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ABSTRACT

The purpose of this study was to advance underistgrd perceived intellectual
and social attainment gains of first-generatiarstfyear college students participating in
First Generation Access Programs at the Univedi§outh Florida (USF), a large,
public research university in Florida. Understagdine self-reported intellectual and
personal/social gains of these students in higthecation can lead to higher retention
rates, creative strategies that promote academaess, affective cognitive and personal
development activities and services that meet #egls of this rapidly growing at-risk
student population with their persistence and itemmsto college.

Researchers have sought to examine variables #naheip to increase the
persistence rates of students by understandinignjb&ct of students enrolled in First
Generation Access Programs on first-generatiorestislacademic success, as measured
by grade point average. Several studies have itedidhat first-generation, first-year
college students have pre-collegiate charactesighiat impede their intellectual and
personal/social growth. In addition, research sssidhow that First Generation Access
Programs are successful in assisting at-risk styatgwulations successful in their
transition to and persistence in college. Howethaate is scarcity of literature that
examines the estimates of intellectual and pergsw@bl gains of first-generation, first-
year students enrolled in First Generation Acceegriams. As such, this study explored

the extent to which self-reported intellectual egsonal/social gains predict the
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academic success, as measured by grade point ayé@afrst-generation, first-year
college students enrolled in First Generation Asd&®grams.

Theoretical frameworks from higher education weseduto provide an
understanding of perceived intellectual and per¢ésmaal attainment and academic
success of first-generation, first-year, studentsléed in First Generation Access
Programs for the context of this study. Accordiadluh (1995), college impact models
from Astin and Tinto and Pusser were studied, ag llave been used to assist higher
education professionals in understanding “outcopneduced by interactions between
students and their institutions’ environments...”1@6 — 127). In the context of both
college impact models, Astin’s Inputs-Environmentt€dmes Model (1991) and Tinto
and Pusser’s Model of Institutional Action for Séad Success (2006), results of this
study indicated that First Generation Access Progriacrease the intellectual and
personal/social attainment of first-generatiorstfiyear students.

Several statistical analyses were conducted to Ewearalationships between
variables (self-reported intellectual and pers@agial gains, gender, and academic
success) including multivariate analysis of var@a(ldANOVA), simple regression tests,
and Pearson Product Moment Correlation. Resultisi®@study were based on the
responses of 184 participants. Results indicatattkie participants self-reported
significant intellectual and personal/social gaidewever, findings indicated that there is
no statistically significant relationship betweatfgseported gains and academic success
as measured by grade point average, but therstatisatically significant relationship

based on gender.

Vi
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One implication for higher education administratansl student affairs
professionals is the need to investigate alteraatieasures for academic success of first-
generation, first-year students enrolled in Fireh€ration Access Programs. Grade point
average does not seem to accurately measure acasieéroess on perceived intellectual
and personal/social gains of this at-risk poputati®econd, institutions should seek to
understand the factors and specific strategiesrsf Generation Access Programs that
increase the cognitive and social growth and deremnt of first-generation, first-year
college students so that it may be successfullygmpnted for first-generation, first-year

college students who do not participate in FGAP.

vii
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CHAPTER ONE

INTRODUCTION TO THE STUDY

Higher Education is often viewed as the gatewahé¢ocAmerican dream, the
eminent social equalizer (Leonhardt, 2005; Van Ga&€00). According to Thelin
(2004), institutions of American higher educationght to educate students in various
subject areas to develop them into competent lsadehe nation. However, for a long
time, the students who received an education flaeed institutions were not diverse by
way of social class, gender, culture, or curriculidducators of the colonial period
believed the quality of an undergraduate educatiast produce responsible leaders who
were comprised of a majority of White males fromaltley families (London, 2000;
Thelin, 2004). As a result of American IndependencE/ 76, American higher education
began to move away from the philosophies of thdiEimgrhe New Nation Period
(referred to historical period when the United &satf America, as an independent
nation, developed a financial program that stinedghe Nations’ economy and the
formed the first two political parties that empoe@minority populations) began and
funds became available to provide financial aidsioidents. Subsequently, colleges and
seminaries for females were formed and the onsitosk institutions influenced the
founding of coeducation and Black colleges.

Due to multiple shifts in the economy, higher edioccebecame more accessible

to more diverse populations, causing a huge infiusollege attendees from 1880 to
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1914. Therefore, there was a need to adjust tdittesity and growing numbers of the
college student population. The diversity of studend number of students continued to
expand from 1915 to 1990. Due to unemployment duitie Great Depression from
1929 — 1941, the Serviceman’s Readjustment Actl- Bill in 1944, the Truman
Commission Report of 1947, the Brown v. Board dfi€ation United States Supreme
Court decision in 1954, the Civil Rights Act of 9@ he Higher Education Act of 1965,
Basic Educational Opportunity Grants in 1972, drelAmerican with Disabilities Act of
1990, higher education became accessible and rffordable to veterans, women,
ethnic minorities, the handicapped, and mid to Ineeme students (Millard,
1991;Robert & Thompson, 1994; Thelin, 2004;Vaugh£92). The preceding list of
endeavors was presumed to be incentives that woak# higher education more
accessible for all students who desired to attend.

In the beginning of the 2'lcentury, a more open access system evolved which
opened the doors to institutions of higher learrordirst-generation college students
(FGS) (Trow, 2001; US Department of Education, 2008ondon (1996) referred to
FGS as “educational pioneers” (p.11) and are furttessified as students whose parents
have no formal education beyond high school (Bar€n€hoy, 2008; Choy, 2001;
Engle, Bermeo, & O’Brien, 2006; HEA, 1965, Warburt®ugarin, & Nunez, 2001).
Educational goals are due not only to the accoimplents of parents, but also of
teachers and educational mentors who convey tindisence of attending college
(Venezia, Kirst, & Antonio, 2003). Thus, first-geagon students represent between
25% and 50% of all college students (Berkner & CI2808; Pascarella, Pierson,

Wolniak, & Terenzini, 2004). Several studies indéchthat first-generation students
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represent up to 47% of the students enrolled inncomty colleges and four-year
institutions (Chen & Carroll, 2005; Choy, 2001; Engt al, 2006; Horwedel, 2008).
With this in mind, FGS are a significant proportiminstudents enrolled in institutions of
higher learning.

Many first-generation students face myriad chalkengssociated with access to
higher education, and they have deficits compaveth-first-generation college
students (DeAngelo, 2010; Engle et al., 2006; Ldh& Paulsen, 2005; Swail, Cabrera,
& Lee, 2005). Pascarella et al. (2004) wrote:

First-generation students are more likely to leaveur-year institution at the end

of the first year, less likely to remain enrolieca four-year institution or be on a

persistence track to a bachelor’'s degree afteetiiears and are less likely to

stay enrolled or attain a bachelor’s degree é&fteryears (p. 250).

Although many first-generation students are wedlgared for colleges and
universities, they are still over represented ipyations of students who are not
prepared for higher education. Compared to tratificollege students, many FGS are
academically ill-prepared and economically disad@ged, face cultural barriers, and
have a scarcity of social networks (Kuh, Cruce,Z&@n& Gonyea, 2008; Longwell-Grice
& Longwell-Grice, 2008). FGS are more likely tofoem an ethnic minority group or
low-income family and find adjustment to collegerdifficult than students from
middle to high-income backgrounds (Marx, 2006). fitesthe challenges faced by this
population of students, they enroll in college and/ersities with the understanding that
post-secondary education might be a catalyst fmteer future (London, 2000). With

this in mind, higher education is considered toddatively unchartered territory for first-
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generation students who aspire to attain a collieggee. Therefore, it is important to
assist FGS at the beginning of their entry to galeo achieve the greatest gains in
persistence rates.

The challenges that first-generation students endunder their ability to
compete with their peers intellectually, finangrathnd socially. Therefore, FGS enter the
world of academia with significant challenges thi different than the challenges faced
by their peers. These deficits impede the intali@cand personal/social growth of FGS.

President Lyndon Johnson’s “War on Poverty,” sefaga catalyst to creating
legislation such as the Educational Opportunity #ct964 and the Higher Education
Act of 1965, which established programs to helgtfgreneration, low-income students,
and veterans prepare for education at collegesanersities. To further assist first-
generation and low-income students, the reauthasizaf the Higher Education Act of
1965 instituted Summer Bridge Programs to assitdeneration students to persist in
their educational endeavors at institutions of argkarning (Callan, as cited in Heller,
2001, Green, 2006). The objectives of the SummegBrPrograms, referred to as First
Generation Access Programs (FGAPS) in the propstsely, are to assist incoming first-
generation students who do not meet the univessaytrent criteria for admission and to
aid transition from high school to college in thersner before they start their college
career.

Research on student persistence revealed thatGerstration Access Programs
have demonstrated proficiency in dealing with acaideeadiness and social adjustment
issues faced by FGS (Gandara, 2001; Kezar, 200ita$ata & Bacote, 1996). With this

in mind, the FGAPs may assist FGS in their intéllacand personal/social development.
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For the purpose of this study, participants endoitethe Student Support Services
Program and the Freshman Summer Institute at theetsity of South Florida will be
used. Both programs are considered as FGAPs avel ther same population of students.
The differences between the programs are that 8tiBleport Services is funded by a
federal grant every five years and the Freshmannsemmnstitute is funded by the
University yearly. Unlike the Freshman Summer bug#i, Student Support Services
serves their incoming cohort of first-generatiowdmcome college students for their
freshman and sophomore year. The Freshman Sumstgut@'s participants are in the
program for their freshman year.

Statement of the Problem

A common goal of colleges and universities is tovpte a safe, welcoming and
supportive environment for all students and to greghem for their future careers. Many
colleges and universities express commitment talévelopment of the whole student.
Within this context, researchers have done segtudies to examine variables that may
help to increase the persistence rates of stutbgniaderstanding the impact of students
enrolled in FGAPs on FGS’s academic success. Hawthaxe is scarcity of literature
that examines the estimate of gains of FGS enrallé@GAPs during their first-year in
college.

There is much that is unknown about the effectissred FGAP’s. One important
area of effectiveness is related to the relatignshfirst-generation students’ self-
reported intellectual and personal/social estimagains to the academic success of
students enrolled in First Generation Access Progrdn addition to the lack of research,

degree attainment statistics concerning first-gainan students are not good: When
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compared to non-first-generation students, firstegation students are earning degrees at
a much lower rate in the academy (Sengupta & JeRE8®); within six years, African
American and Hispanic students complete 4-yearessgat a 17% lower rate than all
students enrolled in college (Carey, 2004); ang @6P% of low-income students,
compared to 56% of middle and upper income studernlisearn their college degrees
within six years (Original Author, as cited in Etrgsn & Tinto, 2008).

Purpose of the Study

The purpose of this study is to determine if thsra relationship between self-
reported estimate of intellectual and personal&amins and first-generation first-year
college student academic success enrolled in a F&ARarge metropolitan institution in
the South, as measured by the College Student iEexges Questionnaire (CSEQ) (Pace
& Kuh, 1998), at the end of their first-year of legje.

The CSEQ, developed by C. Robert Pace at the Usiiyeaf California in 1979
and hosted by Indiana University Center for Postisdary Research, was used to
measure the self-reported intellectual and pergsm@hbl estimate of gains of FGS in a
FGAP. “The CSEQ is based upon a simple but powerketnise related to student
learning: The more effort students expend in uiegresources and opportunities an
institution provides for their learning and devetmmt, the more they benefit” (Gonyea,
Kish, Kuh, Muthiah, & Thomas, 2003, p. 4). The etfcstudents expend, “quality of
effort,” describes the amount of time and energgsits invest in meaningful activities
that are related to their educational goals (Kutnyga & Williams, 2005). In general,
“student quality of effort in scholarly/intellectuactivities and informal interpersonal

activities are positively related to reported gamsitellectual skills and personal/social

www.manaraa.com



development” (Ory & Braskamp, 1988, p. 116). Thaliy of effort is not the focus of
this study. However, it is worthy to note becausthe direct effect it has on students’
estimate of gains, which is the focus of this study

Theoretical Framework

Theoretical frameworks from higher education gutde study. Astin’s Inputs-
Environment-Outcomes Model (1991) and Tinto andsBtis Model of Institutional
Action for Student Success (2006), referred toadiege impact models, was used to
guide this study. Both theoretical models are Jaleian the discussion of the self-
reported intellectual and personal/social gains@$ enrolled in the FGAKuUh (1995)
stated that researchers (Astin, 1977; Astin, 198ft, 1992; Pace, 1990; and Whitely,
Bertin, Ferrant &Yokota, 1985) have used the calegpact model to validate
“outcomes produced by interactions between studerdgheir institution’s
environments, broadly defined. Thus, learning amd@nal development are a function
of reciprocal influences among such institutiortemcteristics as size and control, such
student characteristics as sex and ethnicity, aadted perceptual and behavioral
environments produced through contacts with péacsity, staff, and others including
the types of activities in which students engage”1@6 -127).

Astin (1991) asserted that student outcomes inglizapects of the student’s
development that the institution does influencattempts to influence through its
educational programs and practices” (p.38). Timi Russer (2006) contended that
student success is directly correlated with thdesttis background characteristics and
the institution’s commitment. Taken together, thedels recognize the significance of

student characteristics and demographics as igpatemphasize purposeful and
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supportive interaction between the student anditineersity, which leads to great
intellectual and personal/social gains. With thisnind, Tinto and Pus<'s Model of
Institutional Action for Student Success is usédutorroborate Astin’s Inpt-
EnvironmentOutcomes -E-O) Model for the purpose of the proposed studyinist-
E-O Model is the coreptual backdrop for tr study.

Astin’s I-E-O (1991) moel has been used by scholaraialyzestudent
development based on several variables pertainitigeir educational experien
(Wolf-Wendel, Ward, & Kinzie, 2009). Hutley (2008) assdrthat Astin’s-E-O Model
proposes that students are passiveltivated by professors, university programs,
the environment. The concept of t-E-O Model is that learning outputs are assessi
terms of the background characteristics of stud@npgits) in the comprehensive cont

of the university setting (vironment) (See Figure 1).

Environment

X
N\
W

Ve

e @

Inputs » | Outputs

Figure 1.InputsEnvironmen-Outcomes (I-B9) Model (Astin, 1991, p. 1¢

For the purpose of e proposed studynput characteristics cons of the
background characteristics of FGS prior to enrofitreaich as academic preparati
socioeconomic status, ethnicity, and ge. Input characteristiaepreser the

8

www.manaraa.com



independent variable, FGS, in the study and magctboth variables, FGAP,
(environment) and estimate of gains (outputs) dutpavironmental characteristics
include how and to what extent the student engage&AP while enrolled. FGAP
(environment) is considered a mediating variablenugie input and the influence it may
have on the outputs. Output variables, estimaganfs and academic success, are the
last dependent variables impacted both by FGS {#)aund FGAP (environment).

For the purpose of this study, Tinto and Puss@9§) Model of Institutional
Action for Student Success was used to assiseidigtussion of the relationship among
FGAP, FGS, and the estimates of intellectual amdgmel/social gains. The Model of
Institutional Action for Student Success primariognizes the significant
characteristics of students (abilities, skills @uepion, attributes, attitudes, values,
knowledge, and external commitments) as inputsesfbcusing on the relationship
between the student and institutional commitmesfe(red to as the expectational
climate) which may determine student success. F@ARIdes resources to assist FGS in
their academic and intellectual development. Ferplarpose of this study, the FGAP
impacts the estimate of intellectual and persooaiés gains of FGS students through the
support, feedback, and involvement areas of theéMigtitutional Action for Student

Success (shown in Figure 2).

Research Questions
This research study addressed the following rebeguestions:
1. What is the relationship between self-reportedlettual estimate of gains
and academic succesffirst-generation students enrolled in First Gatien

Access programs?
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2. What is therelationship betweeself-reportegpersonal/social estimate
gains and academic succ of first-generation students enrollec First
Generation Access progran

3. What is therelationshij between self-reported intellectiesdtimate of gain
and selfreported personal/social estimate of giof first-generation studer
enrolled inFirst Generation Access Prograt

4. Is there aelaionship between both saléported intellectual an

personal/social estimate of gains and acadenccess based on gen?

w|‘r

e e

StieEss

Figure 2. The Model of Institutional Action for Slient Success (Tinto & Puss 2006,
p. 9)
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Significance of the Study

The population of first generation students is@asing on college and university
campuses. However, studies indicate that theretia noticeable increase in graduation
rates for these same students. FGS need help tocoowve barriers that hinder their
intellectual and personal/social development. FGABe created to meet the needs of
FGS.

