause.  This quantitative study shall examine three universities in Texas to 

identify factors that contribute to the persistence of veteran students. 

Purpose of the Study 

 The purpose of this study is to identify and analyze the factors that contribute to 

the intent to persist of student veterans who receive educational funding from the Post 

9/11 G.I. Bill.  This study will also compare three institutions of higher education to 

determine if the variables measuring a student veteran‟s intent to persist are unique to a 

certain campus or are shared.  The universities selected for this study were defined as 

emerging research universities by the Texas state legislator (THECB, 2010).  After the 

contributing factors are identified, higher education administrators will have a better 

understanding of the resources necessary to create a climate that will contribute to the 

success of veteran students.  The original G.I. Bill has been researched extensively, and 

the impact of the program has been well documented.  However, there has been little 
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research conducted since the 1970‟s in regard to G.I. Bill recipients and their successes in 

higher education. 

Statement of the Problem 

Research has identified the difficulties veterans of WWII and the Vietnam War 

encountered while trying to balance their many social choices with their academic 

responsibilities.  One could assume the challenges veterans faced in the 1940‟s and 

1970‟s would be similar to the veterans of the early twenty-first century.  However, the 

educational environment has changed and veterans are being given the opportunity to 

attain postsecondary degrees with little to no cost to them due to the passing of the Post 

9/11 G.I. Bill (Wilson, 2009).   Because this legislation was implemented in 2009, there 

has been little research published to identify the challenges veterans face as they 

transition onto the college campus.  Nor has there been research to investigate what 

universities are doing to prepare for the influx of student veterans who will be potentially 

attending college.  It is because of the scarcity of research on veterans transitioning into 

college that this study will be conducted and is necessary to supplement the deficiencies 

in literature.   

Student veterans encounter a variety of challenges as they strive to successfully 

transition into the college environment.  They suddenly become a member of an 

unfamiliar culture designed to provide young adults with the tools needed to formulate 

strong critical thinking, skills so that they are equipped to enter their professions with a 

sense of independence.  Many veterans have acquired and mastered these skills during 

their military careers.  Rumann and Hamrick (2009) explained that when veterans enroll 

in college, feelings of displacement may also accompany them.  These feelings are 
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amplified by the lack of campus resources available to assist veterans with the difficulties 

that come with transitioning into college from military service.  Rumann and Hamrick 

(2009) describe those feeling as follows: 

Student veterans often face complicated situations-such as working through 

confusing or perplexing expectations in regard to personal and social roles; 

resolving unpredictable disruptions of their good standing with respect to 

eligibility for services or financial assistance; negotiating, ending, or initiating 

personal relationships; locating or creating  comfortable and supportive 

environments; or resuming their life as a student—frequently with greater 

seriousness of purpose than the student population at large.  (p. 30) 

 During the first decade of the twenty-first century, literature has identified the 

necessity to examine veteran transition from combat to college life.  Researchers have 

taken interest in exploring the challenges veterans often encounter as they strive to attain 

a college education.  However, there is a lack of research on the transition issues 

experienced by veterans of the Afghanistan and Iraq conflicts.  Due to the lack of 

research and the implementation of the Post 9/11 G.I. Bill, the transition issues that may 

be experienced by student veterans have not been adequately identified. 

Significance of the Study 

 After the initial implementation of the Post 9/11 G.I. Bill in 2009, the Veteran‟s 

Administration acknowledged a significant number of students had yet to receive 

payment.  This caused several students to withdraw from college or to suffer extreme 

financial difficulty (Stripling, 2010).  As evidenced from Stripling (2010), veterans have 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

5 
 

to deal with a great deal of governmental bureaucracy; additional obstacles that could 

inhibit student success may contribute to a student not persisting to the next semester. 

The early twenty-first century has become an era of accountability for institutions 

of higher education.   Accrediting agencies, legislators, parents, and students expect that 

American colleges and universities provide the infrastructure and support services that 

enable a student to succeed.  With the potential increase in the enrollment of veterans, 

colleges and universities are obligated to provide an environment conducive to student 

success.   

 From a financial perspective, G.I. Bill recipients offer a secure revenue stream for 

up to 36 months for each student.  Practically speaking, if 20 percent of 2 million 

veterans graduate at the national rate of all students (30 percent), then 400,000 new 

students will be enrolling at institutions of higher education and 120,000 college 

graduates could potentially enter the workforce within six years.  The potential impact of 

revenues generated at individual institutions could significantly affect enrollment and 

legislative allocations.  There is also the financial benefit for the graduate.  The lifetime 

earnings of a college graduate are significantly higher than those of a high school 

graduate.  

 Previous research indicates that recipients attribute the original G.I. Bill as one of 

the most significant impacts on their lives.  Multiple historians also attribute the G.I. Bill 

as one of the most important pieces of educational legislation of the twentieth century 

(Mosch, 1975, Mettler, 2005, Card, 1983).  Although the number of veterans that are 

eligible to receive benefits from the Post 9/11 G.I. Bill is much lower than the recipients 
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of the original program, the students that will receive these benefits may not have been 

able to attend college without the financial assistance.   

Theoretical Framework 

 When examining the theoretical framework of adults in transition, the theories 

developed by Schlossberg et al. (1995) must be acknowledged.  Specifically, the two 

models to be discussed are the Transition Model and the Integrative Model of the 

Transition Process.   

 A qualitative study was conducted by Livingston (2009) to identify transition 

issues experienced by veterans after returning to college from deployment or activation.  

Livingston (2009) interviewed 15 veterans that returned to college after being deployed 

or activated.  The author applied the “4 S‟s” (situation, self, support, and strategies) 

developed from Schlossberg‟s (1995) Transition Model.  Using a grounded theory 

approach, Livingston (2009) created the Student Veteran Academic and Social Transition 

Model (SVASTM).  This model has three primary elements:  cornerstones, auxiliary aid, 

and campus culture.    

Additionally, to address a student‟s intent to persist, Cabrera et al. (1993) 

combined Bean and Metzner‟s and Tinto‟s models to create the Integrated Model of 

Student Retention.  The basic tenets of this model address student retention by analyzing 

multiple variables that influence student persistence.  The first variable is environmental.  

Cabrera et al. (1993) identified the two areas that influence this variable as 

encouragement from the student‟s family and friends and the student‟s perception of the 

quality of the financial aid package available (p. 130).  The next variables discussed by 

Cabrera et al. (1993) were outlined as endogenous variables, which included academic 
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integration, social integration, institutional commitment, and goal commitment (pp. 130-

131).  Cabrera et al. (1993) concluded that university administrators should focus energy 

on the variables that influence the likelihood that a student would continue enrollment 

instead of focusing on institutional withdrawals (p. 136).   Each of these components 

contributes to the educational experience of individual students, but university 

administrators must strategically implement programs that contribute to the unique 

experiences at that particular institution of higher education.   

Research Questions 

RQ1:   Do the six variables in the Integrated Model of Student retention 

(encouragement of family and friends, finance attitudes, academic integration, 

social integration, institutional commitment, and goal commitment) significantly 

affect a student veteran‟s intent to persist at his or her current institution of higher 

education? 

RQ2:  Do the three tenets of the Student Veteran Academic and Social Transition 

Model (cornerstones, auxiliary aid, and environment) significantly affect a student 

veteran‟s intent to persist at his or her current institution of higher education? 

Assumptions 

 Several assumptions were identified for this study.  First, since World War II, 

American veterans expect the federal government to fund their educational expenses.  

Second, the state of Texas has the highest rate of military service in the United States 

(United States Department of Veterans Affairs, 2011).  Third, G.I. Bill funds are student 

veterans‟ primary source of educational funding.  Fourth, the majority of students in this 
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study are not currently active duty military.  Fifth, the students in this study were enlisted 

or noncommissioned officers during their military service. 

Limitations 

 The primary limitation of this study is that the quantitative survey instrument will 

be distributed through a web-based survey website.  Survey research can be hindered by a 

low response rate and this method of distribution can be used to increase the response 

rate.  The secondary limitation is that the three universities being surveyed were selected 

because of their location and the convenience of accessibility for the researcher.  Third, 

only veterans receiving Post 9/11 G.I. Bill funding will be surveyed. 

Delimitations 

 The researcher has identified several delimitations of this study.  The group of 

veterans studied is identified from each of the three university‟s campus veteran‟s affairs 

office.  There may be more veterans on each respective campus, but they are not 

receiving G.I. Bill benefits.  Three public, research universities in Texas are being 

examined.  Therefore, the demographics of the students surveyed may be similar.  The 

survey will only be distributed to students that are currently enrolled at the universities.   

Definition of Terms 

 This list of terms has been developed for the reader to gain an understanding of 

the terms that will be used in this study.   

 Active Duty:  The period of time when military personnel work in a full-time 

capacity for a branch of the United States military.  The army, navy, air force, 

marines and coast guard are all branches of the United States military. 
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 Campus Veterans’ Office:  Designated office on a college campus that is 

responsible for serving the needs of veterans.  Traditionally, verification of 

G.I. Bill eligibility is the primary duty of the office. 

 Emerging Research University:  One of seven universities in the state of 

Texas designated by the state legislature as having the potential of being 

recognized a research university and able to receive additional higher 

education research funds.   

 G.I. Bill:  A federal program that was originated in 1944.  First known as the 

Serviceman‟s Readjustment Act, this program provides educational benefits 

for veterans.  This is also commonly referred to as Chapter 33.   

 Grade Point Average (GPA):  The quantification of an individual student‟s 

grades in for-credit courses.  Each grade is assigned a numerical value and the 

number of credit hours assigned to the course is calculated to determine the 

student‟s academic progress.  Most commonly, the numeric scale ranges from 

0.00-4.00. 

 Green Zone:  A designated office or department where staff members are 

trained in issues affecting student veterans.  In military terminology, a Green 

Zone is a designated area where there is active engagement with enemy 

combatants.   

 Institution of Higher Education:  A facility, either the traditional brick-and-

mortar or virtual, that provides educational coursework beyond a secondary 

education.  This may include community colleges, colleges, universities, 

technical schools, or professional schools. 
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 Intent to Persist:  The likelihood that a student will continue to enroll at a 

college or university. 

 National Guard:  A component of the United States military that under 

peacetime conditions reports to the Governor of the state in which it is 

located.   The National Guard can be called into active duty by the President 

during a national emergency or tactical necessity. 

 Non-traditional Student:  Anyone who did not go to college within two years 

after high school (St. John and Tuttle, 2004, p. 3).   

 Persistence:  The continued enrollment at an institution of higher education 

from the fall to spring semester. 

 Post 9/11 G.I. Bill:  The reauthorization of the G.I. Bill that went into effect 

August 1, 2009.  To be eligible, veterans must have been on active duty after 

September 10, 2001. 

 Post Traumatic Stress Disorder (PTSD):  Once called shell shock or battle 

fatigue syndrome, is a serious condition that can develop after a person has 

experienced or witnessed a traumatic or terrifying event in which serious 

physical harm occurred or was threatened.  PTSD is a lasting consequence of 

traumatic ordeals that cause intense fear, helplessness, or horror, such as a 

sexual or physical assault, the unexpected death of a loved one, an accident, 

war, or natural disaster.  Families of victims can also develop post-traumatic 

stress disorder, as can emergency personnel and rescue workers 

(WebMD.com, 2005).   
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 Reserve:  A component of all branches of the Unites States military.  These 

service members serve on a part-time basis, but may be called to active duty 

in the event of a national emergency or tactical necessity.   

 Retention:  The continued enrollment at an institution of higher education 

from one year to the next. 

 Transition:  Any event, or nonevent, which results in changed relationships, 

routines, assumptions, and roles.  (Schlossberg, et al., 1995, p. 27) 

 Veteran:  An individual that has served in any branch of the United States 

military in active duty, reserve, or the National Guard. 

 Veteran’s Administration (VA):   The government agency responsible for 

protecting the rights of veterans of the United States military. 

 Veteran Friendly:  A campus environment that is receptive to student veterans 

and is educated on the issues student veterans may face. 

 Veteran Holiday:  A designated holiday that commemorates the service of 

veterans or an event that involves a military conflict. 

 Yellow Ribbon Program:  A component of the Post 9/11 G.I. Bill, colleges 

and universities elect to enroll in this program to receive federal funding for 

veterans benefits not covered by the Post 9/11 G.I. Bill.  Most commonly, 

private colleges and universities enroll in this program. 

Chapter Summary 

Chapter I introduced the study and the topic of veteran persistence in higher 

education to the reader.  A brief background of the historical significance of the G.I. Bill 

was given.  The author discussed the deficiencies in the literature on issues faced by 
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veterans receiving educational benefits from the Post 9/11 G.I. Bill and pursuing a 

college education.  The purpose of this study is to identify and analyze the factors that 

contribute to the persistence of student veterans that receive educational funding from the 

Post- 9/11 G.I. Bill.  There were two research questions formulated to be analyzed in this 

study.  First, all factors identified in the Integrated Model of Student Retention will 

contribute equally to student veteran‟s intent to persist at their current institution of 

higher education.  Second, the three institutions will not differ in any of the three tenets 

of the Student Veteran Academic and Social Transition Model.  Finally, the author 

addressed assumptions, limitations, delimitations, and definitions of terms. 
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CHAPTER II 

REVIEW OF LITERATURE 

 To gain a greater understanding of veterans and transition issues they may face 

when enrolling at an institution of higher education, a thorough review of literature has 

been conducted.  This review of literature will establish the historical and theoretic 

framework necessary to assess the current transition issues that veterans may experience 

when coming to college after military service.  However, it must be noted that DiRamio 

et al. (2008) wrote, “The amount of scholarly literature studying student veterans is slim 

and dated” (p. 75).  The topics discussed in this review of literature are as follows:  

veterans‟ benefits prior to the G.I. Bill, a brief history of the G.I. Bill, a description of 

veteran demographics, a definition of student persistence, a description of nontraditional 

students, the identification of transition issues experienced by veterans, the establishment 

of the theoretical framework of the study, and a call for research. Prior to a written 

history of veteran‟s benefits and governmental programs, a brief historical overview has 

been provided in Tables 2.1 and 2.2. 

Veterans Benefits before the G.I. Bill 

 Veteran pensions and benefits can be traced back to Egypt, Mesopotamia, and the 

Aztecs.  According to Mosch (1975), military veterans in those societies were granted 

tracts of land based upon their years of service.  In Greece, orphans of soldiers killed in 

war were given food, housing, and education.  In ancient Rome, the veteran was granted 

much power and influence through land and political deference.  Roots of American 

veterans‟ benefits can be traced back to Elizabethan England.  Mosch (1975) quoted 

pension law dating back to 1592 which established veterans‟ pensions, “[Veterans] 
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adventured their lives and lost their limbs or disable their bodies, in defense and service 

of Her Majesty and the State, should at their return be relieved and rewarded to the end 

that they may reap the fruit of their good deservings” (p. 108).   

 Stern (1957) provided a historical framework of the concept of the citizen-soldier.  

He explained the root of the American ideal of the citizen-solider came from ancient 

Greece and Medieval Switzerland.  During the American Colonial era and the early 

republic, Americans adopted the model because of the fear of the tyranny of a standing 

army.  This sentiment resulted in an inadequately trained and financed militia.  During his 

presidency, George Washington argued the necessity of the federal government funding 

military training for the state militias, but Congress never passed legislation to do so.  

Even Thomas Jefferson, an opponent of having a standing army, expressed the need of an 

adequately trained army.  In 1813, he wrote a letter to James Monroe to express his 

concerns, “We must train and classify the whole of our male citizens, and make military 

instruction a regular part of collegiate education” (Stern, 1957, p. 137).  In the classic, 

Democracy in America, de Tocqueville (2007) discussed the importance of assisting 

soldiers through educational assistance to ease their transition back into civilian life. 

 Additionally, Mettler (2005) discussed the American idealization of military 

service when she wrote, “military service was recognized as the utmost obligation of 

masculine citizenship, and the protection of the nation by ordinary citizens, as opposed to 

a standing army, was considered essential to maintaining self-governance” (p. 347).  

Disabled veterans of the Revolutionary War, War of 1812, and the Mexican War were 

given pensions and land grants.  Civil War veterans were eligible for death and disability 

benefits, as well as preference when homestead lands were offered.   
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 Much of the direct relationship between the Unites States military and higher 

education can be attributed to the adoption of the Morrill Land Grant Act of 1862.  

Abrams (1989) argued that although a last minute amendment to the original legislation, 

the involvement in the Civil War was the key factor in Congressman Morrill adding “and 

including military tactics” to the purpose statement in the legislation (p. 16).  Abrams 

(1989) cited the Union‟s need to fill the officer ranks that were greatly depleted when the 

Confederate states seceded.  The relationship between the military and higher education 

evolved throughout the nineteen and twentieth centuries.   

 As the United States entered World War I, there were not a sufficient number of 

military officers.  However, American society as whole was not receptive to fully 

empowering the military through the establishment of a standing army.  The alternative 

was to establish a reserve officer corps, which became the Reserve Officer Training 

Corps (ROTC).  The deficiencies of the lack of a trained military were addressed after 

World War I and the National Defense Act of 1920 was instituted to prevent such issues.   

 Shelburne and Groves (1967) chronicled the establishment of the Reserve Officer 

Training Corps (ROTC).  The first time military subjects were taught in civilian colleges 

occurred in 1819 at Norwich University.  By the 1830‟s, public colleges like Virginia 

Military Institute and the Citadel were created to focus on military training.  Shelburne 

and Groves (1967) attributed the Morrill Act of 1962 as the “impetus to military 

instruction in civilian colleges and universities” (p. 55).  However, the formal ROTC 

program was not established until the implementation of the National Defense Act of 

1916.    
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 When the United States entered World War II, the relationship between the 

military and higher education expanded beyond the training of military personnel.  The 

greatest example was the creation of the Office of Scientific Research, which sponsored 

national defense research.  According to Abrams (1989), “the universities' science and 

engineering facilities took on much of the research that produced missile technology, gun 

sights, bomb sights, radar, the proximity fuse, and, of course, the atom bomb” (p. 20).  

The investment in research related to national defense projects has been reduced in every 

decade since World War II, but still remains as a major component of government 

research expenditures. 

 Mosch (1975) outlined the events and policies that influenced the enactment of 

the G.I. Bill.  In an interview about the impact of educational legislation on the United 

States, Dr. Daniel Felder said, “there is an increasing confirmation that our national 

experiment in the education and rehabilitation of veterans has been one of the most 

significant contributions to the development of our human resources that this nation has 

undertaken” (Mosch, 1975, p. 3).  The primary reason for the implementation of the G.I. 

Bill was to prevent the social unrest and high unemployment rate that occurred after 

World War I.  Initially, disabled veterans received educational benefits as a vocational 

rehabilitation program.  They were given an educational stipend to aid their transition 

into the workforce.  Mosch (1975) cited this program as the groundwork of the post-

World War II legislation.  Some states also created educational programs to assist 

unemployed veterans.  One such program was in Wisconsin, where approximately 5,000 

veterans participated. 
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Another model that influenced the G.I. Bill was from Great Britain.  A publication 

named the “Guide to Work and Benefits for Soldiers and Civil-War Workers,” served as 

a guide for the transition from military service to civilian employment.  One of the most 

unique provisions enabled the development of apprenticeship programs.  According to 

Mosch (1975) the two key elements of the British program were the focus on the 

importance of educating and training young people and the commitment of the education 

of individuals in order to benefit society as a whole. 

Table 2.1  

 

Government Veteran Programs Timeline (Part 1) 

Historical Era Benefit Provided 

Ancient:  

 Egypt  

 Mesopotamia 

 Aztecs 

 

Tracts of Land granted upon years of service 

Greece Orphans of veterans killed in combat given: 

 Food 

 Housing 

 Education 

Rome 

 

 

 Political Power 

 Political Influence 

Elizabethan England 

 

 

1592 Pension Law 

 Allocated for veteran‟s pensions 

Early America 

 Revolutionary War 

 War of 1812 

 Mexican War 

 Civil War 

 

 Disability pensions 

 Death benefits 

 Land grants 

 Homestead preferences 

Morrill Land Grant Act of 1862 

 

 

 

 

 

 Direct relationship between colleges 

and the military 

 Instruction in military tactics  

 Educating officers to supplement the 

service academies 

World War I (United States) 

 

 

 ROTC established 

 Role of National Guard established 
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Table 2.2  

 

Government Veteran Programs Timeline (Part 2) 

Historical Era Benefit Provided 

World War I (Great Britain) 

 Guide to and Benefits for Soldiers and 

Civil-War Workers 

 

 Development of apprenticeship 

programs to train and educate veterans 

World War II 

 

 

 Government Research 

 GI Bill 

Korean War 

 

Reauthorization of G.I. Bill 

Vietnam War 

 

 

 

 Shift from drafted to all-volunteer 

service 

 G.I. Bill made permanent 

 Education benefits became recruiting 

tool 

Cold War/1991 Gulf War 

 

 

G.I. Bill benefits were not keeping pace with 

the cost of education 

Operation Iraqi Freedom/ Afghanistan Conflict  Post 9/11 G.I. Bill 

 Full Tuition at individual state 

institution 

 Book and Supply Stipend 

 Housing Stipend 

 Yellow Ribbon Program  
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History of the G.I. Bill 

 As World War II was coming to a close, government officials in the United States 

were considering multiple options to assist veterans in transitioning to civilian life.  In 

1943, citizens were surveyed to gauge public opinion on the enactment of transition 

programs.  According to Mosch (1975), 86 percent of those polled favored educational 

assistance for veterans (p. 21).   In 1942, a commission of 45 educators was given the 

task of recommending a course of action.  The commission recommended that the federal 

government be involved in an education program for all veterans.  The Armed Forces 

Committee on Postwar Educational Opportunities made a list of suggestions in 1943.  

First, the national government should provide educational funding to enable all veterans 

to receive at least one year of education.  Second, the veterans that performed at high 

levels should have their educational benefits extended for up to four years.  Finally, 

veterans should be provided “systematic guidance so that they can take advantage of 

educational opportunities when demobilization takes place” (Mosch, 1975, p. 29).  After 

hearing the various reports of demobilization plans, President Roosevelt endorsed a 

national program to assist returning veterans through educational opportunity.   

 As previously stated, the original intent of the Servicemen‟s Readjustment Act 

was to proactively address the potentially high unemployment rate that would have 

affected the United States when the large number of veterans returned from military 

service after World War II.  It was necessary for factories to shift production from 

wartime to peacetime.  There was potential for the very high unemployment rates that 

occurred after World War I.  The original legislation was proposed to provide 

unemployment benefits to these soldiers and sailors.  However, educational benefits were 
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added after the initial proposal.  The legislation passed by just one vote (Thelin, 2004, p. 

263).  Thelin (2004) outlined the educational benefits as follows:   

A year of education for 90 days‟ service, plus one month for each month of active 

duty, for a maximum of 48 months. Tuition, fees, books, and supplies up to $500 

a year would be paid directly to the university.  Single veterans were to receive a 

subsistence allowance of $50 a month, married veterans $75 a month. (p. 263) 

There have been several reauthorizations of this legislation, but the original legislation 

changed the landscape of higher education.  Now college was affordable to individuals 

from all levels of socioeconomic status. 

