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attainment of black students was higher black collegis that we'in

smaller, less vocational, more cohesive;, ind
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Abstract

This study analyzes the postsbcondaryoduiational experiences of black

and white high school graduates who entered college between 1972 and 1974:

The focus is on 'the effects of the basic type of institution and specific

institutional chOcteristics on students. It Met investigatei prixesses*

of selection into colleges for blacks and'"whitee, and finds that high school,

race,revid academic preparation stionglyeffect collegi selection of blacks,

while dES'and goals are sore iiportantor whites. Differences in effects of .

celleges on grades; faculty contact, satisfaction, and attainment variables

are masa expiated. In general the attainment of black students iI higher

in blaci, privately

low SO coiiibsition

important for'black

controlled, smaller, less vocational, sore cohesive,.

colleges. Contact, with faculty also seems highly .

students.
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Introduction
This study, .xaminen the effects of college type and characteristics for

black and white entrants to college in the early 197011.4 Hoy studies have
shown that blaoksind whites enter different kinds of postsecondary
institutions, aed that the processes through which they are selected/
reorulted into $natitutions with different Characteristics also.differ.'
However, few studies have explored the issue of differential effects of these
Institutions on the academic performanoe and educational attainment of7blackv,
and wbite,students. The study uses data from,the Hation4 Longitudinal.Stuft,
of the high school senior class of 1972'. and analyses the patterns, of
attainment for those students who enlered.daleg, betwein 1972. and 1974..
Beilew of Miniature

A Number of studies indicate differences'in the deterkinants of hitt* and
white educational performance and attainment. lace differences in reactions
to background and educational environment& sod& to exist at all levels of the
educational system. At the secondary level, studies hive generally found that
pigb school performence, me&sured ability, and socioeconomic status have
weaker effects on the educational goals, later academic performance', and
attainment of black than white iltudbatew An the other hand, *ambition*,
disciplinary problems, .litonco tyo, selifoesteem, and.educationel
aspirations seam to have effects on black attainment (Berckhoff and.
Campbell, 1977; Porter, 1974; Fortes and Wilson, 1976; Deer Griffin and
Clark, 1977). Studies at the secondary level have also f both main and
Interact/on effects of school-level variables. 'Black students in integreeed
schools seem to have aspirations which are more closely tied to ability (1.e,
more *realistic"), along, with loier.grades, lower odds of being in a college
prep curriculum, lower academic selfrooncepts and eduqational goals °Welter,
1982; Eokland and Alexander, 1980). !Black students id high ability
composition schools tend to hive lower. grades, college plans and attaimmehti,
as do.white studenteLhowever, high ee*LIP-eeenglito 0011Peenien.lase 1001.011
ourkioul'im placement' educational goals, and acedento self-oonaipt ortlack-
students, but not white students. High HES contexts may, however,_helpkblaq
students by providing greater taaeberioounsilor encouragement of college
attendance liackland and Alexander, 1980). Wilson (1979) repprts.that blacks
in integrated and middle clans schools had sompredictable ittainnint than.
those in segregated schools. SXS and pacing (being held beck or skipped a
grade) had stronger-effects on attainment in integrated and higher SES
settings.PAZ

AilantialbUtSblOMUJWIlligMt. Thers,is gate a bit of evidence of
basic black white differences in where students, go to oollegs. Bikoh students
are more likely than whiten to enter less selectivet.lower quality, two-year,
predominantly-black and private institutions. Controlling for othert
background (actors, however, blacks and vhites differ to slower degkee, and
some differences are reversed. Controlling gooioecomnia status and ability,
some studies have found that blacks are less likely tenter two-year colleges
and low selectivity public colleges. Hearn (1984) found thatvicontrolling for
BO and achievement factorsi black student, entered colleges higher in
expenditures per student and costs, but IdWer in seleottotty.

Studies have also examined the determinants of. where blacks go Ito .

college. Braddock (1979) toad that black attendance at desegregatdd high '",,

schools decrehsed significantly the odds blacks chooseto attend black
colleges. This effect on college ohoun was as Isportant as those of

high school grades and college oast. liklind and Alexander, summarising
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studies dons with the data, report that in the South, .the percent-black in
the highlichooldid si ficantly immune the odds of black student entry to
a !traditionally black! college, but that it didoot affect the selectivity
level of °than institutional choices. The best predictors of entering a
traditionally black institution (TBI) were college preparatory curriculum in
high Rohool and measured ability. The studies also found that blacks Wore
more likely tqLgo to four-year 'colleges and sore seleotive institutions. The
best predictor' of selectivity for blacks were region, ability, .science
ocurstwork and high school' grades. For whites, the,beat.prsdictors'wete
measured ability, high school grades, region, SES and latguage coursewek.

