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ABSTRACT
Higher education institutions are tasked with providing opportunities in and out of the
classroom that provide students opportunities for a successful college experience. First year
student expectations of the college experience initially influence selection of academic and social
activities. Unmet or unrealistic expectations may lead to poor academic outcomes, stunted social
development, and attrition.
This study focused on traditional first year students at the onset of their college career.
Through selection of anticipated field of major study, GPA, and extracurricular activities,
students initially identify potential academic activities and potential social activities. This study
provided quantitative data in an effort to identify possible relationships between and among
those intentions. Student selection of major field of study may drive academic progress and
influence selection of social activities.
This study used the College Student Expectations Questionnaire (CSXQ) responses of
3272 first time in college (FTIC) students who attended a large public university in the southeast
during the fall 2012 semester.
Results, conclusions, significance, and implications of the work to the discipline are
reported here.

vi

CHAPTER ONE:
INTRODUCTION
The U. S. Census Bureau (2012) reported that the number of adults age 25 years and over
who have completed college in the United States with a bachelor’s degree or more grew from
20% in 1990 to 28% in 2009. According to the U. S. Department of Education in 2013-14, the
number of students enrolled in 7,146 postsecondary institutions is 27,834,721. The Department
of Education also reported that 2,913,082 first time in college students enrolled in fall 2002 has
grown to 3,083,299 first time in college students enrolled in 6,576 postsecondary institutions in
2014.
Enrollment by undergraduate students in postsecondary degree-granting institutions rose
45% between 1997 and 2011 (Hussar & Bailey, 2014) and is projected to increase 14 % between
2014 and 2025, from 17.3 million to 19.8 million (NCES, 2016). However, increases in
enrollment do not ensure higher retention and graduation rates. According to the American
College Testing Program (ACT) National Collegiate Retention and Persistence to Degree Rates
(2012), approximately 22% of first-year college students do not return for their sophomore year.
Defining and identifying first time in college students is complex due to Advanced Placement
(AP) courses, International Baccalaureate (IB) courses, Advanced International Certificate of
Education (AICE) courses, and dual enrollment programs between high schools and
postsecondary institutions. Estacion, Cotner, D’Souza, Smith, and Borman (2011) reported that
of the 98,395 high school juniors and seniors accelerating coursework in the 2006-07 school
year, 74% participated in AP, IB, or AICE courses, 16% participated in dual enrollment, and
1

11% participated in both accelerated courses and dual enrollment. These students begin college
with college credit earned while in high school, but without the benefit of the college student
experience gained in the first semester as a college student.
The U. S. Census Bureau Educational Attainment in the United States: 2015 report (Ryan
& Bauman, 2016) stated that 88% of adults (almost 9 out of 10) in the U. S. had at least a GED
or high school diploma and that 33.2% of adults (almost 1 out of 3) had a bachelor’s or higher
degree. While 37% of students complete their degrees within four years, 65.6 % complete within
six years (DeAngelo, Franke, Hurtado, Pryor, & Tran, 2011). Reasons for departures vary and
include academic under-preparation, financial pressures, family demands, and job
responsibilities (Symonds, Schwartz, & Ferguson, 2011).
The National Center for Education Statistics (NCES, 2016) reported that in 2013-14,
approximately 57% of the 1,869,800 bachelor’s degrees conferred by postsecondary Title IV
federal financial aid institutions were earned by women, and 43% were earned by men. By
2015, nearly 33% of adults 25 years of age and older held a bachelor’s or higher degree, nearly
evenly matched between men at 32% and women at 33% (Ryan & Bauman, 2016). An
examination of the NCES Digest of Education Statistics (NCES, 2016) reveals the top fields in
which bachelor’s degrees were conferred on women were health professions and related
programs; psychology; social sciences and history; education; and biological and biomedical
sciences. The top fields of study for men were business and social sciences and history.
Unanswered questions circle around increasing retention and persistence of first-year students.
Research predicting college outcomes typically uses high school grade point average (HSGPA)
as an indicator of potential college grade point average (CGPA) and uses standardized test
scores, e.g., SAT, ACT, or admissions tests, to predict college achievement.
2

Support for and focus on first-year students has grown since the 1888 implementation at
Boston College of its first Freshman Orientation class and the 1911 orientation course offered at
Reed College in Portland, Oregon (Gardner, 1986). By the 1970s, higher education
administrators saw new student orientation classes as an opportunity to integrate new students
into the university culture and environment. The increasing competition for students was a
catalyst to rethinking how to better meet the needs of new students and to make institutions more
appealing (Bigger, 2005). By the 2000s, attention grew toward acknowledging student
expectations of both the academic and the social components of campus life and minimizing
disconnects between expectation and reality.
First year transition issues experienced by students possibly include the excitement of
new beginnings while contending with homesickness or anxiety over change, the creation of new
friendships competing with the desire and ability to maintain old friendships, reassessment of
study focus from individual subjects to collective studies, and newly found freedoms that create
self-disciplining responsibilities for both academic and social behaviors. Engagement in the
student academic role and the student social role creates a dual role scenario that requires
developing skills to cope with both roles.
The changes in academic habits and social opportunities and the accompanying tensions
of major selection and career focus can create new stressors within which first year students must
find a balance. This balance is not unlike the work-life balance that many in the workplace seek.
Substitute “academic” for “work” and “student engagement/involvement” for “life” and the
work-life balance premise becomes applicable to college students. Examining this definition of
work-life balance as it applies to the expectations of first-year students of college life assists
institutional administration in providing opportunities to create such a balance. Helping college
3

students find their “work-life” balance early in their college careers creates a foundation for
student success in the first and subsequent years.
The time allotted by a new college student for meeting transition expectations is short. It
is during the first few weeks at college that many students decide whether to drop out or to
continue their education, form opinions about their professors, and begin examining options for
majors and programs (Gardner, 2001). Pittman and Richmond (2008) suggested that creating a
global sense of community with the institution is an important factor in first year adjustment to
university life, which can lead to increased involvement and higher academic achievement.
Elkins, Forrester, and Noel-Elkins (2011) submitted that students perceive a connection with the
campus community based upon level of involvement and choice of out-of-class activities. Kuh,
Cruce, Shoup, Kinzie, and Gonyea (2008) found positive relationships between student
engagement and academic outcomes during the first year encouraged student persistence to the
second year. Krause and Coates (2008) suggested that engagement may be an observable fact
recognizable as a tool to guide higher education research policy and practice. Barefoot (2008)
addressed the need to look at student preparation for college during the high school years and
continuing transitional support beyond the first year.
Tinto (2009) addressed the importance of capturing new students at the onset of their
higher education experience and drawing them into involvement/engagement activities
conditional for student success. For him, the classroom is the main interaction site for many
students who work and/or commute. After all, he notes that “if involvement does not occur
there, it is unlikely to occur elsewhere” (p. 6). It is during classroom meetings and activities that
strangers congregate, begin acquaintances, discover common interests, and forge friendships that
continue outside the classroom. However, providing opportunities for students to explore
4

interests in social and recreational settings enhances the academic experience through less
formally structured and less intimidating interactions.
One common thread in new student transition is involvement in academic and social
activities. The importance of time management for academic success is a common topic in firstyear student courses. This study places time management in both the academic and social arenas
in the context of work-life balance, with work being the academic responsibilities and life being
the social aspects of the college experience. The search for work-life balance sometimes is
deferred until post-college workplace responsibilities begin; sometimes this balance search does
not occur until much later in life. Incorporating the concept of life balance at the onset of the
college experience may aid in the transition from high school to college, from college to the
workplace, and from the workplace to retirement.
Problem Statement
The intense competition among higher education institutions centers on three goals:
student recruitment, retention, and graduation. However, continual assessment of institutional
infrastructure is necessary to attain these goals as the expectations and needs of students do not
remain static.
The transition from high school to college can be a daunting experience, and it is a lifechanging experience. First-year students have preconceived notions of college life, expectations
of themselves academically, and anticipation of social activities. Many first-year students may
have thoughts of their future career plans, while others may plan to explore interests for career
options. First-year students have expectations of the multiple roles of college life that include
academic performance, personal growth, and social involvement. These expectations grow out
of high school experiences and second-hand information from friends and family members.
5

To move away, for a moment, from the traditional thinking of students as persons
desiring education to thinking of students as consumers, institutional management must consider
not only the needs, but also the wants and expectations of their student consumers. What must
an institution provide that will satisfy the needs of a new student population diverse not only by
culture, ethnicity, gender, and socioeconomics, but also by educational interests and ability,
social needs, and personal development requirements? To answer this question, institutions must
be aware, acknowledge, and recognize the expectations of student consumers. To keep first year
students from “voting with their feet” and leaving one institution in search of another that may
better meet their expectations, higher education administrators must determine gaps between
actual student expectations and administrator/faculty perceived student expectations.
Reason, Terenzini, and Domingo (2006) argued that the first year at a university for any
student is “critical not only for how much students learn but also for laying the foundation on
which their subsequent academic success and persistence rest” (p. 150). Hence, what are the
institutional mechanisms that can assist students to bridge not only the transition from high
school to university, but also to successfully integrate the increased academic demands of postsecondary education (Brinkworth, McCann, Matthews, & Nordstrom, 2009)? In short, how can
the expectations of first year students be better balanced and integrated to increase retention and
facilitate persistence?
Purpose of the Study
Student expectations of the college experience influence selection of academic and social
activities. Expectations vary widely, often influenced by family history of college attendance,
including factors such as independence, self-reliability, joining a group, socializing, academic
challenges, and post-college opportunity. Some students enter college with an anticipated field
6

of study; others explore opportunities before deciding on a major. Students have expectations of
their anticipated GPAs, based on prior performance.
This research investigated relationships between and among selected items on the
College Student Expectations Questionnaire (CSXQ) as answered by first-year traditional
students. Student expectations were determined by responses on the CSXQ in the areas of
anticipated field of study, anticipated GPA, anticipated involvement in academic activities, and
anticipated involvement in social activities. The intent was to investigate relationships between
and among these items to assist in predicting student needs. A review of the literature indicated
that much research focuses on year-to-year student progression through higher education,
specific fields, selected race and/or ethnicity, and socioeconomic status. Less research addressed
the expectations of first year students at the onset of the college experience through the lens of
anticipated major field of study. This research may assist in identification of student populations
with unrealistically high or low expectations, potentially providing information for targeted
program development.
Research Questions
1. What is the relationship among an entering student’s anticipated categorized field of
study, selection of anticipated time spent on academic activities, and anticipated
likelihood of involvement in social activities as defined by specific items on the College
Student Expectations Questionnaire (CSXQ)?
2. What is the relationship among an entering student’s anticipated grade point average at
the end of the first year of college, the selection of anticipated time spent on academic
activities, and the anticipated likelihood of involvement in social activities as defined by
specific items on the CSXQ?
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3. What is the relationship between an entering student’s gender, the anticipated categorized
field of study, the anticipated time spent on academic activities, and anticipated
likelihood of involvement in social activities as defined by specific items on the CSXQ?
Significance of the Study
Pascarella and Terenzini (2005) stated, “The research published since 1990 persuades us
more than ever that students’ in- and out-of-class lives are interconnected in complex ways we
are only beginning to understand” (p. 603). Further, the research “lacks a common set of
conceptual or theoretical themes” (p. 601). In their seminal work Pascarella and Terenzini
identified key areas of students’ in- and out-of-class lives: residence, major fields of study,
academic experience, interpersonal involvement, extracurricular involvement, and academic
achievement.
Examining research data for potential relationships can inform predictive models and
assist administrators in identifying unreasonable student self-expectations and/or student
aspirations. This study focused on traditional first year students at the onset of their college
career, looking at relationships between their intentions to participate in potential academic and
social activities, their anticipated GPA at the end of their first year in college, and gender.
Institutional Information
The institution chosen for this study was the largest campus of a public, metropolitan
university in the Southeastern United States. In 2012 when the survey was administered, the
university was one of the largest universities nationally, serving more than 41,000 students at its
main campus. As reported by the university’s Office of Decision Support, the campus had a
diverse population, with FTIC students from 40 states and 49 countries; over 50% of the FTIC
students were in the top 20% of their respective high school class. Overall, the campus diversity
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profile showed 60% White, 27% Hispanic, 11% Black, 6% Asian, 2% two or more races, and
2% not reporting race. International students accounted for 5% of the campus population. The
institution offered 90 bachelors programs, 105 masters programs, 2 educational specialist
programs, and 44 doctoral programs (Fast Facts 2013-14).
Limitations
The study used secondary data, collected by an entity other than the researcher in fall
2012; the researcher had no control over survey administration. Data were collected at a single,
large metropolitan university; results of this research may not be generalizable to other
institutions.
Survey responses are based on participants’ self-reported ‘anticipations’; participants’
responses may have been based upon perceptions of socially acceptable answers. In this study,
grade point average was self-selected as an anticipatory item, not self-reported as fact.
Delimitations
The study was conducted at one large, public institution in the Southeastern United
States. The population sampled for this study included first year, first time in college students
before the beginning of their first semester in Fall 2012. The study did not identify subgroups
within the sample, such as honors college students, students in bridge programs, athletes, etc.
The study did not include survey questions about student time spent in off campus activities,
such as work, family responsibilities, or personal social activities.
Definition of Terms
Academic activities: Actions that promote learning and knowledge through a formal,
credit earning based educational system.
Field of study: The area of academic interest chosen by a student.
9

FTIC: First time in college students who are enrolled full time at the university.
Grade Point Average: The statistical averaging of grades earned.
Institution of higher education: An organization of teaching beyond secondary
schooling.
Selection: The extent of anticipated participation or the likelihood of participating in an
activity.
Student involvement: Student participation in activities in and out of the classroom.
Work-life balance: The level at which one is comfortable with both one’s personal
(social and leisure time) life and one’s work (academic) life.
The definitions above are based on general knowledge or common and accepted usage
used in higher education literature.
Theoretical Framework
Student expectations of their actions provided the foundation for this study. As Miller,
Bender, and Schuh (2005) suggested, studying student expectations may contribute to
understanding student success. Inherent to student success is enabling a smooth transition into
college life. This transition may include finding balance between academic activities, social
activities, and personal activities. A smooth transition that includes both academic and social
integration and balance for personal time may increase the likelihood of persistence
The complex process of transition, combined with the multi-faceted component of
expectations, led this study to use Schlossberg’s Transition Model (2011) as a framework. A
review of selected theorists from higher education and psychology, discussed in this section,
appeared to lend support to this framework through the interrelationships drawn from review of
the individual theories. Astin’s (1984) Student Involvement Developmental Theory for Higher
Education centered on the energy devoted by students to the entire academic experience, such as
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time-on-task, vigilance, and involvement. This supported Tinto’s (1975) Dropout Model and
conditions for student success, which argued that the degree of students’ academic,
environmental and social integration in an institution affects their commitment to an institution
and to college completion. Astin’s and Tinto’s models support this study as they focus on
student motivation and behavior which influences choices connected to integration. From
psychology, Maslow’s (1943) hierarchy of needs correlates personal transition with changing
academic and social needs and provides understanding of basic human elements affected by
transitions. Each theorist supports discussion of student expectations and integration into the
academic and social aspects of college life, while addressing aspects of new beginnings,
transition, and expectations differently.
These perspectives blend with and support Schlossberg’s Transition Model as the
framework for this study by emphasizing the importance of understanding the life changes the
first-year student encounters, the academic and social balance needed for a successful first year,
and the personal growth and career development that begins with the college experience.
Schlossberg’s Transition Model (2011) focuses on understanding transitions and clarifies change
through identification of transition type (expected, unexpected, non-occurring), degree of life
change (role, relationship, activities, expectations), process timeline (anticipating, starting,
engaging), and resources available to succeed.
Schlossberg’s model supports this study through the nature of the transition from high
school to college. Students who expect to go to college may anticipate changes, but, may
underestimate the quantity and quality of change and the depth of the transition process.
Students who find themselves unexpectedly in a position to attend college may have less
preparation time for the transition. The degree of change will vary according to a student’s
11

individual perception of role, e.g., commitment to a major field of study, relationship, e.g., preidentification with the college, e.g., anticipated time management of academic and social
activities, and expectations of the overall college experience. Finally, students may need time to
acclimate and find college-offered resources, e.g., study groups, tutoring sessions, on-line help
sessions, clubs or organizations, on or off campus work opportunities, to support successful
outcomes and supplement personal resources
Overview of Methods
This study used secondary data gathered by the institution through use of the College
Student Expectations Questionnaire (CSXQ) during the new student orientation of Fall 2012.
The sample included 3,272 students.
The CSXQ was distributed to students during new student orientation for the Fall 2012
term. The CSXQ is four pages and takes approximately15 minutes to complete. Participants’
responses to the CSXQ were analyzed to determine relationships between anticipated major
fields of study, anticipated GPAs, anticipated participation in co-curricular activities and use of
campus facilities, and anticipated participation in academic activities. In addition, results were
examined by gender. Descriptive statistics were used to describe the sample, using SPSS version
22 for computer-based calculations.
Organization of the Study
Chapter One contains an introduction to the study, a statement of the problem, the
purpose of the study, a definition of the key terms, the theoretical framework, research questions,
an overview of the methodology, and the organization of the dissertation. Chapter Two provides
a comprehensive literature review that includes discussion of theories pertinent to the study, an
examination of infrastructure responsibilities to ensure college readiness, suggestions of potential
12

influences on student choice, and a concluding discussion of high school student expectations of
college. Chapter Three describes the methodological approach, research setting, population and
sample, instrumentation, data gathering strategy, and analytical procedures. Chapter 4 presents
the analysis of the data, and Chapter 5 discusses conclusions and implications of the study.