 Mettler (2005) examined the impact of the G.I. Bill on American society.  Mettler 

(2005) concluded that not only was there an economic impact on veterans who 

participated in the G.I. Bill educational program, but these citizens contributed to the 

overall democracy and provided measureable leadership to the nation, states, and 

communities.  Regardless of family background and social class, veterans participated in 

the educational program at very high rates, ranging from 44 percent among the lowest 

socioeconomic background to 83 percent from the highest income group (Mettler, 2005, 

p. 49).  When surveyed later in life, 78 percent of participants in the higher education 

program identified the G.I. Bill as “a turning point in their lives” (Mettler, 2005, p. 87).  

Due to their higher levels of educational attainment, a high percentage of participants 

indicated an increase in income levels from the previous generation.  When interviewed, 

veterans credited their educational opportunities as a leading factor in their economic 

well-being.  Many commented that without the educational opportunities made available 
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to them, “they would have returned to the same types of jobs their fathers had—in 

farming, mining, at steel mills, or with the railroad” (Mettler, 2005, p. 93).     

 Mettler (2005) attributes the high rate of civic engagement of G.I. Bill participants 

to the following factors:  educational level, home ownership, occupation, income, and 

suburbanization.  Participants, regardless of whether or not they completed baccalaureate 

degrees, participated in both civic and political organizations at much higher rates than 

other citizens.  G.I. Bill recipients participated in civic organizations at a rate of nearly 50 

percent more than non-recipients and in political activities at nearly 30 percent more 

(Mettler, 2005, p 107).  G.I. Bill participants had a significant impact on governmental 

policy and social legislation; by 1960 nearly 60 percent of the members of the United 

States House of Representatives were veterans (Mettler, 2005, p. 132). 

 The G.I. Bill had the greatest influence on white males who served in the military 

during World War II.  Due to racial segregation policies and societal prejudices, African 

Americans were not allowed to serve in the military during the war at as high of 

percentage as their white counterparts.  Those African American veterans that were given 

the opportunity to participate in the G.I. Bill became leaders in the civil rights movement.  

Mettler (2005) wrote, “the same program that prompted white veterans to be especially 

involved in conventional civic organizations and political activities enabled black 

veterans to mobilize against existing political structures, demonstrating, and marching for 

change” (p. 137).  Although more women were members of the military than in any 

previous war, a very small percentage of G.I. Bill beneficiaries were women.  Only 40 

percent of eligible women used G.I. Bill educational benefits, compared to 51 percent of 

men (Mettler, 2005, p. 145).  Some of the factors identified were the lack of sustenance 
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funding for married female veterans and the baby boom.  Many women focused on 

family and children.  If they returned to college, it was after the time allotted to use the 

benefits.  However, those women who used the educational benefits of the G.I. Bill were 

more likely to become engaged in local civic organizations. 

 Mettler (2005) concluded that currently there is no governmental program that 

can impact society to the degree that the original G.I. Bill has.  Even as educational 

benefits have increased in subsequent G.I. Bill legislation, the small percentage of 

veterans in overall society cannot make as significant of an impact.   The G.I. Bill 

educational benefits program has changed over the past 60 years to accommodate the 

increase in the cost of higher education.  Angrist (1993) estimated the effect of veterans 

benefits on education completed since entering the military and on subsequent earnings.  

Veterans from Vietnam and Korea that used the Korean G.I. Bill, the Veterans 

Educational Assistance Program (VEAP), the Army College Fund and the Montgomery 

G.I. Bill were all used in the study conducted by Angrist (1993).  For example, a veteran 

receiving the G.I. Bill in 1978 who was a full-time student with no dependents would 

have been eligible for 45 monthly payments of $311.  VEAP fund recipients would make 

contributions for 12 months and then be paid out anytime over 10 years.  In this program 

the maximum contribution was $2,700 and the military would match the funds two-to-

one.  The monthly payment for VEAP was $5,400 payable for 36 months at $150 a 

month.  The lessened payout led to a decline in quality of recruits which made the 

military offer “kickers” of $6,000 for new recruits.  Kicker amounts continued to increase 

each year, reaching $12,000 in 1982.  Angrist (1993) found that “a post-service grade 
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increment of one year translates to an increase in earnings of about 4.3 percent, so that 

the use of veterans benefits raise annual earnings by around 6 percent” (p. 649).  

 Although the educational benefits have enabled a large number of veterans to 

pursue college degrees, the issue of the rising cost of a college education became 

prevalent in the 1970‟s.  Cohen et al. (1995) investigated the educational attainment of 

Vietnam era veterans.  As opposed to World War II and Korea, Vietnam era veterans did 

not earn college degrees at as high a rate as civilian peers.  Some of the contributing 

factors that were identified were pay, educational benefits provided, and the stigma of the 

Vietnam War.  Prior to 1973, men were drafted into military service.  These soldiers and 

sailors salaries were paid at very low levels compared to civilians.  Cohen, Warner, and 

Segal (1995) theorized that the low pay rates made it difficult for military personnel to 

save money for their future education.  At the same time, the cost of education was rising 

at a pace much faster than the monetary amount of G.I. Bill benefits.  Conversely, in the 

civilian sector, financial aid was beginning to make college affordable to a greater 

number of citizens.  The final factor was the stigma of the Vietnam War.  Much of the 

political unrest and antiwar sentiment started on college campuses across the United 

States.  Cohen et al. (1995) argued that most likely veterans did not feel welcome on 

these campuses.  Cohen et al. (1995) analyzed these factors while controlling for “gender, 

race, family, socioeconomic status, parents‟ education, occupational and educational 

aspirations, closest friends‟ educational aspiration, and ability, military service resulted in 

an educational decrement of more than two-thirds of a year on average” (p. 95).  This 

means that if all of the factors are controlled, for every three years of higher education a 

nonveteran completed, a veteran completed two.  Cohen et al. (1995) concluded that in 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

24 
 

order to increase veteran graduation rates, it was necessary for the G.I. Bill educational 

benefits to keep pace with the increase of educational expenses. 

 In a longitudinal study conducted by Teachman (2005), the educational 

attainment of Vietnam veterans was examined to determine if the Montgomery G.I. Bill 

had a similar impact as the original G.I. Bill.  Teachman (2005) cited previous research 

that estimated that Vietnam veterans had a lower level of educational attainment than 

their non-veteran peers.  The reasons listed for the deficiency were the emergence of need 

based financial aid, a higher percentage of college attendance, and the increased cost of 

education.  The analysis conducted affirmed previous findings.  Teachman (2005) 

concluded that “rapidly expanding educational opportunities for civilians meant that 

education and military service became competing (and, for the most part, mutually 

exclusive) activities, placing veterans at a disadvantage” (p. 66).  Therefore, the original 

G.I. Bill opened the door for other financial aid programs, and simultaneously diminished 

the value of the G.I. Bill for later generations.   

 Additionally, Card (1983) analyzed the impact of military service on a cohort of 

men who were in the ninth grade in 1960.  The areas examined were demographic 

comparisons, educational attainment, employment, physical and emotional health, and 

family life.  Specific to educational attainment, Card (1983) determined that veterans in 

this cohort had a higher percentage of high school graduates than non-veterans.  

However, after adjusting for the amount of time a veteran was unable to attend school, a 

higher percentage of non-veterans had earned college degrees.  The veterans did surpass 

non-veterans in technical and associate degrees.  One hypothesis related to this was that 

many veteran students had families and did not want to commit economic resources to 
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completing a baccalaureate degree.  The number of non-veterans who earned graduate 

and professional degrees supports this hypothesis.    

 Card (1983) discussed other studies that estimated that 70 percent of Vietnam 

veterans entered school at some point after being discharged from military service.  The 

additional analysis conducted by Card (1983) estimated that only 25 percent of all 

veterans studied completed a degree within four years of discharge.  Card (1983) 

concluded that veterans should be encouraged to attend school, at least part-time, 

immediately after separation from the military.  

 The debate over the intent of the G.I. Bill and the issue of the cost of higher 

education outpacing the monetary amount of compensation for veterans continued for 

over thirty years.  In a report compiled for the United States Department of Defense, 

Asch, Fair, and Kilburn (2000) argued for a significant change in the G.I. Bill.  

According to the research provided, the benefits provided by the G.I. Bill in 1999 were 

not able to keep pace with college costs.  The study conducted by Asch et al. (2000) 

examined the impact of several legislative proposals during 1999.  Each of these bills 

offered significant changes in the current allocation of G.I. Bill funds.  The authors made 

several arguments in favor of updating the G.I. Bill.  One of the first agreements made 

was the economic impact of earning a baccalaureate degree.  Asch et al. (2000) explained 

the college premium as follows, “the percentage difference between the hourly wage of a 

four-year college graduate and the hourly wage of a high school graduate rose from 40 

percent in 1979 to 67 percent in 1997” (p. 5).   

 Asch et al. (2000) cited the positive impact of the G.I. Bill on colleges and 

universities.  First, when veteran students receive adequate financial aid from the G.I. 
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Bill, other students can benefit from the funds that would have otherwise been used by 

the veteran students.  Second, G.I. Bill recipients are more likely to attend public 

institutions; therefore the public colleges and universities benefit from increased 

enrollment.  The need-based financial aid that these students could potentially be 

rewarded is available for distribution to non-veteran students.   Finally, colleges would be 

more likely to recruit veterans, because of a greater potential of a student with guaranteed 

payment of tuition and fees.  The final argument made by Asch et al. (2000) cited the 

positive impact of the G.I. Bill on the United States military.  Increased educational 

benefits would result in a better recruitment package available for potential military 

personnel.  If benefits could be transferred to family members, current personnel may be 

motivated to reenlist. 

 In an effort to alleviate the financial strain on veterans pursuing higher education, 

Congress passed the Post 9/11 G.I. Bill.  This legislation came into effect on August 1, 

2009.  In a webinar presentation to university administrators across the United States, 

Wilson (2009) outlined the benefits that eligible veterans can receive.  To be eligible, a 

veteran must have served a minimum of 90 days of active duty since September 10, 2001.  

If a veteran has been discharged due to disability, he or she must have served for a 

minimum of 30 continuous days (Wilson, 2009, p. 2).  Once eligibility is determined, 

veterans can receive up to 36 months of benefits (Wilson, 2009, p. 5).  First, recipients 

are granted tuition and fees equivalent to the highest amount of tuition and fees charged 

at a public institution in the state of enrollment (Wilson, 2009, p. 9).  For example, if a 

public university has an aviation program that charges very high fees, a G.I. Bill recipient 

can apply that maximum rate toward tuition and fees at a private institution.  Second, 
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students that physically attend courses at a college or university, for at least one credit 

hour, and are enrolled at a minimum of 51 percent of full-time equivalent are awarded a 

housing allowance equal to payment of what an active duty E-5 soldier with dependent 

receives.  The rate is dependent upon the geographic location of the institution of higher 

education (Wilson, 2009, p. 10).  Third, veterans not on active duty are eligible for a 

maximum of $1,000 per year for books and supplies (Wilson, 2009, p. 11).  Additionally, 

if the veteran serves an aggregate total of ten years of active duty, benefits can be 

transferred to dependents (Wilson, 2009, p. 12).   

 The final provision of the legislation has been termed the Yellow Ribbon 

Program.  This is a provision that allows institutions of higher education to enter into 

agreement with the federal government to pay tuition and fees not covered under the G.I. 

Bill (Wilson, 2009, p. 14).  For example, if a private university charges $20,000 per year 

for tuition and fees and the maximum state award is $12,000, then the university can 

predetermine the amount beyond the maximum award.  However, the amount must be 

predetermined and the same for all veterans who participate at that institution.  Now that 

the legislation is in place to provide veterans financial assistance to attend college, the 

nest sections will discuss the necessity of keeping these students enrolled in academic 

programs.    

Veteran Demographics 

 The United States military is regarded as a very diverse organization.  This 

section will discuss the demographic breakdown of the United States military.  According 

to the United States Department of Veterans Affairs (2011), branch-by-branch enlistment 

is as follows:  43 percent of veterans served in the army, 22.5 percent in the navy, 18.2 
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percent were marines, 0.9 percent served in the non-defense sector (coast guard), and 4 

percent of all service men and women were members of the National Guard or reserve.  

The ethnic diversity of the United States military veterans is as follows:  5.5 percent are 

identified as Hispanic, 80 percent are Caucasian, 10.9 percent are African American, 0.8 

percent are Native American, 1.4 percent are Asian or Pacific Islander, and 1.3 percent 

were designated as other.  The demographic distribution of Texas veterans is as follows:  

16.4 percent Hispanic, 69.4 percent Caucasian, 11.6 percent African American, 0.6 

percent Native American, 0.8 percent Asian or Pacific Islander, and 1.2 percent other.   

 Additionally, Daywalt (2010) discussed the diversity of students receiving 

educational benefits from the Veterans Administration.  The gender distribution was 93.1 

percent male and 6.9 percent female.  Ethnically, Daywalt (2010) stated the following:  

80.8 percent Caucasian, 10.5 percent African American, 5 percent Hispanic, 3 percent 

Asian or Pacific Islander, and 0.7 Native American. 

Student Persistence 

 In a compilation of governmental reports on post-secondary education, Choy 

(2002) discussed college persistence.  The major themes of the report were the 

description of college students of the late twentieth and early twenty first centuries, 

identification of factors that influenced access to college, and discussion of the 

importance of continuous enrollment and degree completion.   Choy (2002) described the 

“American college student.”   In 1998, over 9 million students were enrolled in 

institutions of higher education, which is an increase of 25 percent from the 1970‟s (p. 9).  

Choy (2002) defined a traditional student as “one who enrolls full time immediately after 

earning a regular high school diploma, relies on his or her parents to pay for college and 
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related expenses, and either does not work or works part time” (p. 10).  This student is 

now the minority on college campuses.  During the timeframe of this report, 60 percent 

of students enrolled in institutions of higher education did not fit the description of 

“traditional.”  Although colleges gear their programs and curricula toward traditional 

students, Choy (2002) summarized the reality of college enrollment when she wrote, “the 

young college student fresh out of high school concentrating full time on his or her 

studies is not typical. College students today cover a wide age range and come from 

diverse backgrounds. Many lead complex lives, juggling school, work, and family 

responsibilities as they pursue their degrees” (p. 10).     

 Choy (2002) identified the key factors that influence access to college.  The 

primary factor is the educational attainment of the student‟s parents.  The subcomponents 

of this factor are an educationally favorable home environment, curricular influence, and 

knowledge of college costs and financial aid.  According to Choy (2002), the most 

predictive curricular choice was taking high-level mathematics in secondary school.  

Additionally, low-income and middle-income students who applied for and received 

financial aid were more likely to enroll in college. 

 The next area examined by Choy (2002) was continued enrollment in higher 

education.  Choy (2002) clarified the difference between institutional retention data and 

student persistence when she wrote, “Looking only at institutional data, it is difficult to 

track students‟ success because they do not always follow a straight path to a degree.  A 

significant number of students transfer to other institutions for any number of personal, 

financial, or education-related reasons” (p. 19).  For comparison, Choy (2002) compared 

the five year retention rate of an institution which was 54 percent.  During the same time 
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span, a snapshot of national graduation and enrollment, when transfer status and 

continued enrollment were taken into consideration, the national average was 76 percent 

(p. 19).  When specifically examining nontraditional students, five year graduation rates 

were significantly lower when compared to traditional students.  The cohort examined in 

this study had a four-year graduation rate of 31 percent (54 percent for traditional 

students); nontraditional students were also less likely to be enrolled after four years (p. 

20).  Choy (2002) noted that first-year retention of nontraditional students was very low 

and improved after every year the student was enrolled.   

 It has already been established that the twenty-first century college campus is 

predominantly nontraditional.  Southerland (2006) created a Model for College Choice 

and Persistence to assist institutions in retaining these students.  This model outlined 

several vectors that influence college choice and persistence.  The term vector was used 

because each variable can have a positive or negative magnitude that will contribute to 

the overall decision whether or not a student will persist at his or her current institution of 

higher education.  Southerland (2006) listed the vectors as follows:  predisposition/ 

personal background, personal goals, perceptions of self, compelling circumstances, 

means, enabling circumstances, institutional fit/institutional treatment of nontraditional 

students, and academic and social experiences (pp. 15-17). 

 Southerland (2006) identified the components of the first vector, predisposition/ 

personal background as follows:  family educational attainment, socioeconomic status, 

educational history of peer group, family and peer group work history, social capital, and 

personal educational history (p. 20).  The second vector was personal goals.  Southerland 

(2006) outlined varying aspects of educational aspiration:  personal betterment; 
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acquisition of knowledge, skills, or awareness; and personal prestige (p. 20).  The two 

components that contribute to the self perception vector are self-efficacy and locus of 

control (Southerland, 2006, p. 20).  The fourth vector identified by Southerland (2006) 

was compelling circumstances.  These are the life events that occurred that influenced the 

student to pursue post secondary education.  It could be a myriad of things like job loss, 

divorce, or a desire to improve the family financial situation. Southerland (2006) 

explained that the means vector consists of more than liquid capital.  Some of the 

components of this vector are as follows:  access to financial aid, time to go to class, 

family support, and access to an institution of higher education (p. 21).  The eighth vector 

involves the perception of support from family, work, peers, and the institution.   

 Southerland (2006) outlined the components of the ninth vector, perceived 

institutional fit and institutional treatment of nontraditional students.  The first 

subcomponent is the type of institution:  public versus private, two-year versus four-year, 

research versus teaching, geographic proximity, academic programs offered, cost, and 

academic reputation.  The next subcomponent is institutional culture.  Is the institution 

student-focused?  Are there flexible programs in place to serve non-traditional students?  

What is the nature of the campus:  residential, commuter, or nontraditional?  Is the 

faculty student-centered or research-focused?  The final vector identified by Southerland 

(2006) is the student‟s academic and social experience.  Academically, a student should 

feel that his or her academic contributions are valued.  Also, the classroom activities 

should be applicable to the professional world.  Socially, the student should feel a 

connection with both peers and faculty. 
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 Southerland (2006) concluded that institutions of higher education must be 

prepared and able to accommodate the needs of nontraditional students.  These are the 

students who are now the majority, and ignoring their needs will negatively affect 

enrollment and retention.  A few suggestions made by Southerland (2006) were making 

student services available during times students are on campus, providing support 

services for the entire family, and creating student organizations and activities geared 

toward nontraditional students. 

 Paulsen and St. John (2002) analyzed the relationship between a student‟s social 

class and college choice and persistence.  Citing the shift in college financing and student 

aid that occurred in the late twentieth century, Paulsen and St. John (2002) asked, “How 

have these changes in the costs of college influenced the opportunities in different 

income groups to attain a higher education?” (p. 189).  Paulsen and St. John (2002) 

identified the fifteen criterion variables that related to student background and conducted 

a regression analysis in an attempt to identify the most influential variables.  The results 

of the study were discussed in relation to four income groups: low-income, lower-middle-

income, upper-middle-income, and upper-income.   

 The first group was low-income students.  This group had a higher percentage of 

students from ethnic minorities and tended to attend public institutions of higher 

education, worked at least part-time, and lived off-campus.  This group of students also 

received the highest amount of grants and student loans.  The second group was lower-

middle-income students.  This group had the lowest percentage of full-time enrollment 

and indicated a reliance on financial aid.  These students were also the most likely to stop 

their education after earning a baccalaureate degree.  The third group was upper-middle-



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

33 
 

income students.  This group of students was more likely than the lower income groups to 

attend college full-time and live on-campus.  This group also had the highest percentage 

of mothers who were college graduates.  The final group was upper-income students.  

This group of students was the most likely to attend a private college and expressed the 

least concern about the cost of college.  Paulsen and St. John (2002) noted that their 

grades were similar to students in the other groups, but they expressed higher 

professional aspirations.  This study reaffirmed the common belief that socioeconomic 

status has the greatest impact on college choice and persistence. 

 Leppell (2001) examined persistence using basic economic theory and made the 

assumption that “students decide to attend or persist at college by comparing the present 

discounted value of present and future benefits and costs” (p. 329).  After acquiring data 

related to first year persistence from the National Center for Educational Statistics, 

Leppell (2001) categorized students‟ majors into six general areas:  business, 

engineering, education, health, undecided, and arts and sciences to conduct statistical 

analysis to identify the potential relationship between major and persistence for both men 

and women.  National data was used to calculate persistence in higher education, not 

institutional persistence.  Leppell (2001) discovered the aggregate persistence rate was 

92.7 percent for men and 93.65 percent for women.  When analyzing persistence by 

major, the highest area for men was arts and sciences with a persistence rate of 95.02 

percent and health for women with a 97.46.  The lowest retention rate for both genders 

was undecided with rates of 78.81 and 77.58 respectively.  As a result of this study, 

Leppell (2001) recommended that institutions of higher education identify undecided 

students and ensure they receive resources like tutoring and academic counseling.    
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 In an additional study of higher education retention, Thomas (2002) focused on 

institutional habitus.  Thomas (2002) defined habitus as, “a set of dispositions created and 

shaped by the interactions between objective structures and personal histories, including 

experiences and understanding of „reality‟” (p. 431).  The basic premise behind this can 

be described as fit.  If a student feels he or she “fits in,” he or she is more likely to stay 

enrolled at the institution.  There are several factors involved in creating a campus 

climate that students find comfortable.  First, the relationship between instructors and 

individual students must be perceived as positive.  Additionally, students must feel 

accepted by the “majority group” on campus.  For example, on a traditionally-aged 

campus, nontraditional students must perceive that they are valued members of the 

student community.  Finally, students will more likely be retained at an institution of 

higher education if they make friends and are socially involved.  An institution can 

contribute to the social environment by providing on-campus housing, creating social 

space in a variety of locations on campus, and providing interactive learning activities in 

the classroom. 

 In an effort to guide institutions of higher education toward better serving 

nontraditional students, Miller-Brown (2002) outlined seven strategies the institutions 

must consider.  First, recognize that nontraditional students are a part of the campus 

culture and ask for their perspective of the campus climate.  Second, institutions of higher 

education must provide flexibility in services provided to students.  For example, on-line 

course registration, one-stop enrollment centers, and financial aid counselors familiar 

with nontraditional student issues can positively contribute to student satisfaction.  Third, 

student affairs professionals must be aware of issues that nontraditional/ adult students 
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may face, such as balancing work, family, and school.  Additionally, career assessment 

instruments should be relevant to older students.  Fifth, advising staff should work with 

nontraditional students to assist them in establishing realistic goals for performance.  

Sixth, Miller-Brown (2002) suggested career counselors “design career counseling and 

development experiences directed to the higher-order needs of nontraditional/adult 

student needs and include internships, service learning, and volunteer experiences as part 

of the focus” (p. 73).  Finally, faculty members should establish inclusive learning 

environments.  Faculty should be aware of the goals and needs of nontraditional students 

and develop educational activities that challenge and support their development.  Miller-

Brown (2002) concluded that institutions that develop a supportive environment for 

nontraditional students will need ongoing commitment from the entire campus 

community.  

