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THE ROLE OF STUDENT INVOLVEMENT AND
PERCEPTIONS OF INTEGRATION IN A CAUSAL
MODEL OF STUDENT PERSISTENCE

Joseph B. Berger and Jeffrey F. Milem

This study uses a revised integrated model of undergraduate persistence to examine
first-year retention at a private, highly selective research :a<oa_.? Findings from the
study provide strong support for use of the model in future studies.

mesnssssscsseass

OBJECTIVES AND PERSPECTIVE

Recent work has demonstrated that Astin’s (1984) Theory of Involv:ment
provides a means for explaining the process of integration in the first year of
college (Milem and Berger, 1997). Prior to this study, the relationship between
Astin’s (1984) theory of involvement and Tinto’s (1975, 1993) interactionalist
theory of individual student departure had not been explicitly tested in a model
of student persistence. Astin's (1984) concepts of “involvement” and Tinto’s
(1975, 1993) definitions of “integration” are the key conceptual underpinnings
in this integrated model of college student persistence (Milem and Berger,
1997).

Astin’s theory of involvement is rooted in a longitudinal study of college
student persistence (Astin, 1975). The findings of this study suggested to Astin
that factors contributing to students’ persistence indicated their involvement in
college. Further, those factors contributing to students’ departure from college
suggested a lack of involvement. “Quite simply, student involvement refers to
the amount of physical and psychological energy that the student devotes to the
academic experience” (Astin, 1984, p. 297). Astin clearly intends for involve-
ment to be behavioral in meaning. “It is not so much what the individual thinks
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or feels, but what the individual does, how he or she behaves, that defines and

identifies involvement” (p. 298).

In his Interactionalist Model of Student Departure, Vincent Tinto (1993) also
supports the role of student involvement in promoting positive educational out-
comes for college students. Moreover, he emphasizes the need to better under-
stand the relationship between student involvement and the impact that involve-
ment has on student persistence. Tinto’s (1993) revision of his initial conceptual
model (Tinto, 1975) includes a more detailed discussion of the interaction be-
tween behavior and perception by students as they move toward greater integra-
tion with their social and academic environments. Most of the existing empiri-
cal literature testing the Tinto model (e.g., Pascarella and Terenzini, 1980;
Braxton and Brier, 1989; Halpin, 1990) has focused on the perceptual compo-
nent of academic and social integration, while ignoring measures of actual be-
haviors.

While the study by Milem and Berger (1997) extends our knowledge of the
persistence process through the use of an integrated model in which student
behaviors and perceptions interact to influence the development of academic
and social integration, there are three major ways in which this model can be
improved. First, the authors examine only the direct effects among variables.
Pascarella and Terenzini (1991) note that it is important to examine indirect
effects among variables in a causal model. Specification of both direct and
indirect effects provides a more complete picture of how different constructs
within a model affect each other. Second, the initial model was developed in an
exploratory manner and a more parsimonious version of the model may provide
a clearer picture of the ways in which these processes work. Third, the initial
model used a proxy measure of persistence (students’ intent to return) rather
than an actual measure of first-year persistence.

Building upon this earlier work, this paper seeks to further our understanding
of the relationship between behavioral involvement and perceptual integration
in the college persistence process. Path analytic techniques are used to examine
the direct and indirect effects of variables in this longitudinal study of student
persistence at a highly selective, private, research university. This study im-
proves upon the earlier work of Milem and Berger (1997) by addressing the
three concerns raised above: (1) direct and indirect variable effects are calcu-
lated, (2) a more parsimonious version of the earlier model is used, and (3) an
actual measure of persistence is used in this model.

LITERATURE REVIEW

Although Vincent Tinto’s interactionalist theory of individual student depar-
ture has become near-paradigmatic in the study of undergraduate retention, a
recent review of empirical studies testing Tinto’s theory indicates that revisions
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are needed in order to make this Eoonomow“_ dﬂmwvﬁmnm@m“w%%ﬁ M_-_Mo_.m»mw
i Braxton et al., 1997). Braxton et al. st :
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informal interactions with faculty and peers play a significant role in the
cialization process.
wJﬁﬂM:ﬂ be noted %& other studies of the Tinto model (e.g., mnmowwﬂ_w:wﬂ
Terenzini, 1980; Pascarella and Chapman, 1983; Nora and Wo_-.aos. 1 VE M: ¢
included some behavioral measures with cﬁoomaw_ measures in the .4,8””~ 2
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perceptual measures because each measures a different type of a»:._a. _.o”mos
to properly distinguish between distinct types cm. measures .Bw_Sm interp! ey
of the role that behaviors and perceptions play in the persistence proces
oc_%.:oﬁoq new theoretical model recognizes 9.8 persistence at a given Smm::-
tion is ultimately the product of ongoing behavioral M.Sa perceptual _SSBnMoMM
between the student and aspects of the campus environment (Pau .M:. an i.&
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existing knowledge about undergraduate persistence. Although the model fo-
cuses on financial variables, it is noteworthy because of recognition by the
authors that student behaviors and perceptions continually interact and modify
each other as part of the ongoing persistence process.

There have also been some key pieces from student outcomes literature that
shed light on the role that involvement may play in the undergraduate persis-
tence process. Kuh, Schuh, Whitt, and associates (1991) suggest that “involving
colleges” promote the best environment for student learning and development.
More specifically, Kuh et al. (1991) contend that students are more likely to be
satisfied with their education and fee| a sense of loyalty to their institution if the
institution promotes active involvement on the part of students in campus life
and learning. Using language from Tinto’s (1975, 1993) work, Kuh et al’s
(1991) findings can be rephrased in the following manner: student involvement
leads to greater integration in the social and academic systems of the college
and promotes institutional commitment.

In revisiting his original Propositions about involvement, Astin (1996) re-
views twenty years of national longitudinal data covering thousands of students
across the nation and finds that involvement continues to have a powerful im-
pact on students. More specifically, Astin (1996) indicates that involvements
with academics, faculty, and student peers are the most potent forms of positive
involvement, while noninvolvement with campus life has a powerful negative
impact on student outcomes.

