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_ABSTRACT . \
v

.4‘ -

This study makes use of a longitudinal survey of students whg/égre
high school seniors in 1972 (National Longitudinal Study of the High*School

Class of 1972), including only those who entered an academic program in a

two- or fouf-year college by Fall, 1974, By merging with the individual

survey data information on the institutions of higher education they attended

in their first year, analyses could be done to examine the effects of the

nature of the college/university attended on educational attainment,

achievement goals, and occupational attaimment —- net of relevant individual
predictors (such as social status, academic preparation, and early goal levels).
Two sets of college/university variables are utilized. The first is a set of
categories based on control (private/public), and level (university, four-year
college, two-~year college). The second includes measures of more specific
dimensions of institutioms, including ability, Socio-economic status, gender and
ethnic composition; percent of students who are at the graduate level; percent of
major areas that are vocational (1.e., not liberal arts/sciences): percent of
students who live on-campus and who are not full-time students; size of _
enrollment (graduate and undergraduate combimned); expenditures (general and
educational) per student; and tuition/fees cost per year. The analyses control
for the effects of individual work, residence, full versus part-time attendance,
and marital status during the first years of college. A set of factors that
might account for any effects of higher educatfon characteristics is also
included. It includes measures of early academic performance {n college,

contact with faculty members, and general feelings of satisfaction with college
life. The analyses {ndicate that fnstitutioms do vary widely in educational
outcomes (and to a lesser extent occupational outcomes), but that much of this
between-institution variation can be traced to differences in the students who
enter varying kinds of colleges, and to their greater or lesser involvement with
the student role during the early years of college. However, some significant
etfects of inst{tutions do exist, net of individual selection/recruitment/
involvement factors, In general, more academically selective, smaller, less
vocatiaonallv oriented colleges, with high levels of structural integration

have positive effects on student attainment. In additfon, colleges with larger
proportfons of low SES and minoritv students (which seem to be private four-year
colleges)have generallyv positive effects, partly through more lenient grading
standards which encourage persistence of students. Expend{tures per se ( a
frequently used measure of "quality" of colleges) did not have overall positive
ef fects on student attainment. Two-year colleges, as has heen noted in a number
of other studfes, had the most negative effects on student educational attalament.



Introduction

One of the major developments in postsecondary education has been the
increasing number and diversity of types of institutions. As a nearly "pass"
form of higher education has evolved, withi a majority of high school graduates
eventually continuing to some form of higher education, there has been a
corresponding . increase in the diversity of institutions, in order to
accomodate the greater variation in student background, skills and goals \ )
(Trow, 1961). Inocreases have been strongest in vocational/technical schools,
two-year community/Jjunior colleges, and in less selective public colleges.
Corresponding incresses in the diversity of students in postsecondary
education are also evident, with an increasing mumber of lower SES, minority,
female, and older students. An increasing number of students also work full
or part-time, commute to campus, are married, and are enrolled only part-time,

This expansion and increase in the diversity of institutions is sometimes
cited as evidence of increasing opportunity for social mobility, especially
for lower SES and minority youth. It is clear that many students who would
not have continued their education beyond high school in pravious generations
are now able to do so. However, this does not necessarily imply that there
has been an increase in equal opportunity. Just as the development of mass
secondary education led to hierarchical differentiation within secondary
schools, the development of "mass® higher education bas not meant simply the
expansion of the \ber of traditionally structured oolleges and universities.
Instead, there ha:u%? hierarchical differentiation, as new types of
institutions developed\ and others grew or declined. A number of studies
confirm that the simple expanaion of higher education is quite consistent with
little or no change in rates of social mobility for students (Mare, 1981;
Bowles, 1972). It is not only the distribution of education that affects
social mobility, but the allocation of students to different forms of higher
education, and the oonsequences of that allocation for progress in the
educational "contest™ and for later occupational attainment. Higher education
may act ‘simply to mintain or strengthen the effects of ascriptive statuses on
status attainment of entrants. The variety of institutions available tq
students may only be a sign of "submerged class conflict® (Karabel, 1972;
Bowles and Gintis, 1976). Thus an important question for research is whether
entry into different kinds of postsecondary institutions does have an impact
on students'’ educational and occupational achievements, independent of
confounding factors of differential selection/recruitment of students into
schools. A sscond corresponding question is whether there is differential
selection into these varying institutional types based on ascriptive statuses,
This study examines the effects of wvarious institutional types and their
organizational features on students entering higher education in the early
1970's - a time of rapid growth, especially in the public asphere.

Review of Literature .

Moat of the more scphisticated studies of college effects have found that
about half of the total association of college variables with student
attainmments can be attributed to differences between students
selected/recruited into different kinds of colleges {Astin and Panos, 1969;
Kamens, 1971; Wegner and Sewell, 1970; Alwin, 1976). Controls for
socioceconomic statua and academic ebility seem particularly necessary, since
they are related to entry to two-year versus four-year eoileges. to collége
selectivity, and to public versus private control (Folgey, Astin and Bayer,
1970; Peng, Bailey and Eckland, 1977; Alwin, 1974; Alexander and Eckland,
1977). Despite controls for these factors , most studies have found small
remaining effects of college characteristics. Studi s examining all entericg



students (rather than graduates only - a common failing of older studies),
have found consistent effects of college variables on rates of attrition
(Folger et al., 1970; Astin, 1975,1977). As one might expect, this also
results in oollege effects on the likelihood of education beyond the
bachelor's degree (Spaeth, 1968; Alexander and Eckland, 1977). Some evidence
bas also been found of effects of colleges on occupational status and earnings
in l;ter years (Solmon and Wachtel, 1975; Sewell and Hauser, 1975; Spaeth,
1970). 4

Assesasing the oconsequences of diversity in higher. educational
institutions requires, of course, the specification of those dimensions on
which between-institution variation "makes a difference®. A number of
different approaches to determining these dimensions have been used. These
approaches can be classified into three groups: (1) use of typologies of
conventional institutional types (e.g., universities, four-year colleges,
tvo~year colleges; public, religious, other private); (2) varisbles based on
aggregated student behaviors, attitudes or perceptions (e.g., average
liberalism; average contact with faculty); and (3) organizational variables
(e.g., size, selectivity).

) brief summary of literature using each approach is presented to
indicate the rationale for the strategy used in this study.

Institutional typologiesa. Little consistency is found in the specific
typologies of institutions used by different researchers, though almost all
are based on combinations of control, highest degree, and curricular
offerings. For example, much of Astin's work (Astin and Panos, 1969 ; Astin,
1975,197T7 ) uses typologies, based on degree, curriculum, and control. Wegner
and Sewell (1970) and Alwin (197K), using data on Wisconsin high school
graduates, have used a typology specific to that state, with some categories
corresponding to single Wisoconsin institutions, and others to groups of
institutions based on control, degree and curriculum. Both Pace's work (1972
) and that of the Carnegie Commission on Higher Education (e.g., Carnegie
Commiasion on Higher Education, 1974) uses an extended typology based on
combinations of degree, curriculum, and selectivity. For exsmple, they
differentiate between selectivity and 1 tive liberal arts, selective and
general universities. The Carnegie typol is also subdivided by publiec
versus private ocontrol in some work.

This approach is valuabdle in somé ways. First, much of the process by
which students select colleges seems likely to be based on such fundamental
distinctions as control, curriculum, and degree structure. Seccnd, the
distinctions between ocommunity colleges, four-year libersl arts, four-year
universities, etc., also seem important because these institutionsl types vary
simul taneously on many organizational characteristics. Third, these
institutional types do have significant effects on student outcomes. The
primary category found to positively affect persistence, graduation, and even
income, is that of liberal arts curriculum (Astin and Panos, 1969; Alwin,
1978; Solmon and Wachtel, 1975 ). Private, including religious, colleges also
have somewhat higher persistence and gradustion rates, and superior
occupatignal prestige of graduates (Astin and Panos, 1969; Alwin, 1974;
Thomas, 1981;* Trent and Medskeér, 1968). Also, four-year colleges have
positive effectm on attainments oompered to two-year colleges (Anderson, 1981;
Folger, Astin and Bayer, 1970; Astin, 1971). Finally, selective universities
{public and private) seem to have higher persistence and graduation rates, and
higher income for graduates than “comprehensive" four-year state oolleges or
general liberal arta colleges (Solmon and Wachtel, 1975 ; Wegner and Sewell,

1970).
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Aggregated student response approaches. The most common approach using
aggregated individual responses is that of the several related "college

environment® or "environmental pressa® scales originelly derived from Stern's
College Characteristics Index (CCI) (Stern, 1970 ). Uaing 300 CCI ftems on
student perceptions of their college, Stern used factor analysis to derive
eleven first-order and five second~ order "press® factors, though he then
tended to focus on only an "intellectual™ and an "emotional dependency®™
factor. Using both "need® (individual self-reports of behavior/attitudes) and
*press® items, he found five sscond-order factors (expressive, intellectual,
protective, vocational, collegiate). These factors or ones similar in mature
have been used in many studies. Pace's related College and University
Environment Scale (CUES), used 150 CCI items and leads to factors of
practicality, awareness, propriety, community, and scholarship factors(Pace,
1969. Astin (1968) finds six factors: realistic, intellectual, social,
conventiomel, enterprisingg, and artistic. Astin and Holland (1961) cite
factors of intellectualism, aestheticism, status, leadership, masculinity, and
pragmatism. Astin and Panos(1969) include eleven factors : organized dating,
drinking, student employment, independence, cohesiveness, informal dating,
career indecisicn, permissiveness, concern for students, academic
competitiveness, and femininity.

Most studies of the effects of such variables concentrate on the "fit® or
congruence of individual personality and environmental press. This fit or
lack of it does not seem to be an important determinant of socio-economic
attainment, though it does affect deciasions to persist at a particular college
(Pace and Stern, 1958; Pace, 1962; Stern, 1963). The approach has been
oriticized for many reasons, especially when gated percaptions of college
environments have been used. The average has n termed an artificial
construct, especially in large ocolleges, where perceptions are more likely
determined by particular sudbenvironments. Use of parceptions as a proxy for
institutional characteristics assumes student accuracy, when they may actually
report rumor or stereotypes. In addition, the items included are a strange
mixture, chosen more on the basis of psychological theories of individual
adaptation or needs, than on sociological theories of effects of
organizations. However, some of the factors which emerge do seem to
correspond to organizational dimensions. For example, "community®”.
®cohesivenesa”, "protective™ revolve arocund a sense of interpersonal
closeness, which probably derives from structural factors like sixe and
residentiality. The common "intellectual® or ¥scholarship®™ factor prodbably
corresponds in part to organizational policies about selectivity fn admiasion,
and curricular requirements. Use of aggregate responses rather than
organizational variables also brings with it the problem of assessing the
distinction between true college effects and effects simple due to differing
individual student composition. Separating effects of the two processes
requires availability of both individual and group aversge responses for use
in analysis. This has not been met in many studfes.

Thus to a sociologist, it seems more legitimate to focus on the
organizational variables themselves —— either with direct measures, or where
oeceasary with proxy measures derived from aggregating individual~level
var{ables. However, with the latter, it is crucial to try to separate the
true contextual effects from simple compositional differences.

Quite a bit of research on the effects of organizationasl/contextual
variables does exist. The most commonly used factor {s that of selectivity
{or ability composition). Numerous studies have established that atudents in

more selective institutions,controlling individual ability, receive lower
‘ t
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grades, but are\higher in persistence, graduation, entry to graduate achool,
and achievement 8. For later occupational/income attaimments, evidence
ssems to show that ectivity is more important in higher status occupational
groups (Tinto, 19775 Perucci and Perucci, 1970). Another ocommonly examined
factor is one genefally termed "quality®. While it is sometimes used
interchangeably wjth selectivity, most researchers use "quality” to refer to
quantity or mat of certain educational resources. Indicators have included
percent of faculty with doctoral degrees, income or expenditures per student,
r student, faculty-student ratios, research grant income, and
faculty salariés. Studies have been inconsistent, but some have found small
positive effécts of quality (or affluence) on educationsl and ocdupetional

* outcomes (Kamens, 1967; Kamens, 1971; Astin, 1962; Astin and Panos, 1969;

. Wegner, 196T; Rock, Centra and Linn, 1970 ;Solmon , 1973 ; Alwin, 1974).
While a number of other organizationsl features have been cited as
thecretically important, few other variables have received adequate attention
in research. A few bhave examined the effects of size, but results are not
consistent. Astin and Panos (1969) and Rock, Centra and Linn (1970) generally
find size to be inversely associated with socio-economic attainments (though
Rock, Centra and Linn note that only where income per student is high are
small colleges higher in attainments than large colleges). However, Kamens
(1971) and Thomas (1981) report no such advantage for small colleges. Astin
(1977) found positive effects of size on salaries of graduates who became
teachers, and on learning of technical skills (like computer use), but
negative effects on general cultural knowledge, student-faculty relations,
student satisfaction (in most areas), and involvement in oollege life and
extracurricular activities.

A related factor is that of cohesion of the faculty/peer environment. .
Astin and Panos (1969) and Astin (19T77) report positive effects of cdhesion on
persistence, while Solmon (1973) reports positive effectd of faculty/student
ratios and income of students. Astin and Panos (1969) also report that
colleges with high rates of student employment (perhaps an indicator of low
cohesion) have lower perasistence and attainment.

Despite the lack of research, theoretical statements do provide some
suggestions which might dllow integration and extension of these
organizational variables.

First, it is necessary to assess the relevance of possible variations to
socio-ecconomic attainments. It fis clear from previous research that many
factors have significant effects only on specific outcomes. For example,
college religious affiliation affects certain moral values and religious
participation (Pace,1972). Therefore, we should try to isolate only those
dimensions most likely to affect such outcomes as academic performance, plans
for further education, and achievement goals. While factors such as
psychological fit may be important for persistence in a particular school,
thay do not generally seem important for overall educational and occupational
attajirment.

Kamens ( 1971) suggests that institutions which believe they produce
special leadership or corporate elites (such as prestigious universities, or
wealthy liberal arts schools), are more likely to maintain certain
organizational features which may actually affect student attaimment. These
features include: selection rituals at entry and early in the college career;
residentiality; small size and low complexity (at the undergraduste level); a
focus on & broad, common libdberal arts curriculm, with low vocationalism and
specilalization; singie sex composition; and rural, isclated location.

Socio-economic composition, as an indicator of the typical occupationsl




destination and origin of students, has also been discussed in oconflict theory
descriptions of the educational system. High SES institutions are described
as institutions designed to ensure the tracking of their students into
educational success and elite occupations, while institutions for lower SES
students are designed to fail large numbers of ‘students, and track them into
lesa prestigious, lower paying occupational slots (Karabel, 1972; Bowles and
Gintis, 1976; Collins, 1971). )

Feldman notes the importance of exaipning such social organization
disensions as control, status, goals, bureaucracy/complexity, density and
cohesivenesa. Astin (1962) also focuses on size and curricular variety,
homogeneity (percent of students oconcentrated in a few major fields), and a
"realistic®/technical emphasis rather than intellectual orientation, as well
as general affluence in resources.