 Tinto (1998) discussed the significance of developing programs both inside and 

outside the classroom to contribute to student persistence.  Tinto (1998) argued that if a 

student is engaged in his or her collegiate environment, he or she is more likely to be 

retained.  The most essential time for institutions of higher education to contribute to 

student engagement is during the student‟s first year.  This concept is the underlying 

notion behind the implementation of learning communities.  The two primary 

components of learning communities are shared knowledge and shared knowing.  Tinto 

(1998) described shared knowledge as follows: 

By requiring students to take courses together and organizing those courses 

around a theme, learning communities seek to construct a shared, coherent 

educational experience that is not just an unconnected array of courses. In doing 
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so, they seek to promote higher levels of cognitive complexity that cannot easily 

be obtained through participation in unrelated courses. (p. 171) 

Shared knowing was described as in a similar manner, when Tinto (1998) wrote: 

By asking students to construct knowledge together—to share the experience of 

learning as a community of learners—learning communities seek to involve 

students both socially and intellectually in ways that promote intellectual 

development as well as an appreciation for the many ways in which one's own 

knowing is enhanced when other "voices" are part of that knowing. (p. 171) 

Additionally, Tinto‟s (1987) Student Integration Model explains the relationship 

between the student and the institution.  A student‟s motivation to succeed and his or her 

academic ability and the institution‟s academic and social culture has a strong influence 

on the student‟s decision whether or not to remain at his or her current institution.   Bean 

and Metzner‟s (1985) Student Attrition Model associated student withdrawal from 

college from a human resources perspective.  Bean and Metzner (1985) identified the 

variables that influenced institutional satisfaction and retention as follows:  

organizational, personal, and environmental.  Each of these variables may impact a 

student‟s perception of an institution of higher education, and can influence the student in 

the decision of whether or not to remain enrolled, transfer, or withdraw.  

 Additionally, Cabrera, Nora, and Casteneda (1993) combined Bean and Metzner‟s 

and Tinto‟s models to create the Integrated Model of Student Retention.  The basic tenets 

of this model address student retention analyzing multiple variables that influence student 

persistence.  The first variable is environmental.  Cabrera et al. (1993) identified the two 

areas that influenced this variable are encouragement from the student‟s family and 
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friends and the student‟s perception of the quality of the financial aid package available 

(p. 130).  The next variables discussed by Cabrera et al. (1993) were outlined as 

endogenous variables, which included academic integration, social integration, 

institutional commitment, and goal commitment (pp. 130-131).  Cabrera et al. (1993) 

concluded that university administrators should focus energy on the variables that 

influence the likelihood that a student would continue enrollment instead of focusing on 

institutional withdrawals (p. 136).   Each of these components contributes to the 

educational experience of individual students, but university administrators must 

strategically implement programs that contribute to the unique experiences at that 

particular institution of higher education. 

Transition Issues of Nontraditional Students 

 St. John and Tuttle‟s (2004) defined the nontraditional student, “as anyone who 

did not go to college within two years after high school” (p. 3), veterans would be 

categorized as such.  Locks et al. (2008) explained, “that nontraditional students 

experience the transition to college not only as an adjustment to a new academic 

environment, but also as an adjustment to a new social and cultural context” (p. 259).  St. 

John and Tuttle (2004) categorized nontraditional students as follows:  low income/low 

socioeconomic status, low income women, single parents, high school non-completers, 

military servicemen, former foster youth, unemployed, and African American 

men.  Military personnel would fit within this category because of an average service 

requirement of three years.  Furthermore, nontraditional students, including veterans, are 

usually of lower socioeconomic status but find alternative pathways to college through 
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governmental aid programs such as the Post 9/11 GI Bill and Pell Grants (St. John and 

Tuttle, 2004).     

Compton, Cox, and Laanan (2006) differentiated between nontraditional and adult 

students.  They noted that many publications have used the terms interchangeably.  

Compton et al. (2006) argued that there is a distinct difference.  Compton et al. (2006) 

explained that a nontraditional student has the following characteristics:  “they delay 

postsecondary enrollment one year or more after high school graduation, enroll part-time, 

are employed full-time, are financially independent of their parents, have dependents 

other than a spouse, are single parents, or do not have a high school diploma” (p. 73).  By 

using these criteria, 73 percent of all undergraduate students are nontraditional.   

Compton et al. (2006) continued by defining an adult student as having a list of 

characteristics, that often overlap with the characteristics of nontraditional students.  An 

example would be any over the age of 25.  However, there are additional criteria.  First, 

adult students often pursue vocational certificates or degrees.  Second, adult students are 

more focused on their educational goals.  Normally, they pursue education for career 

advancement.  Third, they consider themselves as workers first, students second or third 

behind family commitments.  Fourth, these students are more likely to be enrolled in 

distance education.  Fifth, adult students may speak English as a second language.  

Finally, adult students are likely to end their pursuit of education before completing a 

degree program.  Additionally, Compton et al. (2006) noted that, “The majority of adult 

students are led back to higher education due to a major life transition, such as divorce, 

widowhood, or career change.  Each of these factors constitutes a huge change in an 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

39 
 

individual‟s life. Now added to that is the additional transition and pressure of enrolling 

in postsecondary education” (pp. 74-75). 

Compton et al. (2006) concluded with several implications for student affairs 

professionals to enhance the educational environment of adult students.  First, programs 

should take the student‟s professional and life experience into consideration to lessen the 

amount of time the student must be enrolled to complete his or her degree program.  

Second, administrators should conduct a review of course delivery methods to ensure 

students have multiple options in enrolling in courses required for degree completion.  

Additionally, advisors and support services must be available at times when students 

would be able to use them.  Third, educational projects should have a practical 

application.  Fourth, institutions of higher education should make attempts to incorporate 

adult students into the social component of campus life.  This can be difficult, because 

most adult students find their social interaction off-campus.  Fifth, counseling centers that 

are open when adult students could access them must be available to assist adult students 

with the transitional issues that may arise.  Finally, institutions of higher education must 

be proactive in identifying student needs and implementing effective programs.  Compton 

et al. (2006) addressed the issue of proactive implementation when they wrote, “Adult 

learners require flexibility, adaptability, and creativity” (p. 79). 

Bozick and DeLuca (2005) examined the negative effects of delaying college 

enrollment may have upon high school graduates as they transition into young adulthood.  

The researchers hypothesized that delayed enrollment leads to alternative institutional 

pathways and competing family commitments which may make it impossible to fully 

invest in higher education, thus resulting in non-degree completion.  It was also identified 
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that students who delayed college enrollment tend to share several common 

characteristics: low socioeconomic background, poor academic performance, low 

standardized test scores, and completed high school with a GED. 

 The lack of economic resources may discourage students from enrolling in 

college because of the fear of not being able to afford the cost and not having parents 

who understand the application process for financial assistance.  Thus, causing many to 

seek immediate placement in the workforce and as time progresses, they lose connection 

with the academic culture.  It is because of this disconnect, assessed by Bozick and 

DeLuca (2005), that may contribute to the unsuccessful rate of college completion among 

students who delay college enrollment, directly after high school.  

 The sample examined by Bozick and DeLuca (2005) came from data collected by 

the National Education Longitudinal Study of 1988 collected by the National Center for 

Education Statistics (NCES).  This survey of 24,599 eighth graders in 1988 focused upon 

the relationship between family, school and academic performance.  This longitudinal 

study followed up with the students during their sophomore year in high school (1990), 

their senior year (1992), two years post high school graduation (1994) and eight years 

post high school graduation (2000). The researchers focused their study on senior year 

interviews (1992) and eight year post high school graduation interviews (2000). This 

potentially allowed for an assessment of postsecondary educational trajectories into early 

adulthood.  

 Poor academic achievement in high school and low standardized test scores could 

lessen a student‟s belief in pursuing a college degree.  Not feeling academically ready to 

pursue a degree at a four year college or university may entice a student to enroll in a 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

41 
 

two-year institution.  Yet, according to Bozick and DeLuca (2005), because of the open 

admission process at most two-year institutions, students are at a disadvantage.  Students 

are not properly prepared for the rigors and exclusive selection process four-year 

institutions typically used when granting admission to prospective students.  Another 

difference between the two postsecondary institutions is the social environment.  At two-

year institutions, the culture is more inclusive to the lifestyle of part-time students and 

those with dual roles, whether they are professional or familial. While four-year 

universities tend to structure their curricula and social resources around the lives of 

traditional students (matriculated directly after the completion of high school). 

Transitioning to this type of educational institution may hinder young adults who delayed 

college enrollment from completing a four-year degree.  

Bozick and DeLuca (2005) also mentioned the acquisition of other roles during 

the interim between high school and college may contribute to the large number of young 

adults who enter college later and do not successfully graduate from four-year 

institutions.  Balancing work and the responsibilities of a family impede the trajectory of 

college completion for students who delayed enrollment.  When universities do not 

provide resources for adults, who have delayed college enrollment, motivation to 

complete a college degree appears to lessen.  

Another factor examined by Bozick and DeLuca (2005) was to determine the 

reason for non-degree completion from the student who delayed college enrollment was 

the loss of social connections between the student and teachers.  The lack of comfort and 

confidence may impede the student from seeking assistance from faculty or 
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administration.  This perception may also influence the way in which university 

representatives interact with most nontraditional students.  

The findings of Bozick and DeLuca (2005) are consistent with prior research done 

to understand the reason for low college completion rates among nontraditional students.  

Bozick and DeLuca (2005) articulated that these findings are generalized.  More research 

must be conducted to understand how the life experiences and responsibilities of adults 

who may have delayed college enrollment after the completion of secondary schooling, 

affect their experiences as they transition into college life. 

Taniguchi and Kaufman (2005) explored the various reasons why degree 

completion among nontraditional college students is less than traditional college students.  

This exploration was done through identifying three common factors found in 

nontraditional students and how they may contribute to the lack of degree completion 

among this particular demographic. These three factors are:  prolonged enrollment, 

human capital theory, and family/school responsibilities. 

Taniguchi and Kaufman (2005) expressed that prolonged enrollment may 

influence degree completion because it increased the time for an individual to complete a 

particular grade level.  This extended amount of time may contribute to a decline in 

motivation to complete a college degree.  Prolonged enrollment also prohibits the amount 

of financial assistance a student can receive to pursue his/her educational endeavors.  

Nontraditional students with minimal financial resources are often forced to attend 

college on a part-time basis, which could be a contributing factor to the lower rate of 

degree completion among nontraditional students.  
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Human Capital Theory was also identified by Taniguchi and Kaufman (2005) as a 

factor that contributed to why nontraditional students may not be successful in higher 

education.  The Human Capital Theory proposes individuals will invest their time and 

money into higher education because of the skill it will provide them, thus making them 

more marketable in the professional world.  Older students may be less motivated to 

obtaining a college degree because they already feel as if their time in the work force is 

limited because of their age.  

The final factor examined by Taniguchi and Kaufman (2005) was family 

responsibility.  Nontraditional students typically attend college with family circumstances 

that may influence their ability to focus completely on their school work.  Taniguchi and 

Kaufman (2005) identified these familial influences as well as briefly touched on gender 

expectations.  Taniguchi and Kaufman (2005) believed marriage and parenthood 

contribute to the history of non-degree completion of nontraditional students, especially 

women.  The article does acknowledge a shift in traditional gender roles, however the 

authors recognized that there was no empirical evidence to validate this conjecture. 

Another issue identified as a contributor to the success of nontraditional students 

was feeling a sense of belonging.  A higher sense of belonging was more evident in those 

students who spent more time socializing with peers.  Locks et al. (2008) stated, “It is not 

only important to interact frequently with one‟s peers but also to engage with a diverse 

range of peers in a substantive manner” (p. 277).  The study conducted by Locks et al. 

(2008) affirmed the importance of quality interactions with diverse peers on their sense of 

belonging in college. 
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Yet another issue that has a positive effect on nontraditional students is 

motivation.  Bye et al. (2007) studied the effect of motivational components on academic 

life for traditional and nontraditional university undergraduates.  They hypothesized that, 

“nontraditional students would report higher levels of intrinsic motivation, whereas 

traditional students would report higher levels of extrinsic motivation” (p. 146).  The 

sample consisted of 300 undergraduate students from a midsized, urban university who 

completed the Motivated Strategies for Learning Questionnaire.  Bye et al. (2007) 

concluded that nontraditional students “maintain a higher threshold if intrinsic motivation 

to learn with an accompanying increase in positive affect” (p. 152).  From these findings, 

Bye et al. (2007) encouraged nontraditional students to “simply enjoy the process of 

mastering new skills in the classroom” (p.155).  In order to achieve an “optimal balance 

between intrinsic and extrinsic forms of motivation for learning” (p. 155). 

When transitioning to college, however, environment cannot be solely the 

responsibility of the student.  The institution of higher education has a responsibility to 

provide services to students that will contribute to their success.  O‟Donnell and Tobbell 

(2007) identified the need for universities to employ learning environments that 

encourage engagement from participants when trying to ease the transition of adult 

students.  According to the results obtained by O‟Donnell and Tobbell (2007), readers are 

able to see the disadvantages of peripheral participation in higher education.  In essence, 

it separates participants from the general population.  The adult students interviewed in 

the article reported feeling disconnected from the main university, because the entry-level 

courses designed for this demographic were not on the main campus.  However, the 

community established in these courses permitted many of the participants to create an 
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identity that they felt would better prepare them for when they did attend undergraduate 

courses at the main campus.  The participants gradually moved from the traditional 

student/teacher role, where the curriculum style is purely lecture and the expectation is to 

only learn what is distributed by the instructor, to an inclusive learning environment that 

embraced critical thinking and open dialogue. 

Richardson and King (1998) examined stereotypes that existed for adult students 

and discussed the facts in regard to their success in higher education.  They conveyed that 

most adult students were successful in secondary school and could have entered college 

immediately, but instead these students chose another path.  However, there is a common 

perception that these students lack the basic skills necessary for success.  Richardson and 

King (1998) noted this bias when they wrote, “Paradoxically, if these students are to be 

successful in their negotiating of their entry into higher education, then compensating for 

and, to some extent at least, overcoming these disadvantages can actually become 

strengths for these learners” (p. 69).  The areas where adult students have been negatively 

stereotyped are study skills, intellectual ability, and academic performance.  Richardson 

and King (1998) discussed each area to disprove the negative stigma connected to adult 

students. 

The first area addressed by Richardson and King (1998) was study skills.  Many 

educators believe that adult students are out of practice and their outside commitments 

(work, family, etc.) inhibit their ability to acquire strong study skills.  Often this 

stereotype contributes to a “self-fulfilling prophecy” and adult students may affirm this 

stereotype though their behavior.  Additionally, Richardson and King (1998) noted that 

courses in study skills have not been proven effective for students of any demographic.  
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One component of study skills is effective time management, and after further 

examination by Richardson and King (1998) there is little-to-no statistical difference in 

time management skills between traditional and nontraditional students.  Furthermore, 

Richardson and King (1998) outlined the two most commonly applied approaches used 

when students study:  surface and deep.  The surface approach is commonly known as 

regurgitation.  Students learn the information to succeed in exams.  The deep approach is 

when the student comprehends and can effectively apply what he or she learns.  

Obviously, the deep approach is the preferred method of studying.  Richardson and King 

(1998) reviewed several studies that indicated that adult students are more likely to utilize 

the deep approach to studying. 

The next area discussed was intellectual ability.  Richardson and King (1998) 

cited several research publications that concluded that because adult students are older; 

their capacity to recall information is reduced.  Many of the conclusions drawn from 

these studies are flawed because of instrumentation and application of tests designed to 

assess children.  Research has indicated that adult cognitive ability reduces as individuals 

age, but not until late in life.  Since the average age of adult students is from 25 to 34, 

there is little-to-no difference in the cognitive ability of adult students in comparison to 

traditionally-aged students. 

The final area addressed by Richardson and King (1998) was academic 

performance.  The authors argued that if adult students are insufficient in the previous 

two areas, then their academic performance should be negatively affected.  After 

reviewing several studies in the United States, the United Kingdom and Australia, 

Richardson and King (1998) could find no statistically significant difference in degree 
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completion and academic performance between traditional and nontraditional students.  It 

was noted that many adult students that did not complete their education indicated that 

financial issues, not academic performance was the key factor.  Richardson and King 

(1998) also indicated that G.I. Bill recipients tended to be more successful because of 

instruction in math and science during their military training.  Some of the negative 

stereotypes that emerged were the time it took for adult students to complete degrees and 

the high number of associate degrees earned.  Richardson and King (1998) argued that 

adult student often take longer to earn degrees because they are enrolled part-time and 

they stop at associate degrees because that is what may be necessary for career 

advancement. 

In a report published by the Council for Adult and Experiential Learning (CAEL) 

(2000) the principles for effectively serving adult students were outlined as follows:  

outreach, life and career planning, financing, assessment of learning outcomes, teaching-

learning process, student support systems, technology, and strategic partnerships.  

According to CAEL (2000), 43 percent of college students are classified as “adult 

learners” (p.  3).  CAEL (2000) concluded that the institutions of higher education that 

address these principles are more effective in educating this population of students. 

The first principle discussed was outreach.  Outreach goes beyond effectively 

recruiting adult students.  Once these students enroll at an institution of higher education, 

proactive measures must be put in place to engage these students in the learning process.  

The entire institution must work together to create a climate that is open to adult learners 

and the life experiences they bring to the classroom and the campus community.  The 

traditional structure of a college campus may inhibit the contributions of adult learners. 
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The second principle listed was life and career planning.  Adult learners come to 

college with different goals and priorities than most traditionally aged students.  These 

students need individualized attention to determine their needs and goals.  One possible 

assessment tool that can be used is the Prior Learning Assessment (PLA).  CAEL (2000) 

suggested that this assessment be used because, “to require an adult learner to take 

courses on that which is already known serves no goal other than to subject the learner to 

a needless or insulting delay on the road to new knowledge” (p. 7).   

The third principle discussed by CAEL (2000) was financing.  Often institutional 

administrators assume that an adult learner‟s employer is providing financial support for 

educational attainment.  Normally, adult learners are dependent upon state and federal 

financial aid and may be hindered by policies that inhibit payment plans and restrictions 

on financial aid for part-time students. 

The assessment of learning outcomes was listed as the fourth principle of 

effectively serving adult students.  Regional accrediting agencies have required 

institutions of higher education to convey learning outcomes for all courses.  CAEL 

(2000) listed the minimal required learning outcomes as communication, computation, 

critical thinking, aesthetic and ethical awareness, and lifelong learning.  However, 

institutions of higher education should aspire to provide courses with the additional 

learning outcomes of problem-solving, interpersonal diagnosis, teamwork, self-control, 

and planning (p. 9).  Clearly defined learning outcomes maintain accountability for both 

the student and the institution. 

The fifth principle listed by CAEL (2000) was the teaching-learning process.  For 

adult students, learning goes beyond exposure to theory.  These students seek practical 
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application of what is taught in the classroom.  CAEL (2000) articulated the importance 

of the teaching-learning process by stating, “A fine balance in the learning environment 

between theory and application, recognizing that an effective teaching-learning process 

delivers the curriculum through the voice of experience as readily as through the voice of 

the professor” (p. 11). 

The next principle addressed by CAEL (2000) was student support systems.  

Often, institutions of higher education err in assuming that adult students do not require 

as much support as traditionally-aged students.  However, the opposite may be true.  The 

difficulty is reaching the adult learner.  Those institutions of higher education that are 

most effective in serving the needs of adult learners normally offer student support in two 

ways, through mentoring and student cohort groups.   Individualized connection with 

people successful in the field the student is pursuing may help the adult learner succeed 

academically.  If the institution is large, it may not be possible to provide individualized 

mentoring.  An effective alternative is creating student cohort groups.  These peer groups 

provide support to one another through their academic pursuits.   

The seventh principle listed was technology.  Institutions of higher education that 

successfully implement technology into the classroom can provide an environment 

conducive to the success of adult learners.  Due to work or geographic location, these 

students may not be able to come to campuses during traditional hours.  If an institution 

of higher education can effectively incorporate technology into the classroom and 

provide instructional delivery through computer-based methods, adult students can learn 

at times that are more conducive to their personal and professional obligations. 
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The final principle listed by CAEL (2000) is strategic partnerships.  When 

students, employers, unions, and institutions of higher education collaborate, all parties 

can potentially benefit from the relationship.  The student benefits from receiving college 

credit.  The union and employer benefit from a more knowledgeable workforce.  Finally, 

the institution of higher education benefits from tuition revenues and increased 

enrollment.   

The broad definition of nontraditional and adult students can be directly applied to 

student veterans.  As previously stated in the literature, by identifying student veterans as 

nontraditional students, they may experience many of the same obstacles that other adult 

learners face.  However, the next section will address some of the unique issues 

experienced by veterans on college campuses in the United States. 

Transition Issues of Veterans 

 As previously determined, veterans that enroll in higher education are a subgroup 

of nontraditional students.  With the expansion of educational benefits provided through 

the Post 9/11 G.I. Bill, institutions of higher education are anticipating an influx of 

veterans on campuses.  Once veterans come to campus, the institution must be committed 

to providing resources and infrastructure to alleviate transition issues and student 

development needs.  This issue is not new; it has existed since the inception of the 

original G.I. Bill.  Adjustment to college life was a concern of World War II veterans, 

Olson (1974) listed the adjustment problems experienced by these students:  “learning to 

study and concentrate, finances, housing, recall of old subject matter, and being an older 

student” (p. 49).  As important as this issue may seem, there is a fine line between 

awareness and attentiveness to transition and stigmatizing veterans. 
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As soon as veterans came to campuses en masse, these concerns were articulated.  

Atkinson and Webb (1946) described the characteristics and expectations of the veterans 

who were utilizing their benefits to attend college.  The authors expressed concern that 

veterans were being labeled as problem students in other publications by researchers who 

had limited contact with this population. They clarified their argument by stating that 

these labels originated from isolated incidents at institutions involving a small percentage 

of student veterans and being generalized to categorize the entire population.   

Atkinson and Webb (1946) identified the fact that many veterans did return from 

war with emotional, physical and sometimes psychological problems but with appropriate 

treatment, these students still had the potential to successfully maneuver through the 

college experience.  The authors also stated that if universities made it an effort to 

implement support services for these students, it would ease their transition.  At this time, 

student veterans were not expecting or demanding preferential treatment from 

universities. Many of them attended college to enhance their future plans but encountered 

obstacles when universities failed to recognize that their needs for educational 

advancement were different from traditional college students.  As far back as 1946, 

Atkinson and Webb were attempting to illustrate to the transitional issues that may be 

experienced by veterans.  They were also trying to make universities recognize that they 

have the capability to accommodate the needs of their student veterans.  If an institution 

made accommodations for veterans, this would not be a concession to the unrealistic 

demands of this particular population.  Although written over fifty years ago, the 

challenges student veterans faced during that era are similar to the barriers student 

veterans encounter today.  
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 After the conclusion of World War II and the implementation of the G.I. Bill, the 

University of Minnesota recognized the transitional needs of student veterans.  Wilkinson 

(1949) outlined an orientation program for veterans.  The university recognized the 

differences between student veterans and traditional students.  When a student veteran 

was accepted to campus, he or she would meet individually with a member of the campus 

community, normally a veteran, to familiarize the student veteran with the bureaucracy of 

the campus.  The three areas covered during the meetings were explaining institutional 

culture and operational procedures of the university, describing the registration 

procedure, and illustrating the various academic programs that were available to the 

student.  In the early twentieth century, there were several publications written to assist 

veterans in the transition from the military to college. 