13

CHAPTER TWO:
REVIEW OF RELATED LITERATURE
This chapter opens with an overview of transition issues as determined by a review of
psychology and education theorists whose theories appear to lend support to Schlossberg’s
Transition Model (2011), the theoretical framework selected for this study. The next section
discusses the multiple roles transitioning students may experience as they strive to balance
academic and social lives. Fitting in, the next topic, looks at institutional, academic, and social
integration. Next, pre-college influences and expectations of college are discussed. The chapter
ends with a summary of the relationship of these important issues to the purpose of this study.
Transition
In campus life, fulfillment of the human need for belonging and acceptance may occur in
academic settings, such as the classroom, study groups, or internships, or through co-curricular
activities, such as clubs, organizations, sports teams, or social interactions. Kim, Newton,
Downey, and Benton (2010) suggest that student compatibility with institutional environment
influences student persistence; the more student values, personality, and interests agree with
institutional values, culture, and academic and social offerings, the greater the opportunity for
academic engagement and social involvement. Increased engagement and involvement support
the need for inclusion, belonging, and acceptance necessary for success in the university
environment. These components influence the balance each student must find to juggle new
responsibilities as he or she transitions and integrates into the academic and social postsecondary
community.
14

Theorists
The components of the transition process are multi-faceted and researched by scholars
from varying perspectives. Van Gennep’s (1960) work, The Rites of Passage, laid a foundation
for subsequent research on social integration. In this work, Van Gennep postulated a possible
need for economic or intellectual bases to expedite movement from group to group and noted
that individuals transition from one group to another, from one social situation to the next,
throughout life. Tinto (1988) drew on Van Gennep’s three stage rites of passage–separation,
transition, and incorporation‒to describe movement from secondary education to postsecondary
education. Tinto’s (1988) trilogy of separation from the home environment, transition to the
higher education environment, and incorporation into a new social and academic community
aligns closely with Maslow’s hierarchy of needs and Van Gennep’s rites of passage models. The
following discussion will relate Schlossberg’s (2011) Transition Model to theorists from the
fields of psychology and education.
Schlossberg’s Transition Model. Schlossberg’s Transition Model (2011), originally
framed as a life transition model not specific to education, easily lends itself to the high school to
college transition. Schlossberg’s Transition Model identifies types, degrees, timing, and
resources of change. The transition from high school to college is an expected change; students
make the decision to attend college and move forward with that action. The degree of life
change is significant and includes role and relationship changes, choosing and declining
activities, and realistic and unrealistic expectations. The transition timeline occurs rapidly; first,
the anticipation of college that often begins in earnest during the senior year of high school, but
intermittently, followed by the actual transition that traditionally occurs between June and

15

August, when many high school graduates become new college students. Finally, resources for
success include academic readiness, social maturity, and adaptability.
Schlossberg’s Transition Model employs a process for coping with transition, identified
as the 4S System: situation, self, support, and strategies. Situation includes the current variables
in an individual’s life at the time of the transition. Self draws on attitude and adaptability to
adjust to change. Support consists of resources available to ease the transition, which might
include family, friends, organizations, and services. Strategies develop through anticipation and
expectations of the new venture and framing outcomes to assist in coping with the transition
process.
Maslow’s Hierarchy of Needs. Maslow (1943) developed the Hierarchy of Needs
model to describe potential life changes by satisfying or meeting lower level needs and
transitioning to higher level needs. Understanding the frame from which one begins a new
experience assists in understanding choices made and subsequent outcomes. University and
college campus life is one in which fulfillment of basic needs occurs, but also is one in which
new social development and interactions begin. Campus services, such as housing and dining
services, meet physiological needs. Physical and technological security systems ameliorate
safety concerns. As university and college students enter into a new society, the comfort of
known high school academic and social expectations no longer exists. Often, the comfort of
close friends and family is limited to short visits and social media interaction. Keup (2007)
found that as students expect existing relationships with family and high school friends to change
once college life begins, they also expect deeper and more mature relationships to develop at
college. Further, the absence of friends and family creates need for a place within the new
group, the new society of campus life.
16

Opportunity exists to establish a place within this new society to gain respect and esteem
from others. This, in turn, leads to development or increased feelings of self-confidence and
self-worth (Maslow, 1943), strengthening one’s feelings of capability and adequacy to meet
future academic and societal demands. Figure 1 illustrates academic and social needs alignment
with Maslow’s hierarchy. Maslow’s top tier, self-actualization, is not included as this need is
unlikely to be met during a student’s first year of college.
Academic Needs

Social Needs
Self-Esteem Needs

Participating confidently

Feelings of accomplishment
Belonging Needs

Finding comfort level in academic
groupings
Understanding expectations,
assignments, classroom protocol

Building sustainable friendships in and out of
the classroom
Safety Needs
Finding niche, comfort zone, exploring social
options

Physiological Needs
Finding classrooms, developing routines and
Adjusting to new social environment, living
schedules for increased academic workload
experiences, and responsibilities

Figure1. Transitional academic needs and social needs aligned with Maslow’s Hierarchy of
Needs.
Tinto’s Dropout Model and Conditions for Student Success. Tinto (1975) emphasized that
student integration into the collective of college life increases student success and retention. His
Dropout Model argued that that two factors influencing student persistence are the student’s own
commitment to completing college and the interactions between the student and the institution’s
academic and social systems. Tinto (1975) suggested institution administrations should examine
student personal attributes, factors internal and external to the institution that may affect student
academic persistence decisions, institutional characteristics and infrastructure, and goals and
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commitments of both the student and the institution. Tinto further addressed the need for
integration into both curricular and co- curricular realms for a successful college experience.
This is supported by Baker (2008) who suggested that academic failure and cessation are likely
outcomes when student involvement in co-curricular activities is lacking, allowing for
differences in social and academic assimilation, opportunities, and environments.
In addition, Tinto (2009) addressed the need for universities to develop and embrace
educational conditions that engage students, offering four cornerstones for student success.
Tinto’s focus is on institutional expectations of students for their achievement, not student
expectations of the institution. The first cornerstone, expectations, sets the levels of competence
and effort required for student success. The second cornerstone, support, occurs for academic
enrichment through skills development, tutoring, study groups and for socialdevelopment
through counseling, mentoring, and safe havens for groups in the minority at an institution. This
support is essential for student retention (Tinto, 2009). The Beginning College Survey of
Student Engagement data found that perceptions of high levels of campus support increased the
level of engagement (National Survey of Student Engagement, 2012). For the third cornerstone,
feedback, Tinto stressed the need for early feedback, as elapsed time becomes an enemy when
academic progress requires intervention. Chickering and Gamson (1987) also identified
feedback as necessary to help students assess their current knowledge and competence to enable
reflection, improvement, and growth. Although Grayson (2003) suggested that academic
integration and achievement are more important than social integration for incoming students,
Tinto’s focus on the fourth cornerstone, involvement, pertained to the need to engage students
both academically and socially with campus life. Involvement in the classroom has the potential
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to encourage interactions outside the classroom through study groups, while similar interests
may lead to club and organization involvement or common social activities.
Astin’s Student Involvement Developmental Theory for Higher Education. Astin's
(1984) theory of student involvement defined an involved student as one who is devoted,
mentally and physically, to the academic experience. His theory, which draws on Freud’s
cathexis concept and learning theorists’ time-on-task concept, combined investing psychological
energy with behavior, e. g., effort or involvement in an activity. These investments vary through
time, are dependent upon a student’s interest at the moment, and are measurable. Continuing
Tinto’s (1975) student centered approach, Astin’s student involvement theory focused on the
student’s motivation and behavior instead of the traditional pedagogical approach that focuses on
subject matter and technique.
Eklund-Leen and Young (1997) used Astin’s theory to show the relationship between the
intensity and extent of a student’s involvement and the benefit he or she received from the
college experience. Kuh (1995), also using Astin’s theory, researched the activities, events, and
people that influenced student development. He concluded that many co-curricular activities
create opportunities for students to grow personally in critical thinking, relationship, and
organizational skills. Kuh (1995) concluded that any student who invests time and effort in cocurricular activities has the potential to benefit in these growth areas. This finding is supported
by Anderson and Lopez-Baez (2011) who found that students attribute substantial personal
growth to participation in co-curricular experiences. Results from their study suggested that it is
possible for students to realize considerable personal growth over a time period as short as one
college semester.
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The seminal works of Schlossberg, Tinto, and Astin continue to influence student
persistence research. DeNeui (2003) suggested a first-year student’s level of campus
participation affects his or her psychological sense of community (PSC) and that an optimal level
of participation may exist. First-year students with a higher level of campus participation have
an increase in PSC greater than those students with a lower level of campus participation.
DeNeui proposed that participation quality, investing more time in fewer activities, and
participation quantity, investing less time in more activities, affects a student’s PSC. These
studies support the belief that a sense of belonging leads to campus community identification and
affiliation, which, in turn, leads to increased commitment and persistence (Hausman, Ye,
Schofield, & Woods, 2009).
Maslow (1943) suggested that as basic survival needs are satisfied, individuals focus on
successively higher needs; then, as needs are met, they are replaced by new motivators. Selfefficacy, an individual’s feeling of effectiveness and worth, affects how students self-direct
learning, goal setting, and goal attainment (Zimmerman, Bandura, & Martinez-Pons, 1992). This
ties into Ryan and Deci’s (2000) discussion of Self-Determination Theory, which focused on
how human extrinsic motivation, personality, and inner resources affect learning and creativity,
how social values shape personality development and self-regulating behavior, and how
psychological need fulfillment affects well-being.
Examining the essence of each of the above theories provides a framework for studying
personal development needs to aid student transition from high school to college, student
commitment and goals that influence persistence, motivations for student involvement and
engagement behaviors, and the combined responsibilities of institutions and students for
successful outcomes.
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Multiple Roles/Role Conflict: Balancing Academic Life and Social Life
Academic life and social life balance is possibly the strongest of tensions experienced by
first-year students (Molesworth & Scullion, 2005). Adaptation to new academic structures and
new social situations, combined with the loss of familiar structure and support mechanisms, may
create intense stress and pressure (Bland, Melton, Welle, & Bigham, 2012; Strage, 1998).
Freedom from parental controls for students living away from home and increased socialization
opportunities may compete with the responsibilities of increased academic work.
Bland et al. (2012) examined activities identified as life events and daily hassles that fall
into academic and social stress categories. Academic stressors identified included beginning
college, pressure to succeed, tests, deadlines, assignments/papers, increased workload, and
identifying a major. Williams, Beard, and Tanner (2011) reviewed the seven traits of Millennials
identified by Howe and Strauss (2007) and determined that six of the seven traits can hinder
successful transition to college-level work. One example is the pressure to excel and the
subsequent desire for continual feedback, which may result in cheating, plagiarism, and whining
about assignments. A second example is handling feelings that were part of a student’s
secondary school identity (e. g., being ‘special’, sheltered, and confident) that in college may
result in difficulty in accepting constructive criticism, recognizing personal shortcomings, and
identifying realistic goals. Williams et al. (2011) acknowledged that to alleviate student stress
and create a conducive learning environment, “faculty and administrators who understand the
generational profile of these students can create campus and classroom environments that will
appeal to them, nurture them—and prepare them for the real world” (p. 44).
Social stressors, drawn from Bland et al. (2012), included changes in living conditions,
moving to new locations, perceptions of body image, problems and issues arising from the
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predominance of text messaging, and change in social habits. In addition, changes in demands
on personal activities, including job searches, procrastination, sleep habits, and time management
may contribute to academic and social stress. Students who live at home and commute may
experience additional tension from family demands. Both residential and commuting students
may face similar constraints that involve cultural needs or part-time employment. Combinations
of any of these factors contribute to difficulty in establishing academic life and social life
balance (Hayes, 2004). In addition to these external constraints, personal attributes controllable
by the individual exist that also affect student success outcomes. Psychosocial development,
e.g., motivation, self-management, and social behaviors, together with cognitive activities and
career selection and preparation development, are critical factors for student success in the
university’s academic and social environments. Additional stressors that cross both academic
and social life include procrastination, lack of sleep, and time management (Bland et al., 2012).
Astin (1984) queried the interaction of one form of involvement with another, focusing
on combinations that maximize learning and personal development, and determining upper limits
on involvement. Miller (1970) suggested that allocating time for academic purposes and cocurricular activities and using it effectively are more important than the co-curricular activities
selected. Astin’s musings on interactions and time usage carried over to a student’s future needs
to manage career demands and his or her personal life. Establishing healthy and workable role
investment patterns during college years provides a platform for future workplace practices. The
business concept of opportunity cost, pursuing one course of action at the expense of another, is
comparable to the depletion arguments of inter-role conflict versus the enrichment process of
multiple roles. Examples of the opportunity cost concept are giving up leisure time for study
time, or conversely, limiting study time to pursue other activities. This concept is supported by
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Tinto (1975, p. 92) who stated that “excessive emphasis on integration in one domain would, at
some point, detract from one’s integration into the other domain.”
As illustrated in Figure 2, the academic domain and the social domain compete for
student time, role development, and behavior, resulting in competition for personal resources,
leading to resource depletion. Goode (1960) noted that role strain may increase when social

Academic Domain
Time
Hours spent in Class
Hours needed for study
and assignments

Role Competition
Time
Time spent on one domain
infringes on another domain

Role
Role Conflict
Ambiguity
Boundary Spanning

Hours spent with Friends
Social Activities, Partying
Time for Self, Relaxing
Role

Role strain produced by
demands of one role makes
it difficult to fulfill
requirements of another role.

Behavior
Expectations for
Achievement

Social Domain

Finding Niche, Building
Social Network, Making
New Friends

Behavior
Behavior required in one
role may conflict with
expectations or norms of
another role.

Fitting in with Group,
Determining Values,
Conformity, Finding Self

Figure 2. Academic-social roles competition–resource depletion view (adapted from Greenhaus
& Buetell, 1985).

demands and personal beliefs conflict, commitment levels vary from expectations or norms, or
social positions change and create conflict in behaviors or values. Buda and Lenaghan (2005)
viewed role competition as a drain on limited resources. Time competition occurs through
demands for time needed for academic success and time desired for social outlet. Strain follows
through the conflicting and simultaneous roles of being a good student and having fun while in
college. Time and strain affect behavior. In the academic domain, perceived expectations for
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academic achievement exert pressure to attend class, prepare adequately, and complete
assignments. In the social domain, pre-conceived notions of social activities and the
responsibilities of self-regulation exert pressure to fit in, conform, and determine acceptable
values. Keup’s (2007) study revealed that students found the adjustments to balancing
academics and social activities a continual process.
An alternative theory on the competition for personal resources debate embraces an
enrichment approach rather than a depletion approach, as illustrated in Figure 3. Marks (1977)
suggested that individuals control personal energy use through decision making – first, by
determining what activities to pursue and the depth of involvement, and second, by knowing
commitment to an action fuels the amount of energy expended. Further, Marks proposed that
Academic Domain

Role Enrichment

Time
Class Interactions
Group Study/Assignments
Common Goals

Time
Time spent on one domain
integrates with another
domain

Role
Role Exploration
Boundary Spanning

Hours spent with Friends
Social Activities,
Partying, Time for Self,
Relaxing
Role

One role creates interest
and excitement in another
role.

Behavior
Expectations for
Achievement

Social Domain

Finding Niche, Building
Social Network,
Making New Friends
Behavior

Behavior required in one
role supports behavior and
activities in another role.