The experiences of FGS warrant research and tlogaspétention of university
administrators. However, there is a lack of redeénat captures the self-reported
estimate of gains of FGS participating in FGAPshK1995) stated that student success,
using college impact models, is based “less onrtfeenal psychological processes
associated with dimensions of change and more@axternal environmental and
sociological conditions and origins of change”1@6). Kuh, Kinzie, Schuh, Whitt, &
Associates (2005) stated that the National Sur¢&Student Engagement indicated that
student success in college depends on a suppo#mpus environment that has

1. aninstitutional emphasis on providing studentsstiygport they need for

academic and social success,

2. positive working and social relationships amondedént groups,

3. help for students in coping with their nonacaderagponsibilities, and

4. high quality student relationships with other stugdefaculty, and the

institution’s administrative personnel (p 241).
This study investigated the self-reported intellattand personal/social estimate of gains
of FGS participating in a FGAP. Findings from tetady will add to the body of

literature and assist university administratoraiging the success of FGS.
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Delimitations
This research study used secondary data from thegédstudent Experiences
Questionnaire (CSEQ). Although secondary data esvknto have a lack of control over
the data collection, McMillan and Schumacher (2C€3erted that researchers use
secondary data analysis because of the larger sasizgl and data quality. The CSEQ
uses self-reported data to measure how studentsipertheir experiences and
personal/social growth during their first-year wilege. The self-reported data were
gathered from survey participants at a large, pubktropolitan university in the South.
The researcher served as a survey administratdrcipants may have responded to the
survey questions in the manner they believe theesuadministrator desired, which may
threaten the validity. With this in the mind, thenseey administrator explained to the
participants that their identity and data collectexte kept confidential and secured by
the Director of Student Affairs Planning, Evaluati& Assessment at the universifyhe
generalizability is limited for this study as welhis study used only one large,
metropolitan predominantly White institution in tSBeuth. The outcomes from this study
will be able to be generalized only to first-geniera students participating in similar
FGAPs. Despite the fact that this study has limgederalizability, Nora, Barlow, and
Crisp (2005) contended that single institution sscre helpful to understanding
matriculation issues faced by students at institigtiof higher learning.
Limitations
Limitations of the study include:
1. The instrument used in this study measures setirteg data from students who

participated in the survey during the data colteddiperiods.
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2. The data included only first-generation, first-ysaurdents enrolled in First
Generation Access programs that completed the GREQg specific academic
periods.
3. Excluded from the data were students who did notpiete the Estimate of Gains
section of the survey and were not between the aige3-20.
4. The study did include students’ high school gragi@atpaverage or pretest scores
from their estimate of gains.
Role of the Researcher

The researcher of this research study is a firseggion low-income student who
did not participate in a FGAP as an undergraduatdest. The researcher is currently
employed by the FGAP that was used in this studys@nved as a survey administrator.
As a first-generation college student comparedaditional college undergraduate
students, the researcher shared similar pre-cateegharacteristics of first-generation
students described in the literature: lacked saapltal, academically ill-prepared, bleak
perceptions of faculty and economically disadvaeteddecause of a lack of knowledge,
social networks and guidance to navigate collegeues, the researcher “battled” to
get information that was necessary to being a sstgkestudent. With this in mind, the
researcher expected the participants in this stutlg, are enrolled in FGAPSs, to have
noticeable perceived intellectual and personal&@stimate of gains as well as expected
the estimate of gains to have a high positive ¢atioe to academic success. Therefore,
there was a possibility of researcher bias for shusly. As an FGS who attended a large

predominantly White institution in the South, tlesearcher was keenly interested in how
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FGS perceived their intellectual and personal/s@aas and the relationship to
academic success while participating in a FGAP.

Definition of Terms

College Student Experience Questionnaire (CSEdle CSEQ was first developed by
Robert Pace in the 1970’s. In 1979, the CSEQ wasldped into a multi-institutional
tool that uses self-reported data from the follayinree dimensions: Quality of Effort,
College Environment, and Estimate of Gains. Thegutang dimensions are used to
measure a student’s experience in college. The GSEBQ@ministered through the Center
of Postsecondary Research at Indiana University.

Academic Success - Ftire purpose of this study, academic success isuneg by the
cumulative grade point average earned by the studehe end of the fall 2010 term.
Each participant’s cumulative grade point averadebs obtained by the Director of
Student Affairs Planning, Evaluation & Assessmeriha University of South Florida.
The information will not be identifiable per parpant.

Estimate of Gains Estimate of Gains is the self-reported knowletthge: the student
feels he/she has gained. For the purpose of thoped study, the amount self-reported
estimate of intellectual and personal/social gaiilisbe measured by the College Student
Experiences Questionnaire.

First-Generation College Students (FGS)GS are students whose mother and father
have not earned a college degree.

First-Generation Access Program (FGAPFGAP consists of the Freshman Summer
Institute (FSI), a summer bridge program, and TR¥dent Support Services (TRIO-

SSS) program. FSI and TRIO-SSS provide comprehersgiademic and personal

14

www.manaraa.com



support to assist first-generation low-income gm@lstudents during their first-year in
college.
Overview of Methodology

This study uses secondary data gathered by thensitiv during the second
implementation of the College Student Experiencessflonnaire (CSEQ), and utilized a
correlational design. The secondary data used stealsof a purposeful sample of 792
students. The data were collected during the FAID2Spring 2010, and Summer 2010
semesters. The purposeful sample comprised of ssifflem the following groups at the
university: athletes, student organizations, residehalls, and undergraduate course class
sessions. Based on the eligibility criteria, fregimsophomores, juniors, seniors, and
graduate students completed the survey.

For the purpose of this study, 275 students wegitd to complete the survey.
Therefore, the target population consisted of 2u8lents. Of the 275 students in the
population, 184 participants met the criteria fuststudy. For the purpose of this study,
only first-year FGS patrticipating in the FGAP whantpleted the “Estimate of Gains”
section of the survey were used.

The assessment process for the university consi$tedtudent responding to an
electronic and verbal invitation to participatetiie CSEQ Assessment. The survey took
30 minutes to complete and was eight pages long.gllestionnaire was available for
students to complete during the summer and falDZ&mesters. For the participants
used in this study, the questionnaire was availetslstudents to complete during the fall

2010 semester.
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An analysis of the CSEQ scores was done to detertniwhat degree FGS status
of these enrolled in the FGAP impacted their estnod intellectual and personal/social
gains. Descriptive statistics was calculated te@des the population of FGS
participating in the programs. SPSS software was fisr computer based calculations.
Organization of Dissertation

Chapter One contains an introduction to this stadstatement of the problem,
theoretical framework, purpose of this study, reseguestions, significance of the
study, limitations, definition of terms, overviewthe methodology, and the organization
of the dissertation. Chapter Two provides a comgnmslive review of the literature and
unifies the literature to establish groundworkriemw research. Chapter Three describes
the general methodological approach, researchmgsagpulation and sample,

instruments and data collection procedures, anlytare procedures to be used.
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CHAPTER TWO

REVIEW OF LITERATURE

Higher Education is the gateway to the Americammanrethe eminent social
equalizer (Leonhardt, 2005; Van Galen, 2000). Wimgtes from wealthy families were
the majority of the college population during tt@2century (London, 2000). However,
over the years, college has become accessibler® dnerse populations. In 1944,
veterans began taking advantage of the G. I. Bitlbert & Thompson, 1994).
Additionally, the community college system, a maffordable alternative to higher
education, was instituted by the Truman CommisBeport of 1947. Ethnic minorities
gained access to predominantly White institutioinsigher education via the Brown v.
Board of Education United States Supreme Courtsdmtin 1954. The Higher
Education Act of 1965 increased monetary resourcassist students in attaining a
college education. Financial aid programs, alorth ¥ie programs listed above played a
major role in growing the number of diverse groopsdividuals who are allowed to
access higher education (Millard, 1991, VaughaB2).9As a result, there is a higher
proportion of students from minority working-cldasnilies attending colleges and
universities today.

The following literature review is essential toagtate the four key components
that exemplify the context for this study. Thetficemponent of the review explores the
pre-collegiate characteristics and college expegsrof first-generation college students
(FGS) and the challenges they may face as a m&sthibse pre-collegiate traits and
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college experiences. The second component reviewsature and purpose of first
generation access programs (FGAPs) and theirgakdtip to the status of FGS and their
college experiences. The third component of thegtdr reviews theoretical models
developed on student success and persistenceinBhadction of this chapter provides
an overview of the survey instrument used to meaghe self-reported responses of FGS
with regard to their quality of effort in attainirtigeir educational goals.
First-Generation Students

The G.I. Bill, the Truman Commission Report of 1987own v. Board of
Education in 1954, and the Higher Education Act@$5 contributed to the
transformation of the population of students atitagons of higher learning. In the
beginning of the 21st century, the landscape didriggducation transformed to a more
open access universal system which provided oppitigs for students, in particular,
FGS (Trow, 2001; US Department of Education, 2008 Higher Education Act 1965
defined FGS as “(A) an individual both of whoseguds did not complete a
baccalaureate degree; or (B) in the case of anyithéhl who regularly resided with and
received support from only one parent, an individuaose only such parent did not
complete a baccalaureate degree” (Higher Educatbof 1965, Sec.402B [6] g1 [a]).
To better understand this population, researcieinggher education began to study this
group and subsequently reported the need to #issss students to prevail over issues of
social class, cultural barriers, and academic ioifity (Chaney, Muraskin, & Cahalan,
1998; Levine & Nidiffer, 1996).

There are several negative factors that impedadhdemic success, intellectual

and personal social development of many first-gaian first-year college students at
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institutions of higher learning; however, there positive aspects they bring with them
that aid in their success as well. Jahangir (20idlyated that first-generation students
bring notable “cultural wealth” to colleges andversities, which is “generated from the
lived experience that marginalized students draion542). The “cultural wealth” is
defined as the persistence and resilience of tpsiation of students. These students’
parents have not attended college and have nostaddmg on how to pilot their
children to earning a college degree. Thereforeynfiast-generation students must
establish and manage their own paths to higheragiduncwith little direction from
knowledgeable parents. With this in mind, first-gextion students have to engage in
countless struggles to get basic information treatitional college students can get from
their parents.

According to Engle, Bermeo, and O’Brien (2006), 4@PAirst-generation
students are enrolled in 2 — and 4 — year institisti According to the U.S. Department of
Education 2003 — 2004 National Postsecondary StuwsldrStudy, 24 percent of the
undergraduate population consisted of FGS. Thisllatipn was 64 percent female, 54
percent minority, 30 percent single parents, angétdent are financially independent
from their parents. Despite the increase in actessllege, first-generation freshman
full-time college students entering institutionshagher education had dropped to 15.9
percent in 2005 compared to 38.5 percent in 19a%q#&rella, Pierson, Wolniak, &
Terenzini, 2004; Saenz, Hurtado, Barrera, Wolf, &u¥ig, 2007). Most studies revealed
that FGS are more likely to depart college durlmgrtfirst-year (Choy, 2001). The Pell
Institute (2008) reported that FGS are four timesatikely to leave higher education in

their first-year compared to their counterpartiténi (2003; 2006) reported that FGS
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are prone to drop out in their second year, sugggetiat retaining FGS is significant
past the first year of college. Choy (2001), Thi Istitute (2008), and Ishitani (2003)
reports supported the significance of assisting BG$g their first and second year of
college which is important in helping higher prafiemals assist FGS to persist. One of
the most important factors in predicting collegesptence is parents’ educational level
(Ishitani, 2003; Saenz et al., 2007; Spady, 197to] 1975). Low completion rates of
Latino and African American FGS have been assatiaith the fact that their parents
never went to college (McCarron & Inkelas, 20063.&\result of their parents not
attending college, the students’ social capitat psrtains to educational resources is
severely limited (Hooks, 2000).

Previous studies have shown that many FGS have longecollegiate critical
thinking skills, lower ACT and SAT scores, loweade point averages, and limited
information about the college experience (Ishit2006; Orbe, 2004; Pascarella, Pierson,
Wolniak, & Terenzini, 2004; Saenz, Hurtado, BamekVolf, &Yeung, 2007). As a
result, FGS mostly attend 2-year colleges anddeksctive institutions (Terenzini,
Springer, Yaeger, Pascarella, & Nora, 1996). Clz®91) indicated that the level of
parent education is directly correlated to stu@eaidemic preparation. Nunez &
Cuccaro-Alamin (1998) found that students whosemtarhad a bachelor’s degree
demonstrated greater degree attainment by 76 pgerompared to FGS’s parents without
a college degree. With this in mind, comparedaditional college students, many FGS
come to college with a myriad of negative facttyat impede their academic success.
These negative factors include but are not limitelhck of academic preparation and

intellectual development, lack of financial suppartd scarcity of social networks.
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Academic ill-preparedness is a leading negativeofaaf FGS. Their self-
confidence about their abilities can be detrimenfsdcurate self-assessment is
characteristic of successful students in highecation. FGS tend to be most inaccurate
in their self-assessments. These students show sfgrver-optimism or over-
negativism. Over-optimism can lead to underestinggtine demands of the academic task
(Hacker, Bol, Horgan, & Rakow, 2000). Over-negatirican result in lack of motivation
(Pajares & Schunk, 2001). Both result in inaccuestémates of preparedness for exams
and predicting final course grades once in coll€&gravalia, Ray, Murdock, & Gredler,
2004).

Fasset & Warren (2004) indicated that many FGSbelthey do not need help to
navigate the college bureaucracy and fear beiggstiized by their peers. However,
Reid & Moore (2008) found that students who weuokilag study skills had the most
difficulty in transition to college. FGS need héfpaccessing universities’ academic
resources. Hence, institutions may need to asBessekds of these students while
simultaneously providing the necessary academauress. Thus, it is important that
FGS are successful in academically integrating tinéainstitutions of higher learning.
Academic integration, students’ grades, and stwiléertellectual development (Tinto,
1975) are paramount to their persistence and ssiatesstitutions of higher learning.

Another factor that impedes the success of FG8asisclass, most commonly
termed socioeconomic status. Warburton, Bugariblufez (2001) noted that FGS are
more concerned with financial matters and lack @ational information of the
bureaucracy of higher education operations. Conagar® percent of their peers, 29

percent of FGS are from low-income families (Watbaret al., 2001). FGS from low-
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income families tend to earn certificates in vamadil and technical programs compared
to their peers who earn degrees from universifde®lman, 2005; Hochlander, Sikora,
Horn, & Carroll, 2003; Kuh et al., 2007; Striplit999).

The socioeconomic status of FGS results in lackoefal capital. Putnam (2000)
described social capital as the understanding@ébkpathways or social networks that
help to access resources. Maldonado, Rhoads, &#¥ista (2005) emphasized the
importance of both cultural and social capitalefation to college student retention.
Maldonado et al. (2005) defines cultural capitalres“linguistic and cultural
understandings and skills that individuals bring¢bools on the basis of their social
class location,” (p. 609) and social capital aslisland capabilities enabling individuals
to act in different ways” (p. 610). To navigateaesces in higher education, students
need both cultural and social capital to aid inrteeccess. Insufficient social capital
contributes to this group’s lack of self-esteem aodal satisfaction at the university. It
relates to the context of the campus ecology aadtindent. It is the congruence of the
environment and the students’ cultural values. &ted above, there is a scarcity of
social networks for FGS. With this in mind, FGS @éédess social networking knowledge
and skills, which equates to fewer role models. €18 to limit their college aspirations
if they do not feel connected to the campus coupliéld a lack of family support for their
decision to attend college (Thayer, 2000). Tint@0@ contended that “the more students
are academically and socially involved, the mdkelli are they to persist and
graduate”(pp. 4-5). Ishitani, Davis, Lyzogub, & d&ar (2001) asserted that “levels of
academic and social integration ultimately enhanstident’s overall college

experience” (p. 1).
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There is a scarcity of studies of FGS. From the dawdies available, Somers,
Woodhouse, & Cofer (2004) and Terenzini et al. @)2%e most relevant to accentuating
the characteristics and experiences of FGS foptipose of this study. The findings
from these studies identified the attributes antbanters that FGS endure in their first-
year of college.

Terenzini et al. (1996) investigated the differentepre-college characteristics,
experiences during the first year of college, amasequences of these differences for
cognitive development between first-generation taaditional college students. The
participants in the study completed a pre-collageey in fall of 1992 and a follow-up
survey in Spring of 1993. The data were collectgthle National Study of Student
Learning (NSSL). The data were gathered from aetlyear longitudinal study of 3,840
students nationwide enrolled in 18 four-year and&year colleges in fall of 1992
through random selection from a pool of new stuslefihe survey included questions
about demographic and background information, gellespirations and expectations,
and adjustments toward learning. Students also BietpForm 88a of the Collegiate
Assessment of Academic Proficiency (CAAP), as pathe 1992 survey. CAAP (88a)
assessed students in reading, mathematics, aiwdlctiinking. The follow-up survey
included Form 88b of the CAAP, the College Studexpierience Questionnaire (CSEQ),
which assessed students’ experiences of theiryiat in college, and another
guestionnaire that covered questions that werénetded in the CSEQ. The number of
participants in the initial survey in 1992, whiabnsisted of 3,840 students, dropped to
2,685 participants in the follow-up survey in 1998e follow-up survey consisted of

825 FGS and 1,860 traditional college students.
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The five independent variables that were analyndtie study were 37 pre-
college characteristics (e.g. race/ethnicity, etianal goals, family income, and CAAP
tests scores), in-class experiences, out-of-chgssreences, academic experiences, and
institutional characteristics. To measure any défees between first-generation and
traditional students’ first-year of college, Tergnzt al. (1996) used an ordinary least-
squares (OLS) regression on the pre-college su@ke$. regressions were used on the
CSEQ and the additional questionnaire that asselsquhrticipants’ college
experiences. To examine the effects of the varsatiethe cognitive development
between first-generation and traditional collegelents, the researchers acquired the
CAAP scores from the follow-up survey and did Okgressions on the initial CAAP
scores and the pre-college characteristics.