 In a guide written to assist veterans in their transition from combat to civilian life, 

Armstrong, Best, and Domenici (2006) discussed strategies for veterans to succeed in 

college.  First, veterans should ease into taking college courses.  When first starting 

college after deployment, veterans are encouraged to take a light course load.  Second, 

the lack of structure in college gives student veterans the opportunity to lose focus and to 

think about past experiences.  It is recommended that student veterans be aware of this 

and remain focused during class lectures.  Third, many veterans may not feel they have 

anything in common with classmates.  Involvement in extracurricular activities is a way 

to make connections or establish relationships outside the classroom.  Fourth, there may 

be students and faculty members that do not support current military operations.  These 

people have a right to feel this way, and the veteran should not take it personal.  Fifth, 

colleges and universities offer a variety of student services, such as counseling and 
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tutoring.  Armstrong et al. (2006) encouraged student veterans to utilize all available 

resources.  Sixth, student veterans should familiarize themselves with the on-campus 

office that specializes in veterans‟ funding.  Finally, not all veterans can go to college 

full-time and not work.  Armstrong et al. (2006) encouraged these veterans to start 

college on a part-time basis.  Additionally, Armstrong et al. (2006) gave a list of “dumb 

questions” that civilians might ask veterans, like “Did you ever kill anyone?” (p. 166).  

The authors suggested that veterans rehearse responses to these types of questions and 

not to take them too seriously.   

  Rumann and Hamrick (2009) discussed strategies to train faculty and staff in 

creating a receptive environment for veterans entering or reentering the educational 

environment.  The authors gave a brief historical overview of the long lasting relationship 

between the United States military and institutions of higher education.  By the beginning 

of the twentieth century, the two entities were dependent upon one another for enrollment 

and leadership training.  By the Vietnam War, the relationship still existed, but colleges 

and universities were less receptive to maintaining a strong relationship with veterans and 

students enrolled in educational programs, while being simultaneously committed to 

military service.  During the post-World War II era, colleges and universities were 

encouraged to hire faculty and staff that were veterans themselves.  However, because of 

the reduced number of veterans produced when military service became voluntary, the 

number of university faculty and staff with prior military service is very small.  Rumann 

and Hamrick (2009) addressed the potential impact of this when they wrote: 

If veterans are not well represented among campus faculty members and 

administrators, and if these individuals have little first-hand or systematic 
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knowledge of military culture and the potential impact of wartime service on 

service members, it may complicate campus efforts to serve student veterans and 

facilitate successful transitions for veterans. (p. 30) 

 Rumann and Hamrick (2009) suggest that colleges and universities be proactive 

in preparing for the potential influx of veterans on campuses.  First, institutions of higher 

education should partner with organizations that effectively serve veterans to give 

students contact with individuals or organizations that may understand some of the issues 

they may be experiencing.  Second, the institution must effectively train faculty and staff 

through in-service or educational programs that help alleviate stereotypes and understand 

what veteran students have experienced, or may potentially experience, upon enrollment 

in college.  In conclusion, Rumann and Hamrick (2009) suggested that administrators 

“learn from and follow the lead of the current group of student service members and 

student veterans and to treat them as pioneers and invaluable sources of information on 

their own experiences, concerns, and questions” (p. 32).  

 Student services provided by colleges and universities are not the only areas of concern 

when addressing a veteran‟s transition to college life.  The curriculum can also be an obstacle.  

Branker (2009) identifies the need for college curriculums to be redesigned to include the 

experiences of student veterans, especially those with disabilities.  College faculty 

members essentially strive to teach their students how to become self sufficient problem-

solvers once they enter the real world. However, the techniques used to implement this 

form of teaching is one dimensional and fails to identify the needs of students who do not 

fit into the traditional role of a college student.  Disabled veterans who transition into 

college are examples of this assessment.  
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 A smaller, but increasing in size, subcomponent of veteran students is the disabled 

veteran.  Burnett and Segoria (2009) highlighted current collaborative approaches being 

utilized by colleges and universities involving Disabled Student Services (DSS) and 

Veterans Services Offices, campus programs, and community agencies. The student 

support service offices may be disconnected from one another, thus diminishing the 

ability to achieve collaborative support for students, especially those with unique needs.  

Because of the warrior mentality, many returning veterans do not identify themselves as 

someone that would qualify to receive support from a DSS office.  The Veterans Service 

Office and the DSS office will need a strong relationship to lessen veteran reluctance to 

the DSS services allowing them to utilize the benefits of appropriate accommodations 

and support.  Other ways for universities to optimize the success of veterans include 

institution-wide committees, student groups, on-campus mentors, and increased faculty 

and staff training. Burnett and Segoria (2009) challenged universities and colleges to be 

the front-runners in establishing a collaborative relationship with both on-campus and 

off-campus military support programs to help veterans with disabilities make a successful 

transition into the classroom. 

 Due to advances in battlefield medical assistance, veterans of the current military 

conflicts in Iraq and Afghanistan are returning to civilian life with the highest rates of 

disabilities of any military action in United States history.  The most common injuries 

experienced are tradition injuries sustained through combat (gunshots and amputations), 

traumatic brain injuries, and Post Traumatic Stress Disorder (PTSD).  These veterans 

often attend colleges and universities after being released from military duty (Burnett and 

Segoria, 2009).   
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In her research, Branker (2009) followed the transition from combat to college 

life of student veteran, Natasha McKinnon, who lost her left foot while serving in the 

military. It was when she explained how she was not only a full-time student but also a 

full-time patient that readers are able to see the undeserving imbalance student veterans 

are forced to endure when schools neglect to accommodate their special needs. 

Designing curriculums that allow students to utilize their personal experience to 

conceptualize course content promotes inclusivity. College instructors must take the time 

to identify with the challenges student veterans with disabilities face while in college, and 

also in life.  According to Branker (2009), creating an inclusive learning environment 

will encourage student veterans with disabilities to take control of their learning. 

However, promoting inclusivity for student veterans should also extend onto the college 

campus. Resources to acknowledge their presence and challenges need to be provided to 

ease their transition into higher education.    

 DiRamio and Spires (2009) described a current program that has been established 

by the American Council on Education (ACE) to assist disabled veterans in transitioning 

into college.  This service begins while a veteran is recovering from injuries at one of the 

various military hospitals.  Each hospital employs an ACE academic advisor that assists 

veterans in creating an individualized academic plan.  When the student enrolls at an 

institution of higher education, he or she is connected with a member of the National 

Association of Student Personnel Administrators (NASPA) Champions Program.   

 According to DiRamio and Spires (2009) a “champion” provides a mentoring 

connection with the students enrolled in the program.  First, the mentor is expected to 

invest his or her time and energy to assist the veteran.  Second, the mentor should help 
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the veteran navigate through the unfamiliar environment of the college campus.  Third, 

the champion must serve as a resource to assist the student in finding relevant resources 

ranging from academic support to administrative obstacles.  Third, this program is 

intended to provide a community-centered approach to alleviate the anxiety a student 

may experience.  Finally, the mentor must be committed to the program and continually 

encourage the veteran student, because he or she will inevitably become frustrated and 

discouraged. (p. 84).  The authors encourage college and university administrators to 

establish more mentor programs to provide an environment responsive to the needs of all 

veterans, regardless of whether they are disabled or not.  

 In the twenty-first century military, women have had greater impact and 

involvement in combat operations.  Baechtold and De Sawal (2009) reported that in the 

current military operations in Iraq and Afghanistan, 11 percent of the United States force 

is made up of women and since the conflict have began more than 182,000 women have 

been deployed to combat zones (p. 35).  Although military policy dictates that women are 

not permitted to participate in combat operations, the lack of clear “combat operation 

lines” has meant that all military personnel have the potential to be exposed to enemy 

attacks and combat situations.  Baechtold and De Sawal (2009) identified the major 

issues that female veterans could potentially experience:  mental health, sexual assault, 

and gender identity (p. 36).   

The authors argue that although both men and women can experience Post 

Traumatic Stress Disorder (PTSD), women may sometimes be misdiagnosed with 

depression or anxiety instead.  Misdiagnosis could potentially result in the veteran to be 

not adequately treated, or at all.  Baechtold and De Sawal (2009) encouraged university 
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personnel to understand “how women veterans process and make meaning of their 

college experience will be influenced by how they are making meaning of their combat 

experiences” (p. 37).  Female veterans may likely experience some form of sexual assault 

during their military service.  One study cited by Baechtold and De Sawal (2009) 

concluded that “78 percent of women experienced sexual assault while on active duty, 

while six percent experienced rape” (p.38).  Another issue identified by the authors was 

identity development.  The military is a masculine environment and women may often 

develop misguided approaches when forming their individual identity.  Often, military 

women adopt masculine approaches or amplify their feminine traits to form their 

individual identities.  There is often a lack of positive female role models to guide these 

women in healthy identity development.   

To assist these students when they arrive on college campuses, Baechtold and De 

Sawal (2009) suggest a series of questions to be considered when assisting female 

veterans in their transition to college life.  The first addresses the need for a connection 

with other veterans.  The second addresses strategies for connecting with other women 

on-campus.  The next is to notify the student of services available to all students.  The 

final question asks, “What are the sources of your stress as a student, as a female, and as 

a veteran?” (p. 41).  

 In the summer of 2009, the American Council of Education released a report that 

discussed how institutions of higher education are currently structuring their veterans‟ 

services and also interviewed a focus group of student veterans to identify their concerns 

(Cook and Kim, 2009).  The objective of the study was to determine how prepared 

institutions of higher education are to educate veterans.  Cook and Kim (2009) estimated 
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that over half of all institutions surveyed have some sort of veterans‟ service program, 

with public universities and community colleges being more likely to provide these 

services.  It was also articulated that the majority of institutions anticipate changing their 

current structure over the next five years through programs that will better educate 

faculty and staff about the needs of veterans and pursuing grant funds to improve current 

student services for veterans.   The focus group of student veterans identified the areas of 

concern as follows:   

currently available campus services and programs, including a lack of flexibility 

of some campus programs with respect to military students‟ sometimes 

unpredictable deployment schedule in the armed forces; uncertainty about campus 

recognition of civilian courses taken while in the military and/or formal training 

obtained as a service member; and lack of strong guidance about navigating the 

maze of G.I. Bill education benefits. (p. X) 

These issues resonated amongst student veterans, regardless of military branch or 

geographic location.  

 Summerlot, Green, and Parker (2009) explained the importance of student 

veterans‟ organizations on college campuses.  The authors articulated the need when they 

wrote, “Military service is a bonding experience because individual safety and security 

often depends on cohesive group efforts.  Student veterans, once they are on campus, will 

look to replace the cohesion of their unit by seeking out others that had similar 

experiences” (p. 72).  As veterans themselves, Summerlot, et al. (2009) continued by 

describing the types of campus climates a veteran student may experience.  The first type 

is supportive.  These colleges are open to veterans and have long-standing ties to the 
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military and veterans.  The second is ambivalent.  These campuses normally have a high 

number of non-traditional students and veterans do not stand out.  The veterans normally 

do not feel connected with the campus environment and there are minimal veterans‟ 

services available.  The final climate is challenging.  These institutions have a history of 

resistance to military actions.  On these campuses, veterans often choose not to identify 

themselves and attempt to blend into the student body.   Regardless of the campus 

climate, Summerlot, et al. (2009) suggests that university administrators support students 

creating veterans organizations.  The various types of organizations can provide a “safe” 

environment for veterans, mentoring opportunities, and a potential voice for students that 

may encourage change within the policies and procedures at the university, state, or 

national level.   

 Ackerman, DiRamio, and Garza-Mitchell (2009) interviewed a group of combat 

veterans in an attempt to identify some of the transition issues that veterans may face 

when attending college.   The students interviewed conveyed similar experiences in the 

reasons they joined the military, deployment, life in combat, and returning to campus.  

Ackerman et al. (2009) concluded to meet the needs of veterans, institutions of higher 

education should adopt the following principles:  development of student-centered 

activation and deployment policies, maintain a connection with students during 

deployments, provide a responsive and understanding veterans‟ service officer, establish 

practices and policies that are sensitive to the needs of veterans, and share best practices 

with other institutions of higher education (p. 13).  The authors defined “veteran-friendly 

campuses” as campuses that have “made an active commitment to the success of veterans 
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as students” (Ackerman, et al., 2009, p. 10).  They also identified the need for current 

research to examine veterans in the contemporary educational environment. 

 Cook and Kim (2009) identified areas where institutions of higher education are 

sufficiently meeting the needs of students and areas where improvement is necessary.  

The areas where institutions of higher education are sufficient are acknowledgement of 

the importance of educating veterans, offering programs and services for veterans, 

recognizing the experience military veterans are bringing into the educational 

environment, providing counseling services for those veterans in need, providing 

programs that assist a student that is called to active duty, and assisting veterans in 

obtaining the benefits they may be eligible.  The areas identified as deficient were 

assistance in transition to college, professional development opportunities for faculty and 

staff about issues that veterans may encounter, training staff to better assist students with 

brain injuries and other disabilities, creating a more efficient bureaucratic structure for 

students returning from deployment, and providing an environment for veterans to 

connect with other veterans.   

 During the 2010 spring semester, Selber, Gwin, and Williams (2010) conducted a 

student veteran needs assessment at Texas State University-San Marcos.  Selber, et al. 

(2010) surveyed student veterans in an attempt to identify the issues experienced at Texas 

State University-San Marcos.  Some of the issues listed were difficulty dealing with 

multi-role demands, financial challenges, medical needs, career development, risk of 

dropping out, and use of on and off campus support.  Selber, et al. (2010) concluded that 

student veterans deal with many of the same issues that other non-traditional students 

experience.  Additionally, the study was consistent with other student veteran research in 
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regards to the utilization of support services.  Student veterans are aware of services, but 

most eligible student veterans are not using them. 

Structure of Veterans‟ Services Offices 

 After conducting a study of veterans‟ services offices, Strawn (2009) described 

four models that are in use on college campuses.  The first was the one-person office.  

The second was the one-person office and campus working group.  The third model was 

the cross functional liaison network.  The final model was the comprehensive resource 

center.  The following paragraphs will discuss the positive and negative aspects of each 

model. 

 Strawn (2009) described the one-person office model as an office that generally 

reports to the enrollment management or student affairs division.  Normally, the person 

that oversees the office is the only full-time staff member that works in the department 

and is the institutional VA certifying official.  The advantages to this structure are that 

there is one centralized location for veterans to find, there is little difficulty in 

implementing this model, and minimal cost is involved.  The negatives are that there may 

be little interaction with other offices on campus, veterans may become reliant on the 

coordinator for all issues that may arise, and often VA certification is only a part of the 

coordinator‟s job responsibilities (Strawn, 2009, p. 18).   

 The second model outlined by Strawn (2009) was the one-person office and 

campus working group.  The structure of this model involves a coordinator and 

representatives from departments on the campus.  For example, the working group may 

be comprised of representatives from the campus counseling center, disabilities services 

office, advising center, and the career center.  The advantages listed by Strawn (2009) 
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were the creation of a central location for information to be obtained by veterans; if the 

coordinator identifies a need, members of the working group can assist; and the greater 

campus community is more aware of issues that veterans may face (p. 19).  The 

disadvantages of this model are as follows:  group members are not personally 

responsible for assisting veterans; the larger the group, the more difficult it could be to 

schedule regular meetings and maintain focus; and when members leave the group, it 

may be difficult to replace them (Strawn, 2009, p. 19).   

 The third model explained by Strawn (2009) was the cross-functional liaison 

network.  This model is similar to the second model, but members of the network are 

designated to serve the needs of veterans.  Liaisons are more adequately trained on 

veterans‟ issues.  The advantages listed by Strawn (2009) are as follows:  departmental 

liaisons are responsible for serving veterans referred to the individual‟s department, the 

institutional expectation of serving veterans is articulated, and liaisons are expected to 

educate the campus community about veterans‟ issues (p. 20).  The following 

disadvantages of this model were discussed by Strawn (2009):  constant communication 

among the network members is necessary; delivery of services may not be consistent 

from department to department; and liaisons have their job responsibilities that may 

require more attention (p. 20). 

 The final model described by Strawn (2009) was the comprehensive resource 

center.  This can be described as a one-stop shop for veterans.  The center has full-time 

staff members responsible for varied areas that may be required to assist veterans.  For 

example, the resource center could potentially be staffed by a director, benefits 

coordinator, recruiter, and academic advisor.  Strawn (2009) listed the advantages as 
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follows:  consistent delivery of services, expanded services, and potential to secure 

additional funding (p. 21).  The disadvantages were as follows:  significant financial 

resources must be allocated; it is difficult to start with this model and the size of the 

veteran population may not require this type of model (Strawn, 2009, p. 21). 

 The development and adaptation of these models would depend upon the size of 

the institution and the current veteran population.  However, as the population increases, 

it may be necessary to transition to another model.  The next section will discuss the 

theoretical framework that can be modified and adapted to research and potentially 

generalize the findings of this study. 

Theoretical Framework 

 When examining the theoretical framework of adults in transition, the theories 

developed by Schlossberg, Waters, and Goodman (1995) must be acknowledged.  

Specifically, the two models to be discussed are the Transition Model and the Integrative 

Model of the Transition Process.  Before discussing the models, one must identify the 

type of transition that is occurring with the individual.  Schlossberg et al. (1995) outlined 

the three types of transitions as anticipated, unanticipated, and non-event.  An anticipated 

transition is when an individual is expecting a change, such as starting a new job or 

getting married.  An unanticipated transition is an event that is not expected to happen, 

such as getting fired or an individual‟s home being burnt down.  The final type is a non-

event transition which is when an individual prepares for something that does not happen.  

One example is expecting to get promoted, but being passed over.  This type of transition 

may “alter the way they see themselves and might well alter the way they behave” 

(Schlossberg et al., 1995, p. 30).  Veterans starting college can be classified as an 
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anticipated transition.  However, some students that are still members of active duty or in 

the National Guard could potentially experience all three types of transition. 

 The Transition Model developed by Schlossberg et al. (1995) has three major 

components:  approaching transitions, taking stock of coping resources, and taking 

charge (p. 26).  The first step in the process is identifying the type of transition the 

individual is experiencing and then coming to an understanding of how this event may 

impact his or her life.  Second, the individual must examine the resources available to 

assist in the transition.  Schlossberg et al. (1995) identified these resources as the “4 S 

System”:  situation, self, support, strategies.  Each individual approaches change 

differently and may use the resources in a different order (p. 27).  The final step in the 

process is to take charge.  The individual uses the new strategies acquired from resources 

to help control the management of the transition. 

 Another model that Schlossberg et al. (1995) described is the Integrative Model of 

the Transition Process.  This model is commonly known as moving in, moving through, 

and moving out.  The moving-in stage is the starting point.  This can be described as the 

point when the veteran enters college.  The moving through stage occurs after the new 

student has acclimated to his or her new surroundings and begins to evaluate the 

importance of his or her new role as a student.  This may be a lengthy process and the 

student may begin to question his or her decision to go to college.  The final stage is 

moving out.  The individual is preparing to end a chapter in his or her life.  In an 

educational setting, this may mean graduation.  Going through this phase may create a 

new set of questions and anxiety.  If a veteran student still has some commitment with the 

military, he or she may be experiencing a combination of these stages, depending upon 
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the role being examined.  For example a student may be a soldier, spouse, or parent, as 

well.    

 Schlossberg, Lynch, and Chickering (1989) applied the Integrative Model of the 

Transition Process to adult learners engaged in the educational process.  The authors 

outlined the resources that institutions of higher education should provide to adult 

learners in each transitional stage.  Providing these resources will assist the student in 

achieving variability and individuality.  As the students are acclimating into the college 

environment, it was suggested that the institution create an early education center.  This 

center can be a resource for the recruitment of adult students, provide assistance in 

completing financial aid applications, offer a focused orientation program, and assist in 

academic advising.  Adult learners may have previously earned college credit; the early 

education center can assist the student by evaluating the student‟s previous educational 

attainment.  Some students may be concerned with their academic preparation.  This 

center can assist in the assessment of the student‟s academic preparation.   

 When the adult student reaches the second transitional stage, “moving through,” 

the institution can make the adult student aware of some of the support services it 

provides.  Some of the services may be academic support, such as tutoring or disability 

services; individual or group counseling; health and wellness programs; educational and 

cultural programs; and student government.  Some, but not all colleges and universities, 

may also provide athletic events, nontraditional student housing options, child care 

centers, and student organizations focused on adults or veterans. 

 As the student prepares to graduate, the institution should assist these students in 

preparing for the professional world.  Some examples include a capstone experience, 
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internship, or co-op program.  Many colleges and universities have career placement 

centers, resume writing workshops, or job fairs.  The institution must work to maintain a 

relationship with adult learners throughout their academic career. 

 Schlossberg et al. (1989) discussed the potential advantages for both the student 

and the institution.  There were several advantages listed for students.  First, the student 

could have more resources to cope with the “4 S‟s” mentioned in the Schlossberg‟s 

(1995) Transition Model.  The student could gain a sense of significance and a feeling 

that he or she matters.  The student could display a greater level of involvement on-

campus.  Finally, the student should develop holistically.  The institution could also 

benefit.  Retention levels could increase.  Students could be more engaged and involved.  

Developing successful graduates could increase alumni and community involvement.  

The overall campus environment should be improved.    

DiRamio, Ackerman and Mitchell (2008) examined the potential transition issues 

that veterans from the Iraq and Afghanistan conflicts could experience.  The researchers 

conducted interviews of 25 veterans on three Midwestern campuses.  DiRamio et al. 

(2008) discussed transition theories and applied the “Moving In, Moving Through, 

Moving Out” model formulated by Schlossberg et al. (1995) to veterans during their 

combat deployment and their transition into college.  When addressing transition during 

active duty deployment, DiRamio et al. (2008) the “Moving In” stage was identified as 

follows:  Why join?, getting “called up”, and serving overseas.  The “Moving Through” 

stage was addressed though discussion of combat duty, memorable experiences, and 

earning credits.  The “Moving Out” stage was identified through discussion of transition 

programs, returning home, and academic preparation (p. 80).  When veterans started 
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college, DiRamio et al. (2008) identified transition issues as follows:  connecting with 

peers, blending in, faculty, the campus veterans‟ office, financial concerns, disability 

services, and mental health (Post Traumatic Stress Disorder) (p. 80).   