Fitting in with Group,
Determining Values,
Conformity, Finding Self

Figure 3. Academic-Social Roles Competition – Resource Enrichment View (adapted from
Greenhaus-Buetell, 1985).

four commitment elements influence decision making: enjoyment of the activity, loyalty to
others involved in the activity or process, perceived rewards gained through the activity, and
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avoidance of punishment for failure to pursue the activity. Rothbard (2001) posited that it is
one’s attention, absorption, and response to each role that links engagement among roles.
Finding balance is a process predicated on determining the value and reward gain each
activity provides. In the utilitarian approach, role investment increases as the value of obtaining
the reward outweighs the cost of the reward (Lobel, 1991). In the social identity approach, role
investment increases as identification with the role increases and rewards and costs fail to
influence investment in the role (Lobel, 1991).
Belonging, acceptance, academic development, social interaction, personality types,
expectations, energy exertion, role development, and goals all combine at various points to
influence personal and professional outcomes. The transition from secondary to post-secondary
education is a life change. It is a time that permits personal development in a safe environment
to hone skills and knowledge that will enhance future growth opportunities
Fitting In – Connecting to High School, Connecting to College
The literature on high school students connecting, bonding, engaging, and attaching to
school is prolific and includes factors such as liking school, involvement in extracurricular
activities, school commitment, teacher engagement, and academic interest. The “participationidentification model” (Finn, 1989) centers on student identification with school as an important
part of life, creating a bond to school, a sense of belonging, which in turn, affects academic
achievement and prosocial behaviors (Bryan, Moore-Thomas, Gaenzle, Kim, Lin, & Na, 2012;
Finn, 1989; Hirschi, 2002).
To paraphrase Altonji, Blom, and Meghir (2012), when compulsory education ends,
educational decision-making begins. This decision-making includes whether to complete high
school, to attend college, or to decide on a career. Social control theory strongly supports
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creating bonds to the school institution through attachment, commitment, involvement, and
belief (Finn, 1989). Attachment to the institution creates the sense of belonging, commitment to
institutional norms creates environmental safety and comfort, involvement with institutional
behaviors builds self-esteem, and belief in institutional values develops self-actualization. The
next three sections discuss the “fit” issues students face when transitioning into the
postsecondary environment. First, is institutional fit, connecting to the institutional culture.
Next is academic fit, selecting a major field of study and possible influences on student major
and career decision making. Thirdly, is social fit, choosing co-curricular and social components
of the college experience.
Institutional fit: Connecting to institutional culture. Kim, Newton, Downey, and
Benton (2010) suggested that environmental “goodness-of-fit” be included as a factor used to
determine correlation between student persistence and performance, in addition to circumstance
variables, e. g., situational factors such as socio-economic status, and ethnicity. While the
influence of the traditions and the social heritages of campus organizations, cultures, and subcultures has been both vilified and lauded by university presidents (Cowley & Waller, 1935), a
feeling of connection occurs when a student identifies with an institution’s culture - the
institutional norms, values, beliefs, and traditions (Dubrow, Hartley, & Toma, 2005). Social and
cultural capital, drawn from familial and friends’ knowledge of how post-secondary institutions
“work,” increases feelings of connectivity. This sometimes plays a role in the selection process
of an institution by the student, often influenced by location, familial connections, or stories told
by family and/or friends who attended an institution, which translates into intellectual and social
compatibility between the student and the institution (Tinto, 1988). Hausmann, Schoefield, and
Woods (2007) defined institutional fit, the sense of belonging to a postsecondary institution, as
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believing oneself to be a valued member of the college community. Crede and Niehorster (2012)
defined institutional attachment as the degree of identification and emotional attachment students
have with a university community. This sense of belonging through both perceptions of
academic and social integration and actual behaviors influences persistence decisions.
Syed, Azmitia, and Cooper (2011) examined research from psychology, education,
sociology, and anthropology to examine student identity, collective belonging, and development
of self and life purpose in the context of institutional structures. They suggested that students
who enter college comfortable with themselves academically selectively choose classes and
activities. Babad (2001) posits that students select courses in descending order of importance,
beginning with courses that meet primary academic goals first, declining to those that meet other
needs, such as avoiding work, fulfilling social or entertainment needs, or for administrative fit.
This academic awareness speeds choosing a major and finding a social niche. Bean (1985)
found that social life significantly affects institutional fit, in that peer support plays a greater role
in retention than informal faculty-student interaction. Institutional fit is important to student
persistence (Bean, 1985; Pascarella & Terenzini, 1980; Tinto, 1998).
Examination of student pre-college factors and student campus involvement provides a
more comprehensive understanding of the connectivity between the student and institutional
culture (Woodard, Mallory, & De Luca, 2001). The sense of belonging to an institution is a
critical aspect of anticipatory socialization (Bean, 1985). This sense of belonging happens when
new student attitudes, norms, and beliefs align with those of others at the school or develop
through relationship building both in the academic and social realms (Bean, 1985). Cowley and
Waller (1935) identified three features unique to student life that separate it from adult life: the
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short life span of college life, alumni who exert influence to continue traditions, and the
relatively small size of college communities, distinctive as each may be.
Academic Fit: Major Field of Study. The selection of a major field of study is part of
the transition from secondary to post-secondary education. Pre-college experiences such as
courses taken in high school combined student attitude and aptitude for those courses (Ma, 2009;
Turner & Bowen, 1999) play a role in the college major decision-making process, as do selfefficacy factors, such as aptitude, preference, and awareness of job possibilities (Kasper, 2008;
Malgwi, Howe, & Burnaby, 2005). Altonji, Blom, and Meghir (2012) added to the major field
of study decision making process by including the gradual learning curve for students regarding
their preferences and ability, how the secondary education system shapes what students learn, the
influence of the different skill and knowledge prerequisites for education programs and
occupations, and the randomness of knowledge accumulation. The choice of major has
ramifications beyond college student life, affecting the student’s job options, earning capacity,
life outcomes, labor market demands and outcomes, the nation’s economic stability, and societal
quality of life (Stater, 2011).
The literature reflects that many variables can play a role in the selection of the initial
college major. Figure 4 represents personal interests, financial constraints, societal mores, and
sphere of people that may combine to drive student initial choice of major.
Personal

Financial

Societal

People

Competencies

Tuition

Value

Family

Interest

Financial aid

Stereotypes

Friends

Media

Role Models/Mentors

Gains/Rewards

Figure 4. Influences on Choice of Major
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Ma (2011) noted that examination of initial college major choice provides information on
emerging patterns of final major choice. Orndorff and Herr (1996) noted that students often do
not have sufficient exposure, knowledge, or experience to make choices regarding majors, much
less careers. As students become more aware of occupational choices, majors or concentrations
within majors may change through the college experience.
Student exposure to the college environment continues to influence choice of major field
of study, a factor in persistence. The vocational choice theory developed by Holland (1962)
posited that individual personal traits drive environment selection and fit. Successful merging of
personality and environment allows movement up Maslow’s hierarchy. Holland (1962)
identified six personality and environment types: realistic, investigative, artistic, social,
enterprising, and conventional.
Pyne, Bernes, and Magnusson (2002) found that the literature supports the need to
involve students early in their academic lives in the career planning process to assist in the
choice of college major. Main points involve student perceptions, including: 1) that student
perceptions of what is important in career planning differ greatly from adult perceptions, and 2)
that meanings of “occupation” and “career” influence engagement in career planning activities.
Social Fit: Co-curricular/extra-curricular activities. Socialization theory argues that
participation in extra-curricular activities increases the possibility of college enrollment. This
theory is supported by the NCES (2012) which found that in 2010 high school seniors with plans
to attend college had higher participation rates in extracurricular activities than those high school
seniors without college plans, as illustrated in Table 1.
The literature on secondary school extracurricular involvement reveals three distinct
issues to consider: college aspirations, college attainment, and college persistence (Hanks &
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Eckland, 1976; Kaufman & Gabler, 2004; Spady, 1970). Research by Kaufman and Gabler
(2004) found that students who participate in music and arts training, student government, public
service, or interscholastic team sports have a greater probability of going to college.
Table 1
Percentage of High School Seniors Who Participated in Various Extracurricular Activities, by Type of Activity, Sex,
College Plans and Region: 2010

High School Student Expectations of College Life
The discussions above lead to questions pertinent to this study. What do first-year
students expect from their first year of college? Do first-year students have a realistic view of
the differences between high school and university structures and academic workload and
expectations, changing lifestyle habits and social activities? Keup (2007) found that the research
on student expectations of college life indicated romanticism rather than realism. This section
will highlight incoming new postsecondary (a.k.a., high school) student expectations of college
academic life and social life.
How realistic and aligned are the academic preparation and habits of high school students
with the academic expectations of college? How developmentally prepared are students new to
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the collegiate experience? Would transitional programs for high school seniors planning to
attend college be beneficial? Tinto (1975) found that high school characteristics, individual
expectations, and motivational attributes, directly and indirectly affect students for future college
experience. Pike (2006) found that high school students’ expectations of college play a role in
the initial selection of a major; these expectations aligned closely with the personality types set
out by Holland’s (1996) theory of vocational preferences. McCarthy and Kuh (2006) found that
one quarter of students enrolled in four-year colleges and universities need remedial coursework.
Additionally, they found that a significant gap exists in the study habits of high school students
and college students; many high school students spend only a modest amount of time on class
preparation and little effort on reading and writing. In 2002, 41% of female high school
sophomores and 33% of male high school sophomores reported spending more than 10 hours per
week on homework (NCES, 2007).
Kuh (2007) noted that precollege academic preparation and achievement is related to
college success. Schilling and Schilling (2004) found that most high school students expect to
work harder in college than they did in high school. However, while high school students
believe that differences exist in study requirements for high school and college, they also
expected college teacher access and coursework feedback times to be similar to high school
experiences (Crisp, Palmer, Turnbull, Nettelbeck, & Ward, 2009). These findings suggest that
students expect changes in the academic process, but do not anticipate the extent of the
differences.
Students with average or above average high school grades expect that the same effort
expended in high school will suffice in college (Weissberg, Owen, Jenkins & Harburg, 2003).
Smith and Wertlieb’s (2005) findings aligned with those of Weissberg et al. (2003) that students
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with lower academic and social expectations achieved higher GPAs than students with
unrealistic expectations. Debate continues around policy issues such as standardized testing
versus high school grade-point average as a predictor of student success in college. A study by
Geiser and Santelices (2007) consistently found high school GPA to be the best predictor of first
year student college grades and of four-year college outcomes.
Students must be able to adapt to an environment that requires increased autonomy and
acceptance of personal responsibility for a successful academic transition from high school to
college (Crisp et al., 2009). Keup (2007) noted that college-bound students anticipate the
freedom of choosing their classes, have high expectations about courses relevant to their
intended professions, and exhibit enthusiasm about their majors and career goals. Kelly,
Kendrick, Newgent, and Lucas (2007) found that students believed that the transition from high
school to college would have been easier with assistance from their high school counselors with
study skills, time management skills, and general coping skills.
National data on six high school senior-year co-curricular activities participation rates for the
years 1972, 1980, 1992, and 2004 showed fluctuations consistent with social and education
changes (National Center for Education Statistics, 2008). The study compared participation
levels in student government, honor society, athletics, newspaper/yearbook, vocational clubs,
and academic clubs (see Figure 5).
Keup (2007) found that high school student co-curricular and social expectations of
college included the predictable socializing, partying, involvement in student organizations, and
employment. She further found that these expectations extended to developing interpersonal
relationships and individual development that included involvement in student organizations,
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Figure 5. Percentage distribution of high school seniors reporting participation in various extracurricular
activities: 1972, 1980, 1992, and 2004.
SOURCE: U.S. Department of Education, National Center for Education Statistics, National Longitudinal Study of
the High School Class of 1972 (NLS:72), “Base Year”; High School and Beyond Longitudinal Study of 1980
Seniors (HS&B-Sr:80/86); National Education Longitudinal Study of 1988 (NELS:88/92), “Second Follow-up,
Student Survey, 1992”; Education Longitudinal Study of 2002 (ELS:2002/2004), “First Follow-up, 2004.”

studying in groups, and socializing in residence halls. However, Kuh (2007) found that about
32% of entering students spent no time in co-curricular activities in the first year of college. In
addition, Kuh (2007) found that nearly 75% of students believed that their higher education
institutions would assist them in developing skills to manage non-academic responsibilities and
institutions would assist them in developing skills to manage non-academic responsibilities and
enhance their social interactions. Figure 6, drawn from the literature on pre-college influence
and expectations, illustrates the realities of college life. Student involvement encompasses the
whole of student participation in the academic experience. In the classroom, students interact
with their professors and classmates in the realm of the discipline. Co-curricular involvement
comprises participation in groups and organizations, attendance at events, and use of campus
facilities for leisure activities, studying, and socialization. Balancing academic responsibilities
with co-curricular activities creates an enriched university experience.
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Pre-College Influences

Pre-College
Expectations

Academic Workload

Increase in work

Academic Success

Similar study habits
and effort expended

Academic Interactions

Faculty access and
feedback

Social Interactions

New friends,
experiences

Family

Career

Friends, clubs, cliques

Maintain pre-college
friendships

Media

Prime-time television

College Realities
Poor time
management skills,
lack self –
sufficiency
Remediation,
tutoring
Limited face-to-face
access, teaching
assistants
Finding niche
among multiple new
choices
Pressure for
approval
New experiences,
long distance
difficulties
Personal
responsibility

Figure 6. Pre-college influences, pre-college expectations, and college realities.

Conclusion
Brott (2005) identified five life roles that center on relationships, work, family, self, and
spirituality that stem from an orientation to life, societal placement, and social interactions.
Super (1953) postulated that one’s role in real life activities, such as school classes and club
participation, contributes to developing compromise between individual and social factors that
that may guide vocational choice. Research on the connectivity between vocational choice and
leisure activities translate into academic studies and co-curricular activities, the precursors to
adult career and social interaction (Amatea & Cross, 1986; Anderson & Lopez-Baez, 2011).
Pascarella and Terenzini (1991) suggested that participation in campus events and
activities may be limited due to intense involvement with academic work. Yin and Lei (2007)
speculated that participation in campus events and activities may result in behaviors detrimental
to academic outcomes including over-involvement, fatigue, and reduced time devoted to
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academic work. Is there a break-even point at which time invested in co-curricular activities
ceases to provide positive returns?
Work-life balance is achievable through time management and setting and prioritizing
goals (Doble & Supriya, 2011). It is advantageous to view study as a job and to reward hard
work with time to play (Molesworth & Scullion, 2005). High school students are accustomed to
a highly structured school environment with relatively few choices in course selection and cocurricular/social involvement. They transition to a college environment that requires thoughtful
and informed decision-making in academic and co-curricular/social choices. This chapter has
attempted to illustrate the multitude of factors that must be considered for successful student
outcomes during this life-changing process.
This study contributes to existing research on student work-life/time management balance
by exploring whether choice of major field of study, anticipated grade point average, or gender
are factors in how students expect to spend their time outside the classroom on academic and
social activities.
Chapter Three will discusses the research questions, the reasons these questions were
chosen, and the methodology used for the study.
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CHAPTER THREE:
METHODS
Balance can be tenuous between academic endeavors and social interactions, but results
of research indicate that interest and time investment in activities are measurable (Astin, 1993)
and that student motivation and behavior affect the whole college experience (Ekland-Leen et al.,
1997). Student selection of academic course of study, social interactions, and personal
expectations of academic achievement are integral to the college experience. These factors,
instrumental to student progress through higher education, formed the basis for the development
of the following research questions:
1. What is the relationship among an entering student’s anticipated categorized field of
study, selection of anticipated time spent an academic activities, and anticipated
likelihood of involvement in social activities as defined by specific items on the College
Student Expectations Questionnaire (CSXQ)?
2. What is the relationship among an entering student’s anticipated grade point average at
the end of the first year of college, the selection of anticipated time spent on academic
activities, and the anticipated likelihood of involvement in social activities as defined by
specific items on the CSXQ?
3. What is the relationship between an entering student’s gender and the anticipated
categorized field of study, and the anticipated time spent on academic activities and
anticipated likelihood of involvement in social activities as defined by specific items on
the CSXQ?
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To address these research questions, this study took a quantitative approach to identify
expectations of new post-secondary students on specific actions – selection of field of study,
selection of and involvement in academic activities, selection of and involvement in social
activities, and student anticipated GPA. The objective of the analyses was to explore
relationships between anticipated selection of field of study, time spent in academic activities,
involvement in social activities, and anticipated GPA and to determine if gender played a role in
these relationships.
Research Design
The research questions proposed for this study, formulated from categories on the College
Students Expectations Questionnaire (CSXQ), were examined through use of a quantitative,
multivariate research design to analyze the secondary data of a single study population, the first
time in college students during the Fall 2012 semester at the largest campus of a metropolitan
university in Southeastern Florida. Secondary data analysis is the statistical examination of data
collected by another entity, the use of preexisting quantitative data to investigate new questions
or to verify previous studies (What is secondary analysis?, 2004).
The CSXQ was the survey in use at this institution when this research project began. The
institution has changed to the Beginning College Survey of Student Engagement (BCSSE),
which replaced the CSXQ as the survey instrument to collect data on student involvement and
engagement. Both surveys collect data on anticipated activity, involvement, and time
expenditures. Unlike the CSXQ, BCSSE includes targeted questions for first-year, transfer, and
delayed-entry students to offer information specific to each group. Use of the CSXQ
necessitated identifying first time in college students by age, causing omission of delayed-entry
students from this category. In addition, BCSSE includes questions for first in in college
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students about high school geographic location, engagement and experiences, coursework, time
spent on academic and social activities, types of classes completed, high school GPA, learning
strategies, and quantitative reasoning (Center for Postsecondary Research, Indiana University
Bloomington School of Education). These targeted questions provide opportunities for
comparison of high school activity and anticipated college activity not available with the CSXQ.
Population and Sample
The participants for the study were 3,272 first year students attending new student
orientation during the Fall 2012 semester. This survey was current at the time this study began.
Students were asked to complete the College Student Expectations Questionnaire
(CSXQ) during the orientation. Students identified their age and sex in the background
information section of the survey. As this study focused on traditional age college students,
those students older than 19 years of age were excluded in order to control for subjects’
expectations of college that might possibly be influenced by life experiences such as full-time
employment, extensive independent travel, and involvement in professional activities.
Table 2 shows the alignment of the gender breakdown for first time in college
undergraduate students (2,789) and the total campus undergraduate students (40,211) at the
university in Fall 2012 as provided by the institution’s Office of Decision Support.
Table 2
Gender Breakdown, Fall 2012
FTIC
Males
Females
Unknown
TOTALS

Number
1,216
1,573
3
2,789

Percentage
44%
56%
< 1%
100%
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Total Campus
Number
Percentage
17,246
43%
22,956
57%
9
< 1%
40,211
100%

Table 3 provides the gender disclosure data of the new student population who completed
the CSXQ (n=3,272) during the Fall 2012 orientation. Students who did not disclose gender
were excluded in order to control for determination of differences existing between anticipated
GPA and anticipated field of study based on gender.