Involvement has also been shown to have specific benefits for various sub-
groups of students on campus, particularly for students from underrepresented
populations. For example, Davis (1991) found that increased interaction with
peers and faculty, along with increased involvement in organized activities,
leads to a lower dropout rate for African-American students. In a related study,
Taylor and Howard-Hamilton (1995) found that African-American students on
predominantly white campuses who were more involved with clubs and organi-
zations, academic experiences, sports, faculty, and staff interactions, campus
employment, and community service were more likely to develop a positive
racial identity. Given the positive relationship between racial/ethnic identity de-
velopment and student persistence (e.g., Queveda-Garcia, 1987; Hughes, 1987;
Sedlecek, 1987), Taylor and Howard-Hamilton (1995) demonstrate the impor-

tant role that involvement can Play in the retention of African-American stu-
dents on campuses where they have been traditionally underrepresented.

Recognizing that involvement, along with students’ perceptions of integra-
tion, is an important contributing factor in college student persistence, this
study builds on the previous work of Milem and Berger (1997) by further refin-
ing their combined model for understanding college student persistence. Using
a more parsimonious version of Milem and Berger’s (1997) model (see Fig. 1),
this study adds to our understanding of the relationship between involvement
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FIG. 1. Conceptual model.

i i irect and indirect effects
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of these constructs on student persistence.

METHODS

Design and Sample o
itudinal panel was constructed from the data oo:ﬂo%“ Nowo% *e
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" ini d the Student Information Form Amm.m.v at the en o
w&.:E_mSR urposes of other research being oo._acoaa al e
tation. For an_voqm%oa to answer 14 supplemental items. Om.n_o N:m&« e
e M ts, 1,343 gave permission for the information that they
EM%% %ﬂ“ﬂwﬂwmﬁ mo mﬁ institution for research purposes (86.2%).
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administered o students in cach fiving M::._.o%Mo:m conceming a wide range
early assessment of student behaviors anc pe s of college student persis-

i i indirectly related to the proces : e
o ~mmcmwoﬂmowﬂ<hwam~m2o< mwo_caoa measures of faculty teaching behavi
8:8.

i d campus cli-
dent involvement, perceptions of Em campus o:S»mo”:mMMﬁm”ﬂ,\ e %oa -
maﬁ reactions to stress, and satisfaction. A total of 1,
mate, )
rate of 79.9%). e 1996
Enwowvmwa:wwww”wo the Freshman Year Survey (FYS), Mmﬁ.ﬁwa mﬁmz_iwm e
and was administered in the same manner as the ECES.
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oped directly from instruments that had been used in previous studies of the
Tinto model (Pascarella and Terenzini, 1980). In addition, overlapping items
from the ECES that measure aspects of involvement were included on the FYS.
A total of 1,061 surveys were returned (a response rate of 68.5%).

Data from all three collection points were matched by social security number
and merged into one data set. The result was a longitudinally constructed panel
consisting of 718 individuals (46.4% of the entering freshman class) for whom
we had data at each of the three time points. The institution has an extremely
low attrition rate; only 57 students (approximately 8%) did not return to campus
for the fall semester of their sophomore year. Hence, the measure of first-year
persistence that serves as the dependent variable in this study was highly
skewed and had little variance. In order to compensate for this potential me-
thodological problem, a random sample of half of the 661 persisters was chosen
to be included in the statistical analysis of this study. In effect, this strategy
provides a means for oversampling the nonpersisters vis-a-vis the persisters.
The resulting sample is purposively stratified so that there is enough of a nu-
merical balance between persisters and nonpersisters that regression-based anal-
ysis can be properly conducted. This allows for the use of an actual measure of
persistence, rather than a proxy measure, which had been used in previous
studies of low-attrition environments (e.g., Milem and Berger, 1997, Berger and
Braxton, 1998). Moreover, this strategy is consistent with previous discussions
of appropriate methods for making purposeful adjustments of highly skewed
distributions (Selltiz, Wrightsman, and Cook, 1976). The random subsample
was compared with the larger sample from which it was drawn, using s-test

comparisons, and no statistically significant differences were found. Hence, the

resulting subsample used for analysis in this study consists of 387 individuals:
330 persisters (84.3%) and 57 nonpersisters (15.7%).

Variables

Building upon the earlier integrated model (Milem and Berger, 1997), seven
sets of independent variables are used to test the modified model. These in-
clude: (1) student background characteristics, (2) initial commitment, (3) mid-
fall behavioral/involvement measures, (4) mid-fall perceptual measures, (5)
mid-spring behavioral/involvement measures, (6) academic and social integra-
tion, and (7) subsequent commitment. The variables are listed in their hypothe-
sized order of causal sequence. The dependent variable in this study is a mea-
sure of student persistence from the first to second year of college.

Of the seven sets of independent variables, student background characteris-
tics, initial commitment, student perceptions of institutional and peer support,
academic and social integration, and subsequent commitment are all derived
from previous research exploring the integrated model (Milem and Berger,
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i i id-fall and mid-
i . o involvement behaviors (during mi
B e et Ba»mczsw_%w\mouw factor analyses. The factor analyses were

i jved via ex i e
%—Mww—wwn Maﬂ means for further reducing the large number of involveme!
pel

i 1 Miler
factors initially identified in the exploratory %<n_om5n2 Mm H”Mw w—.“_.wm.omom and &
and Berger, 1997). The same items were included in the ac al cight involve-
larger m»o:w_. structure was discovered e _.oaco“& EM»MﬂmwzaaMNm all of the

to a more efficient n:,oo-m»os._. structure. iations,
ment m_ﬂwﬂohmmo% in this study. Table 2 provides the means, standard deviations

. i i cor-
M:mM»w»nwsoa inflation factors for these variables and Table 3 provides the

i i load-
relations among all of the variables used in the m»& analysis. MH:WM"MH_ ot
ings and alpha reliabilities for the six ca:»ﬁo._.w_ E<o7%3n=~ m
measures of perceived support can be found in Table 4.