 After discussion of each issue, DiRamio et al. (2008) identified the implications 

for student affairs administrators.  Administrators should aid veterans through the 

implementation of a personalized, holistic approach.  Institutions should train veteran-

friendly mentors across campus.  These advocates can meet with students to direct 

participants to appropriate services such as financial aid, counseling, student 

organizations, disability services, academic advising, faculty members, and institutional 

research (p. 93).  DiRamio et al. (2008) addressed an issue that has not been a large 

concern after previous military actions—female veterans.  DiRamio et al. (2008) cited 

that one in seven individuals serving in Iraq is female.  These students experience higher 

levels of financial strain and are susceptible to being victims of sexual assault (p. 96). 

 A qualitative study was conducted by Livingston (2009) to identify transition 

issues experienced by veterans after returning to college from deployment or activation.  

Livingston (2009) interviewed 15 veterans that returned to campus after being deployed 

or activated.  The author applied the “4 S‟s” developed from Schlossberg‟s (1995) 

Transition Model.  Using a grounded theory approach, Livingston (2009) created The 

Student Veteran Academic and Social Transition Model (SVASTM).  This model has 

three primary elements:  cornerstones, auxiliary aid, and campus culture.   

 Livingston (2009) outlined the cornerstone variables in two distinct areas:  

military influence and invisibility.  Military Influence is categorized as emphasis on 

academics, maturity, pride, and self-reliance.  Student Veterans identified a lack of 
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connection and frustration with younger students and a lack of connection with peers.  

Livingston (2009) defined invisibility as, “how student veterans selectively disclose their 

identity and avoid deferential treatment” (p. 80).  These students indicated that they were 

not connected to campus and they wanted to “blend in” with other students.  The 

cornerstones of the SVASTM often work in conflict with one another, and the student 

veteran must come to terms with both factors to be able to succeed in their educational 

pursuits.  Livingston (2009) discussed the difficulty of successfully assisting student 

veterans when he wrote, “From an administrative standpoint, it is difficult to support a 

population which is not visible and, in some cases, does not want to be noticed” (p. 125).   

 The next component of the SVASTM was auxiliary aid.  Livingston (2009) noted 

that for other sub-groups of adult students, support is an essential component of success.  

However for veteran students, support is a supplementary factor.  Of the three types of 

support most frequently utilized by students:  academic, social, and peer.  Student 

veterans identified peer, more specifically, veteran-to-veteran support as the most 

important and often used.  Livingston (2009) clarified the bond that veterans have when 

he wrote, “It is important to note that participants did not always officially affiliate with 

student veterans to garner this support. Rather, student veterans tended to rely on military 

colleagues whom they already knew or faculty members to whom they were introduced.  

What was clear is student veterans felt more comfortable associating with one another” 

(p. 136).   

 The final component of the SVASTM was campus culture.  On the particular 

campus examined in Livingston‟s (2009), football was a major part of the campus 

culture.  The veteran students interviewed reaffirmed the campus connection with 
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football.  Annually, the university honors veterans at a home football game, but the 

cultural connection went much deeper than that.  The student veterans identified football 

as a social outlet that enhanced the unity of the student veteran‟s organization.  The other 

element of campus culture was the veteran students‟ perception of campus attitudes 

toward veterans.  There were mixed reactions from students in regard to this aspect.  

Most responses were generally positive; however some student veterans expressed 

neutral and negative perceptions.  Livingston (2009) noted that the student veterans that 

perceived a negative culture tended to seek out fellow veterans for assistance and support.  

Additionally, those students who identified negative events that effected their perception 

of the campus culture often experienced financial difficulty and frustration with campus 

bureaucracy.   

 The three components identified by Livingston (2009) contributed directly to 

student veterans‟ navigation of re-enrollment.  First, each student described his or her re-

enrollment experience as unique and individualized.  Second, the student veterans 

acknowledged the transition from the rigid structure of the military to the free 

environment on a college campus.  Third, these student veterans were previously enrolled 

at the institution before their deployments.  So, many of their friends had graduated and 

their social network was disrupted.  Fourth, after any disruption in education, the student 

veterans forgot information that was learned in earlier courses.  Finally, financial issues 

and institutional and governmental bureaucracy can affect the student veteran‟s 

perception of his or her environment. 

 After reviewing multiple resources that addressed student veteran retention and 

satisfaction, there are many questions left unanswered.  Many of the publications in the 
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early twenty first century were not research based or were qualitative in nature.  There 

has been few current studies published that are generalizeable.   

Call for Research 

 Multiple publications call for additional research on veteran transition into higher 

education (DiRamio, et al., 2008; DiRamio, et al, 2009; Rumann and Hamrick, 2009; 

Baechtold and De Sawal, 2009; Livingston, 2009).  Ford et al. (2009) suggested that 

institutions of higher education survey students to better understand their needs.  In his 

recommendations for further study, Livingston (2009) clearly articulated the need for 

continued research: 

[Q]uantitative studies are needed to add to the existing qualitative research and 

create generalizeable findings.  Two areas lend themselves to quantitative study.  

The first area concerns veterans‟ financing of college.  The G.I. Bill has been 

updated and will soon be implemented; this would provide fertile ground for 

studies which compare the effectiveness of the new G.I. Bill to that of the old G.I. 

Bill.  This would be a timely topic as the United States has witnessed a 

presidential administration change (accompanied by shifts in foreign policy 

strategy) and has faced recent economic turmoil.  The second area of quantitative 

study should focus on avenues of campus support for student veterans.  A 

researcher could test findings from qualitative research related to support for 

student veterans.  Testing qualitative findings would add to the breadth of student 

veteran research.  Additionally, quantitative examination would provide increased 

legitimacy and validity to qualitative findings, and would offer generalizeable 
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data that could be seriously assessed and discussed at any college campus. (pp. 

191-192) 

As multiple scholars have noted, the lack of research on student veterans inhibits 

administrators at institutions of higher education in justifying the establishment of 

programs that could potentially contribute to the success of student veterans.  

Chapter Summary 

 This chapter was a review of literature relevant to the relationship between higher 

education and the military.  First, an overview of historical events that led up to the 

original G.I. Bill was given.  Next, the evolution of the G.I. Bill was outlined.  Then, the 

concepts of student persistence and non-traditional students were examined.  Fourth, 

issues experienced by student veterans in the twenty first century were discussed.  Fifth, a 

theoretical framework for this study was established.  Primarily, Cabrera et al.‟s (1993) 

Integrate Model of Student Retention and Livingston‟s (2009) Student Veteran Academic 

and Social Transition Model are the basis for this study.  Finally, the call for research 

section displayed the importance of conducting this study.   
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CHAPTER III 

RESEARCH DESIGN AND METHODOLOGY 

 This quantitative study analyzed transition issues experienced by recipients of the 

Post 9/11 G.I. Bill at three public emerging research universities in Texas.  The purpose 

of the study was to identify and analyze the factors that contribute to student veterans‟ 

intent to persist at their current university.  The secondary purpose of this study was to 

compare veteran populations at three Texas institutions of higher education to determine 

if any issues identified by the study participants were unique to a particular campus or 

were shared.  This chapter will explain the research design, discuss the source of data, 

describe the instrument for gathering data, demonstrate the method for collecting data, 

illustrate the pilot testing process, describe the method of data analysis that was in this 

study, and a chapter summary. 

Research Design 

 A quantitative research design was selected for this study to determine if the 

themes identified in Livingston‟s (2009) Student Veteran Academic and Social Transition 

Model (SVASTM) and Cabrera et al.‟s (1993) Integrated Model of Student Retention 

could be generalized at the universities selected for this study.  Three universities in 

Texas were compared in an attempt to identify differences in veterans' perceptions of 

their educational experiences.  The three participating institutions were selected because 

of demographic similarities, convenience, and geographic accessibility to the researcher. 

Gall et al. (2007) explained that attempting to generalize research findings to the 

target population may not be a sound practice.  However, a researcher can generalize his 

or her findings from the experimentally accessible population for subjects in the 
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institution being studied (p. 389).   Applying the criteria established by McMillan (2004), 

this study makes use of two types of research: correlational research and comparative 

study. 

 The primary component of this study is correlational research.  Gall et al. (2007) 

defined this as “studies in which the purpose is to discover relationships between 

variables through the use of correlational statistics (p. 332).  Gall et al. (2007) continued 

to explain that correlational research, “involves nothing more than collecting data on two 

or more variables for each individual in a group and computing a correlation coefficient” 

(p. 335).  Gall et al. (2007) identified several limitations of correlational research.  First, a 

correlation study cannot determine cause-and-effect relationships between correlated 

variables.  In other words, there is no way to separate independent variables that may not 

equally contribute to the dependent variable.  Second, in order to determine which 

variable has the strongest relationship, multiple studies would need to be conducted 

where each variable is isolated.  Third, some researchers have been critical of this type of 

analysis, because it “breaks down complex abilities, personality characteristics, and 

behavior patterns into simple components” (Gall et al., 2007, p. 341).  Finally, another 

type of analysis may more accurately identify complex, multiple variables.  Gall et al. 

(2007) outlined two primary advantages for conducting correlational research.  First, a 

large number of variables can be analyzed in a single study.  Second, the information 

provided from the analysis can “provide information concerning the degree of the 

relationship of the variables being studied” (Gall et al., 2007, p. 336).   

The secondary component of this research was a comparative study.  McMillan 

(2004) explained that a comparative study “compares two or more groups on a variable” 
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(p. 180).  For this study, each tenet of the Student Veteran Academic and Social 

Transition Model (SVASTM) were compared from university to university.  McMillan 

(2004) cautioned researchers that conducting a comparison does not imply causation.  

McMillan (2004) developed four criteria for evaluating a comparative study.  First, the 

researcher should accurately describe the research subjects and instrument.  Second, there 

should be criteria for establishing the groups.  For example, in this study, the criterion is 

that students at each university will be grouped together.  Third, the researcher should not 

make the assumption that causation has occurred.  Fourth, if the researcher uses a graphic 

representation of the results, he or she should not manipulate the image for an appearance 

of greater differences (pp. 181-182).  After developing an understanding of the theoretical 

basis for this study, the following research questions were developed to measure veteran 

students' intent to persist and issues that they experienced while enrolled in college. 

Research Questions 

RQ1:   Do the six variables in the Integrated Model of Student retention 

(encouragement of family and friends, finance attitudes, academic integration, 

social integration, institutional commitment, and goal commitment) significantly 

affect a student veteran‟s intent to persist at his or her current institution of higher 

education? 

RQ2:  Do the three tenets of the Student Veteran Academic and Social Transition 

Model (cornerstones, auxiliary aid, and environment) significantly affect a student 

veteran‟s intent to persist at his or her current institution of higher education? 
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Source of Data 

 For this study, student veterans that received the Post 9/11 G.I. Bill at three public 

research universities in the state of Texas were surveyed.  Each of the three universities 

surveyed was designated in 2009 as an emerging research university by the Texas state 

legislature (THECB, 2010).  In accordance with Texas House Bill 51, seven public 

universities in the state of Texas were designated to be eligible for additional research 

funding for the purpose of being designated as Tier I institutions.  In addition to spending 

$45 million dollars per year on research, the universities must meet four of the following 

six requirements:  $400 million endowment, 200 Ph.D.‟s awarded per year, high 

academic achievement of the freshman class, membership of Phi Beta Kappa or 

Association of Research Libraries, high quality faculty, and a commitment to high quality 

graduate education (THECB, 2010, para. 7).  Due to the similarity in the designation of 

these universities, three institutions were selected to participate.  The students that were 

asked to voluntarily participate in the survey were veterans of all branches of the United 

States military and were eligible to receive educational benefits as designated by the 

Veterans Administration.  This section will describe each institution and the criteria 

established for potential participants.   

 Institution A is an urban, public, doctoral-granting university founded in the late 

nineteenth century as a normal school and became a university in the 1960‟s.  Institution 

A is a part of one of the six university systems in Texas.   In fall 2009, there were 

approximately 35,000 students enrolled.  The six-year undergraduate graduation rate was 

45.6 percent.  Institution A had a retention rate for first-time degree seeking 

undergraduates of 74.3 percent.  The veterans‟ services office of Institution A is a 
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component of the university registrar‟s office.  In fall 2009, approximately 800 students 

were receiving veteran‟s benefits (THECB, 2010). 

 Institution B is an urban, public, doctoral-granting university originally founded 

in the late nineteenth century, originally as a private college.  In the middle twentieth 

century, Institution B became a university and member of one of the six university 

systems in Texas. In fall 2009, there were approximately 21,000 students enrolled.  In 

2009, the six-year undergraduate graduation rate was 33.8 percent.  Institution B has a 

retention rate for first-time degree seeking undergraduates of 71.3 percent.  The veterans‟ 

services office of Institution B is a component of the university registrar‟s office.  In fall 

2009, approximately 1,000 students were receiving veteran‟s benefits (THECB, 2010).  

 Institution C is a rural, public, doctoral-granting university founded in the early 

twentieth century.  Institution C became a university in the middle twentieth century and 

is a member of one of the six university systems in Texas.  In fall 2009, there were 

approximately 30,000 students enrolled.  The six-year undergraduate graduation rate was 

68.8 percent.  Institution C had a retention rate for first time degree seeking 

undergraduates of 80.9 percent.  The veterans‟ services office of Institution C is a 

component of the university registrar‟s office.  In the fall semester of 2009, 

approximately 650 students were receiving veteran‟s educational benefits (THECB, 

2010). 

 Additionally, Institution C was designated by McCormack (2010) as a military- 

friendly school.  The top 15 percent of colleges and universities that participated in the 

study were granted this status.  According to McCormack (2010), a panel of university 

administrators determined the weighted criteria for this designation were as follows:  
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certifications, programs, and policies; financial commitment; recruitment success; and 

other categories, such as academic accreditation (p. 114).  

 At each of the universities surveyed, the veteran services offices identified the 

pool of potential survey participants that received educational benefits.  The criteria for 

selection of the population to be examined were the same at each university.  

Participation was voluntary and anonymous.  First, the individual must have been an 

enrolled student at one of the institutions being surveyed, either part-time or full-time.  

Second, in order to survey students that experience the campus environment directly, the 

student must have been enrolled in more than 50 percent of their classes through face-to-

face instruction.  Third, the student must be a veteran of the United States Armed Forces.  

Fourth, the student must have received G.I. Bill educational funds.  Fifth, participants 

must have been first-time degree seeking, undergraduate students.  Sixth, participants 

must have been enlisted personnel of noncommissioned officers.  Voluntary demographic 

information was collected from the participants to determine if the respondents met the 

requirements of this study.  The voluntary demographic data collected in the survey were 

used to determine which participants met the established criteria.  Those respondents that 

did not meet the required criteria had their survey responses removed from the study.   

Instrument Design 

  The survey instrument used in this study was created specifically to collect 

quantitative data that relates to the transition of veterans into higher education.  

Additional questions created by Cabrera et al. (1993) were incorporated into the survey 

instrument to measure the student veteran‟s intent to persist at his or her current 

educational institution.  Cabrera et al. (1993) granted the researcher permission to use the 
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questions developed to test the Integrated Model of Student Retention through email 

correspondence (Appendix C).  The theoretical basis for this instrument was extrapolated 

from two previously developed models.   The first was Livingston‟s (2009) Student 

Veteran Academic and Social Transition Model (SVASTM).  The basic tenets of the 

SVASTM are as follows:  cornerstones, auxiliary aid, and campus culture.  Livingston 

granted the researcher permission to use the SVASTM through written correspondence 

(Appendix C).  The second was Cabrera et al.‟s (1993) Integrated Model of Student 

Retention.  The independent variables measured by Cabrera et al. (1993) were 

encouragement of friends and family, finance attitudes, academic integration, social 

integration, institutional commitment, and goal commitment.  The dependent variable 

was intent to persist.  The questions used to measure the independent and dependent 

variables were developed by Cabrera et al. (1993).  The dependent variable was intent to 

persist from the fall to spring semester for the one year examined.  The question that 

related to the dependent variable was “It is likely that I will re-enroll at my current 

institution in the spring” (Cabrera et al., 1994, p. 131).  The following paragraphs will 

outline the questions that directly applied to each independent variable. 

 Cabrera et al. (1994) addressed the variable that related to encouragement of 

family and friends by asking several questions (p. 130):  (13) My family approves my 

attending college at my current institution; (13) My family encourages me to continue 

attending college at my current institution; (21) My close friends encourage me to 

continue attending college at my current institution; and (37) My family is supportive of 

my choice to attend college.   
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 The next variable addressed by Cabrera et al. (1994) was finance attitudes.  One 

question was asked in the original survey, (40) I am satisfied with the amount of financial 

support (grants, loans, G.I. Bill, scholarships) I have received while attending college at 

my current institution (p. 130).  Additionally, two questions were created specifically for 

this survey to the survey to gain further insight on the population being studied.  (39) I 

have had no difficulty receiving my G.I. Bill benefits. (42) I have considered dropping 

out of college due to financial difficulty. 

 The third variable measured by Cabrera et al. (1994) was academic integration.  

Four questions were asked that contributed to this variable.  The questions were as 

follows:  (38) When I came to this college, I was worried that I forgot the things I had 

previously learned in school.  (47) I have performed academically as well as I anticipated 

I would.  (48) I am satisfied with my course curriculum. (49) I am satisfied with my 

academic experience. 

 The fourth variable measured by Cabrera et al. (1994) was social integration.  

Four questions that were modified to apply veteran related terminology.  The questions 

were as follows:  (6) Since coming to this university, I have developed close personal 

relationships with other veteran students. (7) Since coming to this university, I have 

developed close personal relationships with non-veteran students.  (11) It has been easy 

for me to meet and make friends that are non-veterans and are students at my current 

institution.  (12) It has been easy for me to meet and make friends that are veterans and 

are students at my current institution.   

 The fifth variable measured by Cabrera et al. (1994) was institutional 

commitment.  The following six questions applied to this variable.  (17) I am confident 
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that I made the right decision in choosing to attend college at my current institution.  (22) 

My close friends rate my current institution as a quality university. (24) It is important for 

me to graduate from college at my current institution as opposed from some other school. 

(25) I feel I belong at my current institution. (26) My education at my current institution 

will help secure my future employment. (43) I have considered dropping out of college 

for non-financial reasons. 

 The final variable measured by Cabrera et al. (1994) was goal commitment.  

There were two questions that related to this variable:  (4) It is important for me to get a 

college degree, and (5) It is important for me to finish my program of study. 

The survey instrument for this study consisted of two parts, questions that 

collected demographic information and questions relating to the research questions.  

Demographic information was collected through completing standardized questions.  The 

information collected included gender, age, ethnicity, marital status, number of 

dependents, living arrangements, employment status, student status, and primary mode of 

instruction.  The secondary component of the demographic questions addressed military 

related questions, such as branch of service, pay grade, time in service, and current duty 

status.   

For the questions that related to the research questions, participants selected 

responses from a Likert-type scale.  Ubersax (2006) outlined the criteria for the 

application of Likert scales (para. 9).  First, the scale must contain several items.  Second, 

response levels are arranged horizontally. Third, response levels are made up of 

consecutive integers.  Fourth, the levels are made up of statements that imply more-or-

less evenly distributed intervals.  Finally, the variables have a neutral middle and are 
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measured in levels of agreement/disagreement.  For this survey instrument, the responses 

were as follows:  (1) Strongly Disagree, (2) Disagree, (3) No Opinion, (4) Agree, and (5) 

Strongly Agree.  This scale is commonly used in research and the Likert-type scale is 

primarily analyzed as an interval scale.  Several authors addressed the use of Likert-type 

scales in order to justify them as interval scales.  Grace-Martin (2008) argued that 

researchers could estimate that a Likert-scale could be an ordered interval with equal 

intervals between values.  Grace-Martin (2008) justified use of the Likert-scale as an 

interval, if the researcher is certain that the scale of measurement used is applied properly 

and ethically.  Additionally, if the researcher uses a scale of at least five points, the 

interval can be assumed to be equidistant.   Clason and Dormody (1994) addressed this 

issue as follows, “Likert scaling presumes the existence of an underlying (or latent or 

natural) continuous variable whose value characterizes the respondents‟ attitudes and 

opinions. If it were possible to measure the latent variable directly, the measurement 

scale would be, at best, an interval scale” (p. 31).  The final question on the survey was 

open-ended to elicit responses that may have not been addressed in the questionnaire.  In 

the next paragraphs, each question in the survey will be related to an individual research 

question.  The complete survey is available in Appendices A and B. 

The survey questions relating to the research questions are divided into two 

groups.  The first was applied to the research questions relating to the Cabrera et al.‟s 

(1994) Integrated Model of Student Retention.  The second was applied to the three 

tenets of Livingston‟s (2009) SVASTM.  The validity of questions asked from the 

Integrated Model of Student Retention has previously been established by Cabrera et al. 

(1994).  Since this model is a combination of two previous models (Student Integration 
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and Student Attrition Models), Cabrera et al. (1994) established the validity of the 

Integrated Model through the number of hypotheses validated, which was 70 percent 

versus 40 percent.  Additionally, it was determined that the Integrated Model of Student 

Retention explained the observed variance of the persistence criterion at 44 percent 

versus 38 percent (p. 126).  The reliability coefficient for the scale was 0.75 (p. 131).  To 

determine validity of the questions that addressed the tenets of Livingston‟s (2009) 

SVASTM, a reliability analysis of the pilot study was conducted.  

In accordance to the standards prescribed by American Educational Research 

Association (1999), the face validity of the survey instrument was tested by an expert 

review (p. 19).  The survey instrument was reviewed by five individuals with direct 

knowledge of the relationship between veteran status and pursuing an undergraduate 

degree.  The reviewers were either employees or graduate students at three different 

universities.  The first reviewer was a student affairs professional, veteran of the United 

States Air Force, and G.I. Bill recipient.  The second reviewer was a faculty member, 

veteran of the United States Army, and G.I. Bill recipient.  The third reviewer was a 

doctor of philosophy candidate, active duty Air Force officer, and was preparing to 

deploy to Afghanistan in 2010.  The fourth reviewer was a student affairs professional, 

veteran of the United States Army, and G.I. Bill recipient.  The final reviewer was a 

recent doctor of philosophy graduate that completed his doctoral dissertation with the 

topic of veteran transition into higher education.  The feedback provided by this group of 

reviewers has contributed to the face validity of the survey instrument. 

 The remainder of the questions in the survey related to the three tenets identified 

in Livingston‟s (2009) Student Veteran Academic and Social Transition Model 
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(SVASTM).  The primary tenets identified were cornerstones, auxiliary aid, and 

environment.  Livingston (2009) identified two subcomponents of the cornerstone tenet:  

military influence and invisibility.  Each tenet had several questions that applied directly 

to each tenet of SVASTM.   

 The first tenet identified by Livingston (2009) was cornerstones.  Nine questions 

relate to the military influence sub-component of cornerstones. (1) Being a veteran is a 

part of my identity.  (2) I am proud of my military service.  (18) I feel like I can relate to 

non-veteran students.  (19) I feel like I can relate to veteran students.  (32) I have 

struggled academically since starting classes at this campus.  (36) My military mindset 

makes me a better student.  (44) I feel that my military service has made me more mature 

than non-veterans my own age.  (45) The personal discipline that I received in the 

military is helping me succeed as a student.  (46) I approach my academic work in the 

same manner as a military mission. Five questions relate to the invisibility subcomponent 

of cornerstones.  (3) I tell non-veterans that I am a veteran.  (8) I tell other student 

veterans that I am a veteran.  (9) Members of the campus community can tell I am a 

student veteran.  (29) I disclose how my military experiences have influenced my 

political opinions during class discussions.  (30) I disclose how my military experiences 

have influenced my understanding of other cultures during class discussions.  