Table 3
Gender for CSXQ Respondents, Fall 2012

Males
Females
Totals

Number

Percentage

1,395
1,877
3,272

42.6
57.4
100.0

Validity and Reliability
Developed in 1996 and revised in 1998 (2nd edition) by C. Robert Pace and George Kuh,
more than 61,000 students from more than 50 institutions completed the CSXQ (Williams,
2007). This study focused on two College Activities scales, Campus Facilities, and Clubs,
Organizations, Service Projects and two Background Items, expected GPA and expected major
field of study. The CSXQ psychometric properties have Cronbach’s alpha scores ranging from
.73 to .90 (Bradley, Kish, Krudwig, Williams, & Wooden, 2002; Kuh, Gonyea, & Williams,
2005; Williams, 2007), with most alphas above .80 (Williams, 2007). Qi (as cited in Bladdick,
2012) states Cronbach’s alpha as .76 for Campus Facilities and .85 for Clubs, Organizations,
Service Projects.
To verify the reliability of the survey for this study, the Cronbach’s alpha scores were
analyzed and the results reported in the tables below to determine consistency with the national
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results. Table 4 shows the inter-item correlations for Campus Facilities which range from r = -.04 to r =
.554 with a Cronbach’s Alpha score of .73.

Table 4
Inter-Item Correlation for Campus Facilities
CF Q1 CF Q2 CF Q3 CF Q3 CF Q5 CF Q6 CF Q7 CF Q8 CF Q9
1.000
.493
.279
.238
.183
.166
.088
-.040
.048
.493 1.000
.342
.301
.161
.158
.251
.121
.152
.279
.342
1.000
.496
.310
.319
.316
.076
.208
.238
.301
.496 1.000
.380
.359
.314
.140
.218
.183
.161
.310
.380
1.000
.434
.155
.068
.145
.166
.158
.319
.359
.434 1.000
.248
.137
.208
.088
.251
.316
.314
.155
.248
1.000
.420
.554
-.040
.121
.076
.140
.068
.137
.420
1.000
.526
.048
.152
.208
.218
.145
.208
.554
.526
1.000

CF Q1
CF Q2
CF Q3
CF Q4
CF Q5
CF Q6
CF Q7
CF Q8
CF Q9

Table 5 shows the inter-item correlations for Clubs, Organizations, Service Projects which range
from r = .387 to r = .629 with a Cronbach’s Alpha score of .83. These scores are commensurate with the
previous findings above, indicating reliability.

Table 5
Inter-Item Correlation for Clubs, Organizations, Service Projects

CLUBS1

CLUBS1
1.000

CLUBS2
.629

CLUBS3
.387

CLUBS4
.463

CLUBS5
.512

CLUBS2

.629

1.000

.493

.535

.568

CLUBS3

.387

.493

1.000

.440

.464

CLUBS4

.463

.535

.440

1.000

.596

CLUBS5

.512

.568

.464

.596

1.000
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Variables
The independent and dependent variables for the research questions are identified below.
Research Question One: What is the relationship among an entering student’s anticipated
categorized field of study, selection of anticipated time spent an academic activities, and
anticipated likelihood of involvement in social activities as defined by specific items on the
College Student Expectations Questionnaire (CSXQ)?
The independent variable for research question one is:


Selected anticipated categorized field of study. The 23 major fields of study were
collapsed into the following categories: Arts/Humanities, Business, Public/Social
Sciences, STEM, Other and Undecided

The dependent variables for research question one are:


Anticipated level of participation in clubs, organizations, and service projects,
measured as the aggregate score on five items in the Clubs, Organizations, Service
Projects section.



Anticipated level of use of campus facilities, a continuous variable measured by the
total subscale score for the six items in the Campus Facilities section.



Anticipated time expenditure on extracurricular academic activities, a continuous
variable as measured on a variable time range.

Research Question Two: What is the relationship among an entering student’s anticipated
grade point average at the end of the first year of college, the selection of anticipated time
spent on academic activities, and the anticipated likelihood of involvement in social
activities as defined by specific items on the CSXQ?

41

The independent variable for research question two is Anticipated GPA, a continuous
variable selected from a list of options.
The dependent variables for research question two are:


Anticipated level of participation in clubs, organizations, and service projects,
measured as the aggregate score on five items in the Clubs, Organizations, Service
Projects section.



Anticipated level of use of campus facilities, a continuous variable measured by the
total subscale score for the six items in the Campus Facilities section.



Anticipated time expenditure on extracurricular academic activities, a continuous
variable as measured on a variable time range.

Research Question Three: What is the relationship between an entering student’s gender
and the anticipated categorized field of study, and the anticipated time spent on academic
activities and anticipated likelihood of involvement in social activities as defined by
specific items on the CSXQ
The independent variable for research question three is:


Gender, a categorical measure that distinguishes between males (coded as 0) and
females (coded as 1)

The dependent variables for research question three are:


Anticipated level of participation in clubs, organizations, and service projects,
measured as the aggregate score on five items in the Clubs, Organizations,
Service Projects section.



Anticipated level of use of campus facilities, a continuous variable measured by
the total subscale score for the six items in the Campus Facilities section.
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Anticipated time expenditure on extracurricular academic activities, a continuous
variable as measured on a variable time range.



Selected anticipated categorized field of study, the 23 major fields of study and
the options Other and Undecided were collapsed into the following categories:
Arts/Humanities, Business, Public/Social Sciences, STEM, Other and Undecided.

Instrument
The CSXQ was developed by George Kuh and Robert Pace (1998) at Indiana University,
Bloomington, where Kuh was the Director of the Center for Postsecondary Research, Policy, and
Planning. The CSXQ (Appendix A) was designed to collect information from first-year students
about their expectations of their college experience, their goals, and their motivations. The
CSXQ includes questions about background information, college activities, and campus
environment. Additional questions elicit information from students about their anticipated
academic effort, use of campus academic and social resources and opportunities, and student
perception of the overall campus environment and expectations of their own achievement. The
assessment of new student expectations of college academic and co-curricular/social life aids
administrators in the ongoing process to refine, develop, and implement programs and directives
to assist students with the transition to college and with a successful collegiate experience.
The focus of this study was on student responses to the expected field of study, the
sections Campus Facilities and Clubs and Organizations, Service Projects, and the questions
Time Spent on Academic Activities Outside of Class¸ and Expected GPA.
A primary purpose of this study was to determine if type of major impacts student
expectations. The variable “Major” on the CSXQ has 23 options, which, for this study, were
collapsed into six categories. The categories created and the affiliated majors from the CSXQ
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are presented in Table 6. The sample specializations for the fields of study listed on the CSXQ
cross over into multiple Holland categories and Department of Labor RIASEC Interest Codes,
resulting in an untenable number of combinations for this study. The categories selected were
considered likely to be common to other institutions.
Table 6
Categories and Majors
Category

Arts/Humanities

Business

Public/Social Science

STEM

Majors








Communication (speech, journalism, television/radio, etc.)
Ethnic, cultural studies, and area studies
Foreign languages and literature (French, Spanish, etc.)
History
Humanities (English, literature, philosophy, religion, etc.)
Liberal/general studies
Visual and performing arts (art, music, theatre, etc.)



Business (accounting, business administration, marketing, management, etc.)




Education
Multi/interdisciplinary studies (international relations, ecology, environmental
studies, etc.)
Parks, recreation, leisure studies, sports management
Public administration (city management, law enforcement, etc.)
Social sciences (anthropology, economics, political science, psychology,
sociology, etc.)













Biological/life sciences (biology, biochemistry, botany, zoology, etc.)
Agriculture
Computer and information sciences
Engineering
Health-related fields (nursing, physical therapy, health technology, etc.)
Mathematics
Physical sciences (physics, chemistry, astronomy, earth science, etc.)
Pre-professional (pre-dental, pre-medical, pre-veterinary)

Other
Undecided

Nine questions provided information on student anticipated Use of Campus Facilities.
These questions are:
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Go to an art exhibit/gallery or a play, dance, or other theater performance, on or
off campus.



Attend a concert or other music event.



Use a campus lounge to relax or study by yourself.



Meet other students at some campus location (campus center, etc. for a
discussion.



Attend a lecture or panel discussion.



Use a learning lab or center to improve study or academic skills (reading, writing,
etc.)



Use recreational facilities (pool, fitness equipment, courts, etc.)



Play a team sport (intramural, club, intercollegiate)



Follow a regular schedule of exercise or practice for some recreational or sporting
activity.

Five questions provided information on student expectations of Involvement in Clubs,
Organizations, Service Projects. These questions are:


Attend a meeting of a campus club, organization, or student government group.



Work on a campus committee, student organization, or service project
(publications, student government, special event, etc.).



Work on an off-campus committee, organization, or service project (civic group,
church group, community event, etc.).



Meet with a faculty member or staff advisor to discuss the activities of a group or
organization.
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Manage or provide leadership for an organization or service project, on or off the
campus

Questions under Use of Campus Facilities, as well as Involvement in Clubs,
Organizations, and Service Projects, asked students to select the expected frequency of
involvement in these activities. Response choices for each of these sections were coded using a
Likert scale of very often (4), often (3), occasionally (2), and never (1). Each student’s
anticipated level of Use of Campus Facilities score and expected level of Involvement in Clubs,
Organizations, and Service Projects scores were the sum of his or her responses to the individual
questions within each section.
One question provided information on student anticipated Time Spent on Academic
Activities Outside of Class.


During the time school is in session this coming year, about how many hours a
week do you expect to spend outside of class on activities related to your
academic program, such as studying, writing, reading, lab work, rehearsing, etc.?

Response choices were: 5 or fewer hours a week, 6-10 hours a week, 11-15 hours a week, 1620 hours a week, 21-25 hours a week, 26-30 hours a week, and more than 30 hours a week.
One question provided information on student anticipated Expected GPA.


What do you expect your college grade point average to be at the end of your first
year?

Students self-selected an expected GPA. The scale for this question was changed from a
categorical measure to a continuous measure, with A= 4.0; A-, B+ = 3.5; B = 3.0; B-, C+ = 2.5;
and C- or lower = 2.0.
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Data Collection
Data used for this study were collected during the Fall 2012 new student orientation. The
CSXQ was administered prior to student participation in orientation sessions that described
university academic expectations.
Data Analysis
SPSS version 22 was used to complete a statistical analysis of the data. Descriptive
statistics for variables meeting assumption of interval level scaling or higher (e.g., variability,
standard deviation, skewness, minimum/maximum values, and kurtosis) are reported.
Multivariate analysis of variance (MANOVA) was used to examine differences between choice
of major and the aggregate dependent variables of:
a. students’ anticipated level of participation in clubs, organizations, and service projects as
represented by the total for all five items in the CSXQ subsection ‘Clubs, Organizations,
Service Projects’.
b. students’ anticipated level of use of campus facilities as measured by the total responses
for all nine items in the CSXQ subsection ‘Campus Facilities’.
c. student’s self-selected choice of anticipated time spent on academics outside the
classroom as recorded in the Background Information section of the CSXQ.
d. students’ self-selected anticipated GPA as recorded in the Background Information
section of the CSXQ.
MANOVA, a widely-used statistical procedure, tests the hypothesis that one or more
independent variables have an effect on a set of two or more dependent variables. The
analysis compares the amount of between-groups variance in individual scores with the
amount of within-groups variance when there is more than one dependent variable. The
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MANOVA procedure reduces the likelihood of type one errors by statistically controlling for
correlated dependent variables. Pearson’s Chi-Square Test of Independence was used for
research questions two and three to analyze GPA and major field of study and gender and
major field of study, respectively.
Summary
This chapter described the research design, the setting in which the study occurred, and
the instrument from which the variables were drawn. A secondary data file was obtained, and all
statistical analyses were completed utilizing SPSS version 22 software. The student sample was
described as consisting of 3,272 traditional age students. The secondary data collected via
CSXQ were described, and the data analysis techniques were described.
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CHAPTER FOUR:
ANALYSIS OF DATA
This investigation examined relationships among selected items on the College Student
Expectations Questionnaire (CSXQ). First-year “traditional” students at at a large university
completed the survey during the fall 2012 semester. Student expectations were determined by
responses on the CSXQ in the areas of anticipated field of study, anticipated GPA, anticipated
involvement in academic activities, and anticipated involvement in social activities. The intent
of the study was to investigate relationships between and among these anticipated activities
outside the classroom as potential predictors of participants’ expectations. The study sought
answers to three research questions via a quantitative, multivariate research design to analyze the
secondary data of a single study population. This chapter will discuss the population and
respondent profile, descriptive data, and analysis of data in relation to the three research
questions.
The quantitative analysis used MANOVA to examine the primary research questions.
Four steps were taken in the conduct of the analysis: 1) review data for errors and outliers and
prepare them for statistical analysis; 2) perform preliminary examination of the descriptive
statistics for each measure; 3) conduct cross tabulations of cell frequencies for nominal
measures; 4) conduct MANOVA to evaluate statistical reliability and significance of parametric
statistics on measures meeting the assumptions for interval or ratio measurement.
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Survey Responses
The initial examination of data collected was conducted using simple descriptive
statistics. This study used the following variables: anticipated categorized field of study,
anticipated level of participation in clubs organizations, and service projects, anticipated level of
use of campus facilities, anticipated time expenditure on extracurricular academic activities,
anticipated GPA, and gender.
As stated in Chapter 3, the original sample consisted of 3,618 first-time in college,
traditional aged college students at a large university in the fall 2012 semester. A total of 346
surveys (just under 10% of the sample population) were removed due to non-responsiveness.
Non-responses to the questions on age, gender, major field of study, GPA, and time spent on
academic activities were eliminated. As this study focused on first-time in college, traditional
aged college students, respondents over the age of 19 were eliminated. There were 15
respondents over the age of 19 and 45 students who did not disclose age; their removal reduced
the number of viable respondents to 3,558. Limiting data analysis to gender-disclosing
participates was necessary for the third research question. An additional 12 students were
eliminated due to non-disclosure of gender, adjusting the sample population to 3,546.
Two hundred four respondents did not select a major field of study category, required for
research questions one and three, reducing the sample to 3,342. The next two deletions of nonrespondents were necessary for all three research questions. Elimination of the 57 nonrespondents to the anticipated time spent on academic activities outside the classroom brought
the sample to 3,285. One respondent chose not to answer the questions regarding use of campus
activities and participation in clubs, organizations, service projects, reducing the sample to 3,284.
Research question two necessitated the removal of the 12 non-respondents to “anticipated grade
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point average at the end of the first semester”, the final category used to refine the sample
population, which brought the total N to 3,272 (90% of original sample population).
Of the 3,272 respondents who remained in the study, 1,395 (42.6%) were male, and 1,877
(57.4%) were female.
Descriptive Statistics
The independent variables were anticipated major field of study, anticipated GPA, and
gender. The variable anticipated major field of study was comprised of 23 selections. Table 7
Table 7
Categorized Major Fields of Study

95

Percent
2.9

Valid
Percent
2.9

AH - Ethnic/Cultural/Area studies

6

0.2

0.2

AH - Foreign Languages/Literature
AH - History

4
14

0.1
0.4

0.1
0.4

AH - Humanities

34

1.0

1.0

AH - Liberal/General studies

2

0.1

0.1

AH - Visual/Performing Arts

78

2.4

2.4

233

7.1

BUS - Business

348

10.6

10.6

348

10.6

PSS - Education

91

2.8

2.8

PSS - Multi/Interdisciplinary studies

34

1.0

1.0

PSS - Public Administration

19

0.6

0.6

3

0.1

0.1

PSS - Social Science

250

7.6

7.6

397

12.1

STEM - Agriculture

3

0.1

0.1
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13.7

13.7

71

2.2

2.2

STEM - Engineering

477

14.6

14.6

STEM - Health-related fields

351

10.7

10.7

30

0.9

0.9

Frequency
AH - Communication

PSS - Recreation/Sports Mgmt

STEM - Bio/Life Science
STEM - Computer/Info Science

STEM - Math

Category
Totals

Category
Percent

STEM - Physical Science

66

2.0

2.0

STEM - Pre-Professional

520

15.9

15.9

1,966

60.1

UND - Undecided

188

5.7

5.7

188

5.7

140
3,272

4.3
100.0

4.3
100.0

140
3,272

4.3
100.0

OTH - Other
Total
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shows the fields of study grouped for each category, each frequency, and percent of the total
sample. The major fields of study were grouped into six categories: Arts/Humanities, Business,
Public/Social Sciences, STEM, Undecided, and Other. The most selected major field of study
category was STEM (1,966, 60%), followed by Public/Social Sciences (397, 12.1%), Business
(348, 10.6%), and Arts/Humanities (233, 7.1%). The categories Undecided and Other were
selected by 188 (5.7%) and 140 (4.3%) respondents, respectively.
The anticipated GPA was selected from Likert-scale choices of (1) C, C- or lower, (2) BC+, (3) B, (4) A-, B+, and (5) A. There were no respondents for (1) C, C- or lower and only 36
cases for (2) B-, C+; those selections were collapsed with choice (3) B and the response was
recoded (3) B or lower. As may be seen in Table 8, the students indicate a high level of
anticipated academic success, with only 324 (9.9%) of the 3,272 participants selecting B and
below as their anticipated GPA.