Multivariate Analysis

alysis.
The modified persistence model was tested causally nﬁoc_m%,\w%wﬂm.mwhmmw o
Path analysis is a data-analytic technique suggested .»ﬂ w mu varate o elude
rocedure for studies of persistence. Exogenous variables 5.:5 o o,
wrn measures of student background characteristics. All remaining
fined as being endogenous. .
mqﬂxmaw_.anaMm_Mq:oEn& equations using PLS Path (Sellin, 1989), a computer

rogram that is designed for path analysis using a vm_dw.w least hn:”wwn M«MM—Q
P loped by Wold (1982), was conducted to estimate th¢ and
Cndire an,m oﬂo of each of the constructs included in the model. Each oncwcas
SQ_MoOMM M»:aﬁ&uaa partial regression coefficients, also known Ewwo o
ﬂ.M._m.m—Mw (). These regression coefficients allow us to understand the
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indirect effects of each construct with the effects of all other constructs 1
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LIMITATIONS

There are several limitations inherent in this ﬂma.&mr. mw_.mr this mwm_%ﬁ”
drawn from a highly selective, private research ==_<MM“Q v“w.ﬁmm MMQH——QQOR
lation relative to the general postsecon : . M
MMM“W %M%“ﬂwm may not be generalizable to other populations. m%oﬂua. mﬂmw‘on
subsample of the data was used for analysis c“oo»,._ma of M.a m& o%nomvosm.
nature of the dependent variable. While this mﬂ&o&.ﬂ% w”o »..”MM e e s
i i i ws for
sisters, this methodological oro_.oa allo ( !
BMHH.% MM persistence as the dependent variable rather than forcing EM M_mcopwﬁ
q”.oé measure of intent to return. Third, this study moocmam o:;.\n anom oot
Ma_.mmma:oo from the first to second year MM %M:aww. M%M.nw %_Hmn“v om0
d n
t for later reenroliments (Eckland,
Mww.“w_ in subsequent years of college (Berger and Braxton, 1998).
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TABLE 1. Listing and Definition of Variables
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TABLE 1. (Continued)

Background Characteristics

Integration ) .
1. Race: Black (RACEB) Student racial/ethnic identity (nonblack = 1, 16. Academic Integration
black = 2) SIF Item (AD
2. Race: White (RACEW) Student racial/ethnic identity (nonwhite

1,
white = 2) SIF Item

Student political views (far right = 1, far left =
2) SIF Item

Student gender (male = 1, female = 2) SIF Item

Self-reported high school grade-point average (C-
orless = 1,AorA+ = 8) SIF Item

Estimated parental income (less than $6,000 = |,
$200,000 or more = 14) SIF Item

3. Political View: Liberal
(POLVW)
4. Gender (GENDER)
5. High School Grade-Point
Average (HSGPA)
6.  Family Income
(INCOME)
Initial Levels of Commitment
7. Initial Institutional Com-
mitment (IC1)
Fall Involvement Behaviors
8. Fall Faculty Involvement
(FFAC)

Student’s choice of institution (less than third =
1, first = 4) SIF Item

Composite of six ECES items measuring how of-
ten students reported involvement with faculty
(never = 1, very often = 4)

Composite of 18 ECES items measuring how of-
ten students reported involvement with peers
(never = 1, very often = 4)

Composite of seven ECES items measuring how

often students reported noninvolvement (never
= 1, very often = 4)

9. Fall Peer Involvement
(FPEER)

10.  Fall Noninvolvement
(FNO)
17.  Social Integration (SI)
Intermediate Perceptions
11, Perceived Institutional

Composite of four ECES items measuring the ex-
Support (PINSP)

tent to which students reported perceiving a
supportive institutional environment (strongly
disagree = 1, strongly agree = 4)
12, Perceived Peer Support Composite of five ECES items measuring the ex-
(PPRSP) tent to which students reported perceiving a
supportive peer environment (strongly disagree

= 1, strongly agree = 4)
Spring Involvement Behaviors

13.  Spring Faculty Involve-

Composite of six FYS items measuring how often
ment (SFAC)

students reported involvement with faculty
(never = 1, very often = 4)

Composite of 18 FYS items measuring how often
students reported involvement with peers (never
= 1, very often = 4)

Composite of seven FYS items measuring how
often students reported non-involvement (never
= 1, very often = 4)

14.  Spring Peer Involvement
(SPEER)

15.  Spring Noninvolvement

Subsequent Commitments
(SNO)

Commitment (IC2)

18. Subsequent Institutional

A composite of 10 FYS items E.&o»n:m how well
students agree with the following mBSEM__Mm.
(strongly disagree = 1, mqoz.mq agree = . V.NV
(1) satisfied with my academic .oxuono__oa. hn
satisfied with the extent of my ES:ooa.m_ :-
velopment; (3) my interest in ideas and ::.o, ec-
tual matters has increased; Aé.:_« academic
experience has had a positive E.:c.o:oo on my
intellectual growth and 58_.4& in ideas; (§) my
interpersonal relationships with other .man:G g
have had a positive influence on my .58:88
growth and interest in ideas; (6) my interperso-
nal relationships with other students have had a
positive influence on my personal growth,
values, and attitudes; (7) few of S.o ?n::«
members are genuinely interested in teaching—
reverse scored; (8) few of the faculty members
are genuinely outstanding Smore,m.l_.méaa o
scored; (9) most faculty members are interes!
in students; and (10) most faculty io:&o_.m are

interested in helping students grow in more
than just academic areas A>€=mvam==_»8 is
this composite measure