From 'these diverse theoretical statements, & number of potentially
important organizational dimensions emerge rather eonaiatcn&ly:

. predominant goals/objectives of institutions

2. ability composition/seleotivity

3. SES (and ethnic) composition

R. aize and diversity or "bure»ucratization®

5. oohesiveness/integration

In addition, basic institutional type seems important as socially
meaningful categories that vary on all of the above dimensions. These can be
seen as a set of causally prior wvariables whose effects are explained bdy
specific organizational variables.

A Causal Model of College Effects.

Despite advances in samples and analyses, a mmber of common flaws in
research on college effects can be found. First, a number of studies exclude
non-graduates. This clearly ignores the importapee~dr differentisl attrition
rates between colleges. 3econd, many studies use the last college attended
rather than the first. While doth can provide useful informetion, studying
last college only ignores effects of first colleges attended on students
careers, and may lead to confusion in causal ordering. Third, msany studies
have axcluded students who attended graduate/professibdnal achools (Alwin,
1978). This can lead to a lack of attention to the effects of undergraduate
colleges on decisions to get further education, and to underestimation of
college effects on occupational status. Fourth, most studies have excluded
two-year colleges, even though they are a rapidly expanding part of our
educational system.

Finally, studies have been characterized by a lack of theoretical
development. This is seen in many aspects of college effect studies.
Researchers have been overly concerned with whetheg an arbitrarily chosen set
of college variables does or does not have net effects on students. These
studies tend, as seen above, to either use a single measure assumed to
correspond to "quality®, or to use a large number of indicstors of unspecified
dimensions of colleges. A number of studies using the latter atrategy then
use stepwise regression, allowing a computer program to pick the "important”
college varisbles. Researchers have generslly fajiled to specify why certain
dimensions might be important theoretically, or how these dimensions might
come to affect astudents. That is, there has been little attention to
processes of change. This can be seen in the restricted use of intervening
variables i{in models of college effects, despite the concurrent focus on
complex path models of the individual determinants of educatfional outcowes
(Cf. Bean, 1980; Munrc, 1981; Pascarella and Terenzint, 1981; Terenzini and
Pascarella, 1977, 1980). 1In psrt this has bean due to the frequent use of




cross-ssctional data or on short-term follow-ups in college effects studies.
Most rely on retrospective data about colleges attended and experiences during
the college years, and analyze cutcomes at a single point in time. This leads
to 2 lack of attention to intermediate jXocesses and ocutcomes. The lack of
theoretical development in the area also be seen in the exclusion from
models of other young adult experiences which might be correlated both with
sducational experiences and status outcomes, such as early work experience,
marriage, or residence. .

The previous discussion has indicated some of the crucfal college
dimensions for analysis, and the important elements in a causal model for
analysis of college effects. First, it is clearly necessary (as most dies
acknowlege), to control for individual selection/recruitment variable ~;:4ch
are correlated with ocollege characteristics, and affect educational and
occupational outcomes. This study includes controls for socio- economic
background, racs,religion, gender, ability, high school achievement and
curriculum, early educational goala, and parental aspirations., Second, it is
especially necessary to separate true contextual effects froa simple
between-college differences in student experiences (such as residence on or
off-campus, marital status, employment, and part- or full-time student
status). While these individual experiences may be in part structured by
colleges, they cannot in and of themselves be called "college effects®™.
Finally, it is important to specify a causal structure among outcomes
themselves -~ to indicate interveming processes in college effects more
precissly. This study focuses on the following intervening variables through
which college varisbles might act: academic performance, satisfaction with
college, and oontact with faculty. In addition, in order to see if
differences in actual attainment can be linked to changing goals, both
educational and occupational goals in the postsecondary years will also be
examined as outcomes. That is, the model assumes that much of the impact of
college characteristics can be traced to changes in goals, differences in
performance, and differences in integration into the college enviromment.
This follows a general trend in literature on college attrition and
graduation, focusing on the importance of both commitment to a specific
institution and commitment to traditional academic attaimments and
professional occupational goals (Tinto, 1975). It is hypothesized that more
selective institutions, with more socially elite populations, oriented toward
preparation for graduate work and professionsl careers will tend to increase
students' academic attainment and occupational prestige (though they will alsc
lower relative academic performance through the "frog~pond® effect). Small
colleges, low in buresucratization, high in integration, will tend to incresse
studenta'’ relative academic performance, and lead to higher rates of
persistence and graduatiop (though not necessarily attendance at
graduate/professional schools or occupatiorndl attainment). Large, diverse,
buresucratically organizéd colleges will tend to lower student performance,
satisfaction, integration, snd thus educational attainment. The main effects
on occupational outcomes are seen as consequences of “charters®™, associated
with high resources, high selectivity, and tiigh socio-ecoenomic composition.

The basic causal model proposed is shown in Figure 1

Figure 1 About Here
Methods

SARRLe
This study uses a subset of the National Longitudinal Study of the High

School Claas of 1972 (Levinsohn et al, 1978). Only entrants to two- or
four-year colleges, in academic curricula (see Eckland et al, 1979 for
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operationalization), by the Fall of 1974 are included. In addition, only
respondants to at least the base-year and first follow-up surveys are
utilized. The resulting maximum number of cases for analysis is 7376.
Response rates for the follow-ups have been quide high, and are likely higher
for college attenders than other groups (see Levinsohn et al, 1978 for
description of follow-up procedures and specific response rates). OQut of
respondents to the base year survey, over 93% completed the first followup
questionnaire.

Moasurement of Individual Student Yariables

Background yariables. - The following variables were chosen as controls
for the analysis of college effects. They were selected on the basis of both
preliminpary analysis and previous literature. All of these variables are
taken from the base-year NLS survey. Socio-economic status is measured by
four separate indicators: father's education (FAED), mother's education
(MOED), father's occupational prestige score on the Duncan SEI scale (FOCC),
and family income (INC). The student's race is represented by a dusmy
variable (BLACK), with blacks scored as 2 and whites as 1. Gender is also a
dummy variable (MALE), with males 2 and females 1. Religion is represented by
two d variables — chosen by preliminary apalyses. The variables are
Jewish ( , and Catholic (CATH), and the omitted comparison groups thus
include Protestant, other Christian, other and none. Three measures of
academic pneparation are used. Ability (ABIL) is the standardized sum of
scores on the reading, letter groups, math, and vocabulary subtests given with
the base-year questionnmeire. High school program (HSPGM) is a dummy variable
contrasting non-college (2) with ocollege preparatory (1). High school
achievement (ASGPA) is a measure of average grades in high school, taken from
the school record form, with missing data estimated by student self-report
data. Two indicators of achievement aspirations in high school are included.
Educational plans (EDEIP) refers to the level of education the student /
actually expected to attain, with missing data estimated from levels of
aspirations. The Duncan SEI score for occupational plans (OCASP) was also
used. In addition, the study includes a measure of academic self concept
(ACSC). It refers to the student's confidence in ability to do well in
college. Finally, a measure of parental aspirations (PASP),constructed by
averaging student reports of the level of education desired by mother and
father was used. .

A final control varisble is necesssry because of the inclusion of both
immediate and delayed college entrants. While some studies have shown that
determiments of educational performance and attainment are aimilar for the two
groups (especially when the delay is only one or two years), it is necessary
to control for the main effects of delayed entry on outcomes. The variable is
a dichotomy (DELAY) of whether the student enter late (1),or immediately after
high school(0).

Post-high achool role inveolvements, Four factors dealing with individual
level of involvement with the student role and other potentially competitive

roles are included as controls {n a second stage. Marjital status (MS) is a
dichotomy for currently married or not at the time of entry to college. Hours
of employment(HRS) is the number of hours per week worked in October of the
year of college entry. Rasidence on-campus or off-campus{CAMPUS) ia also &
dichotowy. Finally, classification as a full-time or part~time student (FTPT)
is used,

interveping collexe experience yariables. Three measures of the
experiences of students in the college setting are included. College academic
performance (GPA) refers to average grades in the first year of college

*
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Faculty contact is a simple measure of whether the student reports they know a
faculty member well enough to ask for a letter of reference or recommendation
(FAC). Oversll level of satisfaction with college experiences (CSAT) is
determinsd by average ratings of saveral aspects of the college and one's life
thers, on a one to five ascale.

Educationa) Qutcomes. Since the primary concern of this research is with
effects of college experiences on traditional educational attainment, all
dependent variables refer to the smount of sugh attainment in the years after'
college entry. The study does not look at vocational education, or other
nontraditiomal training. A4 number of variables were initially examined. The
following were chosen for more extensive analysis, The first i{s a measure of
whether the student persisted for at least ope year in an academic program in
a two or four-year college (P2). Again, this does not refer to peraistenee-nr’
the same college, only to persistence in some college. Preliminary analyses
ashowed a pattern of increasing magnitude of the effects of initial college on
persistence from the second to the fourth year after college entry. However,
mahy studies have indicated that the greatest point of attrition is in the
first year. Therefore, this variable has importance for comparability to
other research. Rather than examine each succeeding year, a second weasure of
attaimment is used for sis - attainment of a bachelor's degree (BA) by
1979 (seven years after high school). College impacts seem to ateadily
increase from second year persistence to fourth year, with even stronger
effects on degree attaimment. In addition, a susmary measure of the mumber of
years of college completed by 1979 (EDATT) is anslyzed. The final measure of
educational attaimment refers to whether the student had entered a graduate or
professiomal program at the post-baccalaureate level (GRAD) by 1979. A
measure of academic educational goals (ED79) is also analyzed. It measures
the level of college education the respondent expected to complete, and it is
taken from the 1979 questionnaire. Through this one can see if long term
plans far education are as greatly affected as early attaipment levels.

Occupational Qutcomes. To explore the long term effects of where one
begins a college education, s mmber of indicators of characteristics of the
respondent's occupation are aiso examined. For these analyses, only those
students who were working for pay in either Fall 1978 or 1977 were used. All
measures are taken from the fourth follow-up, and refer to the last job held
(1978 or 1977). All college entrantd are eligible for these analyses; the
fact that students did not graduste, or that they are atill emrolled in
college dfd not lead to their exclusion, if they were also employed. Later
analyses will refine these, #nd focus only on graduates, and only on those not
currently enrolled in the fourth follow-up. The measures of ococupational
status include, (1) average pay per hour (PAY)- calculated from pay per week
divided by bours woarked per week; (2) Duncan SEI score of job (SEXI); (3)
closeness of supervision by others over work, on a scale of 1 to 5 (SUBORD) ;
(8) the degree to which the job entsils work with "THINGS", “PAPERwork"™, and
®IDEAS®, each on & acale of 1 to 4. The final occupational cutcome is a
measure of the type of occupation the respondent thought he would hold at age
30, in broad occufational categories (0CC79). The categories were ranked by

! typical SEI level, from unskilled labor to high professions. Responses of
b= housewife, military, or unemployed were declared as missing. These indicators
give measures both of very early levels of achievement, and of the probability
of movement upward. .
Lollege Yariables
The NLS surveys include F.I.C.E. codes for higher education institutions
attended by the eS'llese entrants at each point in time. These analyses
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utilize only the first college attended (which could be 1972, 1973, or 1974).
Through a match-merging process, data on the first institution attended were
sdded to the student record. Data on institutions were taken from two
machins~-readadble sources, which themselves include data from American Council
on Education surveys, HEGIS, HED and other federal databases. Wherever
poasible, misasing data from one source was estimated using data from ons of
the other sources. The two machine-readable institutionsl files are Tenison
(1976) — prepared for the College Entrance Examipation Board, and Carroll
(1979) -~characteristics of postsecondary education prepared for the Office of
Education. The Tenison file includes matched data for institutions attended
by 73% of those who claimed they were in postsecondary institutions in 1972 or
1973. The Tenison file includes primarily traditional colleges and
universities. The Carroll file has wider coverage — including all
postsecondary institutions., However, since this analysis deals with studants
in academic programs, most of those institutions are inappropriate. In
addition, many of these did not have F.I.C.E. codes, and thus could not have
been merged with NLS data. Therefore, only the cases from the Carroll file
that had F.I.C.E. codes were included for merging. This latter file contained
5975 institutions. The Tenison file included only ¥139 institutions, a subset
of the Carroll file. Dats from the ssaller file was added to institutions in
" the larger file, and attempts were made to derive msasures of all desired
variables. Measures were chosen based on theorstical relevance, extent of
institutional coverage, and data Quality. Where posaible, missing data were,
estimated using aimilar measures from another source. Measures with too much J
overlap with other measures, measures with little variability, measures with
obvious problems (such as many clearly out of range scores) were excluded in
the preliminary stages of the research. Some composites were either already
constructed in the data sources, or were crested from similar indicators of
concepts.
The following measures were kept for poasibdle use in analysis:
Institutional type
1. A set of dummy variables for private university, private
four-year college, private two-year college, public university,
public four-year college, with public two-year college as omitted
comparison group. The indicator of level (two, four, university)
is based on the Higher Education directory classificationa.
Four-~year colleges are those offering at least four-years of
post-high school work, granting baccalaureate or equivalent
degrees. Universities are those with considerable emphasis on
graduate instruction, with at least two professional schools not
exclusively technological in character. Two-year schools are
those offering only associate degrees, certificates, and
diplamas, below the baccalaureate level. Public includes
institutions under federal, state, or local control. Private
imtludes both religious—~affiliated and other private collages.
Ability composition .
Selectivity - mean SAT score of freshmen class
. Social composition
composite SES score from Carroll (1979) - trichotomy based on
parental social status, financial atd, correlated variables
percent of part and full-time students with family income LT
6,000 Originally coded in decilés, recoded to the median of the
X decile range.
3. percent of freshmen class of minority group. If missing, and

12
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ontegorized as one of- 105 *traditionally black" imstitutions,
value wvas set equal .to 1008. Also recoded from deciles to
’peroentqoa using the median of the range.
* 'Size and diversity
1« Total opening fall enrollmenty undergraduste and gndunto. with
missing data es ted from a composite size ipdicator from
Carroll (1979) -

* 2. number of majdr areas offered
. Integration

1. pcroont of alli students enrolled part-time Constructed using
Tripartite daja on nombers of full-time and part-time
undergraduates and graduate students. Missing data estimated

" using a decifls score for the parcent of half-time students from
Carroll(1979).
2. percent of all freshmen c-ploycd
. 3. percent of all freshmen living on-csampus
Organization aoal orientation

1. Liberal arts ocollege -

2. peroent of all majors offered in vocational areas, with
voocatidnal defined as any area ot.hgp/ than liberal arts and
natural sciences/mathematics. This includes areas like business,
engineering, education, trades, and other applied programs.