The major findings of this study revealed that RSe “more likely to come
from low-income families, to be Hispanic, to haveaker cognitive skills, to have lower
degree aspirations, and to have been less invelWtedoeers and teachers in high school”
(Terenzini et al., 1996, p. 16). Compared to traddl college students, FGS’s
perceptions of faculty members were bleak, expeadmore racial or gender
discrimination, worked more off-campus jobs, toewér courses in fine arts and
humanities, and completed fewer credit hours iir fivst year. In math and critical
thinking skills, first-generation and traditionalidents gain an equal amount of
knowledge. However, there was a significant diffieesin reading gains made by
traditional college students (greater gains) veF8S. Terenzini et al. (1996) suggested
that the number of hours worked, the number of igspent studying and college

experiences have different effects and are moreitapt for FGS than traditional
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college students. Terenzini et al. (1996) studyrerad the effect of summer bridge
programs on the experiences and academic gainebeetAGS and traditional college
students. The proposed study differs in that itgpally investigates two summer bridge
programs and the impact they have on estimateing gar FGS in the areas of academic
and social integration.

Somers et al. (2004) investigated how tuition aeekfand financial aid awards,
achievement, background characteristics, educdtgwsds, and colleges experiences
effect persistence for first-generation and nostgeneration students at four-year
institutions of higher learning. Somers et al. dedl first-generation students as “those
whose parents had an educational level of highddaiploma or less” (p. 423).
Sociology and economics theoretical frameworks veeneloyed. The sample size
consisted of 24, 262 students, specifically, 15®@é2e non-first-generation students and
8,290 were FGS. To organize their study, Someat eised the model developed by St.
John (1994) and analyzed the data provided by #t®hal Postsecondary Student Aid
Study of 1995-1996 (NPSAS:96). Six variables @galege experiences, academic
success, price of attendance, debt load, backgrcaccteristics, and educational goals)
were evaluated using logistic regression to examiti@n-year persistence.

The findings of the study found that several vdaalsignificantly affected
persistence: “Low-income” FGS are unlikely to per=GS freshmen who struggled
academically doing their first-year are unlikelypersist, the debt load of FGS were
extremely lower than the debt load of non-first-getion students, and goals of attaining
an advanced degree were higher for FGS who haddsiginations in attaining a

bachelor’s degree. The authors suggested sevemdseih help increase persistence for
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FGS: (1) create early college awareness progranfggtgeneration students and their
parents, (2) provide early academic programs,nfake financial aid awards with loan
amounts and higher grant funding, (4) provide acad@and social support at the
beginning of FGS’s college career, (5) establisle@vironment that is conducive for
faculty interaction, (6) provide counseling to agkl personal concerns, and (7) cultivate
programs that encourage attendance and persisiéR€&S. Overall, this study added to
the literature regarding the need for comprehensbaglemic and personal support
programs for persistence of first-generation sttglefherefore, Somers et al. helped fill
a gap in the literature by showing the need fodanac and personal support programs
in order for FGS to successfully acclimate to tbkege environment.

The review of the literature suggests that FGS ctmuellege with a myriad of
issues that may hinder their success in compatestmaditional college students. FGS
may need assistance to help them navigate the urefaoultural environment and the
bureaucracy of institutions of higher educatiorreiew of First Generation Access
Programs is a significant next step in the disamsef FGS in higher education.
First-Generation Access Programs

First-Generation Access Programs (FGAPS) help stsde overcome the
challenges of academic ill-preparedness and sadjaktments issues that occur in their
transition from high school to college. FGAPs, dsown as TRIO - SSS and Summer
Bridge Programs, are useful in persistence andtieteefforts of first-generation low-
income students at institutions of higher learniBgth programs were created to help
students overcome the academic, social, socioeaenand cultural barriers to higher

education.
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Motivated by President Lyndon Johnson’s “War ondtty” several programs
designed to assist disadvantaged students to attaiege degree were created. The
Higher Education Act (HEA) legislation gave riseatcess programs administered by the
U.S. Department of Education and had a genuinedtrgahigher education policy
(Callan, as cited in Heller, 2001; Higher-ed, 2008)e objective of the Higher
Education Act was “to strengthen the educationsbueces of our colleges and
universities and to provide financial assistangesfadents in postsecondary and higher
education” (Higher-ed, 2008, p. 1).

In 1968, the federal government created TRIO prmogtaencompassing the
following three programs: Upward Bound, Talent $baand Student Support Services
(Council for Opportunity in Education, 2008; US.d2etment of Education, 2007). TRIO
programs help “to ensure equal opportunity forratiericans regardless of race, ethnic
background, or economic circumstance” (Balz & Esfi€198, p. 334). Congress
mandated that one-third of the population served@RIO programs should be first-
generation, low-income, or mentally and/or phydycdisabled. The remaining two-
thirds of the population should be both first-geti®n and low income (Zhang, Chan,
Hale, & Kirshstein, 2005). The Upward Bound pragraelps eligible individuals and
veterans prepare for education at colleges ancetsities; Talent Search programs
informs sixth to twelfth graders about educatiangbortunities; and Student Support
Services (SSS), the TRIO program to be used iptbposed study, serves first-
generation and low-income students. TRIO- Studepp8rts Services participant
population grew respectively over 11 fiscal yeatqus: from 179,377 in 1997 — 1998 to

199,499 in 2007 — 2008 (U.S. Department of Eduoa2008b). This growth shows the
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consistent focus and commitment to serving firstegation and low-income students.
However, there is a lack of literature concernimg fiactors that supplement the academic
success of FGS enrolled in FGAPs.

TRIO — Student Support Services (TRIO-SSS)The purpose of TRIO-SSS is to
improve graduation rates of first-generation, low@ame, and disabled students at
postsecondary institutions (Zhang & Chan, 2007 ;nghet al., 2005). The program also
seeks to provide guidance and sustenance for siiedents when applying to
professional programs. The code of Federal ReguisiiStudent Support Services
Program, 2009) defines the goals of the program to:

1. Increase the retention and graduation rateBgible students. 2. Increase the
transfer rate of eligible students from two-yeafdor-year institutions. 3. Foster an
institutional climate supportive of the successoaf-income and first-generation college
students and individuals with disabilities throwgghivices such as those described in
646.4. (#1)

TRIO-SSS, funded by the federal government, supmtudents by providing
instructional services in the following areas: iegdwriting, study skills, and math. The
program also offers peer counseling, mentoringithatilves faculty, personal counseling
and guidance in selecting appropriate college esutfsat fit the students’ individual
degree goals and academic ability to successfaliyptete the courses (Council for
Opportunity in Education, 2006).

Summer Bridge Programs Similar to TRIO-SSS Program, Summer Bridge
programs (SBPs) evolved from the need to assistpopulations entering higher

education to make successful transition to coll&RPs have existed since the 1960s and
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grew to institutions of higher education over tlasip40 years. The focus of SBPs vary
from campus to campus, and many emphasize thdisagroe of retention of target
populations such as low-income, minority, interoaél, or first-generations students.
Colyar (2011) stated that “summer bridge prograresrdended to address important
preparation and achievement gaps that are evideheiresearch” (p. 123). Thus, the
common focus is to retain these populations toigeothe same opportunity as
traditional college students (Kezar, 2001).

Kezar (2001) also noted that many institutions halv&erved their ability for
improving academic preparation. Increased presmuniecalls for accountability measures
from recent reauthorizations of the Higher Educafdat of 1965 and funding based on
reported retention rates are mentioned as a m#jaence for increased retention
programs (Kuh, Kinzie, Schuh, Whitt, & Associat2805). As a result, there has been
increased funding for programs directed towarduigog first-generation and low-
income students to not only enroll, but also to ptate degrees (U.S. Department of
Education, 2009).

There is limited research that exists investigaB@is. York and Tross (1994)
showed that students served by SBPs benefit fraivitaes geared toward increasing
self-confidence, mentoring, and community developingBhillips, 2008). Another study
indicated that students involved in SBPs fair yetian similar students who did not
participate in the program (Santa Rita & Bacot&6)9However, York and Tross (1994)
revealed that studies on SBPs lack data of studeertsistence rates and grade point
averages. Of the limited research that exists conog SBPs, it was reported that

participants fair better academically and persistea higher rate than students who were
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not enrolled in an SBP (Santa Rita & Bacote, 1896@|pole, Simmerman, Mack, Mills,
Scales, & Albano, 2008). In contrast to literattivat reported SBP participants
performing better academically, there are a fewokah that do not believe they play a
significant role in assisting participants in thgiograms. According to Myers and
Schirm (1999), SBPs help students more socially #@demically. Hall (2011) and
Oseguera, Locks, and Vega (2009) reported thacyamts enrolled in summer bridge
programs may be stigmatized as students who dbawet the competencies necessary to
be successful in college.

Hall (2011) found two factors that may be the caafdanited research regarding
literature about retention and SBPs. The firstassited was the limitation of
generalizability of data about SBPs. As statedezarn this section, these programs vary
from campus to campus which results in a consideriount of difference to factors
that may not be applicable or accurate to desatber SBPs. Taylor (2011) found that
focus of SBPs range from only emphasizing acaderagarding developmental courses,
to preparation for college placement tests, toe@oonal activities. The second issue of
concern is the lack of a homogenous system of umgnof retention measures that
would help in more accurate reporting of the outesrof students enrolled in SBPs.
Some research has measured retention by comptdtgindents’ first two semesters
while others determine retention rates from theemts’ first semester to each semester
until the end of the students’ tenure at the ingon.

Despite the scarcity of literature and researcleridgsd above, the information
provided about SBPs proposes they are a comprefeegusd effective way to help

participants in their programs transition to ingtdns of higher learning. SBPs provide
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resources that help students develop their intel##@nd personal/social skills. To add to
the literature and provide more data concerningélaionship between FGAPs and their
participants’ academic success, the proposed stildgxamine the relationship between
FGS perceptions of their intellectual and persgaats enrolled in FGAPs and their
academic success.

TRIO-SSS Program and Freshman Summer Institute Progam at a large
metropolitan university in the South. The FGAP in this study provides access to a
university education for promising students fronstigeneration and/or limited income
families who do not meet the competitive fall adsios criteria, but who demonstrate the
potential to succeed at the university. These iddais are identified through a review of
the admission application, academic records, aadrthe Application for Federal
Student Aid. Therefore, the following areas areeweed: performance in college prep
courses, standardized test scores, family educaimhfamily income. Research states
that the freshman year is the most crucial permwdfudent retention and may determine
the likelihood of a student staying or leaving timaversity (Kezar, 2001; Pascarella et
al., 2004; Terenzini et al., 1996). With this innahj the FGAP mentioned focuses on
preparing students for the challenges of theit-fresar in college. These challenges
include, but are not limited to: (a) overcoming@eaaic ill-preparedness, (b) taking tests,
(c) managing the volume of work compared to highost, (d) learning to learn
effectively, (e) adjusting to the university enviroent, (f) managing time well, (g) being
away from home, and (h) balancing school, worlenfds, and activities.

To help students prevail over the aforementionedlehges, the FGAP mandates

that students fulfill the following requirementsimsmer residency, tutorial support, one-
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on-one advising, and counseling (three appointmesth semester - Summer, Fall, and
Spring) and personal and academic development woplss If students do not meet the
requirements, registration holds are placed o 8tedent accounts and removed once
the requirements are met. The FGAP focuses onta#eand cognitive needs of
students. Advisors monitor students’ performanceughout the year, which includes
meeting to discuss midterm grade reports and ergthiat students are making healthy
adjustments to the university environment. The F@#® works closely with other
programs and services on campus to better serirestbhdent population. Overall, the
FGAP seeks to provide resources to help the stadenigate the bureaucracy of the
university system (i.e. residence services, firalnad, course scheduling, and academic
advising).

All students who are accepted into the programsexqeired to fully participate
in a six-week summer school semester which incltaldag nine credit hours and living
on campus. The summer is the first opportunitytherstudents to articulate the social,
personal, and academic concerns that they mayiexperas they are getting acclimated
to the university. More specifically, the six-wesalkmmer school semester is used to
determine whether students have the motivatiorséothieir potential to succeed. During
the summer semester, along with the Federal Patitgmost students receive an
additional grant or scholarship from the programsdal on students’ financial need. Peer
counselors are also utilized in the program. Studi®w that “peer-group associations
appear to be most directly related to individuaiabintegration” (Tinto, 1975, p. 110).
Peer-group associations help to mediate the caclmiate and serve as emotional

support for students counseling (Jacobi, 1991)Y&tts benefit by getting a “head start”
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over students enrolling in Fall semester; makingametworks with faculty, staff, and
students before the fall begins and adjusting ¢antellectual skills needed to succeed at
the university.

Despite the lack of research, the literature ingisdhat FGAPs are valuable in
helping meet the needs of first-generation low-mecstudents. The programs are
effective in providing academic, social, and pea@upport for FGS. With this in mind,
FGAPs aid in the retention efforts of FGS. The reedtion of the literature review is
important in connecting the theoretical notionshaf issues faced by FGS and the impact
of being enrolled in a FGAP may have on the sgibreed perceptions of the quality of
effort of FGS at institutions of higher education.

Theoretical Framework

Within a 35 year period, gaps in access to highacation decreased between
first-generation college students and traditiomdllege students. The number of FGS
attending college increased by 60 percent from 18ZDO05 (The Pell Institute, 2008).
Gaps in graduation rates between students fromthighw socioeconomic status have
slightly decreased. The rate of FGS attainingadlaureate degree has only increased
by 6 percent from 1970 to 2005; compared to a 38gm increase of “non-traditional”
students from 1970-2005 (The Pell Institute, 2008k literature states that all students
bring particular background characteristics, pribegiate academic preparation, and
varying levels of socioeconomic status which imghetr ability to acclimate to the
college environment (Astin, 1970; Pascarella & Tiemei, 1983, Somers et al., 2004,
Spady; 1970, 1971; Terenzini et al., 1996; Tin@®/3; Tinto & Pusser, 2006). This

section of the literature review focuses on thetégcal frameworks of Astin’s (1991)
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Input-Environment-Outcome (I-E-O) Model, Tinto’s)(a5; 1993) reports concerning
students’ integration to institutions of higher edtion, and Tinto and Pusser’s (2006)
Model of Institutional Action for Student SucceBsth models and reports attempt to
explain the influence of participating in FGAPstbe self-reported “estimate of gains”
for first-generation college students in theirtfyear of college. With this in mind, each
theoretical model is useful in the discussion ofS-Gor the purpose of this study,
Astin’s I-E-O Model is used as the theoretical feamork.

Astin’s Inputs-Environment-Outcomes (I-E-O) Model. Researchers have
employed Astin’s (1991) I-E-O Model to determinedent development based on
multiple variables of their educational experiend¢éis model has been used by many
researchers as a theoretical framework for anajyzindent development (Wolf-Wendel,
et al., 2009). Astin (1991) stated that most ofregearch caters to students in educational
settings but is valid in many environments. Forghgoose of this study, the following
variables were considered: FGS characteristica{)ppGAPs (environment); and
estimate of gains, CSEQ instrument (output). AGIBB1) stated that student outcomes
refer to “aspects of the student’s developmentttiainstitution does influence or
attempts to influence through its educational paatg and practices” (p. 38).

The following are reflected in the model (see Fegll): (&) environment — it has a
relationship with inputs, (b) outputs are affedbgcthe environment, and (c) inputs affect
outputs. In this study, the environment, FGAP, widug affecting the output, estimate of
gains--the self-reported knowledge gained by thdestt. According to Astin (1991),
student input characteristics that have “potemiaraction effects with environmental

variables are the student’s gender, ethnicity, ag#ity, and socioeconomic level” (p.
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67). With this in mind, Astin believes that onetloé rationales for assessing input
variables is to determine if a student’s backgroand the environment interface
eventually affecting the output. Flowers (2004)amed that minority students, mainly of
African American decent, are positively influengedheir educational outcomes when
engaged by faculty and student organization/grdup$end not to be as involved with
their environment.

According to Tinto (1975), the greater the studetdvel of academic integration,
the greater the level of subsequent commitmeritaagybal of college graduation. Also,
the greater the student’s level of social intagmtthe greater the level of subsequent
commitment to the college or university.

Tinto (1993) reported,

In the collegiate setting, research has tendedgpat the conclusion that the

establishment of supportive personal relationshipsth faculty, peers and other

significant persons — enables students to bettg woth the demands of the
college environment. . .this in turn, has a positmpact upon student academic

success. (p. 122)

Tinto (1993) also reported, “student learning lmesturs in settings that involve
students in the daily life and provides social antéllectual support for their individual
efforts” (p. 147). Social and intellectual suppoaih come from contact with students in
multiple settings but Tinto suggested,

Institutions must consciously make an effort tacheaut and establish personal

bonds among students and between students, faaotlystaff members of the

institution. Particularly important is the conting emphasis upon frequent and
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rewarding contact between faculty, staff, and stislin a variety of settings both

inside and outside the formal confines of thessiasm and laboratories of

institutional life. (p. 147)

Tinto and Pusser (2006) further explored a modestiodent success by creating
the Model of Institutional Action for Student SusseFor the purpose of the proposed
study, the model discussed next, though not thaer¢tieal framework, is most fitting to
capture the significance of FGAPs for FGS.