 The next tenet identified by Livingston (2009) was auxiliary aid.  Eleven 

questions relate to this tenet.  (10) I am aware there is a student veteran‟s organization 

on-campus.  (14) I am involved in a student veteran‟s organization on-campus.  (33) I am 

aware of the academic support services (tutoring, writing center, math center, etc.) 

available to me as a student.  (34) I have utilized the academic support services (tutoring, 
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writing center, math center, etc.) available to me as a student.  (50) I am aware of the 

services provided through the campus disability services office.  (51) I have registered in 

the campus disability services office.  (52) I feel the campus disability services office 

effectively meets my needs.  (54) I am aware of the services provided through university 

counseling services.  (55) I have used university counseling services.  (56) I feel 

university counseling services effectively meets my needs.  (58) I feel the office where I 

go to verify my enrollment status for the VA effectively meet my needs.  (60) The staff in 

the office where I go to verify my enrollment status for the VA refers me to other 

services (on-campus and off-campus) if I need non-G.I. Bill related assistance.   

 The final tenet identified by Livingston (2009) was environment.  Twelve 

questions relate to this tenet.  (15) I am involved in extra-curricular activities on-campus 

(besides a veteran‟s organization).  (16) I am involved in community service activities 

(besides a veteran‟s organization).  (23) I feel that non-veteran students respect my status 

as a veteran.  (27) I feel that the faculty respects my status as a veteran.  (28) I feel that 

my instructors have a negative perception (or bias) because of my veteran status.  (31) 

My veteran‟s perspective is valued by my instructors.  (35) I have had a smooth transition 

from the military to college life.  (41) My campus financial services office has been 

supportive about my financial situation.  (53) The staff in the campus disability services 

office treats me with respect.  (57) The counselors in university counseling services treat 

me with respect.  (59) The staff in the office where I go to verify my enrollment status for 

the VA treats me with respect.  (61) The university as a whole is supportive of veterans. 
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Pilot Testing 

 Prior to distribution of the questionnaire to the intended population, a pilot study 

was conducted.  The questionnaire was distributed to a group of 11 student veterans 

enrolled at various universities across the United States.  Gall et al. (2007) explained that 

a pilot study “involves small-scale testing of the procedures that you plan to use in the 

main study, and revising the procedures based on what the testing reveals” (p. 56).  If 

clarification or adjustment to the survey instrument is necessary, adjustments will be 

made and a second pilot test will be conducted to ensure a well constructed survey 

instrument that can be understood by participants.  There were 11 participants in the pilot 

study with the demographic information provided in Tables 3.1 and 3.2. 
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Table 3.1  

 

Pilot Study Demographic Information 

Variable n=11 

Gender  

Male 8 

Female 3 

  

Ethnicity  

Caucasian 9 

Hispanic 1 

African-American 1 

  

Age 

 

Mean=31 years 

Classification  

Sophomore 1 

Junior 2 

Senior 3 

Graduate 5 

  

Enrollment Status  

Full-time 8 

Part-time 3 

  

Method of Instruction  

Traditional 8 

Online 3 

  

Credits Earned at Current University Mean=50 

  

Grade Point Average  

2.51-3.0 3 

3.01-3.5 3 

3.51-4.0 5 

  

Housing Status  

Off-campus 11 

  

Dependents Mean=1.18 

Employment Status  

Full-time 4 

Part-time (Off-campus)  3 

Part-time (On-campus) 1 

Part-time (On-campus Work Study) 1 

Not Employed 1 
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Table 3.2  

 

Pilot Study Veteran Demographics 

Variable n=11 

Military Branch  

Army 6 

Air Force 4 

Marine Corps 1 

  

Enlistment Status  

Active Duty 8 

Reserves 2 

National Guard 1 

  

Veteran Status  

Active Duty 1 

Honorably Discharged 9 

Individual Ready Reserves 1 

  

Length of Service Mean=10.2 years 

  

Highest Pay Grade Achieved  

E-3 2 

E-4 2 

E-5 5 

E-6 1 

E-7 1 

  

Deployed to Combat Zone  

Yes 8 

No 3 

  

Experienced Combat  

Yes 8 

No 3 

  

Educational Funding  

Post 9/11 GI Bill 7 

Montgomery GI Bill 2 

REAP 1 
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After collecting the data from the pilot study participants, reliability analysis was 

conducted on the questions related to the SVASTM using PASW 19.  The initial 

Cronbach‟s alpha coefficient was 0.674.  After removing four questions from the 

analysis, the Cronbach‟s alpha coefficient was 0.772, which is within the acceptable 

range for reliability.  The following questions were removed to increase reliability:  (11) 

It has been easy for me to meet and make friends that are non-veterans and are students at 

my current institution; (14) I am involved in a student veteran‟s organization on-campus; 

(18) I feel like I can relate to non-veteran students; and (35) I have had a smooth 

transition from the military to college life.  

Additionally, reliability for each of the tenets of the Livingston‟s (2009) 

SVASTM was tested.  The first tenet of the SVASTM tested was cornerstones.  The 

Cronbach‟s alpha coefficient was 0.799, which is within the acceptable range for 

reliability.  The second tenet tested was auxiliary aid.  The initial Cronbach‟s alpha 

coefficient was 0.771, which is within the acceptable range for reliability.  The final tenet 

of the SVASTM was environment.  The initial Cronbach‟s alpha coefficient was 0.592.  

After removing six questions, the Cronbach‟s alpha coefficient was 0.762, which is 

within the acceptable range for reliability.  Cabrera et al.‟s (1995) Integrated Model of 

Student Retention had a Cronbach‟s alpha previously determined at 0.75.  

After analyzing the reliability of the survey instrument as it applies to the 

individual tenets examined, six questions were removed from the survey instrument:  (28) 

I feel that my instructors have a negative perception (or bias) because of my veteran 

status; (31) My veteran‟s perspective is valued by my instructors; (41) My campus 

financial services office has been supportive about my financial situation; (53) The staff 
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in the campus disability services office treats me with respect; (57) The counselors in 

university counseling services treat me with respect; and (61) The university as a whole is 

supportive of veterans.  

Collecting the Data 

 The method of collecting the data will be outlined in this section.  Before the 

survey was distributed, the research protocol was approved by the Institutional Review 

Board (IRB) at all participating universities and authorized procedures were followed to 

ensure proper treatment of human subjects.  First, there will be a description of the 

respondents.  Second, there will be a discussion of the administration of the 

questionnaire.  Finally, the limitations of the selected data collection methods will be 

addressed.    

The criteria for selection of the population examined were the same at each 

university.  All students fitting the predetermined selection criteria were sent the survey 

instrument.  Therefore the population, not a sample, participated voluntarily.  The 

researcher designed the questionnaire and distributed and collected all responses.  The 

questionnaire was distributed electronically.  In an effort to ensure anonymity and 

designate responses from institution to institution, three identical surveys were created.  

Each university was sent a link corresponding with the designated survey.  To explain the 

study, an introductory email explaining the importance of the questionnaire was 

composed by the researcher.  The veterans‟ services administrator on each campus sent 

the message through a list-serve voluntarily subscribed to by student veterans.  

Respondents voluntarily participated in the study through completion of the on-line 

survey instrument.  Every two weeks for a period of six weeks, a follow-up message was 
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sent by the campus administrator at each of the three universities in an attempt to 

maximize the rate of response. 

Several publications discussed the use of on-line surveys.  Fricker and Schonlau 

(2002) discussed the advantages and disadvantages of on-line survey distribution.  

According to their research, the advantages were low cost, faster distribution and 

response, and in comparison with other methods of distribution, higher response rates can 

be expected.  Some of the potential disadvantages to on-line survey distribution are 

security, length of the survey, and getting lost in the mass amount of messages sent to 

individuals.  The issue of security is a concern.  Unless security software is in place, there 

is no way for researchers to ensure that each respondent completes the survey only once 

or that the intended population or sample is the only group with access to the survey.  

Fricker and Schonlau (2002) assumed that individuals that may be targeted for on-line 

surveys may have shorter attention spans; therefore they may not complete longer 

surveys.   Finally, people receive multiple email messages daily, and may be 

unresponsive to unsolicited messages.  Kiesler and Sproull (2001) noted that electronic 

surveys result in similar response rates as mail surveys, if the intended population is 

“relatively well-educated, urban, white collar, and technologically sophisticated” (p. 

411).   

 Additionally, Reips (2000) outlined the advantages and disadvantages of web-

based survey distribution when compared against traditional laboratory testing.  There 

were nearly 20 advantages listed.  Some of which were access to a large number of 

potential participants, low distribution costs, completely voluntary participation, and a 

reduction in experimenter effects on participants.  Some of the disadvantages outlined by 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

92 
 

Reips (2000) were potential security issues, high dropout rate, no way for the researcher 

to clarify questions that may arise, and external validity may be limited to the dependence 

on the computer and networks.     

Description of Data Analysis 

 The data analysis consisted of four components.  The first used descriptive 

statistics to identify the demographic responses from each participating university.  The 

second analysis was completed to determine if there was a significant difference between 

the respondents at each of the Texas research universities. The third component used 

multiple regression analysis to predict intent to persist using the independent variables 

identified by Cabrera et al. (1994) and Livingston‟s (2009) SVASTM (encouragement of 

family and friends, finance attitudes, academic integration, social integration, institutional 

commitment, goal commitment, cornerstones, auxiliary aid, and environment).  The 

remainder of this section clarifies the methods of data analysis used in this study. 

 Since this is the original study for this instrument, baseline data was collected and 

reported.  Descriptive statistics were used to describe the responses to demographic 

questions.  For the demographic questions, nominal data was collected.  Therefore, the 

frequency of each response was reported.   

In order to determine if the groups surveyed were significantly different, a 

multivariate analysis of variance (MANOVA) was computed in PASW 19 with the three 

Texas research universities measured as the three levels of independent variables 

(cornerstones, auxiliary aid, and environment).  Additionally, a one-way analysis of 

variance was computed to determine if there was a significant difference in the groups in 

relation to the intent to persist variable. 
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 The first component of data analysis addressed the first research question and 

involved conducting a multiple regression to determine the relationships between the 

independent variables (encouragement of friends and family, finance attitudes, academic 

integration, social integration, institutional commitment, and goal commitment) and the 

dependent variable (intent to persist).  The second multiple regression analysis conducted 

tested the relationship between the independent variables of the tenets of Livingston‟s 

(2009) SVASTM:  cornerstones, auxiliary aid, and environment and the dependent 

variable of intent to persist.    The statistical method used to interpret these relationships 

was multiple linear regression analysis.   

Chapter Summary 

 This chapter described the research design and methodology to be used for this 

study.  First, it was determined to conduct a quantitative study utilizing descriptive 

statistics and comparative analysis.  The sample was drawn from student veterans 

enrolled at three public research universities in Texas.  Data was collected through an on-

line survey instrument with questions that address Livingston‟s (2009) SVATSM and 

were designed specifically for this study.  Additionally, questions previously created by 

Cabrera et al. (1993) were used to address the Integrated Model of Student Persistence.  

Prior to distribution of the survey instrument, a pilot study was distributed and analyzed.  

After necessary adjustments were made to the survey instrument, the link to the survey 

instrument was distributed to student veterans at each of the three universities.  After data 

was collected, the following statistical analyses were conducted:  MANOVA and 

multiple linear regression.   
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CHAPTER IV 

RESULTS 

 This chapter presents the results of data collected from the student veterans 

surveyed.  The information collected from the survey was demographic data and the 

participants‟ responses to the questions were formulated to address their intent to persist 

as it applies to the Integrated Model of Student Retention and the Student Veteran 

Academic and Social Transition Model.  The statistical analysis software used was 

PASW version 19.  The topics in this chapter include:  a review of the purpose of the 

study; a restatement of the research questions; the descriptive statistics of participant 

demographics and survey responses; regression analyses relating intent to persist with 

both the Integrated Model of Student Retention and the Student Veteran Academic and 

Social Transition Model; and a chapter summary. 

Purpose of the Study Restated 

 The purpose of this study was to identify and analyze the factors that contributed 

to the intent to persist of student veterans who receive educational funding from the Post 

9/11 G.I. Bill.  This study also compared three institutions of higher education to 

determine if the statistically significant variables were unique to a certain institution or 

was shared.  After the contributing variables are identified, higher education 

administrators will have a better understanding of the resources necessary to create a 

climate that will contribute to the success of veteran students.  The original G.I. Bill has 

been researched extensively, and the impact of the program has been well documented.  

However, there has been little research conducted since the 1970‟s in regard to G.I. Bill 

recipients and their successes in higher education.   
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Research Questions 

RQ1:   Do the six variables in the Integrated Model of Student retention 

(encouragement of family and friends, finance attitudes, academic integration, 

social integration, institutional commitment, and goal commitment) significantly 

affect a student veteran‟s intent to persist at his or her current institution of higher 

education? 

RQ2:  Do the three tenets of the Student Veteran Academic and Social Transition 

Model (cornerstones, auxiliary aid, and environment) significantly affect a student 

veteran‟s intent to persist at his or her current institution of higher education? 

Description of the Sample and Data Screening 

 The survey instrument was distributed through each of the three Texas research 

institution‟s veteran‟s benefits listserv.  Three identical surveys were created to keep the 

identity of the respondents anonymous while enabling the researcher to designate the 

institution the respondent attended.  The overall veteran population receiving veteran‟s 

benefits at each university selected for the study was approximately 1,000 at Institution 

A, 800 at Institution B, and 500 at Institution C.  However, the target population was 

students that were receiving educational benefits only from the Post 9/11 G.I. Bill.  The 

Veterans Administration certifying officials at each of the institutions selected the 

following eligible participants:  500 at Institution A, 322 at Institution B, and 180 at 

Institution C.  The total response at each institution was as follows:  100 at Institution A, 

161 at Institution B, and 118 at Institution C.   

 The criteria for participation in this study were defined as follows.  First, the 

individual must be an enrolled student at one of the institutions being surveyed, either 
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part-time or full-time.  Second, students must be enrolled in more than 50 percent of their 

classes through face-to-face instruction to ensure the student directly experienced the 

campus environment.  Third, the student must be a veteran of the United States Armed 

Forces.  Fourth, the student must be receiving Post 9/11 G.I. Bill educational funds.  

Fifth, participants must be first-time degree seeking, undergraduate students.  Sixth, 

participants must have been enlisted personnel or noncommissioned officers.  After 

screening the voluntary demographic information based on the factors above, 155 total 

surveys were considered for analysis:  66 at Institution A, 41 at Institution B, and 48 at 

Institution C.  This is a completion rate of 20 percent, 12.7 percent, and 26.7 percent 

respectively. 

Demographics 

 The first 20 questions of the survey instrument were used to collect demographic 

information from the participants.  The demographics questions represented one of two 

areas:  personal information and veteran information.  Demographic information 

collected from the sample was consistent with the overall demographics discussed in 

Chapter II.  According to the United States Department of Veterans Affairs (2011), the 

majority of veterans are Caucasian males that are veterans of the army and Marine Corps.  

Respondents were predominately Caucasian and in their late twenties.  Additionally most 

of the participants were considered upperclassmen.  Nearly all of the respondents were 

full-time students who lived off-campus.  Nearly half of the respondents were without 

dependents and either single or divorced.  Finally, most of the participating student 

veterans were either not employed or worked part-time at an off-campus job.  The 

majority of participants reported that they were succeeding academically from their self- 
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reported grade point averages.  The breakdown of the demographic data is shown in 

Table 4.1 and 4.2. 
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Table 4.1  

Personal Demographics Summary  

Variable  Institution A 

(n=66) 

Institution B 

(n=41) 

Institution C 

(n=48) 

Gender    

Female 12 (18.2%) 16 (39%) 7 (14.6%) 

Male 54 (81.8%) 25 (61%) 41 (85.4%) 

Ethnicity    

African American 2 (3%) 3 (7.3%) 1 (2.1%) 

Asian 2 (3%) 0 (0%) 1 (2.1%) 

Caucasian 52 (78.8%) 12 (29.3%) 34 (70.8%) 

Hispanic 8 (12.1%) 25 (58.5%) 11 (18.8%) 

Native American 0 (0%) 1 (2.4%) 1 (0%) 

Other 2 (3%) 1 (2.4%) 1 (2.1%) 

    

Mean Age 28.75  29.05 26.69 

Classification    

Freshman 10 (15.2%) 7 (17.1%) 6 (12.5%) 

Sophomore 12 (18.2%) 11 (26.8%) 16 (33.3%) 

Junior 15 (22.7%) 9 (22%) 15 (31.3%) 

Senior 29 (43.9%) 14 (34.1%) 11 (22.9%) 

    

Credits Earned  56.02 45.33 41.96 

    

Enrollment Status    

Full-Time 65 (98.5%) 39 (95.1%) 46 (95.8%) 

Part-Time 1 (1.5%) 2 (4.9%) 2 (4.2%) 

    

Housing Status    

Off-Campus 66 (100%) 41 (100%) 46 (97.9%) 

On-Campus 0 (0%) 0 (0%) 2 (2.1%) 

 

Marital Status 

   

Divorced 12 (18.2%) 7 (17.1%) 4 (8.3%) 

Married 24 (36.4%) 22 (53.7%) 20 (41.7%) 

Single 30 (45.5%) 12 (29.3%) 24 (50%) 

    

Dependents (Mean) 0.6 1.14 0.4 

    

Employment Status    

Full Time 10 (15.2%) 7 (17.1%) 3 (6.3%) 

Not Employed 32 (48.5%) 31 (75.6%) 27 (56.3%) 

Part Time (Off-Campus) 20 (30.3%) 2 (4.9%) 11 (22.9%) 

Part Time (On-Campus) 3 (4.5%) 0 (0%) 4 (8.3%) 

Part Time (Work Study) 1 (1.5%) 1 (2.4%) 3 (6.3%) 
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Table 4.2  

 

Self-reported Grade Point Average of Student Veterans 

GPA Range Institution A 

(n=66) 

Institution B 

(n=41) 

Institution C 

(n=48) 

    

No Credits Completed 3 (4.5%) 0 (0%) 2 (4.2%) 

0.5-1.0 2 (3%) 0 (0%) 1 (2.1%) 

1.01-1.5 1 (1.5%) 1 (2.4%) 1 (2.1%) 

1.51-2.0 2 (3%) 0 (0%) 3 (6.3%) 

2.01-2.5 4 (6.1%) 3 (7.1%) 1 (2.1%) 

2.51-3.0 10 (15.2%) 7 (17.1%) 7 (14.6%) 

3.01-3.5 22 (33.3%) 13 (31.7%) 11 (22.9%) 

3.51-4.0 22 (33.3%) 17 (41.5%) 22 (45.8%) 

 

 The second portion of the demographic information collected from the 

participants addressed questions about their military experiences.  When asked which 

branch of the armed forces they served, in the majority of the participants stated that they 

served active duty in the army (n=64, 41.2%) or the marines (n=41, 26.5%).  Most had 

achieved the pay grade of E-5 or E-6, which is consistent with their number of years in 

the service.  The majority of participants had been deployed to a combat zone.  Of those 

that had been deployed to a combat zone, nearly half stated that they had directly 

experienced combat.  The breakdown of the demographic data is shown in Table 4.3. 
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Table 4.3 

 

Military Service Demographics 

Variable Institution A 

(n=66) 

Institution B 

(n=41) 

Institution C 

(n=48) 

Military Branch    

Air Force 10 (15.2%) 1 (2.4%) 6 (12.5%) 

Army 21 (31.8%) 25 (61%) 18 (37.5%) 

Coast Guard 2 (3%) 0 (0%) 0 (0%) 

Marine Corps 18 (27.3%) 8 (19.5%) 15 (31.3%) 

Navy 15 (22.7%) 7 (17.1%) 9 (18.8%) 

    

Enlistment Status    

Active Duty 41 (62.1%) 27 (65.9%) 36 (75%) 

Active Duty (National 

Guard) 

1 (1.5%) 2 (4.9%) 2 (4.2%) 

Active Duty (Reserve) 7 (10.6%) 5 (12.2%) 2 (4.2%) 

National Guard 5 (7.6%) 2 (4.8%) 1 (2.1%) 

Reserve 12 (18.2%) 5 (12.2%) 7 (14.6%) 

    

Length of Service (Mean) 8.11 7.78 5.31 

    

Highest Pay Grade     

E-3 4 (6.1%) 2 (4.9%) 3 (6.3%) 

E-4 20 (30.3%) 14 (34.1%) 15 (31.3%) 

E-5 29 (43.9%) 19 (46.3%) 28 (58.3%) 

E-6 8 (12.1%) 3 (7.3%) 1 (2.1%) 

E-7 4 (6.1%) 1 (2.4%) 1 (2.1%) 

E-8 1 (1.5%) 1 (2.4%) 0 (0%) 

E-9 0 (0%) 1 (2.4%) 0 (0%) 

    

Deployed to Combat Zone    

Yes 50 (75.8%) 28 (68.3%) 39 (81.3%) 

No 16 (24.2%) 13 (31.7%) 9 (18.8%) 

    

Experienced Combat    

Yes 21 (31.8%) 17 (41.5%) 25 (52.1%) 

No 40 (60.6%) 20 (48.8%) 20 (41.7%) 

No Answer 5 (7.6%) 4 (9.8%) 3 (6.3%) 
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Quantitative Analysis 

Grouping of Data 

 In order to determine if the groups surveyed were significantly different on the 

variables identified in the SVASTM (cornerstones, auxiliary aid, and environment) and 

Integrated Model of Student Retention (encouragement of family and friends, finance 

attitudes, academic integration, social integration, institutional commitment, and goal 

commitment), two one-way MANOVA were conducted.  For each analysis, the 

independent variable was the institution, and the three levels were the three Texas 

research institutions surveyed.  The variables within the SVASTM and the Integrated 

Model of Student Retention were the dependent variables for each analysis.  For the 

SVATSM model, a one-way MANOVA revealed no significant multivariate main effect 

for institution, Wilks‟ Λ = 0.971, F(6, 300.00) = 0.741, p = 0.617, η
2
 = 0.015.  Power to 

detect the effect was .293.  Therefore, it is confirmed that there was no significant 

differences between institutions in relation to the variables of the SVATSM.   

For the Integrated Model of Student Retention, a one-way MANOVA revealed no 

significant multivariate main effect for institution, Wilks‟ Λ = .934, F(12, 294.00) =.844, 

p = .605, η
2
 = .033.  Therefore, it is confirmed that there was no significant differences 

between institutions in relation to the variables of the Integrated Model of Student 

Retention.  

 Additionally, a one-way analysis of variance was computed to determine if there 

was a significant difference from institution to institution in regard to the intent to persist 

variable.  The analysis revealed no significant differences between institutions, F(2, 152) 

= 1.331, p = 0.267.  After conducting these analyses, it can be determined that there is no 
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statistically significant difference between the three groups of students surveyed at the 

three Texas research universities or any of the research variables.  Therefore, the sample 

was combined to create a sample with an overall n=155. 