3. percent of all students at graduate/professional level

N. ranked as leading research university (Carnegie Co-nisaion,

1973)

-

. Resources -
¢ 1. oombined tuitfion /fees cost (undergraduate)
2. educational/general expenditures per student
Obvioualy, this is still quite a large set of college macterisucs. ~
In an attempt to further select or combine indicators, both exploratory and
¢~ ' confirmatory (Joreskog, 1982 ) factor analysis procedures were used. * Simple
Vo explaratory factor anslyses of this set (and of larger sets in earlier
stages), using primeipal components analysis with orthogonal rotation,
indicated the existence of four independent factors. The firat has a positive .
loading for percent living on campus,‘'and negative loadings from vocational
majors and percent half-timse. This could be termed an "integration® factor.
The second has positive loadings for size and mmber of different majors
offered, corresponding to a theoretical factor of bureauvcratization and
complexity. The third factor has high positive loadings for percent gaduate
students, expenditures, cost, and average SAT. This sounds closest to what .is
generally termed "quality®. The fourth factor has positive loadings for
composite SES and average SAT scores, and negative loadings for the percent of
low-income students, and percent minority group students. It thus corresponds

best to a general socio-economic compositon factor. )
However, when confirmstory factor analytic methods were spplied, this

four-factor model did not appear to rit the data as well as those specifying
more factors. Given the large sample size, it is difficult to find a
measurement model which fits the data well at the standard criterfon of a
likelthood ratio chi-square equal to the degrees of freedom (Bentler, 1982).
However, comparison of models and their differences in ratios of chi-square
values to degrees of freedom is suggested as a useful test of comparative fit
of models (Bentler, 1982). A single factor model ("quality®™), two factor
wodels, and three factor models were all inferior to the four factor model,
using this criterion. The four-factor model first tested was derived from the
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eXploratory factor analyses. However, each variable was-gconstrained to load on
only one factor, and factors were allowed to be oblique rather than
orthogonal. SAT scores, expenditures, costs, graduate students, research
university, and vogational mmjors (~) were allowed to load on the first
factor, composite SES, low income(~) and minority students (~) on the second,
size and pumber of majors on the third, and liberal arts, percent on- campus,
peroent part-time(-), percent employed (-) on the fourth. This four factor
model was the best-fitting compared to mmerous other variations on a
four-factol acheme. Attempts wers made to improve the fit dy freeing
parameters representing ocorrelated errors in the indicators of oconcepts.

ever, better fits were obtained by increasing the nmumber of oblique

tors, and allowipg asome variables to represent perfectly msasured aingle
factors. The separation of SAT scores from the remaining "quality”™ variables
dramatically hproved fit, as did the separation of graduate students and
vocationmlism.

For regression analysis of the total sample, the oontimtory factor
models wvere used as a guide in the selesotion of variables for the college
characteristiocs stage of the causal model. Later analyses are planned to
sctually incorporate the confirmatory factor model into the structural model,
using the LISREL program. The variables used in the analysis include both
*"resource” measures -- axpenditures and tuition. These were both incorporated
because of their differing theoretical meaning. -While expenditures seem
closest to an actyal indicator of ‘the quality of resources for students,
tuition costs can be seen as ap indicator of the costs students must incur to
remain in ocollege. The percent of students enrolled part-time was kept as the
basic indicator of average student integration. Analyses substituting the
percentgqof students living on-csmpus (which had greater missing data)
indicated similar patterns in the opposite direction. The percent of students
emplgred was dropped because of relatively large problems with aissing data,
and Pecauss of overlap with the half-time variable. Both the perdent of '
minority and low SES students are used, because of their importance to
conflict theory views of «olleges, and their policy implications. SAT
vas kept as the best indicator of ability composition. Size is used as
basic measure of organizational bureaucratization. HNumber of majors is an
indicator of diversity of options available to students. Percent vocational
majors and percent graduate astudents are kept as measures of the vocational
versus traditional academic emphasis of the institution.

Findings

Table 1 shows the matrix of correlations between the selected college
characteristics, using the student as the unit of analysis. Note that the
mosat equent;ly studied dimension -- ability composition -~ is measured by
average SAT scores. The matrix indicates that colleges high in ability
composition also tefid to have higher educational expenditures, bigher
tuition/fees rates, fewer lower SES, minority, and half-time students, more
graduate student;. are larger in size and diversity of major areas {but with
proportionately fewer vocational majors. Yet this does not neceasarily mean
that the desirable strategy for abalysis is to use a scale of "quality" or to
use SAT level alone.

v Table 1 About Here

Table 2 indicates the variation in college organization and composition
by basic institutional type. From this, it is clear that college types vary
substantially in almost all of the characteristica. The patterns are quite
similar across variablea. Private institutione sre generally higher in
"quality®, as defined by fesources, cost, composition, and integration,

!



‘resources and costs, larger in size, with graduate

A
12

compared to aimilar public institutions. The same is true of universities
compared to four-year colleges. Two-year colleges, especially public
oontrolled, are generally lowest on all quality factors. The major exceptions
to these patterns involve sixe and diversity of major areas. The largest and
most diverse institutions are the public colleges and universities.

Table 2 About Here

Tablo 3 gives important information on the extent of between—college type
differences in student background.: This information is crucial to this
resedrch. Two important issues to be considered are whether colleges act to
transmit the effects of student social status, and whether college effects
exist controlling for sslection/recruitment processes causing between college
differences in student characteriatics. Table 3 presents a multiple
regression analysis in which characteristics colleges were regressed
aimultaneously on all of the individual backgrnound variables. Ve seen that
individual background explains from 8% to 21f of the wvariation in the nature
of the ocolleges students entered. The greatest effect of background is on the
traditional selectivity variable.

Parental education seems to be the most influential of the aocio-ecom-ic
variables. Both maternal and paternal education have more consistent effects
than either father's occupation or income of the family. Overall, higher SES
students do enter institutions with greater resources, higher ocosts, higher
SES and ability composition, fewer minority students, and fewer half- time
students. The institutions they attend are also larger, with more diverse
curricula (though not vocationally oriented curricula), and with lar
graduate programs.

Black students enter institutions which are higher in cost and
axpenditures (due to greater attendance at private colleges), with fewer
half-time students, fewer voocational major areas, and more graduate students.
However, these colleges are also lower in SES and ability composition with
large black student populations. Catholic students tend to enter larger
ocolleges, with graduate programs, higher resources and costs, less
vocationalism, and higher SES and ability composition, oompared to Protestant
or other students. However, thess institutions do have ®ore minority students
and more part-time atudents. Jewish students enter lleges with greater

ograms and without
vocational ma jors, with high SES and ability compogition. Male and female
students differ little in college selection. The only aignificant differences
are male attendance at schools with higher expenditures and more graduste
students. Overall, father's education, race, and being Jewish cause the *
greateat variations in ocollege selection.

Tho influence of ability, high sachool grades, and high school curriculum
are also strong. High ability students, with good past achievement, and in
college prep programs, tend to enter schools with higher resources, greater
integration despite larger size, less vocationalism, more graduste programs,
and higher SES and ability composition. Academic self concept and educational
goals seem to have little independent impact on college selection. Students
wth higher occupational goals do enter more selective schoola with higher
astatus composition, more major areas and larger graduate programs. Parental
aspirations have a modest impact. Students coming fram families holding high
achievezent aspirations for them seem to enter colleges more likely to fulfill
those aspirations ~~ greater resources, greater size and diversity, greater
integration, graduate education-oriented, with high integration.

Fimlly, delayed entrants to college do differ in the nature of colleges
attended. Late entrants tended to ead up in colleges lower in cost, with gore
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half-time students, more vocational majors, despite fewer majors overall, and
lower in selectivity. .
Table 3 About Here

In Table &, the gross differences in educationsl outcomes of students who
entered different types of colleges, and colleges varying in specific
characteristics are shown. The figures for college type are a dummy variable
regression, with pub.urg:o-mr colleges as the amitted ccmparison group.

The value of a representa the dependent variable mean for two-year colleges.
The unstandardized ocoefficients for the other categories represent differences
betveen each type and the comparison group. The explained varianoce represents
the total variation in ocutcomes that can be attributed to ocollege types. The
numbers of specific college characteristics are the simple bivariate
correlation coefficients. Table 5 shows the fdentical figures dealing with
occupational ocutcomes. From these two tables, the following generalizations
can be made:

1. Bitrants to private rather than public, university rather than
four-year, and four-year rather than two-year institutions are higher in
educational outcomes and achievement goals, occupational status and pay, and
are more likely to hold jobs involving work with pdper and ideas than things
No signifiocant differences sre seen in authority \]

2. Entrants to institutions with higher expenditures, higher costs,
larger asize, greater diversity of offerings, less vocational orientations,
vith lower proportions of low SES, minority, and half-time students, and more
high abilty and gradusmte students, also have higher educational outcomes and
achievement goals, higher pay and occupational status, less work with things
and more work with ideas.

3. The effects of colleges on educational outcomes are stronger than
those on occupational outcomes.

Tables X3 and 5 About Here

A theoretical Justification was given above for the inclusion of a set of
variables representing the smount of involvement in the student role versus
other’'roles. In Table 6, the relationships of college type and
characteristics with marital astatus, hours of employment, place of residence,
and full versus part-time school attendance are shown. For colleges type, the
figures given are once again the dummy variable unstandardized regresaion
coefficients, with public ocommunity colleges as the cmitted group. The
figures far college characteristios are standardized bivariate correlations.
These results indicate that three of the four indicators of atudent
integration into the student versus other roles are substantially correlated
with type of college entered. Marital status does not wvary significantly
between colleges. Residence on-campus is least likely at two year colleges
and most likely at private universities and four-year colleges. Campus
residence is also higher where expenditures and odsts are higher, where
greater diversity in majors exists, where academic ability is higher, where
there are more graduate students, and where most students are white, higher
SES, full-time, and in academic curricula.

Employment, conversely, 1s highest at two-year colleges, and lowest at
universities-~both public and private—, followéd by four-year schools.
Students work more at golleges with high proportions of lower SES and minority
students, ‘more half-time students, and more vocational orientations. Students
work fewer hours at schools with higher resources, greater diversity in
majors, with graduate programs and high selectivity.

Students are more likely to be full-time at four-year colleges and

It
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universities than two-year schools. HNaturally, this variable is also
inversely correlated with institutional proportions of half-time students, In
addition, colleges with higher resources and oosts, more major areas but fewer
vocatiomml areas, more graduate students, and higher selectivity also have
more full-time atudents.

Thus it is necessary to control for these factors when assessing college
effects. While ocolleges may, through policies for student admission or
retention, try to limit student employment, residence, ;qi part-time status,
on the whole these are now individual decisions, and represent to a
substantial degree the level of individual commitment . to the student role.
Thus this research argues that these variables should be treated as an
additioml set of ocorrelated control variables, rather than as intervening
variables through which colleges affect students. However, so that one can
examine the effecta of colleges, including the component due to these factors,
equations are presented which represent “total® college effects with these and
other factors not ocontrolled.

Table 6 About Here

While residence, marital astatus, employment, and part-time status are
treated simply as oorrelates of college characteristics, the next set of
variables in the model represent intervening variables., These include oollege
academic performance, smount of contact with faculty, and psychological
integration into the college. Table 7 shows the effects of four sets of
post-high school predictors on these variables. The first column for each
dependent wvariable actually repressnts the results of two seaparate regression
equations. The ocoefficients for PRUNV to PBCOL —— the ocollege type dummy
variables (again in unstandardized form), represent the total effects of
college type, controlling for student background. That is, the equation
included only background variables and the ocollege type variables. The
coefficients in the same oolumn for oollege ocharacteristics represent the
effects of thase variables controlling only for backgroumd. The college type
varisbles were not included in the equations producing these results. The
explained variance for the collége type and background equation is shown below
the ocolimn, with that for eollege charscteristics and background below it in
parenthaeses. Standardized coefficients are presented for college
characteristics. The second equation for each dependent variable added both
aollege type and college characteristics simul taneously, again with background.
controlled. The third equation adds in the atudent role integration
variables. This format is followed in all of the remajining tables. -

From Table 7 we see that students receive lower grades {f they enter
four-year or higher institutions, especially public universities. The
disadvantage of public university and college students cannot be attributed to
differences in role involvement. In addition, where there are more low SES
and minority students, and in larger schools, grades of students are
relatively higher. Once again, this cannot be explained by student role
involvement. The only role involvement factor which does affect grades is
atudent status. Full-time students receive lower grades than part-timers.

Contact with faculty is higher at all private oolleges than public ones,
and is lowest at public universities. Faculty contact is also lower at large
schools, with more half-time and graduate students. The effect of half-time
student composition can be attribdbuted to differences in individual role
involvement. No oontextual effects beyond this are seen. However, role
involvemant, as expected does affect faculty contact. Unexpectedly, however,
full-time atatus, controlling for residence and employment, actually ham a
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negative effect on fuculty contact. Separate from this though, students
living on casmpus are more likely to perceive they know a faculty member well.

The general level of psychological integration (or satisfaction) is
higher at two-year private colleges and other private institutions than at
those under private control. The only significant characteristics of ocolleges
are their proportions of half-time and graduate students, each of which is
pegatively related to satisfaction. Once again, bowever, the effect of
half-time composition can be attributed to student role involvement and in
particular to its effects on student residence. Campus residents are
.significantly more satisfied with college experiences.

Table 7 About Here

In Tables 8 and 9 the primary results of the study are presented. Table
8 shows the complete and reduced form equation for the effects of college
type, oollege characteristics, role involvement, and college experiences on
educationsl attaimment and achievement goals. As before the first ‘column
actually represents two equations- the net (of background) affects of college
type, and the net affects of college characteristics, each set entered
excluding the other. The second column is the equation including both college
sets, the third adds the role involvement variables, the fourth college
experiences, Unstandardized coefficients are given for ocollege type and
standardized for all others. '

Parsistence to the ascond year. We first examine the measure of early 4
persistence i{n ocollege. First, one can see that persistence is highest at
public universities, followed by private oolleges, public oolleges, and
private universities. Persistence ia lowest at two-year oolleges. Among the
college characteristics, ability composition has a positive effect on
persistence, while percent of half-time students has a negative effect. Once
role involvement is considered however, these effects become insignifiqant.
However, evidently these factors suppressed two other aspects of co110$
effects. In the third and fourth equations, level of expenditures has a
negative effect on persistence, while percent minority has a positive effect.

In addition, unmarried students, those working fewer hours, enrolled
fir. time and living on~campus are higher in persistence. Finally, as
e ¢ .ed, students vwith higher performance, greater faculty contact, and
higher satisfaction are more likely to persist in oollege. Controlling all of
these factors though, it is the *poorer™ colleges with more minority colleges
that produce greater odds of peraistence.

Attaioment of bachelor's degraee. All four-year or higher oolleges are
superior to two-year colleges in degree attaimment. Private colleges are also
superior to public institutions, within each level. These college type
effects decline with the addition of college characteristies, though two-year
colleges remain lower than all others. Considering college characteristics
alone, degree completion is higher at colleges with lower expenditures, small
in size, but with predominantly full-time students, a diverse curriculum
structure with a more academic than vocational orientation, with higher
ability students. The effects of all of theme but diversity of currrc?a and
ebility composition remain significant controlling for role invqlvement.

Once again, there are substantial advantages for students who live
on-campus, who enroll full-time, and whe do not work or work only a few hours
8 week. Performance and faculty contact are again positive in their effects,
and their strength is greater than for early persistence. Performance is
particularly important , with an effect twice as strong as faculty contact.
Level of satisfaction is 8 leas important, but still significant positive
factor in degree completion.