Model of Institutional Action for Student SuccessThe Model of Institutional
Action for Student Success was developed by TintbRusser (2006) in an effort to
provide guidelines for institutions of higher edtica to aid in increasing student
persistence and student success. The model refgrsrsistence” and “success” as the
ability and behavior of the institution’s environmtéo promote persistence and success
for students, thus enhancing persistence and degrepletion of students. Their model
considers two major components that are embeddédanted in retention and
persistence theories.

The first component of the model takes into accoltconditions for student
success: commitment, expectations, support, fe&gdbad involvement. With this in
mind, the model also recognizes the studentshaites abilities, demographics, and
external commitments. The second component of i@ehtakes into consideration the
institutional actions for student success: ingbt#l commitment and leadership,
expectational climate/campus climate, support o aid, advising, academic support,
social support, feedback, involvement (academiegiration), pedagogies of engagement,

and learning communities. More specifically, theéacwithin the institution is not
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described in any program detail are the areaspy@t, involvement and feedback. The
preceding action areas are implanted within an eatienal climate and effect quality of
effort, learning, and success (retention/persigte(see Figure 2). FGAPs operate in
many areas of the model. The literature revieweétates that FGAPs, an element of
FGS'’s first-year experience in these programs, vgpecifically in the support,
involvement (academic integration), and feedbatioa@reas.

The advising of FGS provided by FGAPs are an eedex@imponent of Tinto and
Pusser’s (2006) notion of support. Tinto and Pug&@d6) put emphasis on the ability of
advisors providing timely and precise advice fodsints. Coupled with student
development activities (i.e. career, personal,@ofessional development), the type of
advising described in the model is offered to stislen FGAPS. Research indicated that
proper advising is one of the major forms of suppod guidance for students in their
assessment of academic specialties. The actiorfsupport” not only includes advising
as support but social support as well. Social stgpovides an environment for positive
growth in self-esteem (Poisson & Russel, 1990)peragement, and situational appraisal
which can prevent or reduce stress (Allen et 8091 Poisson & Russel, 1990). With this
in mind, bringing together advising and social suppogether as the single action area
“support” joins the academic and social functiohEGAPSs.

Under the action area “involvement,” Tinto and Rug2006) merged the
theoretical frameworks of involvement and integrnatiStudents’ behaviors and attitudes
toward campus activities are described by the teunlvement, commonly known as

engagement. Studies show that students’ attituetgrding campus activities affect their
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level of participation. Also, when students partakeampus activities, there is a better
chance of shaping their attitudes about that sigemttivity.

The third action area discussed for the purpogdkisfstudy is feedback. This
action is crucial as it is a condition for studsatcess in the model. Studies show that
students are more likely to be successful in airenment where they are provided
consistent feedback about their academic performand an environment that monitors
and understands their learning styles and acadaniity. The literature purported that
FGAPs are successful in providing environmentstodents to thrive because of its’
focus on the needs of the at risk population ¥srin essence, Tinto & Pusser’s (2006)
Model of Institutional Action for Student Successn sync with and supports the
objectives of FGAPs for FGS to persist and be ssgfaéat institutions of higher
learning.

Astin (1991) and Tinto and Pusser’s (2006) researchtudent development and
student success has added to the body of litergaaeed toward bettering the
development and success strategies to assist F@E3dist at institutions of higher
learning. With this in mind, theories suggest th@&APs are an essential component in
meeting the needs of FGS and the accountabilithetolleges and universities. In the
final section of the literature review, the surwestrument used to measure the self-
reported intellectual and personal/social gainthefstudents’ responses will be
discussed.

College Student Experience Questionnaire (CSEQ)
The College Student Experience Questionnaire (CSta3)developed in 1979 by

C. Robert Pace at the University of California, llogyeles. The CSEQ, used to measure
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self-reported responses to questions reflectingtizdity and quantity of student
involvement, has been administered to assess Higygof the undergraduate experience
at many institutions of higher education. The CSi6@sists of 151 items measuring the
amount of time and energy students devote to gxgeriences in three categories:
personal, educational, and extracurricular acésitperceptions of various aspects of the
university environment; and what they have gaimethfthe attending the university.
Pace’s “quality of effort” model suggest that tieaunt of time and energy students
invest in meaningful activities impacts their edimaal goals. Kuh, Gonyea, and
Williams (2005) asserted “quality of effort is temgle best predictor of what students
gain from college; this measure can be used tmagti the effectiveness of an institution
or its component organizations in promoting studieatning” (p. 40).

For the purpose of this study, the last sectiothefCSEQ, Estimate of Gains, was
used to measure the self-reported intellectualpgmgonal/social gains of the students’
responses. Gonyea, Kish, Kuh, Muthiah, & Thom&982 stated,

Asking students to reflect on what they have gaineah their college experience

is consistent with a value-added approach to ousoassessment. That is,

attending college is expected to make a differencstudents’ knowledge, values,
attitudes, and competencies. Because students whaivthey were like when
they started college, the gains they have madeane-added judgments of

learning. (Pace, 1984, as cited in Gonyea et @032p. 6-7)

The 25 items in this section of the survey askesttsito reflect on their university
experiences and how they believe the amount ofrpssghey have made on their

educational goals. The selected 11 items of thigePds for this study are listed in Figure
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3. The patrticipants were asked to indicate thapoase by filling in ovals by each

statement shown as very much, quite a bit, somesmyrlittle.

ESTIMATE OF GAINS ITEMS

Intellectual Gains Iltems

Writing Clearly and effectively

Presenting ideas and information effectively wheeaking to others

Using computers and other information technologies

Developing good health habits and physical fithess

Thinking analytically and logically

Putting ideas together, seeing relationships,larties, and differences between ideas

Learning on your own, pursuing ideas, and findmigrimation you need

Personal/Social Gains ltems

Developing your own values and ethical standards

Understanding yourself, your abilities, interesisq personality

Developing the ability to get along with differdahds of people

Developing the ability to function as a member oéam

Learning to adapt to change (new technologiesewdfft jobs, or personal circumstance

2

Figure 3.Estimate of Gains Items (Gonyea et al., 2003, rRé)ised
Summary

In this chapter, literature regarding first-genenatcollege students, First-
Generation Access Programs, and involvement antstisuccess theory was presented.
The literature indicated that first-generation egé students come to college with a

multitude of issues that make their transition imistitutions of higher education
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extremely difficult. As a result, many first-gengoa students enroll but do not attain a
college degree. There has been limited researdfucted regarding the instrumentation
of programs and strategies employed to assisptpsilation of students with their
transition to college. More research is requireddacate higher educational
professionals to effectively help these at-risldstuts to be successful.

Next, significant and relevant research on Firsh3ation Access Programs was
investigated to better understand how the natudesaistence of these programs relate to
first-generation college students. Although theraat much research of First Generation
Access Programs, the literature indicates that Beneration Access Programs are
valuable in helping meet the needs of first-genenatollege students. The programs are
effective in providing academic and social suppeeded to help this population to
persist and to increase the odds of them earnculiege degree.

The third section of the literature review on ink@hent and student success
theory was explored as a next step in relatingtberetical notions of the issues faced
by first-generation college students and the impast-Generation Access Programs
may have on the self-reported perceptions of tladityuof effort of first-generation
college students at institutions of higher edueathstin (1991) and Tinto and Pusser
(2006) suggested that First Generation Access Brnagiplay significant roles in meeting
the needs of first-generation college studentsthatcollege and universities are
accountable for this population’s success as Wk final component of this chapter
briefly discussed the survey instrument used tosueethe self-reported intellectual and

personal/social gains of the students’ responsesyéa et al. (2003) stated, “Asking
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students to reflect on what they have gained fiogir tollege experience is consistent
with a value-added approach to outcomes assessiipemnt).

Chapter Three presents a description of the methtilised for measuring self-
reported estimate of gains of first-generationeggg students participating in First

Generation Access Programs at a large metropatitditution in the South.
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CHAPTER THREE

METHODS

The purpose of this study was to investigate thaiomship between the self-
reported intellectual and personal/social estimdatgains among first-generation, first-
year college students (FGS) participating in thetRbeneration Access Program
(FGAPSs) at a large metropolitan institution in gueith and their academic success. The
College Student Experiences Questionnaire (CSE®)nstrument that was used for this
study, will be described. The CSEQ was used to ureake self-reported estimate of
intellectual and personal/social gains of FGS pignditing in a FGAP.

This chapter provides a description of the resedesign, population sample,
variables, the reliability and validity of the instnent used to measure the variables, data
collection procedure, and data analysis.

Research Design

This quantitative study used secondary data. Me@iind Schumacher (2010)
stated that secondary data is useful to researbleeeise of the increased sample size
and the quality of data. With this in mind, secaiyddata was beneficial to achieve a
large sample size and data quality. A correlatioes¢arch design was used in this study
to examine the extent to which the variables deded. Correlational design was the
appropriate design to use to determine the dedragsociation among two or more

variables (Creswell, 2005). A multivariate analysess conducted since more than one
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variable was included in this study. A multivariatealysis was also employed to reveal
the variance of the relationships of variables. Wpeedicting a single independent
variable, a multivariate analysis is usuallyinéiti because more than one dependent
variable is examined (Mertler & Vannatta, 2005).
Population and Sample

The University of South Florida is a large metrataml predominantly White
institution in the south consisting of approximut80,000 undergraduate students. The
target population is FGS first-year college studguarticipating in a FGAP. The number
of participants in this study was 184 which wadisignt to achieve population validity.
The purposeful sample size from the target popaiatias determined by assessing the
number of first-year FGS (275) participating in@AP enrolled at the stated institution.
Frankel and Wallen (2006) asserted that researsherdd try to get a large enough
sample for generalizability or “study the entirgoptation of interest” (p. 92). Since the
FGAP used in the study was mostly populated byittocel aged students and this study
focused on freshman students, all participanteenstudy was 18-20 years of age.
Variables

The independent variables in this study include& EBaracteristics (input),
gender (input), and FGAP (environment). The depenhdariables in this study included
academic success (outcome), the self-reportedantedl and personal/social estimate of
gains (outcome), as measured by their respongbs &elected 11 questions in the
Estimate of Gains section of the CSEQ.

The independent variables, FGS characteristicsjegeand FGAP are considered

assigned and are nominal level measurements. F&ARniediating variable. The
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dependent variables, self-reported intellectual @rdonal/social estimate of gains, are
continuous variable and are ordinal levels of mesments. Academic success data was
provided by the Director of the Student Affairs Assment. The remaining dependent
variables, self-reported intellectual and pers@oaial estimate of gains, were measured
by a total score of the Likert-type scores per @pple question on the CSEQ section,
Estimate of Gains.

Instruments & Measures

College Student Experiences Questionnaire (CSEQlhe College Student
Experiences Questionnaire (CSEQ) was developef8 by Robert Pace at the
University of California, Los Angeles and is housgd he Center for Postsecondary
Research at Indiana University. The CSEQ has bmased three times in 1983, 1990,
and in 1998. The CSEQ was used to measure theepalfted responses of the quality of
effort and quantity of students’ extra-curriculadaclassroom involvement, perceptions
and gains for the assessment of programs and greal® which institutions of higher
learning are successful in meeting the needs desitis (Center for Postsecondary
Research, 2007). In addition, the fourth editibthe instrument has been used to collect
self-reported data from over 10,000 students eznlalt more than 200 colleges and
universities (Gonyea et al., 2003).

The CSEQ uses self-reported data based upon theigamts’ responses to the
items on the questionnaire. There are five conalititnat self-reported data should
include to achieve validity:

1. the respondents understand the information requieste

2. the questions are phrased clearly and unambiguously

45

www.manaraa.com



3. the questions are about recent activities;
4. the respondents believe the questions are thougkitking and serious-
minded; and
5. responding to the questions does not make the mespo feel a violation of
their privacy, shameful, unsafe or cause the redguainto answer the
guestions in the manner they believe the reseadd®re (Hu & Kuh, 2002,
2003).
According to Hu and Kuh (2002, 2003),
The CSEQ items satisfy all of these conditions. Ghestions are clearly worded,
well defined, have high face validity, and ask stud to reflect on what they are
putting into and getting out of their college expece. The questions refer to
what students have done during the current schesnl. y .The format of most
response options is a simple rating scale thasshstlplents to accurately recall
and record the requested information. (p. 323)
The CSEQ also has “excellent psychometric propEr(ldCES, 1994, p. 31).
Kuh and Vesper (1997) reported that the CSEQ “Haglato moderate potential for
assessing student behavior and aspects of thgealevironment associated with desired
outcomes” (p. 46).
Pace and Kuh (2002) affirmed that the CSEQ has bbserved to have high
reliability in assessing the types of activitieattbhontribute to gains in general academic
and learning skills. The internal validity of th&EQ sections (Personal Development,

Science and Technology, General Education, InteiéSkills, and Vocational
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Preparative Scientific and Quantitative Experiehcasges from .77 to .87 (Pace & Kuh,
2002). An alpha between .73 and .92 is notednidividual scale reliabilities.

For the purpose of this study, questions thatedl&d the intellectual and
personal/social factors from the Estimate of Gamxgtion of the CSEQ was used. The
Estimate of Gains section uses a 4-point Likeretgpale (very much, quite a bit, some,
and very little). This section of the instrumenksthe participant to reflect “about your
college or university experience up to now, to wésdent do you feel you have gained or
made progress.” With this in mind, the instrumegugcsfically asks how much he or she
has gained or improved as a result of his or hikegiate experience, as shown in Figure
3 Estimate of Gains Items. The Estimate of Gainsescusually directly reflect the
evidence of actual gains (Pace, 1985). For thegaarpf this study, responses to the
intellectual and personal/social gains questionewaealyzed.

One of the main purposes of the CSEQ is to evathatguality of effort that
students use in taking advantage of campus resoprogided for their intellectual and
personal/social development. The Quality of Effmales correlate highly with the
Estimate of Gains factors (Gonyea et al., 20035 Kind Vesper (1997) stated that, “the
CSEQ Estimate of Gains scores are consistent eshlts from achievement tests, and
the reliability of responses is high for both Gaamsl Activities scales” (p. 46).Therefore,
the Estimate of Gains factors should accuratelycii¢ipe self-reported gains students
report based on the effort they expended takinguaidge of campus resources. With this
in mind, the CSEQ was chosen as the most apprepnsirument to measure the self-
reported intellectual and personal/social estimétgains of first-generation first year

college students enrolled in First Generation Asd&®grams.
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Data Collection Procedures

As stated earlier in this chapter, the researcked secondary data for this study.
The CSEQ data were collected by student affairsigidtrators at the university and the
researcher for this study. For the data colleghitedures by student affairs
administrators at the university, students wer&eaa\wwia email by the Vice-President of
Student Affairs to participate in the assessmené Jtudents invited to participate in
assessment consisted of students who residedidenes halls, involved in student
organizations, participants in First Generation@sscPrograms, athletes and in
undergraduate course class sessions. The invitstided that the survey would take
approximately 30 minutes to complete and that iiM@id the Division of Student
Affairs to better the campus environment and t@ lirelthe development of students. The
invitation also stated that by completing the syntkere would be an opportunity to win
a $100 gift card.

Each student who participated in the assessmerthleaaption of completing the
guestionnaire in a quiet room or pick up the sured return it. The participants were
asked to show identification and to provide theliaol identification number. The
preceding information was needed to identify pgréints in case they were randomly
selected to win the $100 gift card and to ensusettiey would not be contacted to
participate in similar surveys.

The invitation to participate in the CSEQ assessm@s extended to participants
in the FGAP via email and in person by the resaarththis study at one of their group
meetings at end of the fall 2010 semester. Theeysrwere collected and submitted to

the Director of Student Affairs Planning, Evaluati& Assessment. The survey data
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results from the Background Information and EsteraftGains sections of the CSEQ
completed by the participants in the target poparafor this study and overall grade
point averages (academic success) of the partipyeas provided by the Director of
Student Affairs Planning, Evaluation & Assessmétie information was not identifiable
per participant. The process ensured that theqgaatits’ records were protected
appropriately.

Data Analysis

The data for this study was analyzed using SPS%a&@. Descriptive statistics,
such as applicable measures of standard deviagmtral tendency, skewness, and
kurtosis was calculated and reported for all vdesin this study. Cronbach’s Alpha was
conducted to measure internal consistency andriyeof the self-reported estimate of
intellectual and personal/social gains scores. @venferential statistics was used to test
the relationship among all variables. Multivariatealysis of Variance (MANOVA),
Simple Regression, and Pearson’s correlation wad tosunderstand the relationship
among all variables.

Below is an overview of the analysis procedure ted applied to each research
guestion in addition to the descriptive statisteferred to above.

Question 1: What is the relationship between sgibrted intellectual estimate of
gains and academic success of first-generatiorestaeknrolled in First Generation
Access programs?

A Pearson Product Moment Correlation was used abyae the relationship
between self-reported intellectual estimate of gaind academic success of FGS

enrolled in FGAPs.
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A Simple regression analysis was used to deterrhsedf-reported intellectual
estimate of gains could predict the academic ssaaeBGS enrolled in FGAPs.

Question 2: What is the relationship between peésocial estimate of gains and
academic success of first-generation studentsledrwl First Generation Access
programs?

A Pearson Product Moment Correlation was used abyae the relationship
between self-reported personal/social estimatamfsgand academic success of FGS
enrolled in FGAPs.