Reliability 

The next analysis that was conducted was to test the reliability and validity of the 

scales.  Each scale was evaluated for validity and reliability issues through internal 

consistency estimates.  Cronbach‟s alpha coefficient for the scales ranged from the lowest 

of .470 for Academic Integration and .837 for Cornerstones.  The overall Cronbach‟s 

alpha for the variables within the SVASTM was .818, which is within the suggested 

range of an acceptable score for reliability (Nunnaly, 1978).  The overall Cronbach‟s 

alpha for the variables within the Integrated Model of Student Retention was .722, which 

is also within the suggested range of an acceptable score for reliability.  Additionally, 

Morrow and Jackson (1993) argued that for research with a sample size of more than 50, 

an alpha of .537 is reliable.  Internal consistency values are shown on Table 4.4.  
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Table 4.4  

 

Internal consistency values 

Variables Cronbach’s Alpha 

Cornerstones .837 

  

Auxiliary Aid .687 

  

Environment .545 

  

SVASTM .818 

  

Encouragement of Family and Friends .763 

  

Finance Attitudes .622 

  

Academic Integration .470 

  

Social Integration .642 

  

Institutional Commitment .521 

  

Goal Commitment .771 

  

Integrated Model of Student Retention .722 

 

n = 155 

Means and Standard Deviation 

 The mean and standard deviation of the variables created to measure the 

Integrated Model of Student Retention (encouragement of family and friends, finance 

attitudes, academic integration, social integration, institutional commitment, and goal 

commitment) and the three tenets of the Student Veteran Academic and Social Transition 

Model (cornerstones, auxiliary aid, and environment) were calculated.  For the variables 

that measured the Integrated Model of Student Retention, the means ranged from 2.92 to 

4.74 with standard deviation ranging from 0.054 to 0.85.  For the variables that measured 

the SVASTM, the means ranged from 3.02 to 3.63 with standard deviations ranging from 
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0.52 to 0.63.  The dependent variable, intent to persist, showed a mean of 4.45 and a 

standard deviation of 0.94.  The means and standard deviations of each variable are listed 

in Table 4.5. 

Table 4.5  

 

Summary of means and standard deviations for each variable (n=155) 

Variable Mean Standard Deviation 

Encouragement of Family 

and Friends (4 Questions) 

4.36 0.67 

   

Finance Attitudes  

(3 Questions) 

3.27 0.61 

   

Academic Integration  

(4 Questions) 

3.82 0.65 

   

Social Integration 

(3 Questions) 

2.92 0.85 

   

Institutional Commitment 

(6 Questions) 

3.68 0.54 

   

Goal Commitment 

(2 Questions) 

4.74 0.56 

   

Cornerstones 

(13 Questions) 

3.63 0.63 

   

Auxiliary Aid 

(11 Questions)  

3.02 0.52 

   

Environment 

(5 Questions) 

3.28 0.64 

   

Intent to Persist 4.45 0.94 
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Research Question One 

 Research question one was, do the six variables in the Integrated Model of 

Student retention (encouragement of family and friends, finance attitudes, academic 

integration, social integration, institutional commitment, and goal commitment) 

significantly affect a student veteran‟s intent to persist at his or her current institution of 

higher education?  Multiple regression (MR) analysis was conducted to develop an 

equation for predicting a student veteran‟s intent to persist from the six variables 

identified by the Integrated Model of Student Retention.  R for the full regression was 

significant (R = .339), F(6, 148) = 3.198, p = .006, indicating the resulting model was 

significantly accurate.  With an adjusted R
2 
of .079, the full model indicated that only 7.9 

percent of the variance in intent to persist was associated with the variance of the six 

variables in the Integrated Model of Student Retention.  None of the predictor variables, 

social integration (t (148) = -1.671, p<.01), institutional commitment (t (148) = 1.66, 

p<.01), goal  commitment (t (148) = .183, p = .855), encouragement of family and friends 

(t (148) = 495, p = .137), academic integration (t (148) = 1.627, p = .106), and finance 

attitudes (t (148) = 1.206, p = .230), were significant predictors of intent to persist. 

Therefore it is determined that for the current sample, none of the variables that make up 

the Integrated Model of Student Retention significantly affect a student veteran‟s intent to 

persist at his or her current institution.  The total regression matrix can be found in Table 

4.6. 
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Table 4.6  

 

Retention regression matrix table   

Model R=.339  Adj. R
2
=.079 B Standard 

Error 

β 

Constant   1.716 .810  

      

Encouragement of 

family and friends 

  0.182 0.122 0.129 

      

Finance Attitudes   0.149 0.123 0.097 

      

Academic 

Integration 

  0.199 0.122 0.138 

      

Social Integration   -0.153 0.091 -0.138 

      

Institutional 

Commitment 

  0.276 0.166 0.157 

      

Goal 

Commitment 

  0.027 0.147 0.016 
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Research Question Two 

 Research question two states, do the three tenets of the Student Veteran Academic 

and Social Transition Model (cornerstones, auxiliary aid, and environment) significantly 

affect a student veteran‟s intent to persist at his or her current institution of higher 

education?  Multiple regression (MR) analysis was conducted to develop an equation for 

predicting a student veteran‟s intent to persist from the three variables identified by the 

SVASTM.  R for the full regression was significant (R = .248), F(3, 151) = 3.299, p = 

.022, indicating that the resulting model was significantly accurate.  With an adjusted R
2 

of .043, only 4.3 percent of the variance in intent to persist is associated with the variance 

of the three variables in the SVASTM.  Only the predictor of environment was significant 

(t (151) = 2.913, p=.004), with cornerstones (t (151) = .276, p = .783) and auxiliary aid (t 

(151) = -1.072, p= .286) as non-significant predictors.   Therefore for the current sample, 

the only variable that significantly predicts a student veterans‟ intent to persist at his or 

her current institution was environment.  The total regression matrix can be found in 

Table 4.7. 

Table 4.7 

 

SVASTM regression matrix table   

Model R=.248 Adj. R
2
=.043 B Standard Error β 

Constant   3.564 .580  

      

Cornerstones   0.034 0.125 0.023 

      

Auxiliary Aid   -0.171 0.160 -0.094 

      

Environment   0.391 0.134 0.267* 

  

*p < .05 
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Chapter Summary 

Chapter IV was a presentation of the findings of this study.  The topics in this 

chapter included:  a review of the purpose of the study; a restatement of the research 

questions; the descriptive statistics of participant demographics and survey responses; 

regression analyses relating intent to persist with both the Integrated Model of Student 

Retention and the Student Veteran Academic and Social Transition Model; and a chapter 

summary.  The final chapter will discuss the results of the quantitative data collected. 
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CHAPTER V 

CONCLUSIONS AND RECOMMENDATIONS 

 The goal of Chapter V is to summarize the findings of the research study and 

form conclusions in from the data collected and analyzed.  In addition, this chapter will 

make recommendations that may potentially increase the persistence of student veterans, 

as well as make suggestions for future research. The topics covered in this chapter 

include a summary of the research, a summary of the findings, a discussion of the results, 

recommendations for future research, and the conclusion. 

Research Summary 

 The purpose of this quantitative study was to identify and analyze the factors that 

contribute to the intent to persist for student veterans who receive educational funding 

from the Post 9/11 G.I. Bill.  The data was tested through conducting multiple regression 

analyses to determine the relationship between a student veteran‟s intent to persist with 

the variables identified by the Integrated Model of Student Retention (encouragement of 

family and friends, finance attitudes, academic integration, social integration, institutional 

commitment, and goal commitment) and the Student Veteran Academic and Social 

Transition Model (cornerstones, auxiliary aid, and environment).   

Research Questions 

RQ1:   Do the six variables in the Integrated Model of Student retention 

(encouragement of family and friends, finance attitudes, academic integration, 

social integration, institutional commitment, and goal commitment) significantly 

affect a student veteran‟s intent to persist at his or her current institution of higher 

education? 
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RQ2:  Do the three tenets of the Student Veteran Academic and Social Transition 

Model (cornerstones, auxiliary aid, and environment) significantly affect a student 

veteran‟s intent to persist at his or her current institution of higher education? 

Summary of Findings 

 The data was collected through an on-line survey instrument distributed to student 

veterans who received educational benefits from the Post 9/11 G.I. Bill at three public 

research institutions in Texas.  The following sections will discuss the findings of the 

study. 

Research Question One 

The first research question was do the six variables in the Integrated Model of 

Student retention (encouragement of family and friends, finance attitudes, academic 

integration, social integration, institutional commitment, and goal commitment) 

significantly affect a student veteran‟s intent to persist at his or her current institution of 

higher education?  The analysis failed to identify any statistically significant predictor 

variables for a student veteran‟s intent to persist.  Each of the variables identified in the 

Integrated Model of Student Retention will be discussed to estimate the reasons why the 

variable did not contribute to the rejection of the null.  One possibility for the failure to 

reject the null hypothesis was that the sample chosen for participation in Cabrera et al.'s 

(1993) original study was from traditionally-aged students.  Cabrera et al. (1993) 

described the original sample as non-married freshman under the age of 24 years.  The 

student participants for this study were students who had completed over 40 credit hours 

and were in their mid-twenties.  It is likely that other factors could have a greater 

influence on their intent to persist than the variables that made up the Cabrera et al. 
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(1993) model, such as, ability to transfer credit hours into degree programs, and whether 

or not the campus structure was more conducive to the needs of nontraditional students. 

The first variable indentified in the Integrated Model of Student Retention was 

encouragement of family and friends.  Results indicated that participants were in their 

mid-twenties and had served over six years in the military.  Nearly half were either 

married or divorced.  It would be reasonable to conclude that the influence of their family 

on life decisions would be much less than it would be for a traditionally-aged freshman.  

Student veterans have lived far away from their families during their military service; 

therefore they may not be dependent upon their families for emotional or economic 

support.  

The second variable, finance attitudes could have been affected by the tuition, fee, 

and housing assistance provided by the Post 9/11 G.I. Bill.  Although several participants 

discussed the financial strain of going to college, many student veterans enlisted in the 

military for the educational benefits provided by the Post 9/11 G.I. Bill.  Therefore, 

student veterans are making the conscious decision to forgo joining the workforce full-

time in order to complete their education.  Additionally, the increased monetary amount 

of the Post 9/11 G.I. Bill, especially the housing stipend, may sustain a student veteran 

while he or she is enrolled in college; especially if he or she is not married and is able to 

work part-time. 

The third variable identified by the Integrated Model of Student Retention was 

academic integration.  Cabrera et al. (1993) described this variable as the factors that 

influence a student‟s satisfaction with his or her academic program.  This may not have 

been a significant factor because the students that participated in this study were more 
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focused on degree completion and re-entering the workforce than they were on their 

overall academic “experience.”  Previous research published by Richardson and King 

(1998), Compton et al. (2006), and Bye et al. (2007) supports this premise.  Specifically, 

Compton, et al. (2006) suggested that colleges and universities establish academic 

programs that lessen the amount of time required to earn a degree by taking life and 

professional experiences into consideration. 

Social integration, the fourth variable noted in the Cabrera et al. (1993) model, 

was not statistically significant, and was the only variable with a negative beta.  The 

results of the study were consistent with other studies that addressed the low importance 

that student veterans and nontraditional students place on their social experience in 

college.  As previously addressed in the review of literature, conclusions made by Bozick 

and DeLuca (2005) and Taniguchi and Kaufman (2005) provide support for this 

conclusion.  These authors stated that nontraditional students may have family 

responsibilities that make the “traditional” college experience unimportant.  A student 

will be do his or her schoolwork and use family or previously established friendships 

when social interaction is wanted. 

The fifth variable identified in the Integrated Model of Student Retention was 

institutional commitment.  This variable may not have had a statistically significant 

impact on the participants‟ intent to persist because they were more focused on earning 

the degree for career advancement, not in the institution itself.  Compton et al. (2006) 

wrote, “The majority of adult students are led back into higher education due to a major 

life transition” (p. 74).  The transition from military to civilian life would qualify as a 

major life transition. 
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The final variable identified was goal commitment.  This variable measured the 

student‟s commitment to earning a college degree.  As Compton (2006) indicated, many 

nontraditional students do not attend college with the goal of degree attainment, but with 

the plan of earning college credit that could help them advance in their careers.  It could 

be possible that participants are going to college, but have not completely committed to 

making graduation a concrete goal. 

Failure to reject the null hypothesis is an indication that statistically, the variables 

that make up the Integrated Model of Student Retention are not significant predictors of 

the survey participant‟s intent to persist.  Future researchers must take this into 

consideration and attempt to apply a different model to the population of student veterans 

that receive educational benefits from the Post 9/11 G.I. Bill.  

Research Question Two 

Research question two was, do the three tenets of the Student Veteran Academic 

and Social Transition Model (cornerstones, auxiliary aid, and environment) significantly 

affect a student veteran‟s intent to persist at his or her current institution of higher 

education?  The only variable that was determined to be statistically significant was 

environment.  Livingston (2009) defined environment as the overall culture of the 

campus.  Some of the components of the overall campus culture identified in 

Livingston‟s (2009) study were the institution‟s military heritage and the veteran‟s 

perceptions of the attitudes of students, faculty, and the administration (p. 137).  Based on 

the findings of the study, when a veteran perceives the campus culture to be receptive to 

the needs of student veterans, a student veteran would be more likely to continue to be 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

114 
 

enrolled at his or her current institution of higher education.  Interpretation of the findings 

for the total sample will be discussed further in the discussion section of this chapter.   

The other two variables, cornerstones and auxiliary aid, were not statistically 

significant.  As Livingston (2009) noted, the components that make up the cornerstones 

variable, military influence and invisibility, may work in conflict with one another.  

Because of this internal conflict within student veterans, the quantitative measurement of 

this variable is difficult.  Similarly, Armstrong et al. (2006) discussed that student 

veterans do not utilize campus support services.  Therefore, the variable that measures 

auxiliary aid was not a statistically valid predictor of the participant‟s intent to persist. 

Discussion 

  After the examination of the results of the study, multiple conclusions can be 

discussed.  After testing both research questions, it has been determined that the overall 

campus climate was the only statistically significant predictor of a student veteran‟s 

intent to persist.  This supports conclusions referred to in the review of literature 

(Ackerman, et al., 2009; Armstrong, et al., 2006; Cook and Kim, 2009; DiRamio and 

Spires, 2009; Livingston, 2009; Rumann and Hamrick, 2009; Summerlot, et al., 2009).  

For students to succeed, they must feel a sense of belong at their institution.  The attitude 

of the members of the campus community toward a particular group of students will 

directly contribute to the overall campus climate.   

The student veterans who participated in this study made multiple comments in 

response to the open-ended question of the survey that directly related to the campus 

climate.  These comments were both positive and negative.  For example, Student One 
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wrote, “I feel that at (sic) Institution C students, professors, and employees have been 

incredibly thankful for my service.”  Student Two made the following comment: 

 I view the other students as immature.  In many ways I can't stand to be around 

them.  We are babied by the professors and I don't like that either.  I have 

probably been told 1,000 times that it's bad to wait until the last minute to do 

things or not to cheat, etc.  College is a much more serious ordeal for me than for 

these 'kids', but they get better grades because I struggle with ADHD, supposedly. 

Overall, I like it here. 

Student Three expressed mixed feelings about the campus environment.  He wrote the 

following: 

I feel that non-veteran students don‟t care about veterans or the experiences that 

veterans have gone through in combat.  Almost all non-veteran students are very 

self-centered, so it is a waste of my time to explain anything military to anyone 

who is not a vet.  In my opinion, professors do care about their combat vet 

students. 

Finally, Student Four wrote, “Civilians have absolutely no appreciation for the sacrifice a 

veteran makes for this country and the opportunity to be educated.”  These comments 

conveyed the overall sentiment of the participants.  They value the freedom to express 

one‟s own opinion, but are frustrated with the feeling of disconnect between themselves 

and non-veterans.   

Strengths and Weakness 

 The strengths of this study have been identified as follows.  The first strength of 

this study was the ability to generalize the findings to a greater population of student 
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veterans.  The demographic results are comparable to the demographics of student 

veterans in all of Texas.  As previously stated in the assumptions established in Chapter I, 

the state of Texas has the highest rate of military service in the United States.    

Therefore, this study can, at a minimum, be generalized for students attending public 

institutions of higher education in the state of Texas.  The second strength of this study 

was that it was a ground-breaking study that can be used as a baseline for other 

researchers to replicate at a different institution of higher education.  The third strength of 

this study is that Livingston‟s (2009) Student Veteran Academic and Social Transitions 

Model was formulated through a qualitative study.  This study tested the model using 

quantitative methodology.  The overall strength of this study is that it contributes to 

fulfilling the overall need for research in the area of the persistence of student veterans.   

 There are several weaknesses of this study that have been identified.  First, only 

three Texas research universities participated.  In order to be able to generalize the 

findings for all students receiving educational benefits from the Post 9/11 G.I. Bill, a 

larger sample of public and private four-year institutions and community colleges with 

various missions and in various states is suggested.  The second weakness is that students 

were measured by their intent to persist.  For a more effective study, a cohort of students 

could be followed from admission through leaving the institution.  However, time 

constraints did not make this type of study feasible for the researcher.  The third 

weakness of this study was the questionnaire.  Before replication of this study, it is 

recommended that the questionnaire be examined.  The final weakness of this study was 

that only student veterans receiving educational benefits from the Post 9/11 G.I. Bill were 
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used as participants.  Student veterans receiving other educational benefits or no benefits 

could have made a significant contribution to this research. 

Veteran Friendly Environment Model 

 As the results of this study suggest, in order to more effectively contribute to the 

overall success of student veterans, institutions of higher education must establish policy 

and programs that better serve the needs of student veterans.  As noted in the review of 

literature, Southerland (2006) suggested that institutions of higher education must be 

prepared to accommodate the needs of nontraditional students.  This is also consistent 

with the conclusions of Livingston (2009).  These changes must come from all levels of 

the educational system, from those responsible for establishing curriculum standards to 

the individual student.  The following section will outline the tenets of the Veteran 

Friendly Environment Model.  A graphic representation of the model can be seen in 

Figure 5.1.  

 At the level that creates institutional policy, the undergraduate curriculum must be 

examined.  In the state of Texas, the Higher Education Coordinating Board establishes 

the criteria for the general education curriculum for all public institutions (Texas Higher 

Education Coordinating Board, 2011).  The rigidity of the curriculum inhibits the 

individual institution to adjust the curriculum to accommodate student veterans who have 

earned credits from multiple institutions of higher education during their military service.  

Compton et al. (2006) suggested that academic programs should take the student‟s 

professional and life experiences into consideration to lessen the amount of time the 

student must be enrolled to complete his or her degree program (p. 79).   
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If a student is succeeding academically and feels a connection to the overall 

campus community, he or she is more likely to continue to stay enrolled at the current 

institution.  Continued enrollment contributes to academic progression.  This is an 

important component for student veterans.  Many have already transferred a high number 

of credit hours into the university from courses completed during their military service.  

Many veteran students conveyed a feeling of frustration with the difficulties in applying 

previously earned credits to their current degree plan.  In the open-ended comments 

collected from the survey, one student wrote the following: 

The most difficult transition was transferring credits earned from military courses 

to the university. For example, my SMART transcript had 130 credits and 64 

were accepted by the university including many in my area of study.  I later found 

out that to actually have these courses, which had already been applied to my 

transcript, actually count towards my degree, I would have to meet with my 

school's associate dean.  This was a major hurdle and a year later it is still not 

sorted out. 

Another student expressed similar concern, when she wrote, “I wish the transferring of 

credits was valid.  I earned 52 credits from other universities while in the military and 

only three were counted towards my degree.”  The inability to progress academically, or 

to apply previously earned credits, has a negative impact on a student‟s ability to progress 

towards degree completion.  An assessment of a veteran‟s transcript should be completed 

to ensure that course descriptions are less standardized and allow for more flexibility in 

the application of previously earned credits to the student‟s degree plan. 
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 At the institutional level, there must be a systematic approach to ensure a veteran- 

friendly environment is established and maintained.  There are three programs that could 

be implemented to further improve the campus climate.  The first step is to familiarize 

new student veterans with the campus community.  Prior to each academic term, veteran-

only orientation sessions could be established to give this group of students a more 

individualized experience.  At institutions that have a small number of student veterans, 

this program could be partnered within non-traditional or transfer student orientation 

sessions.  This would give student veterans an opportunity to develop a peer network of 

student veterans, educate new students on the relationship between their benefits and the 

institution, and expose the veterans to services that are provided both on campus and in 

the outside community.  An additional program that could assist the student veterans after 

they are enrolled would be to establish a mentoring program.  Depending on the size of 

the institution and the number of veterans on campus, this could be peer mentors or 

mentors from the faculty and staff.  In either situation, the mentors should be adequately 

trained on the various resources, both on and off campus, available to student veterans.   

 As the results of this study have indicated, one of the key aspects of developing a 

veteran-friendly campus is having a campus community that is educated about the issues 

a student veteran may face.  When addressing the environment, Livingston (2009) wrote, 

“student veterans tended to rely on military colleagues whom they already knew or 

faculty members to whom they were introduced” (p. 136).  Cook and Kim (2009) also 

advocated for providing professional development programs for faculty and staff to 

educate them on the issues veterans may face.  Beyond a mentoring program, a veteran‟s 

advocate program could be established using an established curriculum.  A model that 
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can be examined is the Gay, Lesbian, Bisexual, and Transgender (GLBT) training used at 

many institutions of higher education.  Lennox (2009) developed a curriculum to train 

GLBT Allies at Texas Tech University.  Participants are trained with an established 

curriculum that educates faculty and staff about issues commonly experienced by GLBT 

students and provides them with a list of resources.  Upon completion of this training 

program, the trained Allies can display a sticker or a sign outside their offices indicating 

that the area is a safe place for GLBT students.  Using the same concept, “Green Zone” 

training can be developed and student veterans can be notified of this program during 

new student orientation.  After the “Green Zone” program is implemented, social media 

websites can be established and linked with a campus student veterans‟ webpage.  Then 

“Green Zones” locations will be accessible to any student with an internet-enabled 

electronic device.   

 At the departmental level, the office that has the responsibility of certifying 

student veterans‟ educational benefits must develop a system to track the academic 

success rates of the students it serves.  If an interaction with the student revealed a need 

for additional services, a formal referral protocol must be followed.  As previously noted, 

the only way to be able to address the success of the students served by the veterans‟ 

services area would be to maintain a longitudinal academic success database.  The 

instillation of cross-functional liaison model, as described by Strawn (2009) would give 

the support and guidance needed to train members of the campus community in the 

“Green Zone” program.   

 It is difficult to change an individual‟s perception of the military and of veterans.  