Table 8
Anticipated GPA

B and below
A-, B+
A
Total

Frequency
324
1,858

Percent
9.9
56.8

1,090
3,272

33.3
100.0

Valid Percent Cumulative Percent
9.9
9.9
56.8
66.7
33.3
100.0

100.0

As described in the sample population section above, two gender selections, male and
female, were available for choice. Table 9 provides the breakdown between genders.
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Table 9
Gender

Male
Female
Total

Frequency
1,395
1,877
3,272

Percent
42.6
57.4
100.0

Valid Percent
42.6
57.4
100.0

Cumulative Percent
42.6
100.0

All three research questions had three dependent variables in common: anticipated
academic time spent outside the classroom, anticipated use of campus facilities, and anticipated
participation in clubs, organizations, service projects. Research question three added the
dependent variable of anticipated major field of study.
Anticipated academic time spent outside the classroom was determined by selection from
seven point Likert-scaled choices of (1) 5 or less hours a week, (2) 6-10 hours a week, (3) 11-15
hours a week, (4) 16-20 hours a week, (5) 21-25 hours a week, (6) 26-30 hours a week, and (7)
more than 30 hours a week. Only 54 respondents selected (1) 5 or less hours a week; these
responses were collapsed with selection (2) 6-10 hours a week, and the response was recoded as
(2) 10 hours or less a week. As may be seen in Table 10, most students (21.3%) anticipated

Table 10
Academic Time Outside Class

10 or less hours a week
11-15 hours a week
16-20 hours a week
21-25 hours a week
26-30 hours a week
more than 30 hours a week
Total

Frequency
566
576
698
535
555
342
3,272

Percent
17.3
17.6
21.3
16.4
17.0
10.5
100.0
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Valid Percent
17.3
17.6
21.3
16.4
17.0
10.5
100.0

Cumulative Percent
17.3
34.9
56.2
72.6
89.5
100.0

spending 16- 20 hours a week on academic activities outside the classroom, with more than 30
hours a week selected least often (342, 10.5%).
Anticipated involvement in social activities was determined by answers in the Campus
Facilities and the Clubs, Organizations, Service Projects sections of the survey. Selections were
made from Likert-scaled choices of (1) Never, (2) Occasionally, (3) Often, and (4) Very Often.
Anticipated use of Campus Facilities included selection of nine options for:
1) Go to an art exhibit/gallery or a play, dance, or other theater performance, on or off
campus
2) Attend a concert or other music event
3) Use a campus lounge to relax or study by yourself
4) Meet other students at some campus location (campus center, etc.) for a discussion
5) Attend a lecture or panel discussion
6) Use a learning lab or center to improve study or academic skills (reading, writing,
etc.)
7) Use recreational facilities (pool, fitness equipment, courts, etc.)
8) Play a team sport (intramural, club, intercollegiate)
9) Follow a regular schedule of exercise or practice for some recreational or sporting
activity
Five options for participation in Clubs, Organizations, and Service Projects included:
1) Follow a regular schedule of exercise or practice for some recreational or sporting
activity
2) Work on a campus committee, student organization, or service project (publications,
student government, special event, etc.)
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3) Work on an off-campus committee organization, or service project (civic group,
church group, community event, etc.)
4) Meet with a faculty member or staff advisor to discuss the activities of a group or
organization
5) Manage or provide leadership for an organization or service project, on or off the
campus.
As may be seen in Table 11, upon examination of the measures of central tendency, the
mean and the median were close together and showed that anticipated use of campus facilities
was higher than anticipated participation in clubs, organizations, service projects. The mode
indicated that anticipated use of campus facilities was Often, and the anticipated participation in
clubs, organizations, service projects was Occasionally. The negative kurtosis scores for both
Table 11
Distribution for Anticipated Use of Campus Facilities and Anticipated Participation in
Clubs, Organizations, Service Projects

N

Valid
Missing

Mean
Median
Mode
Std. Deviation
Variance
Skewness
Std. Error of Skewness
Kurtosis
Std. Error of Kurtosis
Range

Campus Facilities Use
3,272
0
2.86
2.89
3.00
.51
.26
-.23
.04
-.15
.09
3.00
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Clubs, Organizations, Service
Projects participation
3,272
0
2.42
2.40
2.00
.69
.47
.24
.04
-.36
.09
3.00

social activity variables, anticipated use of campus facilities and anticipated participation in
clubs, organizations, service projects were platykurtic, which indicated high dispersion and fewer
extreme values than a normal distribution.
Anticipated use of campus facilities was negatively skewed, as may be seen in Figure 7.
The choices for use of campus facilities were: 1) Never, (2) Occasionally, (3) Often, and (4)
Very Often; the most often selected answers were 2.78 to 3.00, indicating an average of high
Occasionally to Often selections when the Likert scale answers are averaged.

Figure 7. Distribution of anticipated use of campus facilities

Anticipated participation in clubs, organizations, and service projects was positively
skewed, as may be seen in Figure 8. The choices for participation in clubs, organizations,
service projects were: 1) Never, (2) Occasionally, (3) Often, and (4) Very Often; the most often
selected answers were 2.00 to 2.20, indicating an average of Occasionally selections when the
Likert scale answers are averaged.
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Figure 8. Distribution of anticipated participation in clubs, organizations, service
projects
Comparison of Figures 7 and 8 suggests a slightly higher anticipated use of campus
facilities than anticipated participation in clubs, organizations, and service projects.
Research Question One
Research question one examined major field of study, anticipated time spent on academic
activities outside the classroom, anticipated involvement in social activities, which consisted of
the anticipated use of campus facilities, and anticipated participation in clubs, organizations, and
service projects.
A review of the mean level of involvement in campus activities broken down by major
area of study found no significant effect of major field of study on anticipated time spent on
academic activities, anticipated use of campus facilities, or anticipated participation in clubs,
organizations, service projects activities. The results, presented in Table 12, revealed that
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students in all major field of study categories anticipated spending approximately 16-20 hours a
week on academic activities, using campus facilities Often, and participating in clubs,
organizations, service projects activities Occasionally.

Table 12
Major Field of Study Means
Major Field of Study
Academic Time
Outside Class

Campus
Facilities Use

Clubs Orgs.
Svc. Projects
Participation

Arts-Humanities
Business
Public-Social
Sciences
STEM
Undecided
Other
Total
Arts-Humanities
Business
Public-Social
Sciences
STEM
Undecided
Other
Total
Arts-Humanities
Business
Public-Social
Sciences
STEM
Undecided
Other
Total

Mean
4.27
4.26
4.21

Std.
Deviation
1.64
1.66
1.61

N
233
348
397

4.29
4.26
4.38
4.28
2.87
2.90
2.87

1.62
1.66
1.67
1.63
0.55
0.49
0.51

1,966
188
140
3,272
233
348
397

2.86
2.88
2.87
2.86
2.38
2.41
2.40

0.52
0.51
0.50
0.51
0.70
0.69
0.68

1,966
188
140
3,272
233
348
397

2.42
2.45
2.42
2.42

0.69
0.69
0.63
0.69

1,966
188
140
3,272

A MANOVA was conducted to determine if major field of study had any significant effect on
the variables anticipated time spent on academic activities, anticipated use of campus facilities,
or anticipated participation in clubs, organizations, and service projects activities. The Wilks’
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Lambda results (Table 13) from the MANOVA indicated there was no statistically significant
difference of major on expectation of time spent on academic activities, use of campus facilities
activities, or participation in clubs, organizations, service projects activities (F=.445, df=15,
9010.87, p = .97).

Table 13
Multivariate Testsa
Hypothesis
Effect
Intercept

Value

F

df

b
18715.95
.

Pillai's Trace

Error df Sig.

3.000

3264.000 .000

3.000

3264.000 .000

Partial Eta

Noncent.

Observed

Squared

Parameter

Powerd

.945

56147.85

1.000

.

56147.85

1.000

.

56147.85

1.000

.

6.683

.298

6.147

.273

6.679

.298

945
b
18715.95
.

Wilks' Lambda
055
Hotelling's
Trace
MAJOR

118715.95

3.000

3264.000 .000

7.202

Pillai's Trace

Field of
Study

945
b

945
. .446

15.000

9798.000 .966

002
Wilks' Lambda

998

Hotelling's
Trace

001
.445

15.000

9010.868 .966

. .445

15.000

9788.000 .966

002

.001
.
001

a. Design: Intercept + MAJOR
b. Exact statistic
c. The statistic is an upper bound on F that yields a lower bound on the significance level.
d. Computed using alpha = .05

Research Question Two
Research question two examined anticipated grade point average’s relationship to the anticipated
time spent on academic activities outside the classroom, use of campus facilities, and
participation in clubs, organizations, and service projects.
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A MANOVA was conducted to determine if anticipated GPA had any significant effect
on the variables: anticipated academic time spent outside class, anticipated use of campus
facilities and anticipated participation in clubs organizations, service projects. The multivariate
Wilks Lambda for these three dependent measures was 0.959 (equivalent F=22.9, df=6, 6534,
p<.001). The results for the post hoc univariate analyses of the three dependent measures appear
in Table 14.

Table 14
Anticipated GPA vs. Three Dependent Measures (Univariate F tests)
Measure

F value

df

Significance

Academic Time Outside Class

34.44

2, 3269

p < .001

Campus Facilities Use

12.30

2, 3269

p < .001

Clubs Organizations Service Projects

41.39

2, 3269

p < .001

As may be seen in Table 15, the Tukey post hoc multiple comparison test found that the
mean scores for Academic Time Outside Class differed significantly among students at each
anticipated GPA level (p<.05). For Campus Facilities Use, the mean scores were significantly
different between students at the A and A-, B+ levels and the A and B and below levels (p<.001),
but not among the A-, B+ and B and below levels (p=.241). For clubs, organizations, service
projects, the mean scores were significantly different for students at each anticipated GPA level
(p<.001).
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Table 15
Anticipated GPA and Academic Time Outside Classroom , Campus Facilities Use, and Clubs, Organizations,
Service Projects Participation
Dependent Measure
Academic Time Outside Classroom
Anticipated

Campus Facilities Use

Clubs Orgs. Svc. Projects
Participation

Anticipated GPA

Mean

Std. Deviation

N

B and below

3.92

1.55

324

A-, B+

4.16

1.60

1,858

A

4.59

1.67

1,090

Total

4.28

1.63

3,272

2.79

.50

324

A-, B+

2.84

.50

1,858

A

2.92

.53

1,090

Total

2.86

.51

3,272

2.21

.66

324

A-, B+

2.37

.66

1,858

A

2.55

.73

1,090

Total

2.42

.69

3,272

B and below

B and below

As may be seen in Table 16, the observed and expected counts showed the greatest number
of students anticipating an A GPA applying themselves 26-30 hours a week toward outside
academic activities, while the A-, B+ and B and below students had higher than expected counts
in the 16-20 hours a week selection and less. These results are a bit higher than those of
Thibodeau et al. (2017), who found that first semester students planned to spend 10 hours a week
in academic activities which included time spent on homework, studying, and meeting with
instructors. They also found that students who increased their planned time for academics outside
class set a lower GPA and achieved a lower GPA.
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Table 16
GPA and Academic Time Outside Class Expected and Observed Counts
Academic Time Outside Class
16-20
more
hours 21-25 26-30
than 30
a
hours a hours a hours a
week week
week
week

10 or less
hours a
week

11-15
hours a
week

70

70

4

0

9

21

324

56.0

57.0

9.1

3.0

5.0

33.9

324

347
321.4

346
327.1

07
96.4

11
03.8

90
15.2

157
194.2

1,858
1,858

149

160

17

74

26

164

1,090

188.6

191.9

32.5

78.2

84.9

113.9

1,090

Count

566

576

98

35

55

342

3,272

Expected
Count

566

576

98

35

55

342

3,272

Total

GPA
B and
below

Count

A-, B+

Expected
Count
Count
Expected
Count

A

Count
Expected
Count

Total

As may be seen in Table 17 the level of anticipated use of campus facilities varies among
the anticipated GPA levels, most notably between the anticipated A and B and below GPAs.
Use of campus facilities Occasionally was selected most frequently by students anticipating a B
and below GPA (57.10%), followed by the A-,B+ GPA (52.53%), then the A GPA (45.69%).
The reverse was observed for Often anticipated use of campus facilities with the anticipated A
GPA (48.53%), followed by the A-,B+ GPA (42.30%), then the B and below GPA (37.96%).
Thibodeau et al. (2017) found that first semester students planned to spend 16 hours a
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week on Obligatory Activities, which included exercising, playing sorts, working, volunteering,
participating in student clubs, and engaging in household/child care duties.
Table 17
Anticipated GPA and Use of Campus Facilities
GPA anticipated
B and
below

%
within
GPA

A-, B+

% within
GPA

Never

15

4.63

79

Occasionally

185

57.100

Often

123

Campus
Facilities use

Very Often
Totals

A

%
within
GPA

Total

% of
Total

4.25

47

4.31

141

4.31

976

52.53

498

45.69

83

50.71

37.96

786

42.30

529

48.53

1,438

43.95

1

.31

17

0.91

16

1.47

34

1.04

324

100.00

1,858

100.00

1,090

100.00

3,272

100.00

As may be seen in table 18 more than half of the students in each GPA level anticipated
participating Occasionally in clubs, organizations, and service projects (B and below 55.86%,
A-,B+ 56.73%, A 52.11%). The number of students who anticipated Never participating varied
by anticipated GPA level (B and below 30.25%; A-,B+ 21.64%; A 15%). The percentage
within the total participants who chose to Never participate was 20.57%, with 55.10%
anticipating Occasionally participating and 24.32% anticipating participation Often/Very Often.
These findings support Stock (2005), who found that entering students anticipating higher GPAs
also anticipated more participation in clubs, organizations, and service projects, but do not
support Stock’s finding of 45-65% of entering students anticipated never participating.
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Table 18
Anticipated GPA and Clubs, Organizations, Service Projects
Clubs,
Organizations,
Service Projects
Never
Occasionally
Often
Very Often
Total

B and
below

% within
GPA

A-, B+

% within
GPA

A

% within
GPA l

Total

% of
Total

98
181
39
6
324

30.25
55.86
12.04
1.85
100.00

402
1,054
376
26
1,858

21.64
56.73
20.24
1.40
100.00

173
568
305
44
1090

15.87
52.11
27.98
4.04
100.00

673
1,803
720
76
3,272

20.57
55.10
22.00
2.32
100.00

A summary comparison of the variables for this question may be seen in Table 19. Students
who anticipated a B and below GPA anticipated spending 20 hours or less on academic time
outside class (66.05%), anticipated Occasionally (57.10%) using campus facilities, and
anticipated Occasionally (55.86%) participating in clubs, organizations, service projects.