A Simple regression analysis was used to deterihsedf-reported
personal/social estimate of gains could predictitedemic success of FGS enrolled in
FGAPs.

Question 3: What is the relationship between sgibrted intellectual estimate of
gains and self-reported personal/social estimatawis of first-generation students
enrolled in First Generation Access Programs?

A Pearson Product Moment Correlation was used abyae the relationship
between self-reported intellectual estimate of gaind self-reported personal/social
estimate of gains of FGS enrolled in FGAPs.

Question 4: Is there a relationship between bdfirgported intellectual and
personal/social estimate of gains and academiessdzased on gender?

A one-way MANOVA was used to analyze the self-répadintellectual and
personal/social estimate of gains (dependent vajiaind academic success (dependent

variable) based on gender (independent variabléetmicity (independent variable).
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This statistical analysis was used because it edted if differences exist between two
or more groups on multiple dependent variables.
Summary

Chapter Three, as written above, described thergemethodological approach,
research design, population and sample, instrunagmtslata collection procedures, and
analytical procedures that were used to measuredlfieeported intellectual and
personal/social estimate of gains of FGS enrolea FGAP at a large metropolitan

institution in the South.
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CHAPTER FOUR

RESULTS

This chapter reports the research sample, des@igtatistics, results from the
analysis, and a summary of the results.
Research Sample

Provided by the Director of Student Affairs Plarmiikvaluation & Assessment at
the University of South Florida (USF), the CSEQ dssment Program data used for this
study included a sample population of first-generafirst-year college students enrolled
in First Generation Access programs at USF who d¢eteg the CSEQ survey at the end
of the fall 2010 semester. The data included d &ta75 participants. After removing
data of all participants who did not meet the stsidyiteria, the resulting sample
population size was 184. Data from participanthwéisponses that indicated that they
were not first-year first-generation students aadipipants with missing responses were
not used.
Descriptive Statistics

The following descriptive statistics in Table 1sdebe the data set in order to
provide an understanding of the sample populatfdinst-generation, first-year college
students enrolled in First Generation Access pragraho participated in the CSEQ

survey.
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TABLE 1

Descriptive Statistics of Participants in the Saenpl

Demographic Category N Percent %
Age 18 -19 179 97.3
20 5 2.7
Marital Status Not Married 184 100
Gender Male 66 35.9
Female 118 64.1
Ethnicity Mexican American 2 1.1
Asian 6 3.3
Other 6 3.3
Puerto Rican 9 4.9
Multiracial 10 5.4
Other Hispanic 25 13.6
White 41 22.3
Black 85 46.2
Hours of Study Per Week
5 orless 40 21.7
6-10 61 33.2
11-15 44 23.9
16-20 21 114
21 or more 17 9.3
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TABLE 1 (Continued)

Descriptive Statistics of Participants in the Saenpl

Demographic Category N Percent %

Major of Study Humanities 1 5
Mathematics 1 5
Recreation/Sports 1 5
Management History 2 1.1
Liberal & General Studies 2 11
Visual & Performing Arts 4 2.2
Public Administration 6 3.3
Undecided 6 3.3
Biological Sciences 8 4.3
Education 9 4.9
Communication 17 9.2
Pre-Professional 21 11.4
Engineering 23 12.5
Business 25 13.6
Health-Related Fields 27 14.7
Social Sciences 31 16.8

N =184

Overall, the data show that the majority of figetreration first-year college

students enrolled in First Generation Access Progria this group reported that they are

nineteen or younger (97.3%), unmarried (100%), fer(&4.1%), Black (46.2%), and

study mostly between six to ten hours per week2@3. The population also frequently
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reported majors of study as social sciences (16.8&alth-related fields (14.7%),
business (13.6%), engineering (12.5%), and preepsabnal (11.4%).

The variables measured in this study are selfftegantellectual estimate of
gains, self-reported personal/social estimate ofsgand academic success determined
by grade point average (GPA). Academic succes®asared by GPA throughout this
chapter. The variables, self-reported estimateaofggand academic success, do not
account for previous academic ability and perforoeasuch as high school grade point
average, standardized test scores and the typglosbhool attended (i.e. college prep).
In addition, the instrument used for this studysinet account previous intellectual
abilities or academic performance. The scale ifAB&Q used to measure both
variables, self-reported intellectual and pers@aoaial estimate of gains, was Estimate of
Gains. Academic success (i.e. participants’ cunugddall 2010 grade point averages)
was provided by the Director of Student Affairsritiang, Evaluation & Assessment at
USF. Frequency scores for each question in thenaggi of Gains subscales for
intellectual and personal/social gains items ao@iged respectively in Tables 2 and 3
and in Table 4 for academic success.

Frequency scores for the Estimate of Gains subsaaietellectual gains items
and personal/social gains items respectively indatand Table 3 show clear
distinctions in the range of frequency scores fostof the questions asked. Students
more frequently reported gaining “quite a bit” dwvdry much” in intellectual and
personal/social development areas listed. Additipnstudents less frequently reported
“very little” progress in the areas listed in tikellectual and personal/social gains items

in Table 2 and Table 3. The frequency of academicess reported in Table 4 shows
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that 35.3% of students earned a cumulative falD2frade point average between 3.0 -

3.49 and 30.4% earned a 2.5 -2.99.

TABLE 2

Frequency Scores for Intellectual Estimate of Gdiess

Writing clearly and effectively.
Very little

Some

Quite a bit

Very much

Presenting ideas and information effectively wheeaking to others.

Very little
Some
Quite a bit
Very much

Using computers and other information technologies.
Very little

Some

Quite a bit

Very much

Developing good health habits and physical fitness.
Very little

Some

Quite a bit

Very much

Thinking analytically and logically.
Very little

Some

Quite a bit

Very much

Putting ideas together, seeing relationships siitida, and differences

between ideas.
Very little
Some

Quite a bit
Very much

56

42
73
61

45
81
51

42
67
72

14
45
55
70

49
69
62

36
75
68
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TABLE 2 (Continued)

Frequency Scores for Intellectual Estimate of Gaiess

Learning on your own, pursuing ideas, and findmfgrimation you need.

Very little 3
Some 28
Quite a bit 74
Very much 79
N =184

TABLE 3

Frequency of Scores for Personal/Social Estima@ahs Items

Developing your own values and ethical standards.

Very little 5
Some 55
Quite a bit 57
Very much 67
Understanding yourself, your abilities, interesisi personality.

Very little 5
Some 30
Quite a bit 54
Very much 95
Developing the ability to get along with differdabhds of people.

Very little 6
Some 25
Quite a bit 62
Very much 91
Developing the ability to function as a member eéam.

Very little 6
Some 43
Quite a bit 58
Very much 77

Learning to adapt to change (new technologiesewdifft jobs, or personal
circumstances, etc.).

Very little 6

Some 25

Quite a bit 76

Very much 77
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TABLE 4

Frequency of Academic Success Scores

Academic Success Score N Percent %
1.21-1.99 11 6
20-2.49 35 19
25-299 56 30.4
3.0-3.49 65 35.3
3.5-4.00 17 9.2
N =184

Cronbach’s coefficient alpha was computed to meathe internal consistency of
the subscales. The goal of these analyses wasatdisk item homogeneity (i.e. self-
report consistency across items) as well to askessffects of sources of measurements
such as scoring errors and guessing made by jpantits. Reliability coefficients range
from .00 to 1.00, no reliability to perfect relisity (Gall, Gall & Borg, 2007).

Acceptable reliability coefficients are consideesxteptable at scores of approximately
.80 or higher. Table 5 provides information abotdrbach’s coefficient alpha for each
of the subscales, which range between .86 and'f#2highest measurement of
Cronbach’su = .92 for self-reported intellectual and persawdial estimate of gains
indicating that it has the highest quality of im&rconsistency.

Included in Table 6 are the descriptive statistiegd minimum and maximum
scores for all participants for each of the vaeablThe descriptive statistics in Table 6

include the means, standard deviation, skewnedsamtosis for each variable.
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TABLE 5

Cronbach’s Coefficient Alpha for Each of the Sultssa

Variable Cronbachn
Self-Reported Intellectual Estimate of Gains .86
Self-Reported Personal/Social Estimate of Gains .87
Self-Reported Intellectual and Personal/Socialriste of Gains .92
TABLE 6

Descriptive Statistics of the Variables

Variable Scale M SD Sk Ku Min Max

Intellectual Gains Items  Estimate of Gains3.07 62 -47 .05 1.00 4.00

Personal/Social Gains Estimate of Gains 3.19 68 -68 -14 1.00 4.00
Items
Academic Success Fall GPA 284 53 -53 -01 1.21 3.86

Note:M = MeansSD = Standard Deviatiorsk= Skewnes¥u = Kurtosis,Min =
Minimum ScoreMax =Maximum Score

Results of Analysis

Research Question OneWhat is the relationship between self-reported
intellectual estimate of gains and academic suazkefist-generation students enrolled
in First Generation Access programs?

A Pearson Product Moment Correlation was conduietermine the
relationship between self-reported intellectuainesate of gains and academic success.
The researcher obtained the means of the selftegpontellectual estimate of gains
scores and academic success (i.e. grade pointggyeybeach participant to process the
analyses. The lowest score that could be selented the Likert scores for each

participant on the estimate of gains section of@&&Q instrument was “1= very little”
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and the highest “4 = very much.” The grade poirdrage (academic success) of the

participants ranged from 1.21 to 4.0. For correlapurposes, a participant who self-

reported gaining very little may correspond withrade point average in the range of
1.21 to 1.99. The test was conducted using an aplb.

The Pearson Product Moment Correlation betweerrgptirted intellectual
estimate of gains and academic successwa®8, which was positive, was interpreted
as a small to negligible effect size (Cohen, 1988)§ was a non-significant correlation of
r =.08,p=n.s., as shown in Table 7. In reference tdPbarson Product Moment
critical r table, for a population size of 184 fors study, the Pearson Product Moment
needed to be at least .15,p = .05 to be a relevant correlation. Thereforerdhg a
very weak, positive correlation between self-repaintellectual estimate of gains and

academic success of first-generation studentsr#t Generation Access Programs.

TABLE 7

Correlation between Self-Reported Intellectuaimaate of Gains & Academic Success

Self-Reported Intellectual
Description Estimate of Gains

Academic Success (GPA) Pearson .08

p value .30

In addition, the researcher conducted a simplatinegression analysis to
determine if academic success could be predictad &elf-reported intellectual estimate
of gains scores. The data was screened for miss&sgand violation of assumptions
prior to analysis. There were no missing data. dsamptions include linearity,
normality, independence, homogeneity of variance.
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Linearity: The scatterplot of the independent variable -reported intellectue

estimate of gains) and the dependent vile (academic success) indicates that

assumption of linearity is reasona~ as selfreported intellectual estimate of ga

scores increases, academic successrally increase as well (Figurg.4

Academic Success Score (GPA)
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Normality: The Normal I-Plot of Regression Standardized Residuals

completed to check tressumption that the residuals are normally distetbuThe

Normal PPlot of Regression Standardized Residual concltiggghe residuals e

normally distributed (Figure).
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Normal P-P Plot of Regression Standardized Residual

; UDependent Variable: Academic Success/iGPA

Expected Academ Prob

D 0= I T T
0.0 02 0.4 06 0.8 1.0

Observed Academ Prob

FIGURE 5 Normal P-Plot of Regression Standardized ResiduwaDEpendent Variable
Academic Success/GPA

Independence A relatively random display of points in the gegplot of
studentized residuals against values of the indigr@nvariable provided evidence of
independence. The Durbin-Watson statistic was coedpio evaluate independence of
errors and was 1.73, which is considered accepté@hle implies that the assumption of
independent errors has been met.

Homogeneity of variance The spread of residuals appears fairly consteat o
the range of values of self-reported intellectistineate of gain scores. A relatively
random display of points, provides evidence of hgem®ity of variance.

The Simple Linear Regression analyses suggesatham-significant proportion
of the total variation in academic success wasigied by self-reported intellectual

estimate of gains. In other words, a student’siggdbrted intellectual estimate of gains
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score is not a good predictor of their academicess, F(1, 182)=1.11p > .001.
Additionally, the researcher found the following) (he unstandardized slope (b = .07)
and standardized slopg £ .08) are not statistically significantly differtefrom O ¢ =

1.05,df = 1,p > .001); for every unit increase in self-reporietellectual estimate of

gains score, academic success is predicted tcasetgy .07, which is very little. The
unstandardized slope of .07 tells us that a stiglgrade point average, academic
success, increases by about .07 points for eveliyi@dhal point on their self-reported
intellectual estimate of gain score. The standadislope suggests that for each standard
deviation unit of increase in self-reported intefieal estimate of gains score, we predict a
slight increase of .08 of a standard deviatiomaase in academic success.

The relationship between self-reported intellecastimates of gains and
academic success is 0. Multigté indicates that approximately 1% of the variation i
academic success was predicted by self-reporteliieictual of gains scores. According
to Cohen (1988), this suggests an extremely srffalite The sample population size
requirement was met for simple linear regressidh wisize of 184. It was over 106

(number of independent variables (1) + 105).

TABLE 8

Summary of Simple Linear Regression Analyses t6Reported Intellectual Estimate of
Gains Predicting Academic Success

Academic Success

Variable R? B B T P
Self-Reported Intellectual Estimate of .01 .07 .08 1.05 .30
Gains
N =184
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Research Question TwoWhat is the relationship between self-reported
personal/social estimate of gains and academiessaif first-generation students
enrolled in First Generation Access programs?

A Pearson Product Moment Correlation was conductelktermine the
relationship between self-reported personal/s@sgaimate of gains and academic
success. The researcher obtained the means dlthre@orted personal/social estimate
of gains scores and academic success, grade peiige, of each participant to process
the analyses. The lowest score that could be seléaim the Likert scores for each
participant on the estimate of gains section ofGB&Q instrument was “1= very little”
and the highest “4 = very much.” The grade poirdrage (academic success) of the
participants ranged from 1.21 to 4.0. For correlapurposes, a participant who self-
reported gaining very little may correspond withrade point average in the range of
1.21 to 1.99. The test was conducted using an alplb.

The Pearson Product Moment Correlation betweersptirted personal/social
estimate of gains and academic successrwa@2, which was positive, was interpreted
as a small to negligible effect size (Cohen, 1988)§ was a non-significant correlation of
r =.02,p = n.s., as shown in Table 9. In reference tdPdarson Product Moment
critical r table, for a sample size of 184 for tkiady, the Pearson Product Moment
needed to be at least .15,a = .05 to be a relevant correlation. Thereforerdhs a
very weak, positive correlation between self-repdpersonal/social estimate of gains
and academic success of first-generation studeriigst Generation Access programs.

In addition, the researcher conducted a simplatinegression analysis to

determine if academic success could be predicted &elf-reported personal/social
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estimate of gains scores. The data was screeneagsingness and violation of
assumptions prior to analysis. There were no ngsdata. The assumptions include

linearity, normality, independence, homogeneityarfiance.

TABLE 9

Correlation between Self-Reported Personal/Socstinkate of Gains and Academic
Success (GPA)

Self-Reported Personal/Social Estimate of

Description Gains
Academic Success Pearson r .02
(GPA)

P value .82
N =184

Linearity: The scatterplot of the independent variable (sbrted
personal/social estimate of gains) and the depén@eiable (academic success)
indicates that the assumption of linearity is readde — as self-reported personal/social
estimate of gains scores increases, academic sugersrally increase as well (Figure
6).

Normality: The Normal P-Plot of Regression Standardized Retsdvas
completed to check the assumption that the resdaral normally distributed. The
Normal P-Plot of Regression Standardized Residuatlades that the residuals are
normally distributed (Figure 7).

Independence A relatively random display of points in the gegplot of
studentized residuals against values of the indigrgnvariable provided evidence of
independence. The Durbin-Watson statistic was coeapio evaluate independence of

errors and was 1.75, which is considered accepta@hls implies that the assumption of
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independent errors has been r

Correlation Graph for Self-Reported PersonallSocial Estimate of Gains &

Academic Success (GPA)
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Homogeneity of varianc:: The spread of residuals appears fairly consteet

the range of values of s-reported personal/social estimate of gain scoraeldively

random display of points, provide evidence of hoaragty of variance

The Simple Linear Regression analy suggest that a nagignificant proportior

of the total variation in academic success wasigtied by selreported personal/soci

estimate of gains. In other words, a student’sreported personal/social estimate

gains score is not a good predr of their academic succe$41, 182)= .05, p > .00:
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Additionally, the researcher found the following) (he unstandardized slope (b =.
and standardized slop@ £ .02) are not statistically significantly differembf O t = .22,
df =1,p >.001); for every unit increase in sreported personal/social estimate of g:
score, academic success is predicted to increasElbwhich is very little. Th
unstandardized slope of .01 tells us that a stiglgrade point average, acadet
succes, increases by about .01 points for every additipoint on their se-reported
personal/social estimate of gain score. The staimkd slope suggest that for e¢
standard deviation unit of increase in -reported personal/social estimate of g
score, we predict a slight increase of .02 obad4ard deviation increase in acade

Success.