Iy
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Educational attainment. Again there s a clear pattern of
differentiation in outcomes by college type, controlling for a variety of
student selection/recruitaent factors. Private institutions have positive
effacts compared to public schools.’ The most advantageous settings are the
private universities, and the most disadvantageous are the public community
colleges. However, controlling for the seat of college charscteristics, public
ocolleges actually have an advantage over similar private schools. The initial
positive effect of going to s private institution is due to differences in the
ocomposition and organization of these inatitutions. Of the college
characteristics, the following are associated with increased levels of
educational attainment: larger proportions of low SES students, smaller sixe,
fower half-time students, and fewer vocational majors. However, most of these
effects can be attridbuted to differenmces in student role involvement. Only

"having a lower SES compositon and greater integration (fewer half-time

students) remain significant positive factors in attaimment. As with other
aspects of educational attaimment, students who emroll full<l¢me, who live
on-campus, and who have lower employment levels have higher attainments by
1979. High academic performance, contact with faculty, and college
satisfaction also fncrease attainment. The effect of academic performance
seems much stronger for long-term attatinoment than for short-term persistence.
The effect is also greater than that for degree ocompletion, and i{s three times
as strong as that of faculty contact and satisfaction level.

Oraduate achool Attandance. Among this group of college entrants, the
nature of the first ocollsge attended has little impact on later entry to
graduate level programs. Thus either the specific decision to enter a
graduste program is one based more on individual background, or it is affected.
by later college experiences mome than early ones. It is also likely that
stronger effects would be seen if the populatioa were limited to oollege
graduates. However, at this point, our erest’ is primarily in the long term
effects of early enrollment decisions. ther work is planned to explore
effects of last ocollege attended and the ‘{gsue of greater effects for
graduates than entrants.

The results do show some advantage of private‘over pubdblic institutions,
and a continuing disadvantage of two-year college entry compared to all other
college types. Among the remaining post-high school variables, there are
significant effects. Students who work more hours while in schools and who
live off-campus are less likely to enter graduate achool in later years.

These effects remain significant even controlling for differences in
performance and integration into the odbllege. In addition,a positive effect
of full-time attendance emerges in the final equation. Finally, as predicted,
students with higher performance, greaster faculty contact, and greater
satisfaction are more likely to get some graduate education.

Achievement goals. Educational goals are most affected by basic college
type. The strongest pattern among these types is the clear disadvantage for
entrants to two-year colleges, and the clear advantage of entrants to private
universities. Two specific aspects of colleges have some impact as well.
Colleges high in ocosts, and those with a more academic than vocational
atmosphere (as in private universities) encourage higher educational plans
several years after entry. The advantage of private university entrants
continues despite controls for college characteristics, role i{involvement, and
college experiences. Students who are full-time and live on-campus, those
with high grades, and faculty contact, ar§ again superior in later egducitivnal
plans. The effects of grades and residen are particularly strong.

As with educational goals, occupational gosls are higher for thoae who

[



61 7

<«
enter private compared to public institutions, and are lower for two-year
ocollege entrants than all other types. However, the highest college type is
four-year private, rather than universities. ITwo college characteristic
variables are significant in the first equation: tuition/fees costs, and low
SES student composition. The positive effect of low SES composition is also
significant controlling college type, and seems in part to explain the
positive effect of private colleges on goals. Its effect is not diminished
vben controlling for role involvement and college experiences. However, these
latter factors are important once again. Student residence on-campus and low
employment levels lead to higher occupational gosls {n later life. In
addition, students with higher grades, and grester faculty contact and
integration tend to incresse goal levels over time.

Qocupational status. Table 9 shows the effects of colleges and post-high
school experiences on the several msasures of occupational attaimments. As
noted esarlier, these are for those individurls who were employed, even if
part-time, and even if Atill in school, as of 1978 (or 1977 if not employed in
78). At this point, by far the majority have left fuli-time school
attendance, and are estadblishing their early occupational careers. While the .
mature of this first job will probably show only a modest relationship to
later attainment, it may indicate the chances for upward job mobility. The
first occupational measure is the Duncan SEI of the job held in either 1978 or
1977. In the first column, the coefficients for the net total effects of
college type indicate that all four-~year or higher institutions are superior
to public two-year colleges. Among the four-year institutions, private
universities lead to the highest SEI scores, followed by public ocolleges.
Among the set of aspecific ocollege characteristics, only the percent of
h-.t(-u-o students and average ability ocomposition are aignificant. With both
college sets in the equation, only the percent of half-time studegts retains a
significant, and negative, effect. And, this effect declines once individual
role involvements are taken into account. Among the role involvement
varisbles, the crucisl factor seems to be residence on. campus. However, once
grades, faculty interaction, satisfaction and attainments are ocontrolled, the
impact of residence declipes, and the effect of amount of employment in the
firast year of ocollege becomes positive and sisnificant. Thus, independent of
all else, students who began their employment soon after high school have a
mild advantage in gaining » higher astatus job a few years later. Students
with high ocollege achievement, who had favorable ratings of their college
experiences, completed more years of educaton, and received a bachelor's
degree had higher atatus jobs. The most important factor was the oompletion
of a degree program. College axperiences and attaimments add much more to the
explanation of SEl scores than do college characteristics or role
involvements.

Amalysis of pay per bhour for employment indicates even lesser effects of
collegesa. The only college variable which is aignificant is, unexpectedly,
the size of the institution. Students entering larger schools have
aigniricantly higher pay than those from asmall schools. This effect cannot be
explained by differences in role involvements in the college years, by college
experiences, or by educational attaimment. However, the third and fourth
equations do indicate same importance of thase factors. Students who lived on
campus, and were part-time atudents in the first year, have higher paying
Jobs. These effects are partly explained by differences in college academic
perfarmance, satisfaction, and degree completion, all of which have positive
effects on pay level. Only about half as much variation in pay can be
aexplained by the wvariables i{p the model, compered to analyses of SEI level.

y
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Apalyses of actual characteristics of the work done by the respondent
show even smaller effects of colleges and college experiences. Students at
colleges with high proportions of part-time students are slightly higher in
degree of subordimation to others. No other college factors reach
significance in the model. Role involvement has only limited effects, with
students who warked wore in the early coliege years in jobs with lower
subordimtion. In addition, students who had good relations with faculty, who
enjoyed their college experiences, and who completed more years of college,
tend to have jobs with greater autonomy.

The mature of the work — things, paper, and ideas, will be discusaed
together. There do seem to be some effects of basic college type on the
mture of the job beld. Students who enter two-gear pudblic colleges later
bold jobs that deal more with "things®, and less with either "paper" or {
*ideas” than students entering any other kind of institution. On the other end
of the spectrum, those students who enter private.universities later hold jobs
that are far lower in "things®, and higher in doth "paper® and "ideas® than
students beginning in other contexts. There also appears to be some minor
advantage in "paper®™ and "ideas™ and disadvantage in "things" for students
entering: private four-year colleges compared to those in similar public
schools. However, the more prominent trends are those mentioned infitially.

It does seem that two-year colleges track students into Jjobs more
"blue-collar® in mature, while the elite private universities lead students
into white ocollar jobs, even this early in students' ocareers. While the.
advantage of private universities in the white ocollar indicators remains even
with oontrola for other college‘wxperiences and role involvesments,
betwveen-type diff'erences in "things"™ disappear with other variables in the
equation. Two college characteristics affect degree of work with things: the
percent minority (a negative effect), and percent half-time students (positive
in direction). Thus students entering black colleges are less likely to enter
blue-collar jobs later in their careers, while students at colleges low in |
integration are more likely to do so. In addition, with controls for late
educational experiences, the percent of low-income students also emerges as a
positive and significant factor in determining amount of work with things.
This effect of low SES students also appears in analyses of”hl!i‘z of work
with paper. Students from low SES schools are lass likely to end up in white
collar jobs dealing with paperwork. The disadvantage of students in schools
with low levels of integration is also seen in analyses of work with fdeas.
Students from such institutions are less likely to end up in the
profesasional/managerial jobs requiring more work with ideas., Fipally, once
experiences are controlled, one additional college variable reaches
significance for the "ideas"™ varisble: size. As with pay, students entering
larger schools end up in jobs requiring higher skill levels.

The only effect of marital status seen in any of these analyses is that
found for degree of work with paper. Married students are more likely to take
clerical-level jobs, and this effect i{s not'axplained by differences Once
again, a positive aspect of residence on campus is also seen in these
analyses. Those who live on campus end up in jobs involving less work with
things and more with ideas. However, these effects are attributable to higher
performance, satiafaction, and attainment of resident astudenta. Good academic
performance itself acts primarily to lower blue-collar work with things.
Students with higher contact with faculty also retain an amployment advantage
later on, with lower work with things and greater work with ideas. Students
well-integrated into the college they entered also are more likely to get
white-collar jobs involving work with paper or ideas. Finally, as one would
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expect, the strongest determinants of the nature of the job are years of

college oompleted and degree attainment. These factors both act to strongly

decrease degree of work with things, and to increase both “paper” and “ideas®

orfented work. Overall, it is these latter oollege achievement, integrationm,

and attainwent variables that explain most of the variation in job character.
P Tables 8 and 9 About Here

Background Effacts on College Experiences. The final question to be
explored is the issue of whether colleges act to reinforce the existing
stratification system by transmitting effects of students' ascribed statuses
on educational and occupational outcomes. These analyses are also important
becauss the study bhas failed to find eyidence of strong/ indepgndent college
effects on outcomes. It now seems important to see first what background
factors explain variations in outcomes, and second, whether college
differances at;t as intervening variables interpreting background effects. To
analyze this question fully, we first start with exploration of the extent to
which colleges explain background effects on students’ performance in college,
and integration into the college (contact with faculty and satisfaction).
Table 10 shows the effects of ascribed statuses (SES, sex, race, and
religion), academic preparation (ability, high school grades and curriculum),
achievement goals and significant other support, and delayed entry. The first
equation for each dependent variable represents total effects, the second
effects oontrolling for the two sets of college variables (type and
characteristics) simultaneously, and the third effects controlling all other
variables in the model (role involvements).® This basic structure is continued
for Tables 11 and 12-anmlyzing effacts on educational and occupational
outcomes respectively.

Academic performance. Out of the set of family social status indicators,
only family income shows a significant independent .¢ffect on performance. Its
effect, however, increases rather than decreases when controlling for college -
effects. Thus high income families do not pass on performance advantages by
directing their children into different kinds of oolleges than lower income
families. Male and black students receive lower grades, but again these
disadvantages are not due to variations in post-high school education or other
axperiences. The same is true of the poaitive effects of Catholic or Jewish
religious affiliation. Effects of ability and high school grades also
increase when controlling for all post-high school variables, though the
affect of high school grades is lower when oollege cheracteristics aslone are
controlled.

Beliefs in academic ability are also good predictors of college
performance, but the effects are not tranamitted by colleges. Only the
negative effect of occubational aspirations decreases when ocontrolling for
colleges, perhaps due to the tendency of those with high aspirations to enter
more selective schools. The positive effect of delayed entry on grades can be
explained partially by the differing role involvements of delayed and
immediate entrants, and to a lesser extent by the colleges the two groups
enter.

Gontact with faculty. Income also positively affects contact with .
faculty, while being male, black, Catholic, or Jewish lowers such contact.
Only the effects of religion decrease tp nonsignificance controlling college
charscteriatics and role involvementa. Unexpectedly, higher ability students
have lower faculty contact, while those with higher high school grades have
greater contact. In addition, high academic self concepts and high parental
sspirations {ncrease faculty/student contact significantly. None of these
effects are explained by college and role involvements.
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Collere satisfaction. Satisfaction with the college environment is
neglitively related to father’s occupation, but positively related to mother's
education. While non-significant, the effects of income parsllel those of
father's occupation and father's education those of mother's education. Thus
parents with more education encourage a "rit¥ of their children into an
academic atmosphere which high status and income alone do not provide. Once
again, males are less satisfied with college life. Students who did well in
high school, were in a college prep program, have high educational plans and
academic self concepts and parental encouragement are all better integrated
psychologically into their college enviromments.l Once again though, we find
that those with the highest occupational plans are less satisfied. /' And,
despite their higher performance, delsyed entrants are less likely to "fit®
with the oollege. Again, colleges explain only minor proportions of any of
these background effects.

Table 10 About Here .

Educational attaipment. The basic attainment variadbles (P2,BA, EDATT)
will be discussed as a unit, with any important variations noted. Out of the
SES factors, parental education is most influential, with its effects
cumulating over time. That is parental education effects are leas important
for first year persistence, but continue to be important each year, resulting
in stronger effects on degree completion and overall attaimment. Fatber's
education seems to ‘have_iiie greatest direct effect, with those of mothér's
education being transmitted to a greater degree by role involvements and
experiences in ocollege. A positive effect of being male consistently emerges,
but only when controlling for ocolleges, r&iea, and experiences in colleges,
Its effect is suppressed in earlier equations. There also is a positive
effect of being black, though its effect is primarily indirect, transmitted
partly by colleges themselves, and partly by experiences in oolleges.
Catholic ,and to a greater extent, Jewish students are also advantaged in
educational attainmment, with effects ocumulating over the period as for SES,
Small portions of these effects are dve to differing student experiences
within ocolleges.

While ability does not affect first-year persistence, cumulative
attainment and degree completion are positively related to student ability.
However, colleges and college experiences each explaig about a quarter of its
effects. High school performance and curriculim are even more strongly
related to educational ocutcomes, and their effects begin even in the first
year. These effects are partly explained by college experiences, and to a
lesser extent by college characteristics. High achievement oreientations (all
three indicators), and parental aspirations are all positive and significant
determinants of educational attaionment. While colleges and college
experiences each explain small proportions of the effects of these variables,
clear direct effects are also seen.

Finally, delayed entry decreases not just oversll attainment and degree
completion (as aone would expect due to lesser time available than for
immediate entrants), but even rirst year persistence. This 18 partly due to
the colleges such students enter and their lesser involvement in the student
role and lesser psychological integration.

Graduate school entry. When we loock at graduste achool entry among all
college entrants, SES does not seem influential, though parentsl education and
income all have positive coefficients. Blacks and males both have an
sedvantage, but the effects of sex are only direct (suppressed by college
experiences), while those of race are explained by differifg college
characteristics. Jewish and Catholic students are more iikely to enter

2
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graduate achool, as are students oﬂ»highcr ability, academic preparation and
achievement orientation. Parental aspirations also continue to be important.
However, delayed antry is not a aignificant predictor. The major proportion
of thess effects is direct and pot transmitted by colleges or student
experiences,

Achisvement goals. Achievement goals, both educational and occupational,
are positively affected by parental (especially paternal) education. Males,
once perfarmance in ocolleges is ocontrolled, emerge wth an advantage in
educatiomal goals, though they have significantly lower occupational goals.
Black students have higher educational goals, and to a lesser extent higher
occupational goals as well. Catholic and Jewish students are also higher in
goals for education. Ability and high achool preparation and all aspects of
achievement orientation in high school are significant. Quoe again, delayed
entry does not seem to lower long-term goals, although it does affect even
initial persistence in ocollege. All of these background effects can dbe
attridbuted partially to better ocollege experiences (performance and
integration) and to s leaser degree to superior ocollege characteristiocs.
However, once again, most of the effects are direct and independent of all
post-high school factors.