A M.MM.MMMWS of 10 mum items im:o»n_,m how well
students agree with the following mBSBo__G.
(strongly disagree = 1, mqwzm_« agree = 3..
(1) interpersonal relationships yield positive in-
tellectual growth; (2) have ao.,\a_ov& close in-
terpersonal relationships; (3) interpersonal »
relationships yield positive personal growth; A.v
it is difficult to make 30:%|.8<Q.8 scored;
(5) few would listen and :a_n if I _S.<o a prob-
lem—reverse scored; (6) satisfied with oppor-
tunities to interact with faculty; (7) .no<a_ovo@
close relationship with faculty; (8) interact ima.
faculty positively on intellectual growth; (9) in-
teract with faculty positively on personal N
growth; and (10) interact with m»o.c_q positively
on career choice (Alpha estimate is 0.72 for
this composite measure)

i i indicating how
A composite of three FYS items in .
ia:ﬂc%:ﬁ agree with the following state-
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TABLE 1. (Continued)

ments (strongly disagree = 1, strongly agree
= 4): (1) it is not important to graduate from
this university—reverse scored; (2) [ am confi-
dent that I made the right decision to attend
this university; and (3) I am sure that this uni-
versity is the right place for me (Alpha estimate

is 0.72 for this composite measure)
Persistence

19.  Persistence (PERSIST) Institutional data indicating whether the student

returned to the university the following fall se-
mester (did not return = 0, persisted = 1)

RESULTS

Table 5 summarizes the direct effects from the
characteristics—eing black (8 =
female (B =

path analysis. Three entry
-12%¥), being white (B = 11¥¥), and being
-10**)—have statistically significant direct effects on initial
levels of institutional commitment. Initial levels of institutional commitment

TABLE 2. Means, Standard Deviations, and Variance Inflation Factors

Variable Mean S.D. VIF
RACEW 1.84 0.36 1.19
RACEB 1.03 0.17 1.25
SEX 1.49 0.50 1.21
HSGPA 7.11 0.97 1.12
INCOME 10.81 2.82 1.15
POLVIEW 2.74 0.82 1.09
IC1 3.26 0.96 1.10
FPEER 46.14 5.98 1.92
FFAC 8.46 2.52 1.78
FNO 12.99 3.96 227
PINSP 12.59 3.96 1.49
PPRSP 10.21 1.81 1.64
SPEER 43.97 6.79 2.66
SFAC 10.38 4.01 3.00
SNO 14.84 4.26 2.89
Al 25.76 5.53 1.63
SI 25.30 4.26 2.31
IC2 13.16 3.09 2.50
PERSIST 0.86 0.34 N/A

THE ROLE OF STUDENT INVOLVEMENT

TABLE 3. Correlation Matrix

18 19

i3 14 15 16 1

12

10

1.00

—.35#*

Variable

1. RACEB
2. RACEW
3 POLVW
4. GENDER
5. HSGPA

1.00

—.12*
-.05

1.00

05

1.00

42
06

.03

.04
-.09

6. INCOME —.15**

1.00

—.12*

A3
02

A2

1.00
-.06

18
14+
.03

1.00

—-.04

-.07
14** —.05

.10*
-.05

02
.06

.03

04

-.01

7. 1CH

8. FFAC

1.00

08

08 .36** 1.00

—.22%*

2 had
01

.02

9. FPEER
10. FNO

1.00

—.35%*

05
24% - 45

33
A2+

19— 16**

—.14%*

07

12

-.03
06

.01
-.13
-.02
-0l
—-.01

12 1.00

07

02

04

10

14%*

02
—.10*
-.07

-.1n*

17

.08

11. PINSP
12. PPRSP
13. SFAC

1.00
-.09

24%+
-.03
-.01

1.00

g2+

520+ - 08

15
02

370

-.07

—.16%* —.11*

.09

.10
.04

55%* 1.00

A3

520% — 29%% — 33

A8**

.04

07

49>

.04

.04

-.03

-.07

14. SPEER
15. SNO
16. Al

17. 81

18. 1IC2

27 1.00

54+

16%*

00
-.09

03

1.00

A5%%  34%s 02
300% — 420

30+ .16
-
. _q2re — 240 1
.25 4 Al - 130

A5 — 4T

22+
.10*

5% —.15%*

.05
-.02

-.06

05

03

.09

08

.23** 1.00

) had

02
-.07
-.03

09

07

19

02

—.12*

03
-.07
—-.00

02
02

19. PERSIST —.10*

65** 1.00

26%*
.03

J19*s - 56%*

29

—-.06

gass — 52+

05

.07 1.00

- .00 -.09

07

—.16**

-.10

—.12*

.03

06

.05

*p < 05, **p = 0L
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TABLE 4. Results of Factor Analyses

Factor toms Fall m.moﬁo_, Spring Factor
Peer Involvement . e
attendance campus movi i
heled s Mcaa:wsg. plays, recitals, etc. 0.46 0.46
vwn.o_.vﬁoa in organized study WMM 05
a_mo_._mmoa course content with other students o. 03
studied with other students .Am 0es
talked out of class with classmates 02 058
socialized with friends 05 04t
participated in greek activities Mw_ 0o
gone on a date with a student by 03
drank beer, wine, liquor o2 029
performed volunteer work oo oes
vm:.momvm:& in student clubs/groups MMM 0
v»:_omvm:& in residence life activities o.ﬁ o5
vmamowvmaa in campus religious life o.AN ok
participated in intramurals . 0
exercised at recreation center 02 028
Alpha Reliabilities o 076
Faculty involvement o 070
talked with faculty outside of class
socialized with faculty ooy o
had lunch/dinner with faculty o 070
been a guest in professor's home 078 0cs
had ooﬂoo\mom drink with professor MMM M.me
met with a faculty duri . o
Aot zo_m»r:mnomw ng office hours 0.44 0.46
Noninvolvement o 086
missed class due to illness
failed to finish coursework on time ag 05e
overslept & missed class/appointment 0 05
felt like leaving college 029 o
reconsidered decision to enroll here 03 el
felt homesick 03 629
felt like I did not belong here 0is 053
Alpha Reliabilities P 07
Perceived Institutional Support (PINSP) o7 e
faculty concerned about me
staff concerned about me po
ask faculty for help in difficulty o
m_,o?mmo_,m recognize me out of class MWM
Instructors discuss ¢ .
Alpha Reliability OUrse Ut of class .WMM
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TABLE 4. (Continued)
Fall Factor Spring Factor
Factor Items Loadings Loadings
Perceived Peer Support (PPRSP)
there is a student in whom I confide 573 s
peers with whom I feel comfortable 774
peers who share views and beliefs 783
opportunities to develop friendships 735
Alpha Reliability 7713
have a direct negative effect (3 = —.09*) on noninvolvement, but do not seem

to significantly affect early involvement with peers and facuity. Several entry
characteristics directly affect early involvement. Students with higher high
school grade-point averages are less likely to be involved with faculty (B =
—.09*) and are also less likely to be noninvolved (B = —.14¥*). Involvement
with peers in the first part of the fall semester is positively affected by being
female (B = .15%*) as is being from a family with higher income levels
(8 = .19%**). Being female also positively affects perceptions of institutional
support (B = .20**) and perceptions of peer support at the end of the fall
semester. Perceptions of institutional support are also positively predicted by
high school grade-point average (B = .11%), but are negatively predicted by
being African-American (§ = —12**).