Normal P-P Plot of Regression Standardized Residual

1 DDependent Variable: Academic SuccessIGPA

Expected Academ Prob

0.0 I T T T
0.0 0.2 0.4 0.6 0.5 1.0

Observed Academ Prob

FIGURE 7. Normal PPlot of Regression Standardized Residual for DepetnWdariable
Academic Success/GPA.
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The relationship between self-reported personalsestimates of gains and
academic success is 0. Multigté indicates that approximately 0% of the variation i
academic success was predicted by self-reportestipal/social estimate of gains scores.
According to Cohen (1988), this suggests an extigsmall effect. The sample size
requirement was met for simple linear regressiah wisize of 184. It was over 106

(number of independent variables (1) + 105).

TABLE 10

Summary of Simple Linear Regression for Self-ReddPersonal/Social Estimate of
Gains Predicting Academic Success

Academic Success

Variable R B B T p

Self-Reported Personal/Social Estimate of Gains .00 .01 .02 .22 .82

N =184

Research Question ThreeWhat is the relationship between self-reported
intellectual estimate of gains and self-reporteeal/social estimate of gains of first-
generation students enrolled in First Generatiooe&s programs?

The researcher conducted a Pearson Product Monoergl&ion in order to
address this question. A Pearson Product Momemefation was used to analyze the
data in an effort to identify a relationship betweself-reported intellectual estimate of
gains and self-reported personal/social estimatgawfs of first-generation students
enrolled in First Generation Access programs. Adiogy to Gall et al. (2007),
“correlation coefficients are best used to meathealegree and direction (i.e., positive

or negative) of the relationship between two orenaariables” (p. 336). The means of
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both variables were obtained for this statisticallgsis. Results revealed that there is a
statistically significant positive correlation begen self-reported intellectual estimate of
gains and self-reported personal/social estimatawis. The correlation between self-

reported intellectual and personal/social estimétgains was = .80,p < .001) as shown

in Table 11 and Figure 8.

TABLE 11

Correlation between Self-Reported Intellectual 8salsonal/Social Estimate of Gains

Self-Reported Intellectual

Description Estimate of Gains
Self-reported Personal/Social Estimate of Pearson .80
Gains

p value .00
N =184

Correlation Graph for Self-Reported Intellectual & Self-Reported
PersonallSocial Estimate of Gains
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Research Question Fourls there a difference between self-reported intahial

and personal/social estimate of gains and acadamiaess based on gender and

ethnicity?

To address this question, descriptive statistiere obtained and a one-way

MANOVA was conducted to determine if gender hagfiect on self-reported

intellectual and personal/social estimate of gams$ academic success. In order to

conduct the MANOVA statistical test, the researditet examined the assumptions of

the MANOVA, which are multivariate normality, homereity of covariance and

independence assumptions.

To test for the multivariate normality, the skewsasd kurtosis of the dependent

variables based on gender were examined. Informé&bioskewness, kurtosis, and

Shapiro-Wilks’ for each dependent variable, arenghas in Table 12.

TABLE 12

Distribution of Normality for Gender

Variable Gender N M SD Sk Ku  Wilk'sA

Self-Reported Intellectual
Estimate of Gains Male 66 2.97 65 -76 .66 p=.01
Female 118 3.12 60 -24 -63 p<.01
Self-Reported PersonaliSocial 1 g5 303 75 -62 -16 p<.01
Female 118  3.27 .63 -62 -47 p<.01
Academic Success Male 66 2.72 6 -40 -38 p>.05
Female 118 2.91 48 -48 .04 p>.01

N =184
70

www.manaraa.com



The results show that both skewness and kurtosisach dependent variable
based on gender is approximately normal. Howeterskewness for all the variables is
negative, which indicates that there are more scabeve the means for all the
dependent variables. Also, a negative kurtosisliche dependent variables based on
gender, except female academic success, reveadbhatscore is playtkurtic with
approximately few outliers and extreme values talhbutside of the normal distribution.
Thep-value for the Shapiro-Wilks test is greater tHafor male academic success,
greater than .01 for female academic success armal &1.01 for male self-reported
intellectual estimate of gains score, which inddsahat the data is normally distributed
for each of these groups. However, the p-valugherShapiro-Wilks’ test is less than .05
(p < .01) for female self-reported intellectual esttmof gains scores and both male and
female self-reported estimate of gains scores, whiows that the data are not normally
distributed for gender in these groups. Still, tindtivariate normality assumption has not
been violated because skewness and kurtosis fordesgeendent variable based on gender
is less than one.

The researcher also examined the homogeneityvairiemce by conducting the
Box’s Test of Equality of Covariance Matrices. Tthst indicate that there is no
statistically significant differencep ¢ .001) in the covariance across levels of the
independent variable, gender, that may indicat@eneased probability of a Type | error.

The group’s covariance is equél$,179) = 2.76p = .011) as shown in Figure 9.
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Box's Test of Equality of Covariance Matrices™

Box's M 16.879
F 2.757
dfi1 6
df2 119454.524
Sig. 011

FIGURE 9.Box Test of Equality of Covariance Matri

The last assumption that was examined for the MAR@AS the independen:
assumption. As indated in Chapter Three of the study, students winiicpzated in the

CSEQ survey completed the survey in a quiet rooth @lear instructions to respond

survey questions based on their own experiencagltine current school yes:

The results othe on-way MANOVA revealed a significant multivariate me
effect for genderWilks A = .94,F(3,180) = 3.75p < .05) (See Table )13The observe
effect size of this relationship w = .06. Therefore, the researcher concd that
first-generation stdents’ setreported intellectual and personal/social estimagains
score and academic succwere significantly dependent on gendek(.05). Power tc
detect the effect was .80, at an alpha level oturha sample size of 184. Thereft
there 8 20 % chance of failinto detect an effect that is present. With this in mihds
reasonable toonclude that there is a significant erence. Table 18hows the
MANOVA information for genderA posthoc analysis of variance (ANOVA) w done
since the MANOVA indicated a significant multivaigamain effect for gender across

dependent variables.
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TABLE 13

MANOVA Table for Gender

Observed
Effect Wilks A F df p n? Power
Gender .94 3.75 3,180 <.01 .06 .80

N =184

Levene’s test for homogeneity of variances foruhgables was conducted prior
to executing the ANOVA. Both variables were ngngiicant, meaning that the group
variances were not equal as shown in Table 14reftwe, the researcher did not test for

pairwise group means.

TABLE 14

Levene’s Test of Equality of Error Variances

Dependent Variable -value
Self-Reported Personal/Social Estimate of Gains 24
Academic Success .03
N =184

Given the significance of the MANOVA, the univaganain effects/analysis of
variance (ANOVA) was examined. In order to identtie association of self-reported
intellectual and self-reported personal/socialneste of gains and academic success with
gender, multiple ANOVA tests were performed. Th@ay error alpha protection
provided by the overall F test does not extendhéounivariate main effects’ test/multiple
ANOVA tests. Therefore, the researcher conductBdrderroni correction by dividing
(.05) by the number of ANOVA tests (3) that werefpened. For example, for the three
dependent variables, the researcher requiregpthad2 (.05/3 = .02).
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The results indicated moderate significant maiea# were observed for two
dependent variables (self-reported personal/sestahate of gains and academic
success). A significant main effect was revealedsédf-reported personal/social estimate
of gains,F(1,182) = 5.42p = .02,n? =. 03, between maléM = 3.03,SD=.75) and
females W = 3.27,SD = .63). There was also a significant main effegiorted for
academic succes$;(1,182) = 5.24p = .02,n? = .03, between maleM(= 2.72,SD=
.60) and femaledM = 2.91,SD= .48). No significant differencé(1,182) = 2.40p =
.12, n2 =.01) was found on self-reported intellatestimate of gains for maldd &
2.97,SD=.65) and femaled = 3.12,SD= .60)(Table 15). Since there were
statistically significant results from the multipdNOVA tests, the researcher performed

a post hoc analysis for self-reported personalé@stimate of gains and academic

TABLE 15

ANOVA Results for Gender on Dependent Variables

success.
Observed
Dependent Variable Mean SD df F P n? Power
Self-Reported Intellectual 1,180 2.4 A2 .01 .34
Male 2.97 .65 0
Female 3.12 .60
Self-Reported Personal/Social 1,180 5.4 .02 .03 .64
Male 3.03 .75 2
Female 3.27 .63
Academic Success 1,180 5.2 .02 .03 .63
Male 2.72 .60 4
Female 2.91 .48

Note:N = 184, SD= Standard Deviatiorf = degrees of freedom
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Summary of Results

In summation, the data analyzed were of a populaifd 84 first-generation first-
year college students enrolled in First Generafiocess programs. The majority of the
students were female (64.1%), Black (46.2%), eamnedimulative grade point average in
the range of 3.0 - 3.49 (35.3%) study 6-10 houreek (33.2%), and reported Social
Sciences (16.8%) as the major of study.

Overall, self-reported intellectual estimate ofrgaand personal/social estimate of
gains had the strongest relationshig (80) for the participants in this sample. Theame
score for both variables was respectively 3.07&08. Though academic success was
positively correlated to self-reported intellectgat .08) and personal/social estimate of
gains ( =.02), the measures were not statistically sigaiit. The Pearson Product
Moment critical r needed to be at least .15 forrtbmber of participantd\N(=184) in this
sample. In addition, academic success was prediatiedrease by .07 and .01 for every
unit increase respectively in self-reported intell@l estimate of gains and self-reported
personal/social estimate of gains.

The results of the MANOVA for the research Questanr revealed that there
was a significant multivariate main effect on gem@ilks A = .94,F(3,180) = 3.75p <
.05,1%=. 06) across the dependent variables (self-repamtellectual and personal/social
estimate of gains and academic success). Theyéfi@reependent variables were
significantly dependent on gender. The follow-ugtdegevealed that there were
significant univariate main effects on gender felf-seported estimate of gains and

academic success. However, Levene’s test for honedtyerevealed that the variables
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had unequal variance. Therefore, they were noifgigntly different so the researcher

did not conduct further analysis.

Summary
Chapter Four displays the current data analysighieresearch study. Chapter
Five will provide the principle findings of the esrch questions, discussion of results,

recommendations for practice and for future researad the conclusion of this study.
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CHAPTER FIVE

DISCUSSION AND CONCLUSION

Introduction

In this chapter, the researcher provides prindipldings of the research questions
and the conclusion of the study. A discussion sfilts, recommendation for practice,
and recommendation for future research are outlezd.

The purpose of this study was to examine the oelatiip between the self-
reported intellectual and personal/social estimégains and the academic success
among first-generation, first-year college studgraicipating in First Generation
Access programs at a large metropolitan institutiotine south. First-generation students
come to college with a variety of problems sucimgsllectual development (Ishitani,
2006 and Saenz, Hurtado, Barrerra, Wolf, & Yeuri§)7) and a scarcity of social
networks (Ishitani et al, 2001), which make theansition into institutions of higher
learning extremely difficult. With this in mind, edhtifying the effects of self-reported
intellectual gains and personal/social gains stfgjeneration, first-year college students
enrolled in First Generation Access Programs oderné success have many
implications. This study used college impact modelguide this research. According to
Kuh (1995), Astin’s Inputs-Environment-Outcomes Mb(L991) and Tinto and Pusser’s
Model of Institutional Action for Student Succe2006) have been used to validate

“outcomes produced by interactions between studerdgheir institution’s
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environments, broadly defined. Thus, learning amd@nal development are a function
of reciprocal influences among such institutiortemcteristics as size and control, such
student characteristics as sex and ethnicity, aadted perceptual and behavorial
environments produced through contacts with péacsity, staff, and others including
the types of activities in which student engage”1@6 - 127).

However, little research could be found that exadithe relationship and
instrumentation of programs and strategies thakwmassist first-generation students
enrolled in First Generation Access programs withirttransition to college. Utilizing
secondary data from the CSEQ Assessment Progrdiwaisacollected from a sample of
792 students enrolled at a large metropolitan predantly White institution in the south
from fall 2010 semester, information from 184 pap@ants was included in the study.

Among the first-generation, first—year college €ni$ enrolled in First
Generation Access Programs who participated instinigy:

e 64.1% were female;

o 46.2 % were Black;

e 35.3% earned a cumulative grade point averageeimahge of 3.0 — 3.49;
e 33.2% study 6-10 hours a week;

e 16.8% reported Social Sciences as the major of/stud

The frequency score ratings Mery little, 2 =Some 3 =Quite a bit and 4 =
Very muchfor each of the questions in both the Self-Repbit¢ellectual and Self-
Reported estimate of gains subscales were obtalinede were clear distinctions in
frequency scores for questions in both Self-Repldriellectual and Self-Reported

estimate of gains subscales. For the Self-Repdmtetlectual Estimate of Gains items,
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fewer students (1.6%) equally reported that thegeghvery little in using computers and
other information technologies and learning on yman, pursuing ideas, and finding
information they need. More students (44%) repotiad they gained quite a bit in
presenting ideas and information effectively whpeaking to others. Overall, the mean
for self-reported intellectual estimate of gainsrecwas 3.07.

This could suggest that some participants in théyshad previous knowledge
and skills with technology and view themselvesraependent learners. It could also
suggest that the participants were not aware afuately gaining in the respective areas.
In lieu of the review of literature, this populatishows signs of over-optimism, which
leads to inaccurate preparedness and predictibnadfcourse grades (Garavalia et al,
2004 & Hacker et al, 2000). Hence, the mean grad# pverage of the group is 2.84. In
addition, almost half of the participants reporihing quite a bit in communicating
effectively with others and the mean score forgbk-reported intellectual gains score
was 3.07.

For the Self-Reported Personal/Social Estimat@ahs items, fewer students
(2.7%) equally reported that they gained verydittl developing their own values and
ethical standards and understanding self, thelitiabj interests, and personality. More
students (51.6%) reported that they gained verymimucnderstanding self, their
abilities, interests, and personality. In additiéf,5% of students reported that they
gained in developing the ability to get along wdifferent kinds of people. Overall, the
mean for Self-Reported personal/social estimatgofs score was 3.19.

A mean Likert score of 3.19 suggests that the @ gained “quite a bit” in

personal/social estimate of gains. As stated iap@dr Two, lack of social capital result
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in less social networking knowledge and skills anméduced ability to better understand
self. The students reported gaining immenselyimdhea. With this in mind, the students
perceived that they have gained social networkimykedge, which supports Ishitani et
al, 2001 in the review literature that state “lesvef academic and social integration
ultimately enhance a student’s overall experierfpe?l).

The frequency of the academic success scoreshwids determined by the
participants’ cumulative fall 2010 grade point ag®, reported 6% in the range of 1.21 —
1.99 while 35.3% reported in the range of 3.0 9314 addition, for academic success
frequency scores, 30.4% were in the range of 239. Overall, the mean for academic
success was 2.84. Therefore, most of the studante@ a B- to B+ grade point average.
Principle Findings and Discussion of Results

This research used four research questions tondigiethe relationships of self-
reported intellectual and self-reported personeid@stimate of gains to academic
success of first-generation, first-year collegelshis participating in First Generation
Access Programs.

Findings for Research Question OneThe first research question focused on
academic success (cumulative GPA) and the reldtipns self-reported intellectual
estimate of gains scores on the CSEQ. The resgasdtion was stated as follows: What
is the relationship between self-reported intellatestimate of gains and academic
success of first-generation students enrollediist Beneration Access programs?

A Pearson Product Moment Correlation was used abyae the data in an effort
to identify the relationship between self-repori@ellectual estimate of gains scores on

the CSEQ and academic success as measured bytibgaats’ fall 2010 cumulative
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GPA. The lowest score that could be selected filweritkert scores for each participant
on the estimate of gains section of the CSEQ ingtnt was “1= very little” and the
highest “4 = very much.” The grade point averagadamic success) of the participants
ranged from 1.21 to 4.0. For correlation purpoagsrticipant who self-reported gaining
very little may correspond with a grade point ageran the range of 1.21 to 1.99. There
was not a significant relationship fourf< n.s) between the self-reported intellectual
estimate of gains and academic success.

There was a non-significant, positive correlatietween self-reported
intellectual estimate of gains scores=(.08,p = .30) and academic success. The
correlation coefficient suggests a very small tgliggble magnitude of effect using
Cohen’s (1988) scale. With this in mind, the vanadi to negligible effect size indicates
that the relationship between total self-reportedliectual estimate of gains scores and
academic success has a very minimal to no reldtipns

In addition, a simple linear regression analysis wsed to determine the amount
of variance of academic success that could be ggestifrom self-reported intellectual
estimate of gains scores. The analysis revealaditbaelf-reported intellectual estimate
of gains score is not a good predictor of academecessi-(1,182)=1.11p > .001.
Academic success (cumulative GPA) is predicteaht¢oeiase by .07 for every additional
point on their self-reported intellectual of gagtore. Furthermore, self-reported
intellectual estimate of gains scores predicted@pmately 1% of the variation in
academic success.