' Table 11 About Here

Sociocaconomic index af Jjob. Both father's occupation and parental income
have positive affects on initial occupational status. However, controlling
for all post-high school factors, a negative effect of father's education
emerges. The effect of income ocan be attributed in part to variation in
educational attainment. Bowever, the effects of father's occupation and
education are direct. A fairly strong effect of gender on SEI score is seen
in this analysis. Males obtain initial jobs lower in occupational prestige.
This effect is not due to variations in postsecondary experiences. In fact,
the direct effect is greater than the total effect. Controlling for the
male-female differdnoes in educational attainment, the male disadvantage in
SEI level increases slightly. A positive effect of being Jewlsh compared to
Protestant/other religion is also seen. This effect does seem to be due
primerily to differences in educational performance and attaimment. Both
ability and high school performance have positive effects on SEI level. Small
proportions of thase effects are dus to between college differences, and a
greater proportion to differences in educational attainment. Students with
initially high occupationsl aspirations and with positive academic self
concepta also obtain jobs higher in status. However, controlling for all
postsscondary experiences, students with high educational jobs get jobs lower
in status. This is probably due to continued education. Parental
encouragement of achievement is also a positive factor, and jts effect is
almost entirely attributable to higher educational attainmsient of the students.
Delayed entrants obtain jobs lower in status, but this is also generally due
to lesser educational attainment at this point in time. Overall, colleges
explain very little of the background variable effects on SEI, while college
experiences and attaimments explain somewhat more. Overall, the model
explains about twenty percent of the variance of SEI scores.

Pay per hour of Jgeb. Only parental income, of the SES background
factors, has g significant effect on pay. This effect is primarily direct,
Males, while they obtain jobs lower in status, have higher paying jobs than
females of equivalent background and sttaimment. In fact, differences in
educational experiences and sttaimments only serve to increase the sex
differences. Catholic students have a mild advantage in pay as well. While
academic ability in general is not relevant to early income, students with
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higher early performance levels do get bhetter paying jobs. This advantage is
due partly to later college performance and attainment. Students with high
academic self concepts also obtain better paying jobs, though those with
inftially high occupational aspirations are in lower paying jobs. As with
prestige, delayed entrants get jobs with lower pay. This is not attributabdle
to their lesser educational attainment at the time. In fact, the negative
effect of delayed entry increases with controls for college experiences and
attainments. The model as a whole is less successful in explaining pay than
status of the early Jjob. It explains less than five percent of the variance
in pay. . \

Subordipation level of job. Once again, parental income seems to be the
crucial family background variable. Higher family jncdme leads to jobs in
which young people have leaser subordination to supervisors and more autonomy.
This effect is not due to differences in any postsecondary experiencés or
attaimments. Black, Catholic;, and Jewish students, however, all tend to enter
Jobs in which they are more subordinate to others. Early academic skills and
preparation do not seen relevant to this job characteristic. However,
students with higher academic self oconcepts and lower early occupational
aspirations obtain jobs with less supervision. Even less of the variance in
subordination is explained by the model than is the case for pay level.
Background effects on subordination are also not due to differences in where
students go to oollege. ‘

Degree of work smith things, paper, and ideas. Again, we will combine the
discussion of theése three characteristics of the work itself. PFirst, few
effects of parental SES are found. Income does act to decrease work with
things, and father's education decreasts work with paper. However, neither
factor affects degree of work with ideas (which seems the most prestigious of
the three kindas of work). Gender acts primarily to influence degree of work
with paper, with males less likely to be in white collar "paper® oriented
positions. This is not attributable to what happens to male and female
atudents in the postsecondary years, but is probably due simply to sex
segregation bf occupational life in general. Black students are less likely
to be in jobs emphasizing work with either thirgs or ideas. The lesser work
with things does seem to bde due to differences in college attended by black
and white students. Religion seems more relevant than SES. Catholic students
obtain jobs involving lesser work with things, and more with both paper and
ideas. Jewiah students alsoc get jobs dealing less with things. Thus both
groups get jobs that seem less hlue oollar, and more white oollar in mature,
Unexpectedly, students with higher ability enter jobs that deal less with
ideas than {s true for lower ability students. Perhaps this is again due to
continued school enrollment combined with part-time employment. On the other
hand, students with high performance in high school get jobs dealing to a
greater degree with both paper and things. This is primarily due to their
higher performance in ocollege and greater educational attainment. Students
with high academic aself concepts also obtain jobs having leas to do with
things and more with paper and ideas. High occupational aspirations also seem
to give students an advantage in finding jobs lower in things and higher in
psper. The same 1s true of high parental aspirations. Again, much of this
can be traced to higher performance and attainment after high school. Delayed
entry does not seem t0 have much of an ef'fect on the actual nature of jobs.

It serves only to lower degree of work with ideas, and this effect is mostly
due to lesser attainment at the time. The model as a whole explains only
about five percent of the variance in the nature of jobs, and most of this is
due to the college experience/atfainment set of predictors, rather than to
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either background or college type/characteristics.
Table 12 About Here
Conclusions

First, this study does point ocut the importance of further work on the
dimensionality of college characteristics and the specification of critical
dimensions for different stadent groups and student outcomes. It suggests

7 that "quality" alone is simply not an adequate indicator of all the important
aspects of institutions of higher education. At a minimum, there are separate
dimensions of "quality®™, social/ethnic composition, integration and
complexity/bureaucratization. Selectivity in admissions say also be diatinct
from general quality of resources, and it may be important to consider the
undergraduate/graduate focus and academic/vocational focus as discrete
factors.

While many researchers have examined multiple college dimensions, such
research has had a paychological bias, in which organizational and
compositional factors are seen as reducidble to the primary variable of
interpersonal influence. While this may be appropriate for some research
questions, it is also appropriate to examine the broader organizational and
compositional factors themselves. Firat, these factors are more immediately
amenable to change through manipulation of policies. Second, they allow us to
begin to meke use of existing theories on organizations and organizational
effects from a sociological perspective. What sociologists bhave learned about
other kinds of complex organizations should be used to better undoratand
colleges and universities.

Do collexes ‘affect atudents?. In the early post~-high school years,
colleges seem to primarily affect outcomes associated directly with schooling.
Labor force outcomes, averaged over all college entrants, are not as dependent
on college characteristics or experiences, though they are affected by
educational attaimment.

One of the more important effects of where students go to oollege is on +
average student performance. Students are able to obtain higher average
grades (controlling for relevant individual background predictors) when they
enter colleges with higher tuition (mostly due to the positive effects of
private ocontrol. They also can obtain higher grades if they enter colleges
vith more low SES and minority students, more half-time students, but with
less diversity in curricula and a more vocational orientation. Another
important set of effects is that of college characteristics on contact with
faculty. While the measure used here is not a good one, there were effects
found of colleges on this indicator. Students can get increased oontact with
faculty at private ocoleges where costs are higher, at smaller leges with
fewer half-time and graduate students, but with a more vocatio orientation.
Finally students feel more satisfied with college life when they begin in
colleges with lower curricular diversity, and fewer half-time and graduate
students. Overall then, students gain a number of advantages when they enter
small, less soclally selective, but highly integrated settings, under private
control, but with vocational curriculum emphases. In such settings, stugdénts

_ get higher grades, more personal interaction with faculty, end higher
\ psychological integration.

The picture changes somewhat when considering not these immediate effects
of colleges, but longer term measures of peraistence in academic programs,
graduation, and entry to graduate school. First, the study found that a
traditional measure of "quality"™ -- general and educational expenditures per
atudent -- did not have positive effects on students educational attainment.
In faot, considered separately frowm other callege variables, some negative

£
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effects of expenditures were found. Financial resources alone, not taking
into account how they are utilized, do not aid student attainment.

Composition effecta flso do not sup the ideas of many conflict theorists
that oolleges sernving lower stdtus poPulations act to directly discourage :
. student status a nt. In fact, partly due to their more lenient grading
policies and higher integration, institutions such as unselective, private
four-year ocolleges support student attainment.  Colleges with more low income
and black students act y lead to greater educational attaimment of
entrants. Bowever, voocational orientations and low integration —
charsoteriftics of many public four-year colleges and public, community

. colleges that serve the majoxity of low income and minority students — do act
to lower astudent persistence attainment in academic programs. In
addition, while high socioeco & composition does not aid student
attainment, high ability composition (selqotivity) does have generally
positive effects on student attainment. * effects of two measures
traditionally used as measures of bureaucratization (size and complexity) show
opposite effects on some of the indicators of attainment. Larger size has
generally negative effects on educational attaimment, while greater diversity
1. ocurricula has positive effedks. - A

. Iha Combination of Student and Non-Student Role Involvement. Earlier, it
was argued that to provide the most stringent test of college effects, one
should oontrol for involvement in competing roles versus the student role,
Rowever, it should be kept in mind that colleges can ~~ to a certain extent—— °
influence the ocombining of student and non-student roles. The analyses
presented here show that colleges differ significantly in the role involvement
of students. Two-year, pudlie, low SES, vocationally oriented, low resource
level, low selectivity, absénce of graduate programs -~ all of these are
asgpclated with a greater likslihood that studefits are less involved wit¥ the
student role, and are combining work and family roles &8s well. Since living
on-campus, not working or working only part-time, and deing a full-time
student are all positive and significant factors in student attainment, these
between college variations are also important to consider. Colleges may be
affecting student attainment by structuring opportunities students have for
combining college, work, off-campus residence, and marriage.
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FIGURE 1
Causal Model of College Effects
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Table 1

Correlations, Means and Standard Deviations of
College Charamcteristics

EXP TN LSES MIN HT” SIZE NMAJ PGRAD MOC SAT

) EXP 1.000
TTH .318  1.000
LSES  ~.171 -.323 1.000
MIN  -.053 =.156 .508 1.000 -
HT -.319 =.366 122 .135 1.000
SIZE  .118 =.19% -.173 =.052 -.062 1.000

NMAJ .105 -.063 -.1% -.109 -.307 .639 1.000
PGRAD .378 .IN6 ~.138 ~.060 -.208 286 210 1.000

PVOC  -.299 ~.AA3 .238 .083 .83 -.121 -.220 -.289 1.000

SAT .R87 .508 -.480 -.320 -.%00 .322 .281 384 -,515 1,000
S.D. 19.78 696 .121 18.79 .151 9240 18.19 .145 JATT 121
MEAN 21.83 828 .195 18.75 LATH 9987 39.34 .116 520 955
N 6048 6372 5808 5608 6283 6372 6289 5503 6289 6305
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Table 2

College Type Variation&in Organization and Composition

College Type
PRUNV PRCOL PRTWO PBUNV FBCOL A R2
EXP 22.89 18.92 §.66 11.98 11.76 12.85 .102
™ 1884 1505 708 182 135 380 .723
LSES ~-.097 -.059 .008"® ~.037 .003 .21T .058
MIN -6.29 ~5.22 ~5.17 -2.93 -1.29 21.17 .011
BT -.283 - ~.260 -.186 ~.288  -.225 385 .N13
SIZE -2628 ~1982 -2396 8399 6566 T167 .19%
NMAJ 9.12 7.60 -4.85 21.51  23.73 27.78 .289
PVOC -.343 -.296 -.081 -.286 -.189 .695}.I38
PGRAD . 149 .072 .056 -126 .103 .039 .114
SAT 222 182 35 124 78 872 .256

*Not significant at .05
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Tadble 3
Standardized Regression Coefficients for Selection Into Colleges
College Characteristics

EXP TIN LSES MIN HT SIZE NMAJ FVOC PGRAb SAT
FOcC  .018 .005 ~.008 011 01 .035% ., 003 -~-.008 .012 .018
PAED .OAS5® _0S58® - OAS5® - 035% -, 0N2® 027 .061%® -.054% _033®¢ .079%
MOED .039® .0A5® .005 -~-.008 ~.039%® -.025 ~.003 =-.018 =.005 .OAO®
IncC . 020 .036® -.079% -, 080 011 .037® .033® ~.009 .002 .026¢
BLACK .097® .081® _,210% ,335¢ -.073* .021 .026 -.078% .063® -.030®
CATE -.017 .034% -.015 .OMA®  .063% .0428 -.021 -.022 .023% .030°
JEW L0548 . _127% - 038 011 .019 .092¢ _001 ~.062% .067% .106%
MALE .051® -.00A 018 .005 .013 017 .00& .021 .050% 010
ABIL  .124® _1N8® — 1528 _ 1188 - 1558 _O67* .050% -.180% _09A®  216¢
BSGPA .117® .019 ~.001 000 -.090® _073% .125® -,103% .092¢ _ 123@
HSPGM -.022 -.089® .080®* .019  .053® -.013 -.015 .114% - 035% - 068*
ACSC .015 .009 .029* .018 ~-.015 .007T ~-.005 -.009 ~.010 -.00%
EDEXP .020 002 ~.012 006 -.012 .012 .031% - 035% -, 004 0368%
OCASP .01§ .029% -,033* .003 -.013 .019 .025® - 008 .030® ,050%
PASP  .028% ,028% -,006 .004 ~:072' .039% ,078% -, 064® _033® ,036*¢
DELAY -.008 -~.028 -.003 .026 .098® _001 -.038® _,039® -,018 -,023¢

R2 .078 .102  .086 176 110 .043 .056 .118 .0k0 .206
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Table &

Correlations of College Characteristics and Educational Outcomes

and Unstandardized Dummy Regression of College Type and Educational Outcomes

Educationsl Outeonea

P2 P3 PR BA  GRAD  EDATT  EDT9
EXP  .076 .106 .108  .182  .102  .153 .132
™ | .087 .130 137 198 .108  .188 .153
LSES -.052  -.080  -.097 -.107 -.066 -.099  -.076
MIN -.033 -.051 -.058 -.098% -.032 -.085 -.032
BT  -.153 -.188  -.198 -.262 -.110 -.252  -.166
SIZE .0a3  .082  .082  .073  .0A7  .081 .079 .
NMAJ  .081 .135 137 .153  .068 .15k .113
PYOC -.123 -.183  -.203 -.28% -.123 -.230 -.179
PGRAD .067 .099 11 120 L0871 .121 .097
SAT  .136 .186 201 289 .135  .282 198

Unstandardized Regression Coefficients

PRUNV .167 .295 .306 %01 .113 763 .9a7
PRCOL .139 . 226 .252 .310 . 130 584 .668
PRTWO .022 .089 .Ok6 .062 . 036 . 106 -130
PBUNV .1R5 .230 .249 272 .523 554 .679
PBCOL  .106 2193 .210 .239 .099 862 478
A .691 .499 .328  1.382  1.183  2.031 3.518
R2? .020 081 .ONT7 .072 .017 .069 .039
»
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Table 5

Correlations of College Characteristics and Occupational Outcomes

and Unstandardized Dummy Regression of Collage Type and Occupational Outcomes

Cocupational Outcomes

0CCT9  PAY SEX SUBORD THINGS PAPER  IDEAS

EXP .060 .029 .083 011 -.025 . 00N .106
™ . 106 .020 .101 .006 -.060 .021 018 ,
LSES -.035 =~.032 -.085 .021 038 -.025 -.031
MIN -.017 -.011 -.063 .039 -.002 ~-.003 ~.026
HT -.106 ~.004 -.129 -030 066 -.012 -,050
SIZE .036 068 .073 .010 000 -.002 .029

NMAJ .066  .036 .087 ~-.031  ~.021 .008 ° .02%

"oc "'o108 -0030 "’011~ 0003 -0‘. "0018 -.027
PGRAD .OMY .043 .069 .015 -.022 .016 .005
SAT .120. . .058 157 =.002 -.0%9 015 035 .