Astin and Cross (1981) fount! that blacks in predominantly white .

inqititions (FgI) were slightly more likely to have been in oollOS6 -

preparatory programs in high school, and had bleier high school grades, though
g they did not j, better prepared for college once eneolled. The' students in

Pill's also had chow ogles* closer to home, and were most likely to have
chosen their institutions because of the availability of financial aid and
active recruitment by the coliege. Students livblackoollesei tended to have
applied only to the college they attended, were further Won home, and had
Woolen their college because of the influence of relatives, teachers or .

friends.. -v

Overall, black students were leas objectively well-preparid for college
than white students, thought they fekt SU= prepared in most areas. They
also were. in colleges closer to home,-had lower parental elbOation and income,
and more financial conoerns about college. Cross and (1M) also found
that black students were more likely to receive financial aid, got more aid,
and received that aid more often in the Apra of a package including loans,
grants snework-study employment..

Xinte lune Ned woad= iatUkatiQII. .

.11 number of studies have fooused, as at the seconds&y level, on effects

of college racial composition. Bayer .(1273) found that black students at

traditionally black schools were sore likely to'sspire to graduate training,
thouah lose likely to aspire to professi occupations than those at

4

predominantly white schools. Dawkins and cc* (1982) report that the
positive effects of college activities, sa si ion,. sad grades on attleinment

are stronger in traditionally black than white aohoolia. Briddock and Dawkins
(1981) have found that predibtoce co? attainment of-black students vary.
sciewhat bx both predominant race and level (two-year versus .four.-y ear) of the
institution. 'Or example,*ability and high school currimaimi were significant
only in two-year black. sohOolauwhile SSS was important only ip,four-year
black schools. Perm* white seemed to be more important at four-year than
two-year schools. Overall0.the.explained variance, using ability, high school
grades,and curriculum, stUdy habits, percent"Vbite, and SE'S was greater in
black than to stools. Smith and *ore (1983) found that achievement of .

Musket is higher In small, high quality colleges, while !adjustment!
is better larger, lower quality colleges. For achievement in oollege, Ugh
school grades, mother's occupational status, gender, and financial aid were
also important for black students. Pfeifer (1976), looking at oars .

interpersonal aspects at colleges, foutd that impersontl, laoademics
atmospheres have mitt*e effects an the performance of Whites, while
nonacademic atmospheres and perceptions of pessonil racism by fellow white
students had positive effects on perforsanoe of black students. Dawkins and
Dawkins (1980), on the other hand, riPort that performance of black students
was positively *Created by contact with whites and negatively affected by
perceptions of prejudice. Dario and BYps (1975) fOund that higher faculty-

4c
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student interaction, and an academic. stress inthe 'indent culture bad
positive effects on the occupational and educational goals of black students
in black colleges. .

!. Cross and Latin (1911) analyzed the determinants of black persistence
.,thongh they do not present oomparativewhite analyses. Mum found that higher
odds of persistence for blacks were associated with higher high 'Owl grades,
being at a predominantly black institution, Wad nor* Avolvid in (=Pus
life, and having higher selil-Gonfidence in ability. Lower odds of black
persistence were associated with beinkemployed over 20 hours a week,'hailAS
large educational3cans, perceiving a lack of.perental *abort, And having
feeling* of 'loneliness or bordadom at =nig.. Coosa et al 11983) also found
higher rates ofeearly progressiOn, persistence, and graduation for
predominantly black college. students and for being in the minority (black in
white college).

It it clear from an analysis of the literature, that we lack such .

information 'boa the relatiie effects of different determinants of student.

performance and attainment by race. The-studies on higher eduagionsin
partioular are inadequate has a group). Many of the studies oomtere Only.a
small number of institutions which very aimultaneously on I variety, of
characteristics. Other studies use-only black students iridifferidg
institutions: These da not allow us team= whether similar processes of

% institutional effects operate for both blacks and white*. Many studies lank

,.

adequate of.both background and other pre-college influences, and of
instituti

This study.ie a preliminary analysis of.how bladk.and white college
students in the °Orly 1970's fared in a varsity of postsecondary institutions
'It explores the following questions:

1. Are there institutional Characteristics which are particularly
-16Z;rtant'in helping' black students to perform adequately,,peraist, and
graduate tram college?