However, institutions of higher education can educate the entire student body about 
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issues faced by student veterans and by establishing military and veteran-friendly 

programs that can be presented throughout the academic year.  Many students who are 

entering college have not been exposed to the experiences of combat veterans, except 

through pop culture.  In many cases, movies and television display the negative 

experiences of combat veterans.  Many institutions of higher education have established 

summer reading programs for incoming freshman.  Adding books that accurately convey 

the experience of veterans to summer reading programs, such as Swafford‟s (2005) novel, 

Jarhead: A Marine's Chronicle of the Gulf War and Other Battles could help non-veteran 

students develop a more accurate understanding of the veteran perspective.  Additionally, 

institutions of higher education can publicly celebrate holidays that commemorate 

veterans, such as Veteran‟s Day, Memorial Day, and September 11.  A final approach is 

for an institution of higher education to partner with non-profit organizations that 

advocate for veterans and establish a unique event.  One example of this type of event 

was the “Wounded Warrior” football game that was played between the University of 

Missouri and Texas Tech University in November 2010.  This football game celebrated 

the sacrifices made by combat veterans by creating special uniforms for the Texas Tech 

University football team to wear to commemorate the event (Texas Tech University, 

2010).  With creativity and input from student veterans, an institution of higher education 

can establish programs and traditions that will increase awareness among the members of 

the campus community and improve the overall campus climate. 

 The components of the model are not the only programs and systems that could be 

implemented to create a veteran-friendly environment.  These are suggestions that could 

create a paradigm shift in the overall campus culture.  Each campus is unique, and other 
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programs and systems may be more successful.  The key aspect is having an institutional 

commitment to creating an environment that is conducive to the success of student 

veterans.  When the student veterans begin to feel a sense of belonging to the campus 

community, the overall level of student satisfaction and connection will be increased. 
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Figure 5.1 

Veteran Friendly Environment Model 
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Suggestions for Future Research 

 Because of the lack of research on the topic of the persistence of student veterans, 

it is necessary for more research to be conducted.  First, a longitudinal study of a cohort 

of student veterans would give researchers more insight on the retention of student 

veterans at a particular institution.  Second, future researchers could apply other retention 

models in order to identify the variables that have the greatest impact on student veterans‟ 

persistence.  Third, a research study that focuses on individual variables, such as 

environment, could give greater insight on how these variables impact the overall 

retention of student veterans.  Due to the minimal amount of research that has been 

published, researchers have a multitude of options to conduct research that would 

contribute to the literature. 

Conclusion 

 In the early twenty-first century, institutions of higher education face the 

challenge of effectively recruiting and retaining students.  As the pressure for 

accountability and proven success continues, institutions of higher education must be 

innovative in order to identify students who have the skills and abilities to earn degrees. 

Veterans are a unique pool of potential students who are older, more mature, and have 

been tested in adverse conditions.  These students also bring a revenue source that 

guarantees payment of tuition and fees.  The challenge is to create an environment that is 

welcoming and contributes the holistic development for the student veterans who attend 

the institution.  Being a veteran-friendly campus involves an institutional commitment to 

create an environment where student veterans are welcomed by all members of the 
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campus community and their success, both inside and outside the classroom, is the 

priority of all members of the campus community. 
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APPENDIX A 

Pilot Study Questionnaire 

I would greatly appreciate it if you completed this survey about your feelings and 

experiences at your current university.  The survey is approximately 80 questions and 

should not take any longer than 10-15 minutes to complete.   

Your participation is voluntary and your responses will remain anonymous.  You can skip 

any questions, or quit at any time.  There will be no personally identifying information 

collected from this survey. 

If you have any questions about this survey or the results of this survey, please contact 

me by email at ryan.van-dusen@ttu.edu or Dr. Michael Shonrock at 

michael.shonrock@ttu.edu or by phone at (806) 742-4360.   

 

Gender 

o Male 

o Female 

Ethnicity 

o African American 

o Asian 

o Caucasian 

o Hispanic 

o Other _____ 

Age: ___ 

Student Status 

o Freshman 

o Sophomore 

o Junior 

o Senior 

o Graduate 

o Professional School 

Enrollment Status 

o Full-Time 

o Part-Time 

Primary Method Instruction 

o On-line Classes 

o Distance Education 
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o Classes Held on Military Instillations 

o Traditional On-Campus Classes (More than 50% of Classes) 

Military Branch 

o Coast Guard 

o Air Force 

o Army 

o Marine Corps 

o Navy 

 

Military Duty Status 

 

o Active Duty 

o Reserve 

o National Guard 

Current Veteran Status 

o Active Duty 

o Honorably Discharged 

o Dishonorably Discharged 

o Other Than Honorable Discharge 

o Medical Discharge 

o Individual Ready Reserve 

o Active Reserve 

o Active National Guard 

o Individual Mobilization Augmentee 

Length of Service: ___ 

Highest Pay Grade Achieved 

o E-1 o O-1 

o E-2 o O-2 

o E-3 o O-3 

o E-4 o O-4 

o E-5 o O-5 

o E-6 o O-6 

o E-7 o O-7 

o E-8 o O-8 

o E-9 o O-9 

 

Have you ever deployed to a Combat Zone? 

 

o Yes 

o No 

If yes, were you directly involved in combat? 
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o Yes 

o No 

 

College Credits earned before enrolling at current university:  ___ 

 

Grade Point Average: 

o No credits completed 

o 0.0—0.5  

o 0.51—1.0 

o 1.01—1.5 

o 1.51—2.0 

o 2.01—2.5 

o 2.51—3.0 

o 3.01—3.5 

o 3.51—4.0 

I live: 

o On-Campus 

o Off-Campus 

Marital Status 

o Single 

o Married 

o Divorced 

o Widowed 

Number of Dependants 

o 0 

o 1 

o 2 

o 3 

o 4 

o 5 

o 6 

o More than 7 

Employment Status 

o Full-Time 

o Part-Time (Off Campus) 

o Part-Time (On Campus) 

o Part-Time (Work Study) 

o Not Employed 
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Which form of aid are you currently using? 

o Chapter 30:  Montgomery G.I. Bill 

o Chapter 31:  Vocational Rehabilitation 

o Chapter 32:  Post-Vietnam Era Veteran‟s Educational Assistance Program 

(VEAP) 

o Chapter 34/30:  Vietnam Era Veteran‟s Educational Assistance Program 

o Chapter 35:  Dependent‟s Educational Assistance Program 

o Chapter 1606:  Montgomery G.I. Bill—Selected Reserve Educational Assistance 

Program 

o Chapter 1607:  Reserve Educational Assistance Program (REAP) 

o Chapter 33:  Post 9/11 Veteran‟s Educational Assistance Act of 2008 

o Hazlewood Act 

Please, answer each question using the following scale: 

1 = Strongly Disagree 

2 = Disagree 

3 = No Opinion 

4 = Agree 

5 = Strongly Agree 

1. Being a veteran is a part of my identity. 

 

1 2 3 4 5  

 

2. I am proud of my military service. 

 

1 2 3 4 5  

 

3. I tell non-veterans that I am a veteran. 

 

1 2 3 4 5  

 

4. It is important for me to get a college degree. 

1 2 3 4 5 

5. It is important for me to finish my program of study. 

1 2 3 4 5 

 

6. Since coming to this university, I have developed close personal relationships 

with other veteran students. 
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1 2 3 4 5 

7. Since coming to this university, I have developed close personal relationships 

with non-veteran students. 

1 2 3 4 5 

 

8. I tell other student veterans that I am a veteran. 

 

1 2 3 4 5  

 

9. Members of the campus community can tell I am a student veteran. 

 

1 2 3 4 5  

 

10. I am aware there is a student veteran‟s organization on-campus. 

 

1 2 3 4 5  

 

11. It has been easy for me to meet and make friends that are non-veterans and are 

students at my current institution. 

1 2 3 4 5 

12. It has been easy for me to meet and make friends that are veterans and are 

students at my current institution. 

1 2 3 4 5 

 

13. My family approves my attending college at my current institution. 

1 2 3 4 5 

14. I am involved in a student veteran‟s organization on-campus. 

 

1 2 3 4 5  

 

15. I am involved in extra-curricular activities on-campus (besides a veteran‟s 

organization). 

 

1 2 3 4 5 

 

 

16. I am involved in community service activities (besides a veteran‟s organization). 

 

 1 2 3 4 5  
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17. I am confident that I made the right decision in choosing to attend college at my 

current institution. 

1 2 3 4 5 

 

18. I feel like I can relate to non-veteran students. 

 

1 2 3 4 5  

 

19. I feel like I can relate to veteran students. 

 

1 2 3 4 5  

 

20. My family encourages me to continue attending college at my current institution. 

1 2 3 4 5 

21. My close friends encourage me to continue attending college at my current 

institution. 

1 2 3 4 5 

22. My close friends rate my current institution as a quality university. 

1 2 3 4 5 

 

23. I feel that non-veteran students respect my status as a veteran. 

 

1 2 3 4 5  

 

24. It is important for me to graduate from college at my current institution as 

opposed from some other school. 

1 2 3 4 5 

25. I feel I belong at my current institution. 

1 2 3 4 5 

26. My education at my current institution will help secure my future employment. 

1 2 3 4 5 

 

27. I feel that the faculty respects my status as a veteran. 

 

1 2 3 4 5  
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28. I feel that my instructors have a negative perception (or bias) because of my 

veteran status. 

 

1 2 3 4 5  

 

29. I disclose how my military experiences have influenced my political opinions 

during class discussions. 

 

1 2 3 4 5  

 

30. I disclose how my military experiences have influenced my understanding of 

other cultures during class discussions. 

 

1 2 3 4 5 

 

 

31. My veteran‟s perspective is valued by my instructors. 

 

1 2 3 4 5  

 

32. I have struggled academically since starting classes at this campus. 

 

1 2 3 4 5 

 

33. I am aware of the academic support services (tutoring, writing center, math 

center, etc.) available to me as a student. 

 

1 2 3 4 5 

 

 

34. I have utilized the academic support services (tutoring, writing center, math 

center, etc.) available to me as a student. 

 

1 2 3 4 5 

 

35. I have had a smooth transition from the military to college life. 

 

1 2 3 4 5 

 

36. My military mindset makes me a better student. 

 

1 2 3 4 5 

 

37. My family is supportive of my choice to attend college. 

 

1 2 3 4 5 



                                                                        Texas Tech University, Ryan Van Dusen, May 2011   
 

143 
 

 

38. When I came to this college, I was worried that I forgot the things I had 

previously learned in school. 

 

1 2 3 4 5 

 

39. I have had no difficulty receiving my G.I. Bill benefits. 

 

1 2 3 4 5 

40. I am satisfied with the amount of financial support (grants, loans, G.I. Bill, 

scholarships) I have received while attending college at my current institution. 

1 2 3 4 5 

 

41. My campus financial services office has been supportive about my financial 

situation. 

 

1 2 3 4 5 

 

42. I have considered dropping out of college due to financial difficulty. 

 

1 2 3 4 5 

 

43. I have considered dropping out of college for non-financial reasons. 

 

1 2 3 4 5 

 

 

44. I feel that my military service has made me more mature than non-veterans my 

own age. 

 

1 2 3 4 5 

 

45. The personal discipline that I received in the military is helping me succeed as a 

student. 

 

1 2 3 4 5 

 

46. I approach my academic work in the same manner as a military mission. 

 

1 2 3 4 5 

 

47. I have performed academically as well as I anticipated I would. 

1 2 3 4 5 

48. I am satisfied with my course curriculum. 
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1 2 3 4 5 

49. I am satisfied with my academic experience. 

1 2 3 4 5 

 

50. I am aware of the services provided through the campus disability services office. 

 

1 2 3 4 5 

 

51. I have registered in the campus disability services office. 

 

o Yes (Go to Question 52) 

o No (Go to Question 54) 

 

52. I feel the campus disability services office effectively meets my needs. 

 

1 2 3 4 5 

 

53. The staff in the campus disability services office treats me with respect. 

 

1 2 3 4 5 

 

54. I am aware of the services provided through university counseling services. 

 

1 2 3 4 5 

 

55. I have used university counseling services. 

 

o Yes (Go to Question 56) 

o No (Go to Question 58) 

 

56. I feel university counseling services effectively meets my needs. 

 

1 2 3 4 5 

 

57. The counselors in university counseling services treat me with respect. 

 

1 2 3 4 5 

 

58. I feel the office where I go to verify my enrollment status for the VA effectively 

meet my needs. 

 

1 2 3 4 5 
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59. The staff in the office where I go to verify my enrollment status for the VA treats 

me with respect. 

 

1 2 3 4 5 

 

60. The staff in the office where I go to verify my enrollment status for the VA refers 

me to other services (on-campus and off-campus) if I need non-G.I. Bill related 

assistance. 

 

1 2 3 4 5 

 

61. The university as a whole is supportive of veterans. 

 

1 2 3 4 5  

 

62. It is likely that I will re-enroll at my current institution in the spring. 

1 2 3 4 5 

Do you have any additional comments about your transition from the military to college 

life? 
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APPENDIX B 

Final Questionnaire 

I would greatly appreciate it if you completed this survey about your feelings and 

experiences at your current university.  The survey is approximately 80 questions and 

should not take any longer than 10-15 minutes to complete.   

Your participation is voluntary and your responses will remain anonymous.  You can skip 

any questions, or quit at any time.  There will be no personally identifying information 

collected from this survey. 

If you have any questions about this survey or the results of this survey, please contact 

me by email at ryan.van-dusen@ttu.edu or Dr. Michael Shonrock at 

michael.shonrock@ttu.edu or by phone at (806) 742-4360.   

 

Gender 

o Male 

o Female 

Ethnicity 

o African American 

o Asian 

o Caucasian 

o Hispanic 

o Other _____ 

Age: ___ 

Student Status 

o Freshman 

o Sophomore 

o Junior 

o Senior 

o Graduate 

o Professional School 

Enrollment Status 

o Full-Time 

o Part-Time 

Primary Method Instruction 

o On-line Classes 

o Distance Education 
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o Classes Held on Military Instillations 

o Traditional On-Campus Classes (More than 50% of Classes) 

Military Branch 

o Coast Guard 

o Air Force 

o Army 

o Marine Corps 

o Navy 

 

Military Duty Status 

 

o Active Duty 

o Reserve 

o National Guard 

Current Veteran Status 

o Active Duty 

o Honorably Discharged 

o Dishonorably Discharged 

o Other Than Honorable Discharge 

o Medical Discharge 

o Individual Ready Reserve 

o Active Reserve 

o Active National Guard 

o Individual Mobilization Augmentee 

Length of Service: ___ 

Highest Pay Grade Achieved 

o E-1 o O-1 

o E-2 o O-2 

o E-3 o O-3 

o E-4 o O-4 

o E-5 o O-5 

o E-6 o O-6 

o E-7 o O-7 

o E-8 o O-8 

o E-9 o O-9 

 

Have you ever deployed to a Combat Zone? 

 

o Yes 

o No 

If yes, were you directly involved in combat? 
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o Yes 

o No 

 

College Credits earned before enrolling at current university:  ___ 

 

Grade Point Average: 

o No credits completed 

o 0.0—0.5  

o 0.51—1.0 

o 1.01—1.5 

o 1.51—2.0 

o 2.01—2.5 

o 2.51—3.0 

o 3.01—3.5 

o 3.51—4.0 

I live: 

o On-Campus 

o Off-Campus 

Marital Status 

o Single 

o Married 

o Divorced 

o Widowed 

Number of Dependants 

o 0 

o 1 

o 2 

o 3 

o 4 

o 5 

o 6 

o More than 7 

Employment Status 

o Full-Time 

o Part-Time (Off Campus) 

o Part-Time (On Campus) 

o Part-Time (Work Study) 

o Not Employed 
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Which form of aid are you currently using? 

o Chapter 30:  Montgomery G.I. Bill 

o Chapter 31:  Vocational Rehabilitation 

o Chapter 32:  Post-Vietnam Era Veteran‟s Educational Assistance Program 

(VEAP) 

o Chapter 34/30:  Vietnam Era Veteran‟s Educational Assistance Program 

o Chapter 35:  Dependent‟s Educational Assistance Program 

o Chapter 1606:  Montgomery G.I. Bill—Selected Reserve Educational Assistance 

Program 

o Chapter 1607:  Reserve Educational Assistance Program (REAP) 

o Chapter 33:  Post 9/11 Veteran‟s Educational Assistance Act of 2008 

o Hazlewood Act 

Please, answer each question using the following scale: 

1 = Strongly Disagree 

2 = Disagree 

3 = No Opinion 

4 = Agree 

5 = Strongly Agree 

1. Being a veteran is a part of my identity. 

 

1 2 3 4 5  

 

2. I am proud of my military service. 

 

1 2 3 4 5  

 

3. I tell non-veterans that I am a veteran. 

 

1 2 3 4 5  

 

4. It is important for me to get a college degree. 

1 2 3 4 5 

5. It is important for me to finish my program of study. 

1 2 3 4 5 

 

6. Since coming to this university, I have developed close personal relationships 

with other veteran students. 
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1 2 3 4 5 

7. Since coming to this university, I have developed close personal relationships 

with non-veteran students. 

1 2 3 4 5 

 

8. I tell other student veterans that I am a veteran. 

 

1 2 3 4 5  

 

9. Members of the campus community can tell I am a student veteran. 

 

1 2 3 4 5  

 

10. I am aware there is a student veteran‟s organization on-campus. 

 

1 2 3 4 5  

 

11. It has been easy for me to meet and make friends that are veterans and are 

students at my current institution. 

1 2 3 4 5 

 

12. My family approves my attending college at my current institution. 

1 2 3 4 5  

 

13. I am involved in extra-curricular activities on-campus (besides a veteran‟s 

organization). 

 

1 2 3 4 5 

 

 

14. I am involved in community service activities (besides a veteran‟s organization). 

 

 1 2 3 4 5  

 

15. I am confident that I made the right decision in choosing to attend college at my 

current institution. 

1 2 3 4 5 
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16. I feel like I can relate to veteran students. 

 

1 2 3 4 5  

 

17. My family encourages me to continue attending college at my current institution. 

1 2 3 4 5 

18. My close friends encourage me to continue attending college at my current 

institution. 

1 2 3 4 5 

19. My close friends rate my current institution as a quality university. 

1 2 3 4 5 

 

20. I feel that non-veteran students respect my status as a veteran. 

 

1 2 3 4 5  

 

21. It is important for me to graduate from college at my current institution as 

opposed from some other school. 

1 2 3 4 5 

22. I feel I belong at my current institution. 

1 2 3 4 5 

23. My education at my current institution will help secure my future employment. 

1 2 3 4 5 

 

24. I feel that the faculty respects my status as a veteran. 

 

1 2 3 4 5  

 

25. I disclose how my military experiences have influenced my political opinions 

during class discussions. 

 

1 2 3 4 5  

 

26. I disclose how my military experiences have influenced my understanding of 

other cultures during class discussions. 

 

1 2 3 4 5  
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27. I have struggled academically since starting classes at this campus. 

 

1 2 3 4 5 

 

28. I am aware of the academic support services (tutoring, writing center, math 

center, etc.) available to me as a student. 

 

1 2 3 4 5 

 

 

29. I have utilized the academic support services (tutoring, writing center, math 

center, etc.) available to me as a student. 

 

1 2 3 4 5 

 

30. My military mindset makes me a better student. 

 

1 2 3 4 5 

 

31. My family is supportive of my choice to attend college. 

 

1 2 3 4 5 

 

32. When I came to this college, I was worried that I forgot the things I had 

previously learned in school. 

 

1 2 3 4 5 

 

33. I have had no difficulty receiving my G.I. Bill benefits. 

 

1 2 3 4 5 

 

34. I am satisfied with the amount of financial support (grants, loans, G.I. Bill, 

scholarships) I have received while attending college at my current institution. 

1 2 3 4 5 

35. I have considered dropping out of college due to financial difficulty. 

 

1 2 3 4 5 

 

36. I have considered dropping out of college for non-financial reasons. 

 

1 2 3 4 5 
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37. I feel that my military service has made me more mature than non-veterans my 

own age. 

 

1 2 3 4 5 

 

38. The personal discipline that I received in the military is helping me succeed as a 

student. 

 

1 2 3 4 5 

 

39. I approach my academic work in the same manner as a military mission. 

 

1 2 3 4 5 

 

40. I have performed academically as well as I anticipated I would. 

1 2 3 4 5 

41. I am satisfied with my course curriculum. 

1 2 3 4 5 

42. I am satisfied with my academic experience. 

1 2 3 4 5 

 

43. I am aware of the services provided through the campus disability services office. 

 

1 2 3 4 5 

 

44. I have registered in the campus disability services office. 

 

o Yes (Go to Question 52) 

o No (Go to Question 54) 

 

45. I feel the campus disability services office effectively meets my needs. 

 

1 2 3 4 5 

 

46. I am aware of the services provided through university counseling services. 

 

1 2 3 4 5 

 

47. I have used university counseling services. 

 

o Yes (Go to Question 56) 

o No (Go to Question 58) 
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48. I feel university counseling services effectively meets my needs. 

 

1 2 3 4 5 

 

49. I feel the office where I go to verify my enrollment status for the VA effectively 

meet my needs. 

 

1 2 3 4 5 

 

50. The staff in the office where I go to verify my enrollment status for the VA treats 

me with respect. 

 

1 2 3 4 5 

 

51. The staff in the office where I go to verify my enrollment status for the VA refers 

me to other services (on-campus and off-campus) if I need non-G.I. Bill related 

assistance. 

 

1 2 3 4 5  

 

52. It is likely that I will re-enroll at my current institution in the spring. 

1 2 3 4 5 

Do you have any additional comments about your transition from the military to college 

life? 
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APPENDIX C 

SUPPLEMENTAL INFORMATION 
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From: agranada1492@gmail.com on behalf of Alberto Cabrera 

To: Van-Dusen, Ryan 

Subject: Re: Permission to Use Integrated Model of Student Retention 

Date: Wednesday, June 16, 2010 8:20:28 AM 

 

Dear Mr. Van-Dusen, 

 

Hereby you are authorized to use our model and the items we developed for testing it. 

 

My best wishes for a successful defense 

 

On Tue, Jun 15, 2010 at 4:43 PM, Van-Dusen, Ryan ryan.van-dusen@ttu.edu wrote: 

 

Dr. Cabrera, 

 

I am a PhD candidate in the Higher Education Department of Texas Tech University. My 

dissertation is examining student veterans‟ intent to persist in higher education. I cited 

your Integrated Model of Student Retention in my dissertation proposal and have used it 

as one component of the theoretical basis for my study. I have used the areas you outlined 

as a basis for some of the questions in my survey instrument. 

 

My dissertation committee has recommended that I request your permission to use the 

variables and questions related to the Integrated Model of Student Retention. This email 

is a request to do so. If I do not receive a reply, I will assume that I have you permission 

to use your model in my study. 

 

Thank you, 

 

Ryan Van Dusen 

 

************************************* 

Alberto F. Cabrera 

Professor 

Department of Education Leadership, Higher Education,& International Education 

University of Maryland 

2205 Benjamin Blg. 

College Park, MD 20742 

Tel.: 301-405-2875 

E-mail: Cabrera@umd.edu 

http://www.education.umd.edu/EDHI/about/faculty_pages/acabrera.html 

 

 

 