The direct effects of entry characteristics play a diminishing role at later
stages in the model. Only one entry characteristic has a significant direct effect
on spring involvement. Students who are politically liberal are less likely to be
involved with faculty in the spring (B = —.14**). There is only one direct
effect on academic or social integration, that being females are more likely to
be socially integrated (B = .13*¥). Being African-American is the one direct
effect on persistence and it is negative (B = —.13%).

All three measures of fall involvement have statistically significant direct
effects on perceptions of peer and institutional support . Noninvolvement nega-
tively impacts both perceptual measures: institutional support (B = —.39%*¥)
and peer support (8 = —.44%*¥*). In contrast, peer involvement in the fall
semester positively affects institutional support (B = .09*) and peer support
(B = .29***). Involvement with faculty during the fall semester has a positive
effect on perceptions of institutional support (B = .19%*¥), but a negative ef-
fect on perceptions of peer support (B = —.12*%). Involvement with faculty in
the fall semester positively predicts subsequent involvement with faculty in the
spring semester (B = .35%*¥) and subsequent institutional commitment (B =
.11¥). Early involvement with peers has a statistically significant direct e.fect
on subsequent involvement with peers (B = .51**¥). Noninvolvement 1n the



TABLE 5. Standardized Parameter Estimates of Direct Effects for Path Analysis

FNO  PINSP  PPRSP  SFAC  SPEER _ SNO Al s1 IC2  PERSIST
Py ) 130
07 '

FFAC FPEER

ICi

Variables
RACEB

03 03
02 03
.00 —.0!1
13#* 04
04 07

03
04
.03
03
06

03
-.03
-.07
-.03
—.04

.03
-.01

-.01
04
-.04
02
-.05

— . 14%x
-.06

-.07

02

04
-.07

11*
—.04

0l
-.0l
0%**
di*=

.02
02
10*
.05
—14%*

(15%*

-.03
.08
—.03
.05

04
.03
—.06
-.07

- '09*

S
—-.06
J1o**

2%
.05

RACEW
POLVW
GENDER
HSGPA

-.03
03
.03
02

—04

-.02

INCOME -.03

IC1
FFAC

03
.03

.08*

1%

.03
—.08*

.02
-0l

-.02
.06

.03
.04
.04

.04
-.04

-.00
-.06

A9k — 01 -.01
.01 —.09* .08
_.12‘*

.07
-.04

.06
— 15%*
-.09

.08

.04
-.09
—.06

.05
-.05

04

-.02

.Sl¥¥¥
__lét#
_.ls**

35%%x

09
—.04
-.07
-.03

.29t#¥

— _44#*#

,19*“

.09*

- .39¥t*

FPEER

FNO

— .l2¥¥

A43%xx
-.10*

_.ll*

14*
-.07
=.1*

.06

05

1ox*

A2+
— 4] %%k

34xnx
—.11x

A2%4s
- .22t¥¥

.04

D3kEk
PILL
A3%*

T

.09*

.02

PPRSP
SFAC
SPEER
SNO

PINSP
Al

.07
14%*
3g%e«

_39**#

09

Si
IC2
R?
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A34%xx Q4Tee

391 ***

.289%**

239%++

031* 056+ .044*+

.059**
*p =< 05, **p < 0l, ***p < 001.
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fall semester positively predicts future noninvolvement in the spring (B =
43**¥)_Early noninvolvement is also a statistically significant negative predic-
tor of spring involvement with peers (B = —.16*%), academic integration
(B = —.12**), subsequent institutional commitment (B = —.08*), and per-
sistence (B = —.15%%). s

The variable measuring perceptions of institutional support is a negative pre-
dictor of both spring involvement with peers (B = —.15**) and spring nonin-
volvement (8 = —.10%). Itisalso a positive predictor of academic integration
(B = .23**¥). Students who perceive a supportive peer environment are less
likely to be noninvolved in the spring (B = —.11*), but more likely to be
integrated academically (B = 09%) and socially (B = .34*¥*).

Measures of spring involvement also show some significant direct effects.
Involvement with faculty during the spring semester has significant effects on
all of the subsequent variables in the model. This measure of faculty involve-
ment is a negative predictor of social integration (B = —.11%*), but a positive
predictor of academic integration (B = .21**¥), subsequent institutional com-
mitment (B = .16**), and persistence (B = .14%). Peer involvement in ihe
spring semester has statistically significant effects on academic integration
(B = .13*¥), social integration (B = .42***), and subsequent institutional
commitment (B = .12%). Noninvolvement in the spring negatively predicts all
subsequent variables in the model, including academic integration B =

—.19%**) social integration (B = — 22%%¥) subsequent institutional commit-

ment (B = —.41%¥%), and persistence (B = —.11%).

Academic and social integration are both positive predictors of subsequent
institutional commitment (8 = .09%) and B = .39%*%) respectively. Social in-
tegration also has a statistically significant direct effect on persistence (B =
.14¥¥) as does subsequent institutional commitment (§ = .38%*¥).

Table 6 describes the significant indirect effects for this model. Holding po-
litically liberal views has significant negative indirect effects for perceptions of
institutional support (B = —.08%), spring involvement with peers B =

—.08%), and spring involvement with faculty (B = —.18%**). Being female

has a statistically significant positive indirect effect on social integration (B =

.09%). Being African-American has a negative indirect effect on persistence

(B = —.07*). Being a student from a family with a higher annual income has

a statistically significant positive indirect effect on peer involvement in the

spring (B = .09%).