The findings of research Question One indicatefihgttgeneration, first-year

college students participating in First Genera#d@eess Programs self-reported
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intellectual estimate of gains are not correlatetheir academic success as measured by
grade point average. The findings suggest thatreptirted intellectual estimate of gains
could not be used as a predictor for academic ssa@® measured by grade point
average. While the mean for the self-reported lt&hal estimates of gains subscale is
equivalent to a Likert score of 3, interpreted @siite a bit,” the variable did not have a
significant correlation to academic success. Tioeeethe students reported that they
made gains but it did not contribute to their acaidesuccess. It could also suggest that
academic success is not substantiated by gradegarage for first generation, first-
year students who participate in First Generatione&s Programs. With this in mind, it
might be concluded that using grade point averageraeasure of academic success for
first-generation, first-year college students’ selported intellectual and personal/social
estimate of gains scores is not effective. Alsmight be concluded that there are other
influences that affect the relationship betweefrisglorted intellectual estimate of gains
and academic success such as the impact of gl#ityhigh school grade point average,
standardized test scores and pre-college cogrskile). Another factor that may have
influenced the lack of correlation may have resuftem the participants’ inability to
fully comprehend the questions for the estimatgaofis’ items on the CSEQ. There may
be another test to associate self-reported intab¢gains to academic success but not in
the form of grade point average (i.e. enhance ¢mgnand emotional/social
intelligence).

Findings for Research Question TwoThe second research question focused on
academic success (cumulative GPA) and its reldtiprte self-reported personal/social

estimate of gains scores on the CSEQ. The resgasdtion was stated as follows: What
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is the relationship between self-reported perseaeiél estimate of gains and academic
success of first-generation students enrollediist [Generation Access programs?

A Pearson Product Moment Correlation was used atyae the data in an effort
to identify the relationship between self-reponpersonal/social estimate of gains scores
on the CSEQ and academic success as measured figrticgoants’ fall 2010 cumulative
GPA. The lowest score that could be selected fiweritkert scores for each participant
on the estimate of gains section of the CSEQ insgnt was “1= very little” and the
highest “4 = very much.” The grade point averagadamic success) of the participants
ranged from 1.21 to 4.0. For correlation purpoagsrticipant who self-reported gaining
very little may correspond with a grade point ageran the range of 1.21 to 1.99. There
was not a significant relationship fourg= n.s) between the self-reported
personal/social estimate of gains and academicesacc

There was a non-significant, positive correlatie@teen self-reported
personal/social estimate of gains scores (02,p = .82) and academic success. The
correlation coefficient suggests a negligible magite of effect using Cohen’s (1988)
scale. With this in mind, the very small to neddigi effect size indicates that the
relationship between total self-reported personei# estimate of gains scores and
academic success has a very minimal to no reldtipns

In addition, a simple linear regression analysis wsed to determine the amount
of variance of academic success that could be geztifrom self-reported
personal/social estimate of gains scores. The sisalgvealed that self-reported
personal/social estimate of gains score is notoa goedictor of academic success,

F(1,182) = .05p > .001. Academic success (cumulative GPA) is ptedito increase by
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.01 for every additional point on their self-remattpersonal/social estimate of gains
score. Furthermore, self-reported personal/sostahate of gains scores predicted
approximately 0% of the variation in academic sgsce

The findings of research Question Two indicate that-generation, first-year
college students participating in First Genera#\@eess Programs self-reported
person/social gains are not correlated to theidarec success as measured by grade
point average. The findings also suggest thatreglérted personal/social estimate of
gains could not be used as predictor for acadeunticess as measured by grade point
average. While the means for self-reported persamabl estimates of gains subscale is
equivalent to a Likert score of 3, interpreted @siite a bit,” the variable did not have a
significant correlation to academic success. Tioeeethe students reported that they
made gains but it did not attribute to their acadesnccess. It could also suggest that
academic success is not substantiated by gradegarage for first generation, first-
year students who participate in First Generatione&s Programs. With this in mind, it
might be concluded that using grade point averageraeasure of academic success for
first-generation, first-year college students’ gelborted personal/social estimate of gains
scores is not effective. Another factor that mayehiafluenced the lack of correlation
may have resulted from the participants’ inabitdyfully comprehend the questions for
the estimate of gains’ items on the CSEQ. There lo@agnother test to associate self-
reported personal/social gains to academic sudxéssot in the form of grade point
average (i.e. enhanced cognition and emotionalkotelligence).

Findings for Research Question ThreeThe third research question focused on

the self-reported intellectual estimate of gaireres and the relationship to self-reported
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personal/social estimate of gains scores on theICLSBe research question was stated
as follows: What is the relationship between seffarted intellectual estimate of gains
and self-reported personal/social estimate of gafifisst-generation students enrolled in
First Generation Access programs?

A Pearson Product Moment Correlation was used abyae the data in an effort
to identify the relationship between self-reporiaellectual estimate of gains scores and
self-reported personal/social estimate of gainsescon the CSEQ. There was a
statistically significant relationship found € .001) between the self-reported intellectual
estimate of gains scores and the self-reportedpal/social estimate of gains scores.

There was a significant, positive correlation betwself-reported intellectual
estimate of gains scores% .80,p < .001) and self-reported personal/social esgroét
gains scores. The correlation coefficient suggesssge magnitude of effect using
Cohen’s (1988) scale. The large effect size inds#tat the relationship between self-
reported intellectual estimate of gains and sgibreed personal/social estimate of gains
scores has a strong relationship.

The findings of this study revealed a strong pesitiorrelation between self-
reported intellectual estimate of gains and sgibreed personal/social estimate of gains
scores. Myers and Schirm (1999) contend that Besteration Access Programs help
less academically and more sociallfis could suggest that as students gain
intellectually, they gain personally/socially. Toerrelation of the variables and reported
gains support the review of literature which staked students enrolled in such programs
perceive to have benefited from the program’s thiti increase self-confidence and

community development (Phillips, 2008 & York & Te<g994).

85

www.manaraa.com



Findings for Research Question FourThe final research question was “Is there
a relationship between both self-reported intellacnd personal/social estimate of
gains and academic success based on gender?’eJémrch question examined the
relationships between gender, academic succeésepelted intellectual and self-
reported personal/social estimate of gains scardb@ CSEQ. A One-Way MANOVA
was conducted to answer the following questiohése a difference between self-
reported intellectual and personal/social estimatgains and academic success based on
gender?

Differences in means of self-reported intellectaradl self-reported personal/social
estimate of gains scores and academic successweasured with respect to gender. The
results revealed a significant multivariate effiecthe dependent variables based on
gender Wilks A = .94,F(3,180) = 3.75p < .05,n% =. 06) (See Table 14). Follow-up
ANOVA tests indicated moderate significant maireeté for two dependent variables
(self-reported personal/social estimate of gairsamademic success). Self-reported
personal/social estimate of gains indicated a Sagmt main effectF(1,182) = 5.42p =
.02,1%n2 =. 03, between malell(= 3.03,SD=.75) and femaled\ = 3.27,SD= .63).
Academic success also indicated a significant refiect,F(1,182) = 5.24p = .02,n% =
.03, between maleai(= 2.72,SD= .60) and females = 2.91,SD= .48). No
significant differencef(1,182) = 2.40p = .12,n2 = .01) was found on self-reported
intellectual estimate of gains on malés £ 2.97,SD= .65) and femaledM = 3.12,SD=
.60)(Table 15). Follow-up tests revealed that sgiorted estimate of gains and academic
success had unequal variances. With this in miredreésearcher did not do an analysis to

contrast means by conducting pairwise group messts.t
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Findings of this study suggest that females hazhger relationships than males
to the variables used in this study. Females redagaining more intellectually and
socially. They earned higher cumulative grade pausrages than the males in this
study. As previously mentioned, Astin (1991) indexhthat “potential interaction effects
with environmental variables are the student’s genethnicity, age, ability, and
socioeconomic level” (p. 67). As such, findingsiaade that the gender of first-
generation, first-year student enrolled in Firsh&ation Access Programs could be used
as a predictor for self-reported intellectual aedspnal/social estimate of gains and

academic success.
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Recommendation for Practice

As a result of this study, a number of recommewndatare offered to higher
education administrators and student affairs psibesls to enhance the collegiate
experience and retain first-generation, first-yg@lege students at institutions of higher
education.

Despite a lack of correlation between both selbregd intellectual and
personal/social estimate of gains and academiesacthe means for the estimates of
gains scores were 3, which equates to ‘Quite glbiy = 1 to a high = 4). In addition,
there was not a significant increase of acadenucess on either self-reported
intellectual or personal/social estimate of gakl. these reasons, the recommendations
for practice are as follows:

1. Higher education administrators and student affaio$essionals need to
investigate alternative methods to measure theems@dsuccess of first-
generation, first-year students enrolled in Fireh&ration Access Programs.

2. Higher education administrators and student affaiogessionals need to
investigate why there is a noticeable differencagademic success as
measured by grade point average and personal/sstialate of gains
between first-generation, first-year males and fesanrolled in First
Generation Access Programs. According to this rekestudy, males self-
reported gaining less and earned lower cumulatigdegpoint averages than
females. The findings were as followed: self-repomersonal/social estimate
of gains - malesM = 3.03) and female®/ = 3.27) and academic success -

males M = 2.72) and femaledA = 2.91).

88

www.manaraa.com



3. Higher education administrators and student affaiogessionals need to
investigate ways to utilize first-generations stude‘cultural wealth” to aid in
increasing the retention and graduation ratesisfabpulation of students.
Jehangir (2010) contend that first-generation sitslembody “cultural
wealth” which is described as the persistence astiency that these students
have gained from all of their experiences.

Recommendation for Future Research

Thefollowing are several recommendations for futuesgch that would

enhance the understanding of the phenomena prdsarttas dissertation:

1. Future research should be considered to deternmmara complete definition of
academic success; one that incorporates fact@ddition to grade point average.

2. Future research should be considered to comparsetheeported intellectual and
personal/social estimates of gains of first-gemendirst-year students enrolled in
First Generation Access Programs to first-genendtrst-year students who are
not enrolled in First Generation Access Programs.

3. Future research should be considered to comparsetheeported intellectual and
personal/social estimates of gains of first-gemendirst-year students enrolled in
First Generation Access Programs to traditionat-fpear students.

4. Future research should be considered to condugalgative longitudinal study
to determine what specific factors (i.e. persistgratfect self-reported intellectual
and personal/social estimate of gains as well anadguccess as measured by

grade point average.
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5. Future research should be considered to contrgdr®rious academic ability and
performance such as high school grade point avest@edardized test scores and
the type of high school attended (i.e. college prep

6. Future research should be considered to explorestatonship between high
school and college grade point average and estiofi@ains of first-generation
first-year college students enrolled in First Gatien Access Programs.

7. Future research should be considered to investigiadé¢ aspects of services such
as tutoring, mandatory one-on-one advising sessgummer residential learning
community, and strategic learning course that aogiged by First Generation
Access Programs enhance intellectual and personelgrowth and
development.

8. Further research should be considered to deternfneer counselors employed
by First Generation Access Programs have an effette personal/social
estimate of gains scores of first-generation sttgldrhe literature suggests that
“peer-group associations appear to be most direelfyyed to individual social

integration” (Tinto, 1975, p. 110).

Conclusion

This correlational quantitative study examinedriélationship of perceived
intellectual and social attainment to academic sss¢measured by grade point average)
of first-generation, first-year college studentstiggpating in First Generation Access
Programs at a large metropolitan university inSloaith. This study was intended to

advance understanding of self-reported intellecnal personal/social estimate of gains
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and academic success of first-generation, first-gellege students enrolled in First
Generation Access Programs. Understanding theegadirted intellectual and
personal/social gains of these students in higthecation can lead to higher retention
rates and programs that better serve and meee#usof this at-risk student population.
Particularly, this study was intended to add toliteeature to assist higher education
administrators and student affairs professionath strategies and programs to assist this
population of students with their transition tolegk.

Theoretical frameworks were used to provide aretstdnding of perceived
intellectual and personal/social attainment andl@esac success of first-generation first-
year students enrolled in First Generation Acceegriams for the context of this study.
According to Kuh (1995) college impact models IAstin and Tinto and Pusser, have
been used to assist higher education professionalsderstanding “outcomes produced
by interactions between students and their ingtitgt environments...” (p. 126 — 127).
In the context of both college impact models, Astinputs-Environment-Outcomes
Model (1991) and Tinto and Pusser’s Model of lnsimnal Action for Student Success
(2006), results of this study indicated that Fidetneration Access Programs increase the
intellectual and personal/social attainment ot{fgsneration, first-year students.
Therefore, the environment cultivated by First-Gatien Access Programs for first-
generation students is effective in assisting rcome the challenges faced by this at-
risk population in their transition to college.

Results of this study were based on the resparfse® participants. Of the 184
participants, 64% were female, 46.2% were Blackienstudents reported gaining

intellectually and personally/socially, and 35.3&6reed a cumulative grade point average
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in the range of 3.0 to 3.49. Results indicated #igtarticipants’ self-reported significant
intellectual and personal/social gains had a dicamt relationship. However, the
participants’ academic success, as measured bg ga@dt average, was not influenced
by their self-reported intellectual and personaligiogains. With this mind, self-reported
intellectual and personal/social gains could notiged as predictors for academic
success. However, the findings may have been imdle by the timing of the study (i.e.
when the participants’ cumulative grade point agenaas calculated) and different
timing may have produced different results. Fomegle, the cumulative grade point
average and CSEQ was taken at the end of summestammstead of at the end of the
fall semester. The participants’ cumulative gradmpaverage may have been different
as well as the self-reported participants’ respsntsehe survey. In addition, gender had a
significant effect in this study. Females had rexdialy higher mean scores in self-
reported personal/social estimate of gains andeamedsuccess (grade point average).
The conclusion of this research study is thatlte$tom the self-reported data
from the participants in this study, support therature related to First Generation
Access Programs by way of helping the at-risk patparh transition to college. However,
the results indicate that the students’ acadentcess, grade point average in this study,
might not serve as the best measure of definingt¢heemic success of this population.
Recommendations for further research include ifigng a more complete definition of
academic success for this study, a longitudinaligti®e study to determine more
specific factors of perceived intellectual and abattainment that affect academic
success of the population used in this study anducting similar studies that include

and compare traditional, first-generation, firsayeollege students enrolled in First
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Generation Access Programs and first-generaticst;\fear college students who are not

enrolled in First Generation Access Programs.
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Appendix A: College Student Experiences Questiaenai

4 . College Student Experiences

l\. y . .
(Questionnaire

g i
- S -

This questionnaire asks about how you spend your time at college—with faculty
and friends and in classes, social and cultural activities, extracurricular activities,
employment, and use of campus facilities such as the library and student center.
The usefulness of this or any other survey depends on the thoughtful responses
of those who are asked to complete it. Your participation is very important and

greatly appreciated.

The information obtained from you and other students at many different colleges
and universities will help administrators, faculty members, student leaders, and
others to improve the conditions that contribute to your learning and
development and to the quality of the experience of those who will come after
you.

At first glance, you may think it will take a long time to complete this
questionnaire, but it can be answered in about 30 minutes or less. And you will
learn some valuable things about yourself, as your answers provide a kind of
self-portrait of what you have been doing and how you are benefitting from your
college experience.

You do not have to write your name on the questionnaire. But as you will see on
the next page we would like to know some things about you so that we can learn
how coiiege experiences vary. depending on students’ age, sex, year in coiiege,
major field, where they live, whether they have a job, and so forth. To know
rhsﬂ.rt\.n ﬁhn reports come from, a number on the back page identifies your

n on.

Your questionnaire will be read by an electronic scanning device, so be careful
in marking your responses. Please use only a #2 black lead pencil. Do not
write or make any marks on the questionnaire outside the spaces provided for
your answers. Erase cleanly any responses you want to change. It is very
important to answer all questions; if you are uncertain about what a
question means, use your best judgment.

Thank you for your cooperation and participation!