Unstandardized Coefficients

PRUNV 1.058%  .390* §.630® -.ON1 ~.238%  _148%  _150¢
PRCOL  .947 .051  5.883% -.007 -.161%  _106®  ,07A®
PRTWO .308  -.033  3.07A% -.079%  -.092  .0A8  .060
PBUNY .679 .300* 6.070* -.032  -.160  .0B0® .115%
PBCOL  .527 .029  5.%04% - 061 -.112%  _OTH* 066"

A 9.813 5.926 48.736 2.9%59 3.019  3.105 3.137

R2 016 .002 .018 .001 008 .002 .003
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Table 6

Correlations of College Characteristics and Role Involvement

¥With Unstandardized Dummy Regression of College Type and Role Involvement

MS HRS CAMPUS FTPT
Unstandardized Coefrici;nta
PRUNV ~.085 -8.2440 A91®  120®
PRCOL -.078 ~7.0A6® -R69% . 119®
PRTWO -.058 ~2.622% +195% 043¢
PBURV -.027 -T7.056® .299% . 114e
PBCOL .005 -5.930* .339% .103%
A 1.145 12.694 .089 1.853
R2 .000 .051 125 034
Bivariate Correlations
EXP ~.011 -.120 1 218 .08%
TTN' -.019 -.136 .259 .099
LSES .006 .0R0 -.115  -.027
MIN -.008 .0A8 -.118 -.029
HT .002 .267 -.383 -.283
SIZE . 008 ~-.033 -.003 .013
NMAJ .003 -. 131 161 .099
PVQoC .018 174 ~.257 -.136
PGRAD ~.003 -.082 .126 .064
SAT ~.017 -.183 267 .113
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Table 7

Net Effects of Colleges and Role Involvement
on Academic Performance and Integration

36

GPA FAC CSAT

(1) (2) (3) (1) (2) (3) (1) (2) (3)
Unstandardized coefficients
m" -oﬁs‘ "0‘1_0‘ "’o”3 .060' 002‘ 00’3 00‘8 0063 0052
PRCOL =.257% -.138 ~.135 0928 _054% 082 .039 081 .025
PRTVO .004% 085 082 .089% _061®% .060® .103* .090® 087"
PBONV ~.351% -,2328® - 226% - . 0RT® -, 080 -.0A8® -,037 -.0AT ~.055
PBCOL ~-.238® -,152 ~.1A8% -.013 -.018 -.029 =.021 ,-.030 -.082
Standardized Coefficients
EXP «.013 «.013 ~.013 .006 009 °.005 .003 .006 .002
TN L0828 026 .026 .056% ~,001 -.002 ~-.023 ~-.027 ~.028
LSES L0R28 _082% _0ON3® 008 008 .002 01 .008 007
MIN .031%  _038* ,034% -.016 ~.013 «.010 ~.018 -.012 =.008
BT 0888 025 018 =.086® -,050® ~.025 ~.037® -.042% -,026
SIZE .03A® _035% ,033% -.092° -.090® -.078 ~.001 .001 .010
mJ "0028. "0013 -00’2 0012 0023 0015 -0032' -.027 -.020
WOC L0528 024 025 .029% 014 012 018 =,000 =~.001
PGRAD -.006 ~.002 ~.002 -.031% ., 029%® . ,029® - ,038% - 034® - 034
SAT -, 028 ~-.019 ~.020 ~.011 ~.002 -.007 .000 .006 .000
MS 007 .003 .002
.HRS ° ~.008 -.019 -.015
FTPT -, 054¢ -. 0478 -.005
CAMPUS . <002 .070® .069%

f .
R2 Congrols only .183 .031 .031
R2 . 192 .198 .200 0N .051 057 .03% .036 .03
(.196) (.0A8) (.035)



Table 8

Net Effects of Colleges, Role Involvement, and College Experiences
on Educational Attainment of College Entrants

P2 BA
(1) (2) (3) () (1) (2) (3) € )
Unstandardized Coefficients .

-.021 .190®% .08 .023 .025
-.012 .169®% .0A3 .010 .012
~.023 -.101® -.034 ~.039 -~.0K6

015 .138% _oM1® 023 .036
-.011  .18%0® ,056% .029 .037%

PRUNV  .031 .006
PRCOL  .0A8® 027
PRTWO .010 ~-.010
PBUNV  .055% .029
PBCOL .039* .015

Standardized Coefficients

b}

P -.019 =.019 -.032® ~,032% -,023% -,026% -.035% -.03A¢
™ -.027 -.023 ~.026 ~.025 .023 .026 023 .021
LSES .011 011 .007 .005 .OM1® _,039% .035% .030¢
MIN .015 015 .025¢ ,025% -.018 -.020 ~.011 ~.01A
HT -.064% ..057T* .008 .010 ~.100% -.088% -~.035% «,034®
SIZE ~.025 ~.026 .008 .010 «~,037% -.038% ~_006 ~.006
NMAJ .005 ~-.001 -,028 -.023 .0A5® .027 .008 .009
WOC -.002 0009 0006 0005 "0051. -003'. ~0°37. -.0.0'
PGRAD .023 .002 .002 .005 .005 .003 .003 .006
SAT .038¢ ,037* .019 .020 .036® .034* .019 .022

MS -.0288 . 029% -~.008 -.009
HRS -.051% - 0508 -~.056® —, 054%
FTPT - .055% 0558 L0558 ,058¢
CAMPUS .233% .227% LAThE 1670
GPA .026¢ . 104
FAC .036® .0528
CSAT L0558 ¢ .036¢
R2 Controls only .112 .196
R2 L1148 17 L1720 178 213 2228 2568  272%
(.117) (.220)
"y,

Q A :f '7 \




Table 8 (Continued)

. Net Effects of Colleges, Role Involvement, and College Experiences
on EBducational Attainment of College Entrants

EDATT GRAD
(1) (2) (3) (A) (1) (2) (3) (%)
Unstandsrdized Coefficients

PRURV .301® .077 .03% .0R0 .066 ~.00A ~.012 ~.009
PRCOL .281% ,081 .04 .019 .07T2* .018 .006 .009
m "'0“1 "'0062 -0m1 "0087 0029 000‘ 0002 -.00‘
PFBUNV .225%  ,100* .058% .089* .050® .029 .023 .03%
PBCOL .288% 120 .062 .082% .089* ,032 .022 .030

Standardized Coefficients

m -.005 "0007 -0017 "'0016 0020 0019 0015 0016

TIN .026 035 .032 .030 .025 .039 .038 .035
LSES .0N8®  _0R6® .ON1® ,035* .000 -.001 -.003 ~.009
MIN -.011 -.,013 -.004 -.008 .008 .008 .011 .007
RT -.088* -~.075% ~.013 ~.013 =-.019 -.008 .08 .01A

SIZE ~.029% -.,026 .008 .005 ~.003 =-.006 .006 .005
NMAJ .0M6® 026 .005 .007 .008 -.000 ~.008 -.007
PYOC -.033* ~.013 ~.016 «~.020 ~.022 ~.011 ~.012 ~-.015
PGRAD .003 ~-.000 .000 .00 .01% .013 .013 .016

SAT .013 011 «.006 -.003 .003 .008 -.002 .000

MS -.012 =.013 -.01% «,015

HRS -.078% - 0O71% -.029% -, 027%
FTPT .078% _082¢% .Osg .027%
CAMPUS .183% 1758 .088% ,063*
GPA .1318 1218
FAC .063% O0hge
CSAT 040" 0268
R2 Controls only .230 .063

R2 212  .2K9 .293 .317 .066 .068 074 .092

(.257) (.067)

3




PRUNV
PRCOL
PRTWO
PBONV
PBCOL

(1)

.350°
.273%
.069
LAT18
. 199¢

Table 8 (Continued)

Net Effects of Colleges, Role Involvement, and College Experiences

on Educational Attainment of College Entrants

Unstandardized Coefficients

EDT9
(2) (3)
.226% .190°
.165% 111
.030 .021
.033 .005
.078

034

Standardized Coefficients

PVOC
PGRAD
SAT
MS
HRS
FTPT

CAMPUS

GPA
FAC
CSAT

R2 Controls only

R2

.007
.031%
.022
.008
~.025
.002
.02%
-.028¢
~.003
»017

. 159

(.160)

.008 .003
~.002 -.00%
.019  .017
.007 .012
~.020 .008
007 .022
017  .007
-0023 -0025
-.005 -.005
018 .011
.002

-.018
.028¢
.100®
.15% '
160 171

(%)

.200¢

.120
.002
.043
.059

.008
-.006
.012
.008
.007
.022
.008
-.028
-0003
01%
.001
-.017
.032¢
.095%
.116%
.055¢%
012

.187

(1)

.269*
.366%
-173
.112
<137

~.020
.039¢
.036¢
-009
-.012
-.007
016
.001
-.010
.022

.102

(010“)

34

0CC79
(2) (3)
.130 .082
285 179
.109  .098
.106  .073
.107  .05X
-.020 -.023
.025 .02%
.034¢ 032¢
' .009 .013
-.005 .013
-.007 .002
.013  .006
.007 0006
-.011 -.011
028,019
.009
~.02%#
-.003
.065¢
.100
.108  .109

(B)

.092
.189
071
122
.086

-.023
.023
.029¢
011
.013
.002
.007
.004

~.009
.020
.009

-.022

-.000
.063%
0076'
.033*
.024®

.116



Neot Effects of Colleges, Role Involvement, and College Experiences

Table ©

on Occupational Attaimment of College Entrants

SEI

(1) (2) (3)
Unstandardized Coefficients

PRUNV. 3.392® 1.997 1.727
PRCOL 1.834* _625 .212
PRTWO 2.207 1.209 1.285
PBUNV 1.834% 728 .522
PBCOL 2.828% 1.438 1.08%

Standardized 'coeruc:}ma

EXP -.008 -.008 -.010
TN .013 . 007 . 005
LSES 011 .008 .008
MIN =-.003 -.003 ~-.000
BT -.088% . _036% -, 022
SIZE .01% .015 .023
KMAJ 002 -,005 ~.009
PYOC .011 L0148 .013
PGRAD .002 ~.001 -.001
SAT .031¢ .026 .023
MS aoos
HRS ‘ .001
FTPT .013
CAMPUS .058®
GPA

FAC

CSAT

EDATT

BA

R2 Controls only -.099
R2 . 101 .103% .106¢
(.102)

(%)

1.356
.128
1.694
.225
-TON

\

""0002
-.005
~.010
.000
-.012
.021
-.010
.022
-.002

hd 0023 ’

.008
.027%
~.014
-.013
-036¢
-.009
.027%
.027%
.229%

.197¢

PAY
(1) (2) (3)
138  .200 .173
-.058 .058 .030
""0012 0077 0“1
208 137 .137

-.058 ~,085 -.101

-.010 -.007 ~-.009
011  .008 .00M
000 .006 . .002
007 .006 .008
021 .023 .022
LO08G% _ONQ® ,050®

-.009 ~.005 ~.006

-.003 .002 .002
013  .011 .012
025  .023 .022

’ ~.004
.01h
-~.030®
.030¢
.036
.036 039* .o
(.039)®

T3

(%)

172
.043
.051
. 1684
-.086

'."0008
-00%
~.000
.006
.023
.048%
-.005
.002
012
.023
~-.004
016
-, 0278
.025
.087#
-.012
.029%
~-.022
.082%

045

~—



-

PRUNV
PRCOL
PRTWO
PBUNV
PBCOL

Table 9 (Continued)

Net Effects of Colleges, Role Involvement, and College Experiences
on Ocoupational Attaimment of College Entrants

SUBORD
(1) (2) (3)
Unstandardized Coefficients
-.026 -.095 ~.089
.008. -.030 ~.021
~.07% -,085 -.079
-.012 .005 008
-.054% ., 025 -.021

Standardized Coefficients

SAT

HRS

FTPT

CAMPUS
GPA
FAC
COLSAT
EDATT
BA

R2 controls only

R2

.009
.001
~.004
.000
.032¢
.001
-.023
~-.007
.016

0032 N

.021
{(.022)

r >

.008 .009
.021 .019
-.001 ~.002
-,001 ~.001
. 029 .031
-.001 ~.001
~.023 ~.023
-~. 008 -,00%
.018 .018
.03 .029
kg 011
-.080%

-. 008

-.023

.020

023 025

(%)

-.081
~-.01%
-.072

.003
“e 020

.009
.020
.001
-.002
.028

;--00'

-.02%
--m
.016
.028
.010
-.0k5®
.003
-.008
.006
-.034®
-.037*
-.060%
0007

.030®

(1)

(2)

-.122®
-.006%
-.086
~.039
"0“8.