There are several indirect effects associated with levels of involvement in the
fall, with noninvolvement producing most of these significant effects. Early
noninvolvement has positive indirect effects on subsequent noninvolvement
(B = .13*¥) and negative indirect effects on spring involvement with peers
(B = —.06%), academic integration (B = —.17%%), social integration (B =
—.08*), subsequent institutional commitment (8 = —.10%), and persistence
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TABLE 6. Standardized Parameter Estimates of Statistically Significant Indirect
Effects for Path Analysis

Variables PINSP PPRSP SFAC  SPEER SNO Al S1 IC2  PERSIST
RACEB ~-.07*
RACEW

POLVW - 08* —.18%¥+  — 08*

SEX .09*

HSGPA 09*

INCOME

ICt

FFAC 07*

FPEER AgHex

FNO —.06* A3 07— 08 - 10**  — 16%*
PINSP ~.07*

PPRSP .07*
SFAC

SPEER 07+ B VAnd
SNO —. 11— 0%k
Al

SI 15%*

*p = .05, **p = 01, ***p = 001.

(B = —.16%*). Early faculty involvement has a positive indirect effect on sub-
sequent institutional commitment (B = .07*) and early involvement with peers
has a similar effect on later peer involvement (B = .19%**),

Perceptions of institutional and peer support each have one significant indi-
rect effect. Perceptions of institutional support demonstrate a negative indirect
effect on academic integration (8 = .07*), while perceptions of peer support
have a positive indirect effect on persistence (B = .07*). Involvement with
peers in the spring has positive indirect effects on subsequent institutional com-
mitment (B = .07*) and persistence (3 = .12**). Spring noninvolvement has
negative indirect effects on subsequent institutional commitment (8 = —.11%¥)

and persistence (B = —.20***). Social integration has a positive indirect ef-
fect on persistence (B = .15**).

DISCUSSION

The results of this study confirm the utility of using a combined model that
accounts for both the behavioral and perceptual components to describe the
persistence process during the first year of college. There are several interesting
patterns of direct, indirect, and total effects (see Table 7 for a summary of total
effects on academic integration, social integration, subsequent institutional
commitment, and persistence) that emerge regarding student entry characteris-
tics. For example, being female has positive effects throughout the model, par-
ticularly with regard to peer relationships. Family income also appears to play a
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TABLE 7. Total Causal Effects (Standardized) on Integration, Subsequent
Commitment, and Persistence

i i Institutional
dependent Academic woo_wm u .
M—\_&MMME Integration Integration Commitment 2 Persist
—-— ok 3k
RACEB .05 —-.01 03 , %
RACEW .08 .06 B ww _ ”on
POLVW -.02 -.06 . : -
GENDER 02 22%* .0 . .om
HSGPA .04 ww . ”W** ”om
.03 . .
_M_Ooz_m 08 03 18wx 07
“um>0 ..:* .07 18%** __WH*
01 -.04 .06 .
mmﬂmvmw — 29%*x —.14%* R L - .uw*:
PINSP 16%* -.01 .04 - .0 "
PPRSP .08* 40*** 10* 13
SFAC 21 %** -.11* 2]* DU sk
SPEER 3% 42rrx BU A .oms:.
— . 1Qk** — 22%%* — 52%*% -31
A . .09* 0%
>~ .w@*** .NO..:.:*
mm .wm***
IC2

*p = = 05, **p = = 01, ***p == 00L.

role in the development of positive peer relationships and subsequent institu-
i itment. . .
ﬁ_owwmmmﬂ_ﬁo_ grade-point average seems to be an cho_dsn predictor as it has
three statistically significant direct effects on early 5<2<aja=~.m 2.& percep-
tions and a statistically significant total effect on mawmon:n_: institutional com-
mitment. It is interesting that high school ma&a-vo_a. average has a negative
influence on involvement with faculty in the fall. While 9.5 seems ooE:o:s“
witive, this finding most likely reflects the fact that mﬁ_w in the year m:.%n:r
are most likely to interact with faculty if they are having academic &m._n ty. m
Potentially, the most troubling finding in this ma.& concerns the vo-.w_mﬁ.nuo.
of African-American students. While African-American students enter the insti
tution with strong levels of institutional noBBE:a.:r they E.o._omm ESJ. t
perceive the institution as being supportive and less likely to v.o—,m_mr :.a wW_.B_
ing that even after controlling for a number o.m entry nrw._.mnﬁnmcnm‘ being blac
is the third largest negative predictor of persistence, n.é__sm .o&w the two mea
sures of noninvolvement. Of all the entry n:»_.»oﬁnmn.nm. this is the o:._v. Bﬂ_
sure that has a statistically significant effect on persistence. mxv._wsscosm c
this pattern of findings regarding the experience of African-American student
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® Peer Involvement
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® Peer Involvement

® Faculty
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® Peer Sy
® Noa-Involvement pport
® Non-involvement

FIG. 2. Behavior—perception—behavior cycle.