This questionnaire is available from the Indiana University Center for Postsecondary Research
and Planning, School of Education, 201 North Rose Avenue, Bloomington, IN 47405-1006. It is for
use by individuals and institutions interested in documenting, understanding, and improving the
student experience,

Fourih Edition 1008  © Copyright 1008 by Indiana University  Authors: C. Robert Pace and George D. Kuh

Wars Aafect by NCI MMITTIESLY  £54321  EDSE FrivmimuA 1 - 1 |
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—
=1 BACKGROUND INFORMATION [
-
L}
[N DIRECTIONS: Indicate your response by filling in the appropriate oval next to the correct answer.
L
- Age Which of these ftb;dlds belL dmﬂbﬂ _ro&y' major,
= S or your anticipated major? may indicate
- 0 19 o5 you 330 Py
= = E{;-:’godng&' = ;ggg more than one if applicable.
- O 24.-29 ) Ower 55 Agriculture
— Blologicallife sciences (biology, bochermestry, batany,
—-— Zoology, elc.)
= Sex — Busihess (accouniing, business adminisiraon,
— 2 male O female miarketing, mansgement, stc )
- Communication (spesch, joumalism, (elevisonrodio
— " ele.)
- What is your marital status? Computer and information sceences
- O ot marmied O separated — Education
— O mamed O widowed —! Engineeting
- (2 divoread Ethwnic, cudtural studi=s. and prea studies
= Foreign languages and liternture (Franch, Spanish,
Le < - £ eic. )
—-— What is your classification in college? ) Health-related fields (nursing, physical therapy, health
— 2 freshmanifirst-year O senior technology, etc. )
- 20 sophomaore 2 graduale student ) History
- () jumior 0 unclansifiad Humanies (English, iterature, philosophy, religson
-_— eic.)
= e TR
e Did you begin coflege here or did you - H?&Eﬂ o
- transfer here from another institution? = Multifmerdisciplinary studies (international retations
- 0 started here ecology, environmental studwes atc,)
—-— ) ransfermed from another msiitution ' Parks, recraation, keisure studies, apors managament
= —3 Physical sciences (physics, chemisiry, astronomy,
-— . easth science, efc )
- Where do you now live during the school year? = Pre-professional {pre-dental, pra-medical
— ) dorrtony OF other campus Iv;,trslng pre-v=lefinary |
— = residence {house, apartment, eic. ) within Public administration (city management, (mw
s walling distance of the instdution enforcement, elc.)
Ll (O ressdence (houss, apartment, ete ) within drving — Social scences {anthropology, economics, pofitical
— distance science psychology, sociology, sic.)
] (0 fratemity OF soronty Mol Visua!l and performing arta {art, music, theater, st )
- Undecikded
=  With whom do you live during the school year? =) Other: What? ~,
farz (Fill in all that apply)
- 0 na one, | live alone
— ) one or more oher students 2
oy ) my spouse or pariner Did either of your parents graduaie from college?
m— 2 miy child or chidren — no 2 yes, mother only
.. 20 my parents — yes, both parents 0 don’t know
- =) other relatives yes, father only
- ) fiends who are not students at the institution
- __'m attending = Do you expect to enroll for an advanced degree
i O other people: who? — when, or if. you complete your undergraduats
- degree?
—-— yes 2 no
—-—
o= Do you have access to a computer where How credit h i i 2
- many ouwrs are you taking this term?
g you live or work, or nearby that you can use 8 o fwer 3 15 - 18
- for your school work? 711 3 17 or more
- D yes D 12-14
— =
—
: What have most of your grades been up to During the time school is in session, about how
b now at this institution? many hours a week do you usually spend outside
- = A O B Cs of class on activities felated to your m:ad_unlc
fars = A Be O C T ot kiwer program, such as studying, writing, reading, lab
— OB y work, rehearsing, etc.?
= § or fewer hours aweek () 21 - 25 hours a week
-— — B - 10 hours a week 3 26 - 30 howrs a week
— — 11 - 15 hours a wesk 0 moee than 30 hours
-— = 16 - 20 howurs a week awaek
w—
—
—-—
L}
—
—
— m. - 2
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During the time school is in session, about how many
hours a wesk do you usually spend working on a job
for pay? To provide information about your work
experiences on and off campus, fill in one oval in gach
column, | |

ON-CAMPUS

OFF-CAMPUS
MHone; | don't have a job C
1 =10 hours a week - =
1 - 20 hours
21 - 30 howwrs
3 - 40 hours = 3

More than 40 hows -

If you have a job, how does it affect your
school work?

—! | don't have a job
My job does nol interfere with ny school work
| Ny job takas sones Wme from my sehool work

My job takes a kot of tme from miy school work

How do you meet your college expenses? Fill in the
response that best approximates the amount of support
from gach of the varous sources.

Seif (job, savings, elc.)
Parents

Spouse or pariner
Emplayer support
Scholarships and grants =
Loans x
Cither sourees | |

| Allor Hearty All

What is your racial or ethnic identification? (Fill in

all that apply)

() American Indian or other Native Amencan

O Asgian of Pacific Isiander

() Binck or Afncan Amarican

O Caucasian {other than Hispansc)
Mexican-American

— Puerto Rican

& Hispamc

Cther What? ~

l |

| COLLEGEAcTiviTEs ||

DIRECTIONS: in your experience at this institution during the current school year, about how often
have you done each of the following? Indicate your response by filling in one of the ovals to the
right of each statement.

Library
Lised the lbrary a0 a guiet place 1o read or
study matenals you brought with you | -

Found somathing interesting while browsng in
the: library -

Asked o libranan or stafl member lor help in )
anaing information on some topic I

Read assigned matersals oiher han tEdbooks
in the brary (reserve readings. &), - -

Used an indeéx or database (compuier, card
catalog, etc.) o find material on some lopic i

Developed a bibliography or reference st fora |
e paper oF olfier repo - -

Gone back to read a basic reference or
document that other authors referred o i

Made a pdgment about the quality of
informaton obtained from the library, Word
Wide Web, or other sources - -

Computer and Information Tedmumg;
Uised a computer or word processor (o prapare
FEpOIS Of DEPErD. ] )

Used amall o eomimunicats aith an instructor
or oiher students - -

Used B computer tutonial (o leam matenal for o
sourse or developmentaliremedisl program

Participated in class discussions Using an aicronic ]
medium (e-mai, Bt-serve, chal growp, elc ) - o -

Searched the Warld Wide Web or Intermnat for
nformation related fo 8 course

Us=d 8 compuier to retneve matenals froma
Ebwary not ot tis insStton J i |

Used a compuier fo produce vsunl dapiays of
information (charis, graphs, spreadshasts, eic )

Usad & computer to analyze data (siatistics,
forscasting, elc.)

Despioped 8 Web page or mullimeda preséentaton

FRRRRRR R e e e e e e e eenennnnennennnnnnn
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-_—
- DIRECTIONS: In your experience at this institution during the current school year, about how often
— ve you done each of the following? Indicate your response by filling in one of the ovals to the
-— right of each statement.
—

- - 1
-— fam
= | often
= Course Leaming e Experiences with Faculty
== Completed the assigned readings for class. o o ole Taiked with your mstructor about information
- - mmmwammmhﬁlnetm o W
== Took detalled notes during cinss F ’.__‘(_)C* maka-up work, assignments, etc. ). - o .
-—
== Contribuled fo class discussions = - Discussed your academic o CoUrsa
- selection with a taculty A o o B .
== Daveloped a mle play, cass study, or simulation
— for & clags. = o = - Discussed ideas for a tarm paper or other
- class project with a facufty member. AR )
== Tned to see how diferent facts and idens fit
- together - - Dmnmmdm:m;hnsaﬂm
- with a faculty member. - o - .
- Symmaszed majod points and nformation from
-— your ciass noles or readings. A Worked harderas a result of feedback from
- an instructor - o -
o Worked on 8 class BSSignment. pIofect of
- pressntation with other students = o w Socisized with a fsculty member outside of
- class (had a snack or soft drink, ete | - e -
—-— material leamed in a ciass to ofher
— areas (your job or mtemship, other courses, Participated with other students in a
— relationships with fiends, famiy, discussion with one or more faculty
- co-workers, eic.). - - members oulside of ciass -
—
== Used information of sxpenence from other sreas Asked your matructor for comments and
— of your life (b, intemship, inlzracbons with | cificsms about your academic performance. [T 4
- athers) in class dBCUSRIONS OF AasEgments, - -
- Worked hander than you thought you could to
= Tred to exphain matenal from a course o meetl an instruckor's expeciations and
- mthqmmm standards. o - - -
- co-worker, Tamily member. ) NI
- Waorked with a faculty member on & ressarch
== ‘Worked on a paper or project where you had o | project. -
-— integrate ideas from varous sources. o |
—
-—
=m Writing Experiences Art, Music, Theater
== Usad a dichonary or thesaurus 1o ook up the | Talked sbout an (painting, sculplure, anists,
- proper meaning of wornds. - etc.) or the theater (plays, musicals, dance,
- | etc. ) with other students, friends, or tamily
== Thought about grammar, sentence structune, members. - .
- word choies, and sequence of ideas or
T paints as you wes wiiling, - o - Vieant to an an echibit!galiery o & play, dance,
-— or gifier theater perloomance, on or off the
== Agked other people to read something you | caMpus. -
- wrode to see if it was ciear o them. (R
-— Parficipated in some art aclivity {paniing,
- Rawmehoui or manual about writing patiery, weaving. drawing, otc. ) or theater
- style. grammar, sic - - event or worked on some thestrical
-— production {acted danced, worked on
== Revised a paper or composition two or mone | ncsmry,mc}.mnroﬂhmmun. - s
— times before you were satisfied with it -
- Talked about music or musicions (classical,
== Asked an instnucior or staff member for popular, stc. ) with other students, fnends, or
- advics and help 1o improve your writing, - . .- family members. - .
L
==  Prepared & major wiitten report for a class | Attended A concert or other music event, on or
- (20 pages or more) - | off e campus - - .
—
- 1 2ome music activity (orchestra,
- mmu el on or off e campus - -
-—
— Read or discussed the opinions of art, music,
- or drama critics ]
-_— R -4
—-—
—

T o
—
-_—
-—
-
-— 1 | | 4
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DIRECTIONS: In your experience at this institution during the current school year, about how often
have you done each of the following? Indicate your response by filling in one of the owals to the

right of each statement.

Wery i Very
Campus Facilities Student Acquaintances
Used a campus lounge 1o relax or study by Became acquainted with students whose
yourself. A intereats were different from yours |
Met other students at some campus location Became acguainted with students whoss family
{campus center, etc.) for & discussion. ] - - background {economic, sockal) was different
from yours. D .

Aftended a cultural or social event in the
campus center or other campus location.

Became acqueinted with students whose age was
different from yours =

]
()
a

Went to & lecture or panel discussion. |-

Became acquainted with students whoss race or

Used a campus leaming leb or center o improve ethnic background was different from yours. - - .-
siudy or academic skifls {reading, wating, etc.) [OC0K

Became acquainted with students from another

-—
-_—
-—
-_—
-
-—
-_—
-
-_—
-—
-—
-_—
-
-_—
-
-
-—
-_—
-—
-_—
-
-_—
-_—
-
-_—
Used eampus reereational facilities {pool, couniry. A ) S
fitness equipment, courts, etc ). o -
Had sedous discussions with students whose -
Played a team sport (intramural, cluby, phiiosophy of Iife or personal values wers very -
intercollegiate). L | | different from yours. )
-
Followed a regular schedule of sxercise or Had serious discussions with students whose -
practice for somes recreational sporiing actvity, [ 3O political opinions were very different from yours. |30 e
-_—
B Had serous discussions with students whose —
Clubs and Organizations religious behefe were very different from yours.. [0 ==
Attended 2 meeting of & campus club, L
organization, or student govemment group. [0 Had serious discussions with students whose rece —
or ethnic background was different from yours, |00 =
Worked on & campus commities. student —
organization, or project (publcations, studemt Had serous discussions with students from a -
govemment, special event, etc.). NI country different from yours. | ) ) S
-—
Worked on an off-campus committes, —
organization, of project (civic group; church £ =, 2 % -
group, community event, et L] Scientific and Quantitative Experiences -—
Memorized formulas, definitons, technical terms —
et with & facuéty member or staf advisor o and concepis. ] ]
discuss the activiies of a group or organization. 3O —
Used mathematical terms lo express a-set of -
Managed or provided leadership for a club or relationships. C O —
organization, on or off the campus. | | -
Explained your understanding of some scientific or L
- mathematical theary, principle or concept to —
Personal Experiences someons efse (classmate, co-worker, ete) i e s
Told & friend or family member why you —
reacted to another person the way you did. [ 23O Read arficles about scientfic or mathematical -
theories or coneepts in addition fo those —
Discussed with another student, friend, or assigned for & class. O -
family member why some people get along —
smoothly, and others do not | - Completed an sxpenment or projsct using -
scientific methods. i )
As=ked a fiend for help with a personal -
problem. Practiced to improve your skill in using a pisce of -
Iaboratory equipment LN
Read articles or books about personal growth, -
wement, or social development. i HC I Showed someone eise how fo use a piece of —
scientific equipment. (]
Identified with a character in-a book, movie, or L
fefevizion show and wondered what you Expiained an expenmenial procedure o someone —
might have done under similar else. o) —
circumsiances. K (i —
Compared the scientific method with other -
Taken a test o measure your abiliies, methods for gaining knowledge and —
interssts, or atfitudes. I understanding. o .
-—
Asked & nend o tefl you what he or she really Expiained to another person the scientiic besis for -
thought about you. L [ concemns about sc:ierlhﬁr.ﬂrem‘imnmental issues —
{pollution, recycling, altemative sources: -
Talked with a faculty member, counselor or ENErgY, aﬂdmn}urshmﬁaraspectsufmem -
other siafi member about personal concems. [ ‘amlnd you. CACHE) -
-_—
5 BR ¥ | —
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| CONVERSATIONS

DIRECTIONS: In conversations with others (students, famlly members, co-workers, etc.) outside the
classroom during school year, about how often have you talked about each of the following?

Topics of Conversation

| READINGWRITING

More than 20

[Between 10 and 20 |
Betwean 5 and 10

Fewer than 5

During this current school year,
about how many books have you
read? Fill in one response for each
item listed below.

None

More than 20
n 10 and 20
Between 5 and 10
Fewer than 5

During this current school year,
about how many exams, papers, or

repaorts have you written? Fill in one
response for each item listed below.

E

]] OPINIONS ABOUT YOUR COLLEGE OR UNIVERSITY I[

How well do you like college?

TISIZENC aloul i

If you could start over again, would you go to the
same institution you are now attending ?
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| THECOLLEGEENVIRONMENT ||

Colleges and universitles differ from one another in the extenl to which they emphasize or focus
on various aspects of students’ development. Thinking of your experience al this institution, to

what extent do you feel that each of the following is emphasized? The responses are numbered
from 7 to 1, with the highest and lowest polnts lllustrated. Flll In the oval with thée number that
best represents your impression on each of the following seven-point rating scales.

Emphasis on developing academic, scholarly, and intellectual qualities

Strong Emphasis X [T [ [ (F ) i ] i Weak Emphasis

Emphasis on developing aesthetic, expressive, and creative qualities

Strong Emphasis T (] & i ia [T 1 Weak Emphasis

Emphasis on developing critical, evaluative, and analytical qualities

Strong Emphasis & & 5 ) @ & T Weak Emphasis

Emphasis on developing an understanding and nppreciation of human diversity

Strong Emphasi= @ & 5 © 3 [+ 1 Weak Emphasis

Emphasis on developing information literacy skills (using computers, other information resources)

Strong Emphasis T @& & & ] 1 i Weak Emphasis

Emphasis on developing vocational and occupational competence
Strong Emphasis £ i & @ @ & L  Weak Emphasis

Emphasis on the personal relevance and practical value of your courses
Strong Emphasis X [ A & E L Weak Emphasis

he next three ratlngs refer to relations with people at this college. Agaln, thinking of your own
experience, please rate the quality of these relationships on each of the following seven-polnt

ting scales,

Relationships with other students

o 2
Friendly, Supportive, Senszofbelonging ©® @ ® ® @ @ @ Compelitive Uninvolved, Sense of

alienation

Relationships with administrative personnel and offices

Heipful, Considerate, Flexible @™ @& & @ O & i Rigid. Impersonal, Bound by regulations

Relationships with faculty members
Appioachable, Helpful, Understanding,
Encouraging X i © O @ O 1 Remote, Discowraping, Unsympathstic

Go to next page

i i L]
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[ estmateorcans |

DIRECTIONS: In thinking about your coliege or university experience up to now, to what extent do
you feel you have galned or made progress In the followlng areas? Indicate your response by
filling in one of the ovals to the right of each statement.

[ VeryLittie [ WeryLitlie
IT.'“" [ T
—_— —
Vary such | | very
Acquiring knowiedgs and skilla applicable to o Understanding yoursell, your abifities, |
specilic job or type of work (vocational interests. and personality, [ - -
preparation) - |
Developing the abliity io gel along with |
Acquinng background and specializabon for different kinds of pecple. [ .
further education in a profassional, scentific |
or schotary fisld | XN Dievelopng the ability to function as a member |
of a team R RO
Gaming a broad generl education about |
different fizids ol knowledge ;| Developing good health hahits and physical |
fitness. |- - .-
Gaining a rangs of information thal may be J |
relevant to a caresr - - Understanding the nature of science and
| expenmentafion | ..
Devaloping an understanding and anjoyment |
of art, music. and drama - Understanding new developments in science
and lechnology A O
Broadening your acquaintance with and !
enjoyment of itersture. R e Becoming awars of the conseguences
(enefits, hazards, dangers) of new
Seeing the impartance of history for applicabions of science and technology. i
understanding the present aa well as the | |
past - = . Thinking analytcally and logcally iu ¥ AT
Gaining knowledge about other parts of the Analyzing quanitative probisms
world and other people (Asin Africa, South (understanding probabiliies, proportions |
America, efc. } - - . o etc.) |- .-
1
Wiiting dearty and effectively. (- Putting ideas ingether, se=ing relsbonships,

similanites, and differences betwesn ideas, X 30103
Presenting ideas and information effectively |

when spesking to others - Leaming on Your oW, pursurg deas, and
finding mformation you nesd RO
Using computers and othes information | |
technofogies (- - ] L=aming o adapt o change (new
technologies, diferent jobs or persanal |
Becoming aware of different philosophies, circumsiances, eic:) [ .

cultures, and ways of life

Ceveloping your own values and sthical |
siandarde (= - |

| ADDITIONAL QUESTIONS I
() E 15, B8

1. RWETE B NEEEE
L R e RE 9. A EE®EE =)
I Am@EE 10, EQ i
4 RNEEEE 1. B I E I
L AmEE®E 12. B (RHE TR
& AEEEE 13. B i
1. @&E@EE 14. ¢ EEE &)
o
KL
THANK YOU FOR YOUR PARTICIPATION! ;

PLEASE DO NOT WRITE IN THIS AREA
mooocoocoocoocococooocoAAREER

- m 8
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