Table 19
Summary of Academic Time outside Class, Use of Campus Facilities, and Participation in
Clubs Organizations, Service Projects

Academic
Time Outside
Class

Campus
Facilities use

Clubs,
Organizations,
Service
Projects

20 hrs or less
21 hrs or
more
Totals
Never Use
Occasionally
Use
Often/Very
Often Use
Totals
Never
participate
Occasionally
Participate
Often/Very
Often
Participate
Totals

B and
below
214

% within
GPA
66.05

A-, B+
1,100

% within
GPA
59.20

A
526

110
324
15

33.95
100.00
4.63

758
1,858
79

40.80
100.00
4.25

564
1090
47

57.10

976

52.53

498

38.27
100.00

803
1,858

43.22
100.00

545
1090

30.25

402

21.64

173

55.86

1,054

56.73

13.89
100.00

402
1,858

21.64
100.00

568

5
50.00
1472
100.00
3272
1
1
5.87
673
5
52.11
1803

1
44.99
100.00
6
20.57
1
55.10

349
1090

3
32.02
100.00

7
24.32
99.99

9
98
1
181
4
45
324

64

1432
3272
141

% of
Total
56.23

1659

1
234
24

51.74
100.00
4.31
4
45.69

Total
1840

43.77
100.00
4.31
1
50.70

1
185

%A within
GPA
48.26

796
3272

In summary students who anticipated an A-,B+ GPA anticipated spending 20 hours or
less on academic time outside class (59.20%), anticipated Occasionally (52.53%) using campus
facilities, and anticipated Occasionally (56.73%) participating in clubs, organizations, service
projects. Students who anticipated an A GPA anticipated spending 21 or more hours on
academic time outside class (51.74%), anticipated Often/Very Often (50.00%) use of campus
facilities, and anticipated Occasionally (52.11%) participating in clubs, organizations, service
projects.
Research Question Three
Research question three examined the relationship of gender and the anticipated
categorized field of study, the anticipated time spent on academic activities and anticipated
likelihood of involvement in social activities. The major field of study analysis consisted of
1,395 males and 1,877 females vs. the six fields of study. Examination of the Pearson ChiSquare analysis of gender and anticipated field of study found no significant relationship
between gender and anticipated field of study (Chi-square = 6.29, df=5, p=.279). This is
contrary to the findings of Porter and Umbach (2006) who found that females chose
interdisciplinary and social science majors over science majors at a significantly greater
likelihood than males, but little difference by gender in choice of a non-science major over a
science major.
The MANOVA performed on the effects of gender vs. the ratio-level measures
anticipated Time Spent on Academic Activities, use of Campus Facilities, or participation in
Clubs, Organizations, Service Projects activities yielded a significant Wilks’ Lambda of .983,
(equivalent F=18.33, df=3, 3268, p<.001). A further review of the results showed that unlike
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anticipated Time Spent on Academic Activities and participation in Clubs, Organizations, Service
Projects, the anticipated use of Campus Facilities use did not differ by gender (F=.81, df=1,
3270, p=.368), indicating both male and female students anticipated using this resource at about
the same level.
A review of the means in Table 20 for the anticipated time spent on academic activities
outside the classroom found females anticipated spending slightly more time on these activities
than the males. Misra and McKean (2000) found that female college students' perception of their
outside academic time use included better time control, goal setting and prioritization, planning,
and task and workspace organization than for male college students. However, their study
included females from all college grade levels.

Table 20
Gender and Anticipated Academic Time Outside Classroom - Means
Gender
Academic Time Outside
Classroom Anticipated

Male
Female
Total

Mean
4.19
4.34
4.28

Std. Deviation
1.63
1.63
1.63

N
1,395
1,877
3,272

Further review of gender and anticipated time spent on academic activities outside the
classroom found that males most often selected 16-20 hours a week, followed by 11-15 hours a
week, then 21-25 hours a week. Females most often selected 16-20 hours a week, followed by
26-30 hours a week, and 11-15 hours a week.
A presentation of the observed and expected counts for male and female anticipated
academic time spent outside the class is given in Table 21. Results indicate that males expected
counts exceeded observed counts for the 26-30 hour, and more than 30 hours a week selections
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and, were reversed for the 10 hours or less and 11-15 hours a week selections. The reverse
pattern was found for the females, who anticipated placing more emphasis on academic
pursuits; they had higher than expected counts in the 26-30 hour, and more than 30 hours a
week selections.

Table 21
Gender and Academic Time Outside Class - Observed and Expected Counts
Academic Time Outside Class
1
10 or less

1

2

2

1-15

6-20

1-25

hours a

hours a

hours a

week

week

week

week

254

58

94

34

26

129

1,395

241

46

98

28

37

146

1,395

Count

312

18

04

01

29

213

1,877

Expected Count

325

30

01

07

18

196

1,877

566

76

98

35

55

342

3,272

566

76

98

35

55

342

3,272

hours a
week

6-30

more than

hours a 30 hours a
week

Total

Gender
Male

Count
Expected Count

Female
Total

Count
Expected Count

Table 22 shows males and females anticipated using campus facilities Often/Very Often
for most of the activities. Males and females anticipated Often/Very Often they would attend a
concert or other music event (55.2% males, 63.4% females), use a campus lounge to relax or
study alone (70.5% males, 75.5% females), meet other students at some campus location for a
discussion (72% males, 76% females), attend a lecture or panel discussion (52.8% males, 51.8%
females), use a learning lab or center to improve study or academic skills (55.1% males, 62.3%
females), use recreational facilities, such as a pool, fitness equipment, courts, etc. (84.9% males,
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82.4% females), and follow a regular schedule of exercise or practice for some recreational or
sporting activity (76.5% males, 67.7% females).

Table 22
Use of Campus Facilities by Gender
1 Never
Male Female

2 Occasionally
Male Female

3 Often
Male Female

4 Very Often
Male Female

Totals
Male
Female

CamFac 1 Go to an art exhibit/gallery or a play, dance, or other theater performance, on or off campus.
% within Gender
21.1
9.9
45.7
42.5
18.7
22.1
14.5
25.5
100.0
100.0
% of Total
9.0
5.7
19.5
24.4
8.0
12.7
6.2
14.6
42.7
57.4
Count
294
186
637
797
260
414
202
477
1,393
1,874
CamFac 2 Attend a concert or other music event.
% within Gender
100.1
100.0
6.2
3.4
38.7
33.2
29.7
32.0
25.5
31.4
42.7
57.3
% of Total
2.6
1.9
16.5
19.1
12.7
18.3
10.9
18.0
Count
86
63
539
623
414
599
355
589
1,394
1,874
CamFac 3 Use a campus lounge to relax or study by yourself.
% within Gender
100.0
100.0
3.4
3.8
26.1
20.7
43.5
41.0
27.0
34.5
% of Total
1.5
2.2
11.1
11.9
18.5
23.5
11.5
19.8
42.6
57.4
Count
48
72
363
388
606
768
376
646
1,393
1,874
CamFac 4 Meet other students at some campus location (campus center, etc.) for a discussion.
% within Gender
99.9
100.0
2.2
2.1
25.7
21.9
41.3
38.6
30.7
37.4
% of Total
0.9
1.2
11.0
12.6
17.6
22.1
13.1
21.4
42.6
57.3
Count
31
40
358
411
576
724
428
701
1,393
1,876
CamFac 5 Attend a lecture or panel discussion.
% within Gender
100.1
100.0
6.5
6.8
40.8
41.4
34.9
33.0
17.9
18.8
% of Total
2.8
3.9
17.4
23.8
14.9
18.9
7.6
10.8
42.7
57.4
Count
90
127
566
775
484
617
248
362
71,881
CamFac 6 Use a learning lab or center to improve study or academic skills (reading, writing, etc.).
% within Gender
7.0
6.2
37.9
32.5
36.2
36.2
18.9
26.1
100.0
101.0
42.6
57.5
% of Total
3.
3.0
16.2
18.7
15.4
20.8
8.0
15.0
Count
98
98
529
610
504
679
263
489
1,394
1,876
CamFac 7 Use recreational facilities (pool, fitness equipment, courts, etc.).
% within Gender
1.9
2.3
13.2
15.3
24.6
27.6
60.3
54.8
100.0
100.0
% of Total
0.8
1.3
5.6
8.8
10.5
15.8
25.7
31.5
42.6
57.4
Count
27
43
184
287
341
517
837
1026
1,389
1,873
CamFac 8 Play a team sport (intramural, club, intercollegiate).
% within Gender
13.2
26.6
27.0
35.0
24.7
18.4
35.1
20.0
100.0
100.0
% of Total
5.6
15.3
11.5
20.1
10.6
10.6
15.0
11.4
42.7
57.4
Count
182
495
374
650
342
342
485
371
1,383
1,858
CamFac 9 Follow a regular schedule of exercise or practice for some recreational or sporting activity.
% within Gender
100.0
99.9
4.2
7.7
9.3
24.5
9.8
28.8
6.7
38.9
42.6
57.3
% of Total
1.8
4.4
8.2
14.1
12.7
16.5
19.9
22.3
Count

58

145

269

459

414

68

539

650

729

1,391

1,872

Females anticipated Often/Very Often (47.6%) attendance at an art exhibit/gallery or a
play, dance or other theatre performance, on or off campus, while males (45.7%) anticipated
Occasionally going to these events. Males (59.8%) and females (38.4%) anticipated Often/Very
Often participation in team sports (intramural, club, intercollegiate). Anticipated participation in
team sports had the highest (26.6%) Never score for females, while attending a visual or
performing arts event had the highest (22.1%) Never score for males for the anticipated use of
campus facilities.
Examination of the means for anticipated participation in clubs, organizations, service
projects, seen in Table 23, found that females anticipated higher participation than males.

Table 23
Gender and Clubs Organizations, Service Projects Participation – Means

Gender
Clubs Orgs Service Projects
participation

Male
Female
Total

Mean
2.32
2.48
2.42

Std.
Deviation
0.67
0.69
0.69

N
1,395
1,877
3,272

Table 24 shows the breakdown by gender of anticipated participation in clubs,
organizations, and service projects. The males and females anticipated they would Often/Very
Often (57.50% males, 69.10% females) attend a meeting of a campus club, organization, or
student government group. In addition, the females would Often/Very Often (53%) work on a
campus committee, student organization, or service project (publications, student government,
special event, etc.), while 48.6% of the males anticipated they would Occasionally participate in
these activities. In the remaining choices for the clubs, organizations, service projects
participation, males (45-55%) and females (44-53%) anticipated to Occasionally participate,
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while males (17-24%) and females (17-21%) anticipated to Never participate in working on an
off-campus committee organization, or service project, meeting with a faculty member or staff
Table 24
Participation in Clubs, Organizations, Service Projects by Gender
1 Never

2 Occasionally

3 Often

4 Very Often

Totals

Male

Male

Male

Male

Male

Female

Female

Female

Female

Female

Clubs 1 Attend a meeting of a campus club, organization, or student government group.
% within Gender

5.6

3.3

36.9

27.7

36.4

38.0

21.1

31.1

100.0

100.1

% of Total

2.4

1.9

15.7

15.9

15.5

21.8

9.0

17.9

42.6

57.5

Count

78

61

14

519

507

712

294

584

1,393

1,876

Clubs 2 Work on a campus committee, student organization, or service project (publications, student
government, special event, etc.).
% within Gender

15.9

9.4

48.6

37.6

23.6

30.8

11.9

22.2

100.0

100.0

% of Total

6.8

5.4

20.7

21.6

10.1

17.7

5.1

12.7

42.7

57.4

Count

221

177

676

705

329

577

166

416

1,392

1,875

Clubs 3 Work on an off-campus committee organization, or service project (civic group, church group,
community event, etc.).
% within Gender

24.2

21.4

50.4

46.0

16.6

19.9

8.8

12.8

100.0

100.1

% of Total

10.3

12.2

21.5

26.4

7.1

11.4

3.8

7.3

42.7

57.3

Count

338

400

703

862

231

372

123

239

1,395

1,873

Clubs 4 Meet with a faculty member or staff advisor to discuss the activities of a group or organization.
% within Gender

17.2

16.5

54.7

52.6

21.8

22.5

6.3

8.4

100.0

100.0

% of Total

7.3

9.5

3.3

30.2

9.3

12.9

2.7

4.8

42.6

57.4

Count

239

309

761

984

303

422

88

157

1,391

1,872

Clubs 5 Manage or provide leadership for an organization or service project, on or off the campus.
% within Gender
% of Total
Count

18.4
7.8
256

17.7

45.1

44.6

24.3

25.3

12.2

12.5

100.0

100.1

7
10.1

19.3

25.6

10.4

14.5

5.2

7.2

42.7

57.4

331

629

835

339

473

170

234

1,394

1,873
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advisor to discuss the activities of a group and managing or provide leadership for an
organization or service project, on or off the campus.
Overall, males and females anticipated attending campus meetings, while females also
anticipated more active involvement in campus activities by working on committees and events.
Fewer males and females anticipated participation in working on off-campus committees and
projects or discussion with faculty members about group or organization activities, or managing
or providing leadership for either on- or off-campus organizations or service projects. These last
three options had the highest percentages of Never participating in these activities for both males
and females.
Summary
The intent of this chapter was to apply statistical techniques consistent with the research
questions asked in order to analyze the results. Answers to three research questions were sought
through statistical analysis of secondary data collected via the CSXQ. Chapter 5 summarizes the
results, discuss limitations of the study, presents implications for practice, and suggests
recommendations for future research.
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CHAPTER FIVE:
FINDINGS, DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS
This research had three main objectives and examined common variables from different
perspectives. The common element was student anticipation of time usage, divided among three
factors: time spent on academic activities outside class, use of campus recreational facilities, and
participation in student clubs, organizations, and service projects. The first objective strove to
determine if a relationship existed between major field of study and these three factors. Tinto
(2009) stresses the need for student involvement and engagement at the beginning of the higher
education experience for student success. Tinto’s theory of academic integration recognizes the
need for academic and social assimilation as integral for student success. Research supports the
academic benefits of leisure time management (Misra & McKean, 2000; Thibodeaux, Deutsch,
Kitsantas, & Winsler, 2017).
The second objective was to determine if a relationship existed between anticipated GPA
and anticipated time usage on the same three factors – time spent on academics outside class, use
of campus facilities, and participation in clubs, organizations, and service projects. Knouse,
Feldman, and Blevins (2014) suggested that many students overestimate their anticipated GPA in
their first semester and that remediation of time-management skills may be appropriate. They
further suggested that encouraging ambitious goals may not only improve academic
performance, but also increase motivation. Bandura (2001) posited that goal motivation and
action are affected by goal specificity, challenge level, and time. Bandura found that setting a
GPA goal is, in itself, not sufficient for motivation; coursework load and difficulty, immediate
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grade feedback from assignments and exams, and subject matter interest contribution to goal
attainment motivation
The third objective was to determine if a relationship existed between gender and major
field of study in addition to the anticipated time usage on academics outside the class, use of
campus facilities, and participation in clubs, organizations, and service projects. This study
explored whether relationships existed between major field of study, GPA, or gender and
anticipated time expenditures on academics outside of class and on social activities via use of
campus facilities or participation in clubs, organizations, and service projects, with the addition
of major field of study to the gender proposal.
This chapter reviews the methods used, examines results for each research question,
discusses the findings and implications, and notes the limitations of the study and recommends
future research.
Overview of Methods
This study used secondary analysis of data from a database of student responses to the
College Student Expectation Questionnaire (CSXQ) administered by a large university during a
mandatory orientation session for traditional age, first-time-in-college (FTIC) students in the Fall
2012 semester. MANOVA and Pearson Chi-Square analyses were conducted, as appropriate, to
determine if relationships existed between the dependent and independent variables for each
research question. When a significant effect was determined, the Tukey post hoc multiple
comparison test, a review of the means, and observed/expected counts was examined to identify
the relationship.
The dependent variables were drawn from responses to these selections: “Campus
Facilities”, “Clubs, Organizations, Service Projects”, “Which of the following comes closest to
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describing the field you expect to major in?”, “During the time school is in sessions this coming
year, about how many hours a week do you expect to spend outside of class on activities related
to your academic program, such as studying, writing, reading, lab work, rehearsing, etc.?” The
independent variables used responses from these selections: “What do you expect your college
grade point average to be at the end of your first year”, “Which of the following comes closest to
describing the field you expect to major in?”, and “Sex”.
Research Question One Findings
What is the relationship among an entering student’s anticipated categorized field of
study, selection of anticipated time spent on academic activities, and anticipated likelihood of
involvement in social activities as defined by specific items on the College Student Expectations
Questionnaire (CSXQ)?
The relationship between the independent variable major field of study and the dependent
variables time spent on academic activities outside class, use of campus facilities, and
participation in clubs, organizations, and service projects was not statistically significant at the p
<.05 level.
Research Question Two Findings
What is the relationship among an entering student’s anticipated grade point average at
the end of the first year of college, the selection of anticipated time spent on academic activities,
and the anticipated likelihood of involvement in social activities as defined by specific items on
the CSXQ?
The relationship between the independent variable GPA and dependent variable academic
time outside class was statistically significant at each anticipated GPA level. For the
independent variable Campus Facilities Use, the mean scores were statistically significantly
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different between students at the "A" and "A-, B+" levels (p<.05), but not among the "A-, B+"
and "B and below" levels (p=.241). For the independent variable Clubs, Organizations, and
Service Projects, the mean scores were statistically significantly different for students at each
anticipated GPA level (p<.05).
Research Question Three Findings
What is the relationship between an entering student’s gender and the anticipated
categorized field of study, and the anticipated time spent on academic activities and anticipated
likelihood of involvement in social activities?
There was no statistically significant relationship between gender and anticipated field of
study at the p<.05 level. The MANOVA performed on the effects of gender vs. the ratio-level
measures of anticipated Time Spent on Academic Activities, use of Campus Facilities activities,
or participation in Clubs, Organizations, Service Projects activities yielded a significant Wilks’
Lambda of .983, (equivalent F=18.33, df=3, 3268, p<.001). A further review of the results
showed that unlike Time Spent on Academic Activities and participation in Clubs,
Organizations, Service Projects, the anticipated use of Campus Facilities did not differ by gender
(F=.81, df=1, 3270, p=.368), indicating both male and female students anticipated using this
resource at about the same level.
Discussion and Implications of Results
While the findings of this research indicated major field of study is not a significant
factor in how students anticipate spending time outside of class, the research indicated that both
anticipated GPA and gender have relationship with academic pursuits outside class and social
activities. One question to raise is whether traditional age, first-time-in-college students have
realistic views of the differences between high school and college course workload and the
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adjustments in time management behaviors needed to smoothly transition into the first semester
of college. Previous research has found that finding balance in coursework and outside of class
activities becomes easier over time, but incoming students have a time management learning
curve during the adjustment period (Huie, Winsler, & Kitsantis, 2014; Knouse et al., 2014;
Nonis, Philhours, & Hudson, 2006; Webber, Krylow, & Zhang, 2013). Thibodeaux et al. (2017)
found that students tended to under-anticipate time for academics and social activities. Miller
and Murphy (2011) found that participation in clubs, organizations, and service projects
correlates with student retention, particularly for students who did not anticipate joining, but
joined anyway; joining is the significant factor, not just the intention to join.
This study found that FTIC students who anticipated higher GPAs also anticipated
spending more time outside class on academic activities, with the anticipated time spent
decreasing with each GPA level. Students anticipating an “A” GPA anticipated spending more
time on academic activities outside class (16-20 hours per week), slightly more use of campus
facilities (“Often”), and slightly more (“Often”) participation in clubs, organizations, and service
projects than students anticipating an “A-, B+” GPA (11-15 hours per week, “Occasional” use of
campus facilities, and “Occasional” participation in clubs, organizations, and service projects).
Similar results occurred between students anticipating an “A-, B+” GPA and students
anticipating a “B or below” GPA.
This study found that gender does influence time spent on academic activities outside
class; females anticipated spending 26-30, 16-20, and 11-15 hours outside class on academic
activities, while men anticipated spending 16-20, 11-15, and 21-25 hours outside class on
academic activities. Females anticipated spending slightly more time participating in clubs,
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organizations, and service projects than males. However, gender found no significant difference
in use of campus facilities.
Astin (1984) posited that student engagement activities outside the classroom can
positively affect academic learning. Webber et al. (2013) found that first year students who
spent time on academic activities outside class reported higher satisfaction with their overall
academic experience and earned a higher cumulative GPA. They concluded that greater
satisfaction and academic success are related to frequency and/or time of involvement. Brint and
Cantwell (2010) found that students who spent more time on academic activities outside class
and participated in social activities earned a higher GPA than students who spent less time on out
of class academic activities and participated in passive activities, such as computer use for fun
and watching television.
Limitations and Recommendations
This study did not take into account factors such as student ability, self-efficacy,
efficiency (or lack of) in time usage, or quality versus quantity of time spent on activities. Future
research may take into account high school GPA, participation in social activities prior to college
attendance, and other outcome predictive measures. An additional limitation is that this study
neither sought nor provided evidence of causality. This study was limited to first time in college,
traditional college-aged students; the generalizability of these results to other students is
unknown, creating an opportunity for future research focused on other groups and for
longitudinal research for changes over time in time management behaviors. Other groups of
students this study did not address include students attending full-time vs. students attending
part-time, students who work vs. students who do not work, students with family responsibilities
vs. students without family responsibilities, and so forth. These subgroups would likely have
77