at this instituti :
538%”:%:%: Emuw be found in a study of the campus racial climate at this
. ew framework for studying the ;
: campus racial cli
suggest . : P ial climate has
5 %Mn o”wonﬂwn ow: be applied in studies of persistence as well as a ran ”nﬂm
generated ?o” o J:.ﬂﬂméa:uﬁom (Hurtado et al., 1998). The ?m:_msowzn wm
a multidisciplinary analysis of irical studi
- empi
Emvowm:v:m racial climate in higher education pirical studies that relate to
erhaps i .
e owo_m hﬂnmm_o% important E:SB.% findings in this study revolves around
A, .S<o_<aEw\E behaviors-intermediate perceptions—spring in
iively prodios mSo.a A.mno Fig. 2). Early involvement in the fall mnEnmanmvomH
integration uow%d:.m =.~<o_<o:.62 and has significant indirect effects on social
cnnmmwasoa. All M_B_o integration, subsequent institutional commitment, and
D torts on . e ree auﬁ.w 5<m_<9.=o=~ measures also have mmmamoga, total
e Hmu% ence. It is particularly interesting that the three types of in-
with faculty in MMMM_MA.M: to exert very different types of effects. Involvement
and indirect effects. Th as statistically significant positive and negative direct
¢ . The pattern of positive di
involve . ! 1 irect effects suggests th
tive RHM:MMM_S Mumc_c\ increases the likelihood that mEamEM miE :sWM nwn_.w
. Iocwaénm %—: institutional support and subsequent institutional oouwwﬂ-
tions of peer m.: muoc_ﬁ.w S<o_<.9=o§ has a negative direct effect on mqoo_ i
sovially s EB.vvon. This may indicate that students who are not mmmz o
with faculty Ew_w_nr:“ faculty for a source of support and that early 5<o_<aam6“”
elp some studen :
campus. ts who are struggling to find a niche on
Early peer involv
- ement appears to strength i ;
social su : . gthen perceptions of instituti
X ::Bcawvnmnswsa E:B&n? persistence. In contrast, early =o=5<o~<ﬁwmw_~ M:a
not involved oM_.m_u:.é effects throughout the model. In fact, students who hm
yoar. Moroover ﬁw_ in the fall Mnaomﬁn tend to stay uninvolved throughout 90
supportive, les m. Enovh are less ES_M to perceive the institution or their peers uM
, ely to become integrated, and as a result, less likely to pe
'y ﬂ.l
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sist. It is interesting to note that the initial level of institutional commitment isa
negative predictor for noninvolvement, suggesting that students without high
levels of institutional commitment are less likely to become involved and less
likely to persist. While this makes sense, and it supports Tinto’s (1975, 1993)
formulations about the role of institutional commitment, this finding suggests
that it is important t0 identify these students very early in their first year and try
to get them to become involved with some aspect of campus life, academic or
social. It may also be that the interests of some of these students do not match
well with what is offered at the institution and that a better job needs to be done
by the institution in matching the needs of students with programs and services
that are offered. These findings suggest that previous research on first-year
retention has underestimated the role that involvement (or lack of involvement)
plays in student persistence. This also suggests that with so much focus being
paid to the concept of integration, not enough attention has been given to stu-
dents who are not becoming engaged in the early stages of the integration
process on campus.

Positive perceptions of institutional and peer support generally tend to lead to
lower levels of noninvolvement in the spring and greater levels of academic and
social integration. Positive perceptions of peer support also have positive total
effects on subsequent institutional commitment and persistence. However, posi-
tive perceptions of institutional support have a negative effect on peer involve-
ment in the spring. This is most likely a manifestation of students who are not
fitting in socially, but are finding other sources of support from faculty and staff
members. This conclusion is supported by the finding that involvement with
faculty in the spring has a negative total effect on social integration. This pat-
tern of involvement suggests that faculty may play a very important role in the
student persistence process, particularly for those students who are not fitting in
socially. This assertion is supported by the fact that involvement with faculty, in
both the fall and spring, has a positive total effect on persistence.

As expected, academic and social integration are important predictors of sub-
sequent institutional commitment. They also have statistically significant total
effects on persistence, although social integration seems t0 play a larger role
than does academic integration. This lends further support to our assertion re-
garding the important role that faculty play for students who are struggling
socially. Given the importance of social integration in this model, it may be that
faculty involvement is helping a number of students to persist who may not
otherwise.

The negative effects of having more liberal political views in this model of
student persistence are dramatic. The only positive direct effect predicts fall
noninvolvement (a negative outcome) and the other statistically significant di-
rect effect is a negative path to spring involvement with faculty. In addition, the
measure of more liberal political views has more statistically significant indirect
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effects (three) than does any other entry characteristic. All three of these indi-

rect effects (on perceptions of institutional support, spring faculty involvement,

and spring peer involvement) are negative.

The findings regarding the indirect effects of this variable do a good job of

illustrating the importance of why direct and indirect variable effects should be
included in causal models of student outcomes (Pascarella and Terenzini, 1991).
While there was evidence of a negative relationship between liberal political
ideology and other variables in the earlier test of the direct effects of a similar
model of persistence (Milem and Berger, 1997), the evidence was not nearly as
compelling as it is in this test of the direct and indirect effects. Clearly, holding
more liberal political views creates significant problems for students who attend
this institution. The findings from this study suggest that students who do not
become involved early in the fall semester are less likely to persist. Addi-
tionally, it appears that students who fail to connect with their peers may be
looking to faculty as a source of support in lieu of peer support. Students with
politically liberal views are less likely to become involved or interact with their
peers, yet they are also less likely to become involved with faculty. These
findings suggest that these students are a very high attrition risk given the
difficulty they seem to have in finding a way to connect with others on campus.
Had we not calculated the indirect variable effects, we would have underesti-
mated dramatically the effects of students’ political views in this model of
persistence.

An examination of the dominant peer environment provides some insight into
some possible explanations regarding the problems that students with more lib-
eral political views encounter at this institution. Students at this institution are
characterized by conservative political views (a mean score of 2.74 on a 5

-point
scale, with 1 being far right and 5 being far left). Hence, there is likely to be a
nonnative context at this institution in which liberal political views are much

less likely to be valued or acce;
know about the importance of
1994, 1998; Weidman, 1989),

pted. Given this information and given what we
the peer climate on campus (Astin, 1996; Milem,

it makes sense that politically liberal students
might find it difficult to become involved or find social support in this particu-

lar institutional context. These findings suggest that studies of the effect of peer
groups in a similar institutional context would be of considerable value to our
understanding of college persistence and undergraduate socialization.