015
-.012
.026
-.030®
.wz‘
.031
-.011
-.015
-.003
-.001

\

.018
(.020%)

-.016

. 007
-.029
-.005
-0035

.025
-.012
.028
-.030%
.0Ng®
.031
~.008
-.015
~.002
-.002

016
.020

11

THINGS

(3)

~.008

.005
-.028
~.002
-.023

.027
-.010
.028
-.033¢
.038%
.026
-.00M
-.015
~.002
.001
-.008
.023
. 010
~-.038%

.022

[

(%)

"‘.003
.000
-o°~3

-.015

.012
~-.004
.038¢
~.032¢
RETL
.029
~-.008
-.019
-.000
.001
~.009
.011
.022
-.00%
~.0B6"
.027¢
-.005
~.106%
-.085%

.0R8®



”

Net Effects of Colleges, Role Invoivenent, énd College Experiences

(1)

Table 9 (Continued)

on Occupational Attainment of College Entrants

(2)

PAPER

(3)

Unstandardized Coefficients

PRURV
PRCOL
PRTWO
PBUNV
PBCOL

.08%
.oso
.OR6
.018
037

L2840
-192¢
115

.110%
.118¢

2R1®
.187*
118

.108¢
<1148

Standardized Coefficients

EXP

CAMPUS
GPA
FAC
CSAT
EDATT
BA

-.0“
.007

~.025

.010
.007
~.019
.005

.010 °

.018
-0019

-.003
-.037

-.031®
.009
..026
-.015
-.007
026
012
-.017

R2 controls only

R2

-037
(.037)

.039*

.036
-P80

(%)

.230¢
.180%
.119¢
. 1008
.106*

-.001
-.039
-,0358
012
.035¢
-.012
"'0008
.030
012
-.018
.026¢
028
.002
-.007
-.019
.002
.027¢
.050%

.078¢

051%

(1) (2)
.085% _186%
.03% ,106
070  .0BA
0“9. 0082
.038 051
008 -.001

-.002 -.032
~.011 =-.013
.003 1~.00N
-.085% - 033¢
032 .035
-.028 ~.029
.010 .022
-.015 ~.020
-.011 =.012

.021

.021 .023

(.022)
10

IDEAS
(3)

.1788%
.093
.080
.078
082

-.003
-.033
-.013
-0002
~.026
-039¢
-.030
.022
"’0020
~-.013
-.013
011
.003
OR1®

.025

(%)

. 165¢
.085
'076
079
.038

-.001
-.036
~.021
-. 001
-.020
<0R1®
-.030
.025
~.017
-.013
~-.012
.02%
-.011
.003
.016
.036¢
. 063"
.101®
.066%



Table 10

Total and Net Effects of Student Background on Collage Experiences

(Standardized Coefficients)

apal m: CSAT

(1) (2) (3) (1) (2) (3) (1) (2) (3)

POCC -.001 -.003 -.003 .009 .009 .008 -.018® -.013 -.013

FAED .001 .009  .011 =-.020 =-.019 -.021 .018 .017 .013

 WORD .010 .012  .012 010 .007 .003 .021% .021 .07
INC  .022 .025% .02%  .0NO® .0A1® .0R0® -.011 -.008 -.008

MALE -.102% -.10A% -,103% -,053% -.051% -,0R8% -.093® -.089% —.086%

BLACK-.036% -.048% —_ON8® -.095% -.092% -.095% .022 .025 .020

CATH .037" .035° .035% -.025% -.020 ~.018 -.009 .002  .0OA

JEN  .039% .038% ,039% -.02A*@.021 -.022 -.007 .003 .000

ABIL .1A%% 1699  .1T1% -.107% —.109% -.109% -.013 -.013 -.015

HSGPA .273% .238% .289% .073% .076% .OT1® .037® .0A3® 036

. BSPGM .003 =-.010 ~.012 -.009 -.011 -.007 -.027% -~.028% -, 022
EDEXP .007 .011 .013 -.019 -.018 -.018 .025® .027® ,025°

ACSC .075% .0T3® .07TS% .102% .100* .099" ,058% ,O57% .(054¢

OCASP-.022% -.018 -.016 =-.017 =-.015 -.016 -.033% -.031% -.033¢

PASP -.006 .003  .006 .051% .053% .051¥ .ONA® ,0R6® .OA1®

DELAY .103® _097*% .088* .009 .012 .011 -.06%® ., 059% - OA8®

R2 .183 .198®  _200* ,031 050 .057¢ ,031 .036® _0ox1¢@

13




Table 11

Total and Net Background Effects on Educationsl Outcomes

(Standardized Coefficients)

P2 BA EDATT

(1) (2) (3) (1) (2) (3) (1) (2) (3)

FoCC 021 .023  .022 -.013 ~.011 ~.011 ~,002 ~.001 .011
FAED .016 018 00X .0T1®  .061* .075% .078® .0T1* .060%

MOED .019 .016 .001 LONT®  _0NO®  _027%  _OAT®  _OANO®  025%
InC 012 .015 .010 .022 .025¢ ,020 .012 015 .010
MALE .016 .018 .038® 005 .008 .035¢ .019 021  _OSk*

BLACK 0348 026 .019 .039% ,02a® 020 -OR3®  _024¢ 020

CATH .00% .007 018 .010 .015 .018 .0228% .o027% ,029*%
JEW .020 .025% 018 .068%  _062% ,053* ,07A® 0T3¢ ,062¢
ABIL 017 .009 .006 .081®  _060% .ORN® _099® 079" .058®

’

HSGPA  .107% .100® .069% ~.192% .171® ~ 1228 1980 1819 _121%
HSPOM  -.087% -.0B%® _.066% -.107® -.093% -.076% -.102% -.092% -.0739
EDEXP  .01%  .013  .012  .0NO® .036% .033* .052* .050® .0A5®
ACSC  .063® .062® .ON5®  .03%®  .033% .012  .05T®  .056% .031¢

OCASP  .053% .052® .050% .055® .051®¢ ,051®  ,O71%  ,068% ,067¢

PASP .0608 .055® _042% _09%® 078 ,066% ,103®% 090" ,075%

DELAY -.158® __153% - 1418 __080® -.065% -.059% .-, O7T* ~.065% -.056¢
&

R2 112 117 .178% 196 .222% 2720 230  ,.2h9% 317®

14




FAED
MOED
iC

BLACK
CATH
JEW
ABIL
HSGPA
HSPGM
EDEXP
ACSC
OCASP
PASP

DELA}

Table 11 {(continued)

Total and Net Background Effects on Educational Outcomes

(1)
~-.019
.029
.025
013
012
.026¢
-029*
.062¢
-OA3®
.126¢
~-.029%
.052%
.025¢
.ON2®
.065¢

-.020

.063

GRAD

(2)
~.019
024
.022
012
.011
1011
.028¢%
. 055
.029¢
.118¢
-.0218
.052¢
.025%
.039¢
. 059%

-.016

.068

(Standardized Coefficients)

(3)
-.018
.021
.016
011
.034e
.009
.027%
.048®
.027
L1120
-.012
.0hae
.008
.081®
.052¢

-.019

.092%

,

(1)
.010
.067%
.0520

-.017
©.016
L1210
030"
.039®
. 1488
L1110
-.081%
.058%
.065%
L0759

.OTh®

~-.009

. 153

ED79
(2)
.010
061¢
.048®
-.016
015
.106®
.030*
034

~ 1350

.098¢
~. 074"
.055¢
.064®
.073¢
.066%

-.003

.161¢

-~
-l

(3)
.010
.055%
.080®

-.020
.037%
. 106#
.029%
027"
.116%
.0548

~.065%
.052¢
.0%7®
.OTA®
.059%

—.Oon

.187¢

(1)
.022
.056*
.029*

-.020
-. 157
.068*

.023%

.022
.098®
.0919
\-.onge
.029%
.0N2®
.06 19
.0ng®

.003

.101

0CCT9
(2) (3)
023  .023
.05a®  _051%
.026% 021
-.020 -.023
~.1558 - 139¢
.057%  ,05T*
022 022
019  .015
.096% .085*%
.089%  ,059*
-.0BT* . ON1®
.028%  _027¢
.084®  _030®
.060%  .062%
.085%  _on0®
.006  .000
L1068 L1160



Table 12

Total and Net Background Effects on Occupational Outcomes
(Standardized Coefficients)

SEI \9: SUBORD

(M @ @ M @ (3 M @ (3

FOCC  .0NO® .ORO® _030®* ..001 ~.001 ~.00N .00ON  .00F  .003
FAXD -.006 =-.010 -.034% ..007 -.007 ~-.009 .008 .007T .010
MOED .015 .013  -.008 -.011 ~.011 -.013 ~.001 ~.001 .002
INC  .039® .039®  .030®  .056% .056% ,0AN9% .-.033* ~.033% -.032¢
MALE -.073% -.073* -.OTT* <173%  .1T3® .176% -.021 ;-.ozz -.021
BLACK .008  .000  -.001 .028  .023  .026  .093% .095¢ .092*
CATH .018 .019 .008 .029% _028% ,022 .030® .026* .026%
JEW  .050% .086*  .020 .020  .019  .009  .03M® _028* ,030%
ABIL  .0T6® .06%®  .032* ..003 -.005 -.016' _ .008  .003 .003
HSGPA .116® ,109* .028 .057%  .055% .033¢ -.020 -.021 -,008
HSPGM -.028 -.021  .031  =.020 -.019 -.016  .006  .009  .OOA
EDEXP ~-.013 -.018  -,027T®*  .006 .005  .00T ~.002 -.002 ~-.001
ACSC  .05M®  _058®  _031® 029 0298 023 -.069® -.069* -.059%

0CASP .102®% ,099¢ .080% -, 0320 /1{032' -.032¢ .059% .058% .059%

P‘SP 00“5. oo~1. 0007 "0003 -.00~ -0006 ""0021 "'0019 “-012
DELAY -.032® -.027% -.007 -.025¢ -.025 -.038% .01 .008 .003
R2 .099 .103 .197: .036 .039¢ .0458% .020 .023 .030*

BT

*



roce
FAED
MOED

INC

MALE

BLACK
CATH
JEW
ABIL
HSGPA
HSPGM
EDEXP
ACSC
OCASP

PASP

. DELAY

R2

Table 12 (continued)

Total and Net Background Effects on Occupational Outcomes

(1
.003
-.019
.00%
-.033®
-.011
-.028¢
-.031¢
-.061%
~.002
-.018
.016
016
~.027¢
-.0810
-.039%
. 007

.016

(Standardized Coefficients)

THINGS

(2)
.002
-.016
.008
-.032%
~.017
-.018
~.036®
-.062%
.003
~-.01%
.010
016
-.027¢

.'0039.

~.035¢

.00k

.020"

(3)
.002
-.008
.015
-.028¢
-.015
-.019
-.0298
—.oNg®
.025
-032¢
-.005

.023

"0029.
~.020

-.001

.0a8*

(1)
.020
- 039.

.019
~-.163*
.00%
.038#
. 007

.030%
-.011
.00%
L0410
086"
.026

.002

.036

PAPER
(2) (3)
.021 021

-.038% - 0&5®

-.005 ~-.009
.019 017

-.163% -.166%
.005 .005
.037%  .035¢

.010 .003
.010 .008
.031* 012

~.010 .000
.005 001
LOR3®  036%

.086®  _0NO®

.026®% 015
-.000 01

-037 .089¢

(1)
.023
-0003

.020
~-.002
~.030%

.031¢
-.010

- 050'

.069%

"0025

.0g2¢®
- 000
.008

. 021

IDEAS
(2)
.023
-.003
-.006
.020
~.001
-.030*
.032¢
-.008
~.055%
.06 8%
~-.024
.008
.093¢
~.001
.007

".023

.023

(3)
.023
-.013
-.015
013
.002
-.026
.028%
-.018
-.064®
.025
1 v
-.007
.002
LOTA®
~.007
-.012

-.014

.0508%



References
Aitken, N.

1982 "College student performance, satisfaction and retention:
specification and estimation of & structural model.* Journal of
Bigher Education 53: 32-50.

Aldba, R.D. and D.E. Lavin

1981 ®"Community colleges and tracking in higher education.® Sociology of

Education 58 (Oot.): 223-237.
Almquist, B.M., 8.S. Angrist and R. Mickelsen

1980 "Women's ocareer aspirations and achievements; College and seven years

later.” Sociology of Work and Ocoupations 7 (August): 367-84.
Alexander,Kk.L. and B.K. Eckland

1973 Effects of Education on the Social Mobility of High School Sophomores
Fiftean Years Later. Final Report, Project No. 10202. Washington,
D.C.: Department of Health, Education and Welfare.

1977 'Hish“ 8;ebt:bo.l. context and ocollege selectivity.®” Social Forces 56:
166-188. .

Alexander, K.L., T.W. Reilly, and B.K. Eckland -

1982 "Family formation and educational attainment.®”, pp. 351-374 in P.T.
Perun (ed), The Undergraduate Woman: Issues {n Educational Equity,
Lexipgton, Mass.: Lexington Books. -

Alexander, kK.L., C. Riordan, J. Fennessey and A. Pallas

1982 "Social background and academic resources." American Journal of

Education 90 (8): 315-333. x-j’
llilin,D. .y

1978 "College effects on educational and occupational attainments.®
American Sociological Review 39:210-223. .

1976 "Socioeconomic background, colleges, and post-collegiate
achievements." pp. 383-372 in W.H. Sewell, R.H. Hauser and D.L.
Featherman (eds.), Schooling and Achievement in American Society.
N.Y.: Academic Press.

American Council on Education s

1972 Weighted National Norms for Freshmen. Washington, D.C.: American

Council on Education. -~
Anderson, X.L.

1981 ®Post-high school experiences and college attrition.™ Sociology of

Education 58 (January): 1-15.°
Antler, J.

1982 "Culture, service, and work: changing ideals of higher education for
vomen.® pp. 15~82 in P.T. Perun (ed), The Undergraduate Woman: lssues
in Educationsl Equity, Lexington, Mass.: Lexington Books.

Astin, A.W.

1962 "An empirical characterization of higher educational inatitutions.®
Journal of Educational Psychology 53:228-235,

1968 The College Enviromment. Washington, D.C.: American CSuncil on
Educatfion.

1971 Predicting Academic Performance. N.Y.: Free Presa.

1975 Preventing Students from Dropping Out. S.F.: Jossey Bass.

Astin, A.W. and S.L. Holland
1961 "The environmental sssessment technique: a way to measure college
environments.” Journal of Educational Pasychology 52: 308-316.
Astin, A.¥. and C.B.T. Lee
1972 The Invisible Colleges. N.Y.: McGraw-Hill.
Astin, A.¥. and R.J. Panos

15

-



1969 The Educational and Vocational Developwent of College Students.
Washington, D.C.: American Council on Education.
Bayer, A. -
1973 "The new student in black colleges.® School Review 81: §15-420.
1972 *The black college freshman: characteristics and recent trends.*
A.C.E. Reseach Reports, Vol. 7, No. 3.
Bean, J.
1980 *Dropout and turnover; the aynthesis apnd test of a causal model of
student attrition." Research in Higher Education 12' 155-187.
Bennett, S.K.
1982 *"Undergradustes and their teachers: an analysis of atudent
evaluations of male and female instructors.®, pp. 251-278 in P.T.
Perun (ed), The Undergraduate Woman: Issues in Educational Equity,
Lexington, Mass.: Lexington Books. :
Bidwell, C. and R. Vreeland
1963 "College education and moral orientations.® Administrative Science
Quarterly 8: 161-191,
Bielby, D. Del Vento
1982 "Career commitment of female college graduates: oonocptuali:ation and
measurement issues.® pp. 337-350 in P.T. Perun (ed), The
Undergraduate Woman: Yssues in Educational Equity, Lexington, Mass.:
Lexington Books. {
Binstock, J.
1970 Survival in the American College Industry. Unpublishod doctoral
ssertation, Brandeis University.
Bowles, F. and F.A. DeCosta
1971 Betwoon Two Worlds; A Profile of Kegro Higher Education. N.Y.:
MoGraw-Hill. )
Bowles, S.
1972 "Schooling and inequality from generation to generation.® Journal of
Political Eoonomy 80 (May/June): 219-251.
Bowles, S. and H. Gintis
1976 Schooling in Capitalist America. N.Y.: Basic Books.
Braddock, J.H. II
1979 "The perpetuation of segregation scross levels of education: a
behavioral assessment of the contact hypothesis.® Paper presented at
the meetings of the Ameriocan Sooiological Associstion, Boston, Mass.
Braddock, J. and M. Dawkins
1981 "Predicting black academic achievement in higher education.® Journal
of Negro Education 50: 319-327.
Bressler, M. and D. Wendell
1980 "The sex composition of selective colleges and gender differences in
career aspiration.® Journal of Higher Education 51(6)2650-663.
Brown, M.D. 28
1982 ®Career plans of college women: patterns and influences.¥, pp.
303-336 in P.T. Perun (ed), The Undergraduate Woman: Issues in
Educational Equity, Lexington, Maas.: Lexington Books.
Carnegie Commission on Higher Education
1970 The Open Door Colleges: Policies for Community Colleges. N.Y.:
McGraw-Hill,
1973 A Clasaificetion of Institutions of Higher Educstion; A Technical
Report. N.Y.: McGraw-Hill.
1974 A Digest of Reports of the Carnegie Commission on Higher Education.
N.Y.: McGraw-Hill.