differences in anticipated participation and integration into academic and social activities on
campus. Future research might determine the effects of such differences
The possible major selections were grouped into broad categories, which may have
affected the results, and may not be indicative of specific majors within each category.
Examining majors individually may produce different results and suggest social engagement and
involvement opportunities. Defining campus clubs and organizations more specifically (e.g.,
major alignment, sports related, social or service orientation) may more clearly identify student
use of time and produce different results in answer selections and findings.
Future research might include surveys at the beginning and the end of the first term and
first-year of traditional age first time in college students to gather information on actual time
management to compare with anticipated time management. As students become inculcated into
college life, time management decisions may change as students become aware of and adjust to
new demands on time academically and socially, personal growth occurs as students set new
goals and priorities, and academic feedback creates need for adjustment. Additional factors,
such as time spent working on or off campus, family responsibilities, commuting time, and
participation in online versus onsite classes might be investigated, also, towards impact on GPA
and overall time availability for academic and social activities.
The intent of this study was to determine if relationships exist between anticipated major
field of study, GPA, and gender in regard to anticipated time spent on academics outside class,
anticipated use of campus facilities, and anticipated participation in clubs organizations, and
service projects, and in the case of gender, to anticipated major field of study. By reviewing
expectation differences, the researcher believed higher education institutions may be able to
better serve students by identifying gaps in student anticipations of time management. While the
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predominant focus of student time should be academics, both in and out of the classroom, a
holistic approach to student life includes the need to provide “down time” options for students to
encourage development of social skills that promote awareness of community, provide
opportunities to explore new ideas and experiences, identify personal values and agendas to
prepare for transition to the next community, whether continuing education, personal life
choices, or the workplace. The college experience is not just about academics, though academics
is and should always be the major focus. The college experience should be a time of personal
growth and exploration of academic and social experiences that develop skills and passions for
success on their continuing journeys through life. Future research might examine relationships
between student activities on campus and off campus, such as work, family, and personal social
activities.

79

REFERENCES
American College Testing Program (ACT). (2012). National collegiate retention and persistence
to degree rates. Iowa City, IA. Retrieved from
http://www.act.org/research/policymakers/pdf/retain_2012.pdf
Altonji, J. G., Blom, E., & Meghir, C. (2012). Heterogeneity in human capital investments: High
school curriculum, college major, and careers. Annual Review of Economics, 4, 185-223.
doi:10.1146/annurev-economics-080511-110908
Amatea, E., & Cross, E. (1986). Helping high school students clarify life role preferences: The
life-styles unit. The School Counselor, 33(4), 306-313. Retrieved from
http://www.jstor.org/stable/23900863
Anderson, Jr., W. P., & Lopez-Baez, S.I. (2011). Measuring personal growth attributed
to a semester of college life using the posttraumatic growth inventory. Counseling &
Values, 56(1-2), 73-82. doi:10.1002/j.2161-007X.2011.tb01032.x
Astin, A. W. (1984). Student involvement: A developmental theory for higher education. 1999,
September/October Journal of College Student Development, 40, 518-529. Retrieved
from
https://www.asec.purdue.edu/lct/hbcu/documents/Student_Involvement_A_Development
al_Theory_for_HE_Astin.pdf
Astin, A. W. (1993). An empirical typology of college students. Journal of College Student
Development, 34(1), 36-46. Available at https://eric.ed.gov/?id=EJ459074
Babad, E. (2001). Students' course selection: Differential considerations for first and last Course.
Research in Higher Education, 42(4), 469-492. Retrieved from
http://www.jstor.org/stable/40196437
Baker, C. N. (2008). Under-represented college students and extracurricular
involvement: the effects of various student organizations on academic performance.
Social Psychology of Education, 11(3), 273-298. doi:10.1007/s11218-007-9050-y.
Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review Psychology,
52(1), 1-26. doi:10.1146/annurev.psych.52.1.1
Barefoot, B. O. (2008). College transitions: The other side of the story. New Directions for
Higher Education, 144, 89-92. doi:10.1002/he.329
80

Bean, J. P. (1985). Interaction effects based on class level in an explanatory model of college
student dropout syndrome. American Educational Research Journal, 22(1), 35-64.
doi:10.3102/00028312022001035
Bigger, J. J. (2005). Improving the odds for freshman success. NACADA Clearinghouse of
Academic Advising Resources. Retrieved from
http://www.nacada.ksu.edu/Clearinghouse/AdvisingIssues/First-Year.htm
Bladdick, J. M. (2012). An evaluation of the student service expectations of freshmen at a small,
midwestern liberal arts university (Order No. 3544019). Available from ProQuest
Dissertations & Theses Global. (1220696488). Retrieved from
http://search.proquest.com/docview/1220696488?accountid=14745
Bland, H. W., Melton, B. F., Welle, P., & Bigham, L. (2012). Stress tolerance: New challenges
for millennial college students. College Student Journal, 46(2), 362-375.
doi:10.1037/t39417-000
Bradley, C., Kish, K. A., Krudwig, A. M., Williams, T., & Wooden, O. S. (2002). Predicting
faculty-student interaction: An analysis of new student expectations. Journal of the
Student Personnel Association at Indiana University, 72-87. Retrieved from
https://scholarworks.iu.edu/journals/index.php/jiuspa/article/view/4619
Brinkworth, R., McCann, B. Matthews, C., & Nordstrom, K. (2009). First year expectations and
experiences: Student and teacher perspectives. Higher Education, 58(2), 157-173.
doi:10.1007/s10734-008-9188-3
Brint, S., & Cantwell, A. M. (2010). Undergraduate time use and academic outcomes: Results
from the University of California Undergraduate Experience Survey 2006. Teachers
College Record, 112(9), 2441-2470. Retrieved from https://highered2000.ucr.edu/Publications/Brint%20and%20Cantwell%202008.pdf
Brott, P. E. (2005). A constructivist look at life roles. Career Development Quarterly, 54(2),
138-149. doi:10.1002/j.2161-0045.2005.tb00146.x
Bryan, J., Moore-Thomas, C., Gaenzle, S., Kim, J., Lin, C, & Na, G. (2012). The effects of
school bonding on high school seniors’ academic achievement. Journal of Counseling &
Development, 90(4), 467-480. doi:10.1002/j.1556-6676.2012.00058.x
Buda, R., & Lenaghan, J. A. (2005). Engagement in multiple roles: an investigation of the
student-work relationship. Journal of Behavioral and Applied Management, 6(3), 211224. Retrieved from
http://eds.a.ebscohost.com.ezproxy.lib.usf.edu/eds/pdfviewer/pdfviewer?vid=2&sid=cd3f
10a0-fe9c-46b9-9ee9-2f57d935d729%40sessionmgr4010

81

Chickering, A. W., & Gamson, Z. F. (1987). Seven principles for good practice in undergraduate
education. Washington Center News. Retrieved from
http://www.lonestar.edu/multimedia/SevenPrinciples.pdf
.
Center for Postsecondary Research. (2019). Beginning College Survey of Student Engagement
(BCSSE). Indiana University Bloomington School of Education. Retrieved from
http://bcsse.indiana.edu/survey_instruments.cfm
College Student Experiences Questionnaire Assessment Program. (2007). College Student
Expectations Questionnaire (CSXQ) CSXQ: General Info. Retrieved from
http://cseq.iub.edu/csxq_generalinfo.cfm
Cowley, W. H., & Waller, W. (1935). A study of student life: The appraisal of student traditions
as a field of research. The Journal of Higher Education, 6(3), 132-142. doi:
10.2307/1977028
Crede, M., & Niehorster, S. (2012). Adjustment to college as measured by the student adaptation
to college questionnaire: A quantitative review of its structure and relationships with
correlates and consequences. Educational Psychology Review, 24(1), 133-165.
doi:10.1007/s10648-011-9184-5
Crisp, G., Palmer, E. Turnbull, D. Nettelbeck, T., & Ward, L. (2009). First year student
expectations: Results from a university-wide student survey. Journal of University
Teaching & Learning Practice, 6(1), article 3. Available at
http://ro.uow.edu.au/jutlp/vol6/iss1/3
DeAngelo, L., Franke, R., Hurtado, S., Pryor, J. H., & Tran, S. (2011). Completing college:
Assessing graduation rates at four-year institutions. Los Angeles, CA: Higher Education
Research Institute at UCLA. Retrieved from
http://heri.ucla.edu/DARCU/CompletingCollege2011.pdf
DeNeui, D. L. C. (2003). An investigation of first-year college students' psychological sense of
community on campus. College Student Journal, 37(2). Retrieved from
https://www.questia.com/library/journal/1G1-103563747/an-investigation-of-first-yearcollege-student-s-psychological
Doble, N., & Supriya, M. V. (2011). Student life balance: Myth or realty? International Journal
of Educational Management, 25(3), 237-251. doi:10.1108/09513541111120088
Dubrow, G., Hartley, M., & Toma, J. D. (2005). The uses of institutional culture. In J. D. Toma,
G. Dubrow, & M. Hartley, (Eds), The uses of institutional culture: Strengthening
identification and building brand equity in higher education (pp. 1-14). ASHE Higher
Education Report, 31(2). Retrieved from
eds.a.ebscohost.com.ezproxy.lib.usf.edu/eds/detail/detail?vid=46&sid=cd3f10a0-fe9c46b9-9ee982

2f57d935d729%40sessionmgr4010&bdata=JnNpdGU9ZWRzLWxpdmU%3d#AN=RN1
68925009&db=edsb

Eklund-Leen, S. J., & Young, R. B. (1997). Attitudes of student organization members and
nonmembers about campus and community involvement. Community College Review,
24(4), 71-81. doi:10.1177/009155219702400405
Elkins, D. J., Forrester, S. A., & Noel-Elkins, A. V. (2011). Students' perceived sense of campus
community: The influence of out-of-class experiences. College Student Journal, 45(1),
105-121. Available from https://eric.ed.gov/?id=EJ996353
Estacion, A., Cotner, B., D’Souza, S., Smith, C., & Borman, K. (2011). Who enrolls in dual
enrollment and other acceleration programs in Florida high schools? Institute of
Education Sciences, National Center for Education Evaluation and Regional Assistance.
Retrieved from http://ies.ed.gov/ncee/edlabs/regions/southeast/pdf/REL_2012119.pdf
Finn, J. D. (1989). Withdrawing from school. Review of Education Research, 59(2), 117-142.
Retrieved from https://www-jstor-org.ezproxy.lib.usf.edu/stable/1170412
Gardner, J. N. (1986). The freshman-year experience. College and University, 61(4), 261-274.
Available from https://eric.ed.gov/?id=EJ349475
Geiser, S., & Santelices, M. V. (2007). Validity of high-school grades in predicting student
success beyond the freshman year: High-school record vs. standardized tests as
indicators of four-year college outcomes. Research & Occasional Paper Series:
CSHE.6.07. Berkeley, CA: Center for Studies in Higher Education. Retrieved from
https://cshe.berkeley.edu/publications/validity-high-school-grades-predicting-studentsuccess-beyond-freshman-yearhigh-school
Gonyea, R. M., Kish, K. A., Kuh, G. D., Muthiah, R. N., & Thomas, A. D. (2003). College
Student Experiences Questionnaire: Norms for the fourth edition. Bloomington, IN:
Indiana University Center for Postsecondary Research, Policy, and Planning. Retrieved
from http://cseq.indiana.edu/pdf/intro_CSEQ_4th_Ed_Norms.pdf
Goode, W. J. (1960). A theory of role strain. American Sociological Review, 25(4), 483-496.
doi:10.2307/2092933
Grayson, J. P. (2003). The consequences of early adjustment to university. Higher Education,
46(4), 411-429. doi:10.1023/A:102731502
Greenhaus, J. H., & Beutell, N. J. (1985). Sources of conflict between work and family roles.
Academy of Management Review, 10(1), 76-88. doi:10.2307/258214
Hanks, M. P., & Eckland, B. K. (1976). Athletics and social participation in the educational
attainment process. Sociology of Education, 49(4), 271-294. doi:10.2307/2112314
83

Hausmann, L. R. M, Schofield, J. W., & Woods. R. L. (2007). Sense of belonging as a predictor
of intentions to persist among African American and white first-year college students.
Research in Higher education, 48(7), 803-839. doi:10.1007/s11162-007-9052-9
Hausmann, L. R. M., Ye, F., Schofield, J. W., & Woods, R. L. (2009). Sense of belonging and
persistence in white and African American first-year students. Research in Higher
Education, 50(7), 649-669. doi:10.1007/s11162-009-9137-8
Hayes, H. (2004). Student achievement and retention: “Working together to make it happen.”
Proceedings of the Education in a Changing Environment Conference. Retrieved from
http://www.ece.salford.ac.uk/proceedings/2004.html
What is secondary analysis? (2004). In J. Heaton (Ed.), Reworking qualitative data (pp. 1-19).
London, England: SAGE Publications Ltd. doi: 10.4135/9781849209878.n1
Hirschi, T. (2002). Causes of delinquency. New Brunswick, NJ: Transaction Publishers.
Holland, J. L. (1962). Some explorations of a theory of vocational choice: I One- and two-year
longitudinal studies. Psychological Monographs: General and Applied, 76(26), 1-49.
https://doi-org.ezproxy.lib.usf.edu/10.1037/h0093823
Holland, J. L. (1996). Exploring careers with a typology: What we have learned and some new
directions. American Psychologist, 51(4), 397-406. doi:10.1037/0003-066X.51.4.397
Howe, N., & Strauss, W. (2007). The next 20 years: How customer and workforce attitudes will
evolve. Harvard Business Review, 85(7-8). Retrieved from https://hbr.org/2007/07/thenext-20-years-how-customer-and-workforce-attitudes-will-evolve
Huie, F. C., Winsler, A., & Kitsantas, A. (2014). Employment and first-year college
achievement: The role of self-regulation and motivation. Journal of Education and Work,
27, 110-135. doi:10.1080/13639
Hussar, W. J., & Bailey, T.N. (2014, February). Projections of education statistics to 2022. 41st
ed. (NCES 2014-051). Washington, DC: National Center for Education Statistics,
Institute of Education sciences. Retrieved from
http://nces.edu.gov/pubs2014/2014051.pdf
Kasper, H. (2008). Sources of economics majors: More biology, less business. Southern
Economic Journal, 75(2), 457-472. Retrieved from
https://www.jstor.org/stable/27751395
Kaufman, J., & Gabler, J. (2004). Cultural capital and the extracurricular activities of girls and
boys in the college attainment process. Poetics, 32(2), 145-168.
doi:10.1016/j.poetic.2004.02.001
84