The use of behavioral and perceptual measures at different time points during
the freshman year elaborates upon existing knowledge about undergraduate per-
sistence as a process. This model illustrates how students come to make a
departure decision as the result of an ongoing cycle whereby behaviors and
perceptions continually modify each other. By examining the direct and indirect
effects, this model provides more explicit evidence of the important role that
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i i ial and academic
involvement plays in predicting later involvement, S0C
e ation, ut commitment, and persistence.

integration, subsequent institutional
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m:E.:oH._m_ oomﬂ”” Eﬁw._.wno: process as described by Tinto (1975, mmmc:
M“Mwﬂ”oom:&:mm offer support for the idea E&MEMM_._,M MM.M MMM“M ool
rate | i ial subsystems of a o
wﬁwm““won“m %oﬁoswwmﬂﬂ—mﬂmn:aﬂwmﬂi concmo of them. This reconceptualiz:
[
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tio . . .
o M n:m_w: MﬂM”"M_“ anﬁ___nsoﬂ at highly selective institutions where many students
i o exa wSi. at to expect E.a those expectations are congruent
tons may oxonvﬁwm :Mm:m. ramm selective and/or less homogeneous institu-
exsatice i Tt i M%m ect quite so mm_.os.m_& Hence, future studies should
stand the influence of Emnmﬁmqo.wmﬂw wwwnowhzﬁwﬂz.i% - o proces peter uader

o . ti : Integration process.
o MOWMNMMMMM_ ﬁ_nmw:_os of Sw Sﬁ.omnmaos process has important implica-
improvin, 88:&.0: MMSW Integration in HEM manner changes the approach to
changing so ar mamom on campus. Traditionally, the concept of students

ol e n_ﬁ to oma.vwm <N.==om and norms has become institu-
colloge sampun v.?omw. 5% waBS_mqwaé philosophical viewpoint on many
0w imorenins n.oﬁoszo_h. ings from this .m:_& suggest that if we are serious
comed ghoume Speien on campus, vw_d.o:_mzw for traditionally underrepre-
s o:i&:io:a Rn—MMmM: MSMO educationally sound ways to ensure that

aomﬁ.m nmson than the norms and <»_=MMMM Mamoﬂﬁowomm # e variety of st-

~=m . . . )

. mmocv_w Mwomww“h_a Mm this m.:.aw indicate that involvement with student peers

ent ok mwmoww, :wm mﬂm_.:é co:oma.mg first-year students. However, re-

(1957) suspte Mom. hitt, Nora, mﬁ.:mo:‘ Serra Hagedorn, and Ho&:.ﬁa

others, ancEces that sc Soma\vom of peer involvement are more beneficial than

ctonces for e ypes of first-year involvement can have negative conse-
udents. As such, future studies should carefully articulate and

more fully investigate the i
effect :
success. of different types of involvement on student

CONCLUSION

The examinati i indi
hat the nﬂﬂ”ﬂﬂﬂﬂ MM ﬁ%oﬁnﬂwwwa __mevooﬁ Mm?moam provides further evidence
ture with > (1919, model of individual student depar-
ful ooSEMMMmMMMM_ mMMS Astin’s (1984) theory of involvement provides mo_w“.
of involvement. o o %o_a_mﬁoaoo. By including behaviorally based measures
act. 1o terms 0m G el provides a vo:na explanation of how students inter-
Drecrsor fo g aaﬁa mono.ov:o:m‘. with the college environment as a
Strates how Wb e am: moo_.a Integration. Moreover, this model demon-
continually modifies w::n %HMW MMA”“M MMAMM“ mm e same procsss Whereby each
cases, d ‘ i . nt becomes increasingly (or in
o msoﬂmw“_swwﬁwoﬂ.amsaa into the social and academic mwmam:wm Ag SM_MHQ
suggesting. plioes mM_oS_ Eowmcﬁm also provides an improved means mon.
sposiic can and practices that may be used to improve retention
puses. It is our hope that this new model will be useful to oEon”

scholars who explore th i
ese questions a i i ;
campuses, q t a wide variety of college and university
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A SYSTEMIC, STUDENT-CENTERED STUDY
OF UNIVERSITY SERVICE

David A. Brenders, Peter Hope, and Abraham Ninnan

ject, a six-
indi f the Student Focus _u.a_oor
. - he methods and findings o ot Focus Project 250
on vwmoma_%“mwmw% perceptions of service ata _w.d% Mﬂﬁ_ﬂw :_m > o
ﬂ%ﬁ:ﬂ:ﬂ NE% paneled 24 focus groups Mw umm_ﬂ_wqow vﬂm e :mnwmmmwmmzé po"
ia. t of questions con ng po B DO e 0 over-
veliefs about a pretested se P GO P Soice. . umoa.
iversity li ses and frustrations T o
of c:_<2m.2LMW%MM0%mc2<2mE life, and what .mEam:Mn QMMMW_"MMW W ey was
onﬁﬂhsm% university. Of the themes amﬂ_*_mm __ﬁqﬁ% udent Focus stud, | e
fou i t " and the “bal : re sv
: foonce < i ality of university
found that “malignant c.c_‘owco e e fons of the QU .
i ely influence student p 3 boliignd
o *mmﬁobwﬁmsw_nmﬂmmﬂq_“m n«,& student strategies for .moz_mno .MM%MMN ca
wom ﬂmo%o_.m__ confusion and poor performance of university

i 1na-

Quality service for students has become an important SMH_JMM w—wwww Nnarwa

i 1990: McMillen, 1991; Sines and Duckworth, t .m,aa ar and

Mel Anrwmoom.. S 5..&, et al., 1994). For example, Ormﬂoo (1990) o B e

Zoz.o:. SoE.oom the »,o:o,.ism watchwords: “The primary <s_.=o ww m_u oud

W—Nw“ﬂ% M: action is improvement in quality services” (p. 60). Sines an

94) agree: . I

En”.ﬁwa”” mow owcnnao:m— institutions to face two facts: they are in a competiive b

i ingly seeking out
students are increasing :
d students are customers . - . . deserve as paying
mm_, mﬂc.ﬂmﬂ._ﬂwnw_“_m offering them the treatment they believe they
those i

customers. (p. 2) ) . inning 10
In pursuing the aim of service quality, oacomﬂom_a Eﬂﬁmﬂw M”M vow_EsmmEa
i i e are teac
t perceptions of service 5.:83 : B e ines. and
:wmm””%m nﬁﬂo vmaansa. overall experience with the university (
e

Duckworth, 1994, p. 3). -
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