\ 19



ra

.Carroll, C.D.

1979 ®Characteristics of postsecondary education institutions: computer
file version 7907.%" Technical Paper 79-12. Office of Evaluation and
Dissemination. U.S. Office of Education.

Chickering, A.W¢
1971 ;ghc bc:t colleges have the least effect.” Saturday Review 58(3):
“50.5 .
1975 Commuting Versus Residential Students. S.F.: Jossey-Basas.
Clark, B.R.

1960 "The ‘cooling out' function in higher education.¥ American Journal of

Sociology 65: 569-5T76.
Cohen, J. and P. Cohen

1975 Applied Multiple Regression/Correlation Analysis for the Bchavioul

Sciences. ¥.Y.: Wiley. ,
Collins, R.

1971 *"Functional and oconflict theories of educational stratification.®

American Sociological Review 36: 1002-1019.
Davis, J.A.

1965 Undergraduste Camr Decisions: Correlates of Ocoupational Choioce.

cago: Aldine.

1966 e campus as a frogpond: an application of the theory of relative
deprivation to career decisions of college men.® American Journal of
Sociology 72, (July): 17-31.

Dawkins, M and J.H. Raddook IX

1982 "Explaining outcomes for black students in higher education using
Natiomal Longitidinal data.™ Negro Educational Review 33 -,
(July~Oct ) : 186-6%. .

Dawk¥ns, M. and R. Dawki

1980 "Perceptions and riences as correlates of academic performance
among blacks at a ‘predominantly white university." College and
University 11: 171-180.

Drew, D.E. and A.W. Astin

1972 "Undergraduate aspirations: a test of several theories.® American

Journal of Sociology 77 (May): 51-64.
Drury, D.W.

1980 "Black self-esteem and desegregated schools.™ Sociology of Education

53 (April): 88-103.
Dunham, E.

1969 Colleges of the Forgotten Americans; A Profile of State Colleges and

Regional Universities. N.Y.: McGraw-Hill.
Eckland, B.K.

1968a "College dropouts who came back.® Harvard Educational Review 3%
(Sept.): 802-820 .

1964bd "Social class and oollege graduation: some misconceptions corrected.®
Awerican Sociological Review TO(July): 36-50.

Eckland, B.X., L.B. Henderson, A.R. Tickamyer and W.T. Trent

1979 MNational Longitudinal Study: Constructed Education Variables. Center

for Educational Rebearch and Evaluation, Research Triangle Institute.
Feldman, K.A. )

1969 *Studying the impefts of colleges on students.™ Sociology of
Education §2(3): 207-237. .

1971 "Measuring college environmenta: some uses of path analysis.”
Awerican Educational Research Journal 8(1): 51-T0.

X‘eldnux, K.A. and Newcomb, T.M.

Nt



1969 The Impact of College on Students. San Fraucisco: Jossey-Bass.
Fleming, J.

1982 "Sex differences in the impact of college enviromments on students.®
pp. 229-250 in P.T. Perun (ed), The Undergraduate Woman: Issues in
Educatiomal Equity, Lexington, Mass.: Lexington Books.

Folger, J., H. Astin and A. Bayer
1970 Human Resources and Higher Education. K.Y.: Ruueu/&ge.
Greeley, A.M. ,

1969 From Backwater to Mainstresm: a Profile of Catholic Righer Education.

N.Y.: MoGraw-Hill.
Gruber, J.E.
1980 ®"Sources of satisfaction among students in postsecondary education.®
American Journal of Education 88: 320-3A4N.
Gurin, D. and Epps, K.
1975 Black Conaciousness, Identity and Achievencnt. New York: Wiley.
Hanson, K.H. and L.H. Litten

1982 "Mapping the road to academe: a review of research on women, gen and
the college selection ss." pp. 73-98 in P.T. Perun (ed), The
Undergraduate Woman: I s in Educationmal Equity, Lexington, Mass.:
Lexington Books.

Hearn, J.C. and S. Olszak

1982 "Sex differences in the implications of the links between major
departments and the occupational structure.® pp. 275-300 in P.T.
Perun (ed), The Undergraduate Woman: Issues Ln Educational BEquity,
Lexington, Mass.: Lexington Books. -

Heyns, B. and J.A. Bird -

1982 "Recent trends in the higher education of women.® pp. 43-T70 in P.T.
Perun (ed), The Undargraduate Woman: Issues in Educational Equity,
Lexington, Mass.: Lexington Books.

Hoelter, J.W. -

1980 *Segregation and rauonllity in black status aspiration processes.®

Unpudblished paper. :
Kamens, D.H.

1967 "Social class, college contexts and educationsl attaimment: social
class and college dropout.® ERIC document ED 025 795.

1971 *The college 'charter' and oollege size: effects on occupational
choice and ocollege attrition." Sociology of Education A4 (Summer):
270-296.

1978 "Colleges and elite formation: the case of prestigious American
colleges.® Sociology of Education A7 (Susmer): 354-378.

1977 "Legitimating myths and educational organization: the relationship
betweeen organizational ideology and formal astructure.” American
Sociological Review 82 (April): 208-219.

1979 *"Student status aspirations; a research note on the effects of
colleges.® Youth and Society 11(1): 83-91.

Karabel, J.

1972 "Community colleges and social stratiffcation.® Harvard Educational

Review 82 (Nov.): 521-562.
Keeton, M.T.

1971 Models and Mavericks: A4 Profile of Private Liberal Arts Colleges.

N.Y.: McGraw-H{ll.
Lacy, W.B.,

1978 “Interpersonal relationships as mediators of structural effects:

college student sqcislization {n & traditional and an experimental

Y|




university environment.® Sociology of Education 51 (July): 200-211.
London, H.B.
1978 The Culture of a Community College. N.Y.: Praeger.
Levinsobn, J.R., L.B. Benderson, J.A. Riccobono, agd R.P.Moore
1978 National Longitudinal Study Base-Year, First, Second and Third
Followup Data File Users Manual. Center for Educational Research and
"Evaluation, Research Triangle Inatitute.
Lewis, L.S. and R.A. Wanner
1979 "Private schooling and the status attainment process.® Sociology of
Education 52 (April): 99-112.
Lin, R, and L. Jung
" 1980 "The commuter student and student sstisfaction.” Research in Higher
Education 12 (3): 215-226. .
Lindsay, P. and W.E. Knox
1981 “Work value changes among post-high school youth: a longitudinal
study." Paper presented at meetings of Southern Sociological Society,
Knoxville, IN.
Lyson, T.A.
/ﬂ979 *Factors asaociated with the choice of a typical or atypical
- curriculus among college women.” Sociology and Social Research 643
(8):559-68. °
Mare, R.D.
1981 "Change and stability in educational stratification.® American
Sociological Review 46(Feb.): 72-87. :
Marini, M.M.
1979 “Sex differences in the process of occupational achievement." Paper
presented at the American Sociological Association Annual Meeting,
Boston, Mass.
Mortimer, J.T. and J. Lorence
1979 "Work experience and occupational wvalue socialization: a longitudinal
study.” American Journal of Sociology 84(6):1361-1385.
Munro, B.
1981 *"Dropouts from higher education: path analysis of a national sample.®
American Educational Research Journal 18: 133-141.
'mb, T.H. a~ -
1983 Personality and Social Change: Attitude Formation in a Student
Community. R.Y.: Rinshart and Winston.

Pace, C.R.
13§2 "Methods of describing college cultures.™ Teachers College Record 63:
ﬁ7-277 .

1969 College and University Enviromment Scales (Second edition); Technical
Manual. Princeton, N.J.: Educational Testing Service.
1972 Education and Evangeliasm. N.Y.: McGraw-Hill.
1973 The Demise of Diversity? A Comparative Profile of Eight Types of
Institutions, Carnegie Foundation for the Advancement of Teaching.
Pace, C.R. and G.G. Stern
1958 "Ap approach to the measurement of psychological characteristics of
college environments.® Journal of Educational Psychology
89(5):269-277.
Pascarella, E.T., Duby, P.B. and B.X. Iverson
1983 *"validation of a theoretical model of college withdrawal in a
commuter institution setting.® Socliology of Education 56: 88--100.
Pascarella, E., P. Duby, V. Miller and S. Rasher
1981 “preenrollment variables and academic performance as predictogs of



L

freshman year persistence, early withdrawal, and stopout behavior
an urban. non-residential university.” Research in Higher Educatioii‘
: 329-349.
P:scarella. E. and P. Terenzini

1980 "Predicting persistence and voluntary dropout decisions from a

theoretical model." Journal of Righer Education 61: 60-75.
Peng, S.S., J.P. Bailey and B.K. Eckland

1977 “"Acocess to higher educaton: results from the National Longitudinal
Study of the High School Class of 1972." Educational Researcher 6
(Dec.): 3-7.

Perucci, C.C. and R. Perucei

1970 *®Soocial origins, educatio contexts, and career mobility." American

Socioclogical Review 35 (June): 451-863.
Perun, P.J.

1982 "The undergraduate woman: theme and variations.® pp. 3-14 4{n P.T.
Perun (ed), The Undergraduate Woman: Issues in Educational Equity,
Lexington, Mass.: Lexington Books.

Perun, P.J. and J.Z. Giele

1982 "Life after odllege: historical links between women's education and
vomen's work." pp. 375-98 in P.T. Perun (ed), The Undergraduate
Woman: Issues in Educationsl Equity, Lexington, Mass.: Lexington
Books.

Pfeifer, C.M. Jr.

1976 "Relationship between scholastic aptitude, perception of university
climate and oollege success for black and white students.® Journal of
Applied Psychology 61: 3%1-347.

Portes, A. and K.L. Wilson

1976 "Black-white differences in educational attainment.® American

Sociological Review Ni(June): A14-831.
Rock, D., J. Centra and R. Linn

1970 *Relationships betwe¢n college characteristics and student

achievement.® American Educational Research Journal 7: 109-121.
Rosenfeld, R.A. and J.C. Hearn , ,

1982 "Sex differences in the significance of economic resources for
choosing and attending a college.® pp. 127-158 in P.T. Perun (ed),
The Undergraduate Woman: Iasues in Educational Equity, Lexington,
Mass.: Lexington Books.

Sevell, W.H. and R.M. Hauser

1975 Education, Occupation and Earnings: Achievement in the Early Career.

N.Y.: Academic Press.
Smith, A.¥V. and E. Moore

1983 "Racial identification and attainment among black collegians.® Paper
presented at meetings of the American Sociological Associston,
Detroit, Mich.

Solmon, L.C.:

1973 "The definition and impact of college quality.® pp. 77-101 in L.C.
Solmon and P.J. Taubman (eds.), Does College Matter. N.Y.: Academic
Press. -

Solmon, L.C. and P. Wachtel

1975 “The effects on income of type of college attended.® Sociology of

Education I& 75-90.
Spaeth, J.L.

1968 ®"The allocation of college graduates to graduate and professional

achoolsa.® Sociology of Education X1 (Fall): 382-349,



1970 ®Occupational attainment among male dbllege graduates.™ American
Journal of Sociology 75: 632-44.
Spaeth, J.L. and A.M. Greeley
1970 Recent Alumni and Righer Education. N.Y.: McGraw-Hill.
Spitze, G.D. and L.J. Waite
1980 *Labor force and work attitudes.®™ Sociology of Work and Occupations .7
(Feb.): 3-32. top
Stern, G.G.
1963 "Characteristics of the intellesctual ciimate in college
environments.® Harvard Educational Review 33: 5-14,
1970 People in Context: Measuring Person-Enviromment Congruence in
Education and Industry. N.Y.: John Wiley and Sons.
Tenison, L.J.
1976 “Description and specifications for the MLS-Instifutionsl data base.®
Technical Report, Washington Office, College Entrance Examination
Board. ’
Terenzini, P. and E. Pascarella
1980 *"Toward the validation of Tinto's model of college student
attrition.®™ Research in Higher Education 12(3):271-282.
19;? "Yoluntary freshman attrition and patterns of social and academic
integration in a university: a test of a conceptual -odcl.' Research
in Higher Education 6: 25-83.

s, G.

’§?;;1 *Student and institutional characteristics as determinants of the
prompt and subsequent four-year ocollege graduation of race and sex
groups.® Sociological Quarterly 9: 327-345.

Thornton, C.

1979 "More on the effects of achool desesregnti +q different look."
Paper presented at the meetings of the Soujfiern Sociological Society,
Atlanta, Georgia, '

Tinto, V.

1975 "Dropout from higher education; a theoreti synthesis of recent
research.” Review of Educational ResearchM5: 89-125.

1977 *Does schooling matter? a retrospective #ssessment.™ pp. 201-235 in
L.S. Shulman (ed), Review of Research in Education, Volume 5. Itasca,
Ill.: Peacock Publishing.

1981 "Higher education and occupational attainment in segmented labor
markets: recent evidence from the U.S." Higher Education 10 (5):
899-516. -

Trent, J.W. and L.L. Medsker

1968 Beyond High Sehool. S.F.: Jossey Bass.

Trow, M. L

1961 "The second transformationl of American secondary education.®
International Journal of Comparative Soclology 2: 188-165.

Vreeland, R.S, and C.E. Bidwell

1965 "Organizational effects on student attitudes: a study of the Harvard
houses.® Sociology of Education 38(3): 233-250.

Wegner, E.

1967 The Relationship of College Characteristics to Graduation.
Uppublished doctoral dissertation, University of Wisconsin.

Vegner, E. and W.H. Sewell.

1970 *Selection and ocontext as factors affecting the probability of
graduation from college.” American Journal of Sociology T75: 665-79.

Willie, C. and J. Levy

E



1972 *"Black is lonely."® Psychology Today 5:50-53.
Wilson, K.L.
1979 "The effects of integration and class on black educational
attaimment." Sociology of Education 52(April): 83-98.
¥ilson, K.L. and L. Saith~Lovin
1983 *Scaling the prestige, authority and income potential of college
curricula.® Social Science Research 12: 159-186. *
Zwerling, L.S.
1976 Second Best. N.Y.: McGraw-Hill.
) Addendum to References
Astin, A.W.
1977 Four Critical Years; Effects of College on Beliefs, Attitudes, and
Knowledge. S.F.: Jossey-Bass.
alhnaki. C.F. and D.A. Wise .
1983 College Choice in America. Cambridge,Mass.: Harvard Univeraity
Pressa. '

§

PR

e
hat