Kelly, J. T., Kendrick, M. M., Newgent, R. A., & Lucas, C. J. (2007). Strategies for student
transition to college: A proactive approach. College Student Journal, 41(4), 1021-1035.
Retrieved from https://eric.ed.gov/?id=EJ816824
Keup, J. R. (2007). Great expectations and the ultimate reality check: Voices of students during
the transition from high school to college. NASPA Journal, 44(1), 3-31.
doi:10.2202/1949-6605.1752
Kim, E., Newton, F. B., Downey, R. G., & Benton, S. L. (2010). Personal factors impacting
college student success: Constructing college learning effectiveness inventory. College
Student Journal, 44(1), 112-125. Retrieved from
https://www.questia.com/library/journal/1G1-221092143/personal-factors-impactingcollege-student-success
Knouse, L. E., Feldman, G., & Blevins, E. J. (2014). Executive functioning difficulties as
predictors of academic performance: Examining the role of grade goals. Learning and
Individual Differences, 36, 19-26. doi:10.1016/j.lindif.2014.07.001
Krause, K., & Coates, H. (2008). Students’ engagement in first-year university. Assessment &
Evaluation in Higher Education, 33(5), 493-505. doi:10.1080/02602930701698892
Kuh, G. D. (1995). The other curriculum: Out-of-class experiences associated with student
learning and personal development. The Journal of Higher Education, 66(2), 123-155.
doi:10.1080/00221546.1995.11774770
Kuh, G. D. (2007). What student engagement data tell us about college readiness. Peer Review,
9(1). Retrieved from https://www.aacu.org/publications-research/periodicals/whatstudent-engagement-data-tell-us-about-college-readiness
Kuh, G. D., Cruce, T. M., Shoup, R., Kinzie, J., & Gonyea, R. M. (2008). Unmasking the effects
of student engagement on first-year college grades and persistence. The Journal of
Higher Education, 79(5), 540-563. Retrieved from http://www.jstor.org/stable/25144692
Kuh, G. D., Gonyea, R. M., & Williams, J. M. (2005). What students expect from college and
what they get. In T. E. Miller & B. E. Bender (Eds.), Promoting reasonable
expectations: Aligning student and institutional views of the college experience (pp. 3464). San Francisco, CA: Jossey Bass.
Kuh, G. D., & Pace, C. R. (1998). College Student Experiences Questionnaire. Bloomington,
IN: Indiana University Center for Postsecondary Research, Policy, and Planning.
Retrieved from http://www.csxq.org/images/csxq_paper_new.pdf
Lobel, S. A. (1991). Allocation of investment in work and family roles: Alternative theories and
implications for research. Academy of Management Review, 16(3), 507-521. Retrieved
from https://www-jstor-org.ezproxy.lib.usf.edu/stable/258915
85

Ma, Y. (2009). Pre-college influences and college major choice: Gender, race/ethnicity and
nativity patterning. Theory in Action, 2(2), 96-122. doi: 10.3798/tia.1937-0237.09008
Malgwi, C. A., Howe, M. A., & Burnaby, P. A. (2005). Influences on students’ choice of college
major. Journal of Education for Business, 80(5), 275-282. doi: 10.3200/JOEB.80.5.275282
Marks, S. R. (1977). Multiple roles and role strain: Some notes on human energy, time and
commitment. American Sociological Review, 42(6), 921-936. Retrieved from
https://www-jstor-org.ezproxy.lib.usf.edu/stable/2094577
Maslow, A. H. (1943). A theory of human motivation. Psychological Review, 50(4), 370-396.
doi:10.1037/h0054346
McCarthy, M., & Kuh, G. D. (2006). Are students ready for college? What student engagement
data say. The Phi Delta Kappan, 87(9), 664-669. doi: 10.1177/003172170608700909
Miller, G. W. (1970). Success, failure, and wastage in higher education: An overview of the
problem derived from research and theory. London, England: George G. Harrap & Co.
Ltd.
Miller, T. E., Bender, B. E., & Schuh, J. H. (Eds). (2005). Promoting reasonable expectations:
Aligning student and institutional views of the college experience. San Francisco, CA:
Jossey-Bass.
Miller, T., & Murphy, C. (2011). Predicting student risk of attrition. Campus Activities
Programming, 43(7), 40-44. Available from
https://issuu.com/naca/docs/cap_march_2011
Misra, R., & McKean, M. (2000). College students’ academic stress and its relation to their
anxiety, time management, and leisure satisfaction. American Journal of Health Studies,
16(1), 41-51. Available from
https://www.researchgate.net/publication/209835950_College_students'academic_stress_
and_its_relation_to_their_anxiety_time_management_and_leisure_satisfaction
Molesworth, M., & Scullion, R. (2005). The impact of commercially promoted vocational
degrees on the student experience. Journal of Higher Education Policy and Management,
27(2), 209-225. doi:10.1080/13600800500120100
National Center for Education Statistics. (2016). The condition of education 2016. (NCES 2016144). Washington, DC: U.S. Department of Education, National Center for Education
Statistics. Retrieved from http://nces.ed.gov/pubs2016/2016144.pdf
National Center for Education Statistics. (2007). The condition of education 2007. (NCES 2007064). Washington, DC: U.S. Department of Education, National Center for Education
Statistics. Retrieved from http://nces.ed.gov/programs/coe/indicator_hsh.asp
86

National Center for Education Statistics (2008). Trends among high school seniors 1972-2004.
(NCES 2008-320). Washington, DC: U.S. Department of Education, National Center for
Education Statistics. Retrieved from http://nces.ed.gov/pubs2008/2008320.pdf
National Center for Education Statistics (2013). Digest of Education Statistics 2013. [Table
318.30. Bachelor's, master's, and doctor's degrees conferred by postsecondary
institutions, by sex of student and discipline division: 2011-12]. (NCES 2015-011).
Washington, DC: U.S. Department of Education, National Center for Education
Statistics. Retrieved from http://nces.ed.gov/programs/digest/d13/tables/dt13_318.30.asp
National Survey of Student Engagement. (2012). Promoting student learning and institutional
improvement: Lessons from NSSE at 13. Annual results 2012. Bloomington, IN: Indiana
University Center for Postsecondary Research. Retrieved from
http://nsse.indiana.edu/NSSE_2012_Results/pdf/NSSE_2012_Annual_Results.pdf
Nonis, S. A., Philhours, M. J., & Hudson, G. I. (2006). Where does the time go? A diary
approach to business and marketing students’ time use. Journal of Marketing Education,
28, 121-134. doi:10.1177/0273475306288400
Orndorff, R. M., & Herr, E. L. (1996). A comparative study of declared and undeclared college
students on career uncertainty and involvement in career development activities. Journal
of Counseling & Development, 74(6), 632-639. doi: 10.1002/j.1556-6676.1996.tb02303.x
Pascarella, E. T., & Terenzini, P. T. (1991). How college affects students. San Francisco, CA:
Jossey-Bass.
Pascarella, E. T., & Terenzini, P. T. (2005). How college affects students: Findings and insights
from twenty years of research. San Francisco, CA: Jossey-Bass.
Pascarella, E. T., & Terenzini, P. T. (1980). Predicting freshman persistence and voluntary
dropout decisions from a theoretical model. The Journal of Higher Education, 51(1), 6075. doi:10.1080/00221546.1980.11780030
Pike, G. R. (2006). Vocational preferences and college expectations: An extension of Holland’s
principle of self-selection. Research in Higher Education, 47(5), 591-612.
doi:10.1007/s11162-005-9008-x
Pittman, L. D., & Richmond, A. (2008, Summer). University belonging, friendship quality, and
psychological adjustment during the transition to college. Journal of Experimental
Education, 76(4), 343-362. doi: 10.3200/JEXE.76.4.343-362
Porter, S., & Umbach, P. (2006). College major choice: An analysis of person-environment fit.
Research in Higher Education, 47(4), 429-449. doi:10.1007/s11162-005-9002-3

87

Pyne, D., Bernes, K., & Magnusson, K. (2002). A description of junior high and senior high
school students' perceptions of career and occupation. Guidance & Counseling,17(3), 6773. Retrieved from
http://eds.a.ebscohost.com.ezproxy.lib.usf.edu/eds/detail/detail?vid=9&sid=16d6bff706df-4c6b-b389-65e30da53a62%40sdc-vsessmgr02&bdata=JnNpdGU9ZWRzLWxpdmU%3d#AN=7267682&db=aph
Reason, R. D., Terenzini, P. T., & Domingo, R. J. (2006). First things first: Developing academic
competence in the first year of college. Research in Higher Education, 47, 149-175.
doi:10.1007/s11162-005-8884-4
Rothbard, N. P. (2001). Enriching or depleting? The dynamics of engagement in work and
family roles. Administrative Science Quarterly, 46(4), 655-684. Retrieved from
https://www-jstor-org.ezproxy.lib.usf.edu/stable/3094827
Ryan, C. L., & Bauman, K. (2016). Educational attainment in the United States: 2015. United
States Census Bureau. U.S. Department of Commerce Economics and Statistics
Administration. Census.gov. Retrieved from
http://www.census.gov/content/dam/Census/library/publications/2016/demo/p20-578.pdf
Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic
motivation, social development, and well-being. American Psychologist, 55(1), 68-78.
doi:10.1037110003-066X.55.1.68
Schilling K. M., & Schilling, K. L. (2004). Expectations and performance. In Upcraft, Gardner,
Barefoot & Associates (Eds.), Challenging & supporting the first-year student: A
handbook for improving the first year of college (pp. 108-124). San Francisco, CA:
Jossey-Bass.
Schlossberg, N. K. (2011, December). Challenge of change: The transition model and its
applications. Journal of Employment Counseling, 48(4), 159-162. doi:10.1002/j.21611920.2011.tb01102.x
Smith, J. S., & Wertlieb, E. C. (2005). Do first-year college students' expectations align with
their first-year experiences? NASPA Journal, 42(2), 153-174. doi: 10.2202/19496605.1470
Spady, W. G. (1970). Lament for the letterman: Effects of peer status and extracurricular
activities on goals and achievement. American Journal of Sociology, 75(4, part 2), 680702. doi:10.1086/224896
Stater, M. (2011). Financial aid, student background, and the choice of first-year college major.
Eastern Economic Journal, 37(3), 321-343. doi:10.1057/eej.2009.41
Stock, W. P. (2005). The College Student Expectations Survey (CSXQ) results of an
administration to entering freshmen at California State University, Fresno Fall 2004.
88

Retrieved from
http://www.fresnostate.edu/academics/oie/documents/CSXQ_survey_results_long.pdf
Strage, A. A. (1998). Family context variables and the development of self-regulation in college
students. Adolescence, 33(129), 17-31. Retrieved from https://eric.ed.gov/?id=EJ576869
Super, D. (1953). Theory of vocational development. The American Psychologist, 8, 185-190.
doi:10.1037/h0056046
Syed, M., Azmitia, M., & Cooper, C. R. (2011). Identity and academic success among underrepresented ethnic minorities: An interdisciplinary review and integration. Journal of
Social Issues, 67(3), 442-468. doi:10.1111/j.1540-4560.2011.01709.x
Symonds, W. C., Schwartz, R. B., & Ferguson, R. (2011). Pathways to prosperity: Meeting the
challenge of preparing young Americans for the 21st century. Boston, MA: Harvard
Graduate School of Education. Retrieved from
http://www.gse.harvard.edu/news_events/features/2011/Pathways_to_Prosperity_Feb201
1.pdf
Thibodeaux, J., Deutsch, A., Kitsantas, A., & Winsler, A. (2017). First-year college students’ time
use: Relations with self-regulation and GPA. Journal of Advanced Academics, 28(1), 5-27.
doi:10.1177/1932202X16676860
Tinto, V. (1975, Winter). Dropout from higher education: A theoretical synthesis of recent
research. Review of Educational Research, 45(1), 89-125. doi:
10.3102/00346543045001089
Tinto, V. (1988, July-August). Stages of student departure: Reflections on the longitudinal
character of student leaving. The Journal of Higher Education, 59(4), 438-455.
doi:10.1080/00221546.1988.11780199
Tinto, Vincent. (1998). Colleges as communities: Taking research on student persistence
seriously. The Review of Higher Education, 21(2), 167-177. Retrieved from https://musejhu-edu.ezproxy.lib.usf.edu/article/30046
Tinto, V. (2009). Taking student retention seriously: Rethinking the first year of university.
Keynote Address presented at FYE Curriculum Design Symposium 2009. Brisbane,
Australia. Retrieved from
hhtp://222.fyecd2009.qut.edu/.au/resources/SPE_VincentTinto_5Feb09.pdf
Turner, S. E., & Bowen, W. G. (1999). Choice of major: The changing (unchanging) gender
gap. Industrial & Labor Relations Review, 52(2), 289-313. Available from
https://journals.sagepub.com/doi/pdf/10.1177/001979399905200208

89

U.S. Census Bureau (2012). Statistical abstract of the United States: 2012. Washington, DC.
Retrieved from
http://www.census.gov/library/publications/2011/compendia/statab/131ed.html.
U. S. Census Bureau (2012). Table 233. Educational Attainment by State. In Statistical abstract
of the United States: 2012. Washington, DC. Retrieved from
http://www.census.gov/compendia/statab/2012/tables/12s0233.pdf
U. S. Census Bureau (2012). Table 278. Higher Education--Institutions and Enrollment. In
Statistical abstract of the United States: 2012. Washington, DC. Retrieved from
http://www.census.gov/compendia/statab/2012/tables/12s0278.pdf
U.S. Department of Education, National Center for Education Statistics, Integrated
Postsecondary Education Data System (IPEDS), Fall Enrollment component (provisional
data). Retrieved from https://nces.ed.gov/ipeds/TrendGenerator/#/
van Gennep, A. (1960). The rites of passage (M. B. Vizedom & G. L. Caffee, Trans.). London,
England: Routledge and Kegan Paul Ltd. (Reprinted by the University of Chicago Press,
Chicago, IL, 2011)
Webber, K., Krylow, R., & Zhang, Q. (2013). Does involvement really matter? Indicators of
college student success and satisfaction. Journal of College Student Development, 54(6),
591-611. doi:10.1353/csd.2013.0090
Weissberg, N., Owen, D., Jenkins, A., & Harburg, E. (2003). The incremental variance problem:
Enhancing the predictability of academic success in an urban, commuter institution.
Genetic, Social, and General Psychology Monographs, 129(2), 153-180. Retrieved from
http://eds.b.ebscohost.com.ezproxy.lib.usf.edu/eds/detail/detail?vid=7&sid=1d5c7186ce91-4e0e-85d1f6e0773ecc0a%40sessionmgr120&bdata=JnNpdGU9ZWRzLWxpdmU%3d#AN=51025
5248&db=ssf
Williams, J. (2007). College Student Experiences Questionnaire assessment program. Retrieved
from http://cpr.indiana.edu/uploads/AIR_2007_Kansas%20City.pdf
Williams, S., Beard, J., & Tanner, M. (2011). Coping with millennials on campus. BizEd.
Retrieved from https://bized.aacsb.edu/articles/2011/07/coping-with-millenials
Woodard, D. B., Mallory, S. L., & De Luca, A. M., (2001). Retention and institutional effort: A
self-study framework. NASPA Journal, 39(1), 53-83. Retrieved from
https://eric.ed.gov/?id=EJ636741
Yin, D., & Lei, S. A. (2007). Impacts of campus involvement on hospitality student achievement
and satisfaction. Education, 128(2), 282-293. Available at
https://www.questia.com/library/journal/1G1-175442998/impacts-of-campusinvolvement-on-hospitality-student
90

Zimmerman, B. J., Bandura, A., & Martinez-Pons, M. (1992). Self-motivation for academic
attainment: The role of self-efficacy beliefs and personal goal setting. American
Educational Research Journal, 29(3), 663-676. doi:10.3102/00028312029003663

91

APPENDIX A:
COLLEGE STUDENT EXPECTATIONS QUESTIONNAIRE (CSXQ)

92

93

94

95

APPENDIX B:
IRB HUMAN RESEARCH COMPLETION CERTIFICATE

96

ABOUT THE AUTHOR
Denise Darby attended the University of Tampa and earned a Bachelor’s degree in Arts
Management. She then attended the University of South Florida, earning two Master’s degrees –
the first in Public Administration and the second in Management and earning a Ph.D. in Higher
Education Administration. Denise had a career in arts management prior to her career in student
affairs. She currently works in human resources.