2. Is .lisolc'perfOrmance, persistence; and graduationpertit!ularly
dependent on institutional characteristics.

3. Are integratioi into college life,. faculty support, and avoidance
of conflicting roles sore important for black students? .

4. Are the, kinds of institutions blacks predominantili enter, and the
kinds of college experiences they have, those that are m9St adVan .ui?

The data need include sufficient controls for individual 0

variables, a number of specific institutional chakacteristioe, and informatics(
about.student experiences during college, as well as on educational outcomes.

Whigs v

Thin study uses a subset of the National Longitudinal Study offthe High
School Clams of 1972 . Only entrants `to two- or four-year =lieges, in
academic curricula (see Oakland et al, 1979 for operationalination), by the

-n°410 Fall of AM are included. In addition, oily respondents to It least the
base-year and first follow-up surveys are utilized. The resulting nazism
sober of cases, for analysis is 7376. This includes 795 blacks and 6581
non - blacks.

Missing dati VW! replaoed with the mean of the data-present
o distribution. According to Cohen and Caen (1975), this procedure allows one

to maintain a sazimum case base for analyses, while specific parameter
estimates are.based only on the data-present oases. 1p general this is a
oonservative procedure, which attenuates standardized parameter estimates dm.
to the decreased variances of:variables. It does not affect =standardized
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. statistics.. .Respouse rates.for the follow-ups have been quite high, and are
probably higher for college 'Menders than other groups (see Levinsohn it al,
1978 for.description of follow-up procedures and specific-response-rates).
Analysis of patterns of missing data on individual variables did not reveal

4 serious biases. Results using lietwise and palmist) deletion methods showed
'essentially, similir results, Ip fact, as%expected, results using nitwitse
deletion gave stronger rbgression coefficients and more significant effects
for most variables.

Ihmuuummuia.a.J4030414.talentltiMsa. i campmate measure'oi SES
was geed. . It is compoped'of ad equally weighted sua of standardized scores
for father's education, motherls'education father's moupapional prestige,
lamily income, rand household possessions (6). Gender is'a dummy variable
(MAU),, with sales 2 and females 1. Three Measures of academic preparation
are used. Ability (ARIL) is the standardized sum of scores on the reading, g
letter groups, math, aid vocabulary subtexts given with the base-year
questionnpire. Nigh school program (BSPON) is a dummy variable contrasting
AMD-oollege (2) with college preparatory (1). Sigh school achievement MOW
is a Measure of prams.: high school grades from school records. Educational
plans (EDEIP) refers to the level of education the student expected,to attain.
Occupational aspirations (OCASP) are measured by the Duncan BEI score for'the
_occupation the student wanted to enter. Abeam.* of academic self concept
"(JAN),

averaging
ors to the student's confidence in ability' to do wellin college.Finallnsired

by mother and Man was'rper
i measure of parebtal aspirations (PASP)poonstructed by

student is of the level of education de
® used. ESRACE is an indicator of 44 percent white in the students high'

school.' It is used only for blacks. Analyses including it for whites as well .

showed no substantial differences in the model.
A final control Variable is necessary- because of the inclusion or both'

immediate, coded as 2, and Eelayed (1973 to.197#) coded kr 1, entrants.
Studies have shown that determinants of educational verflormance and attainment
are similar for the, two groups (especially when the del aY is only one or two #
years), but it is` necessary to control for the main effects of delayed entry.
on outcomes. Delayed entrants were included in order to increase the number
of minority and lower SESatudents represented. .

Poet -high *boa role jazgazglette& Your factors dealing withbindividual
level of involvement with the student role and other potentially competitive
roles are included as controls in a esoona stage. Marital status (MS) is a
dichotomy for currently married or not at the time of entry to college.- Rours
of emploympnt(HRS) is the number of hours per week worked in Octobere the
year of oollegeintry. Residence on- campus (2) or off - campus is also a

, - dichotomy (RES).c Wortunately, the only measure of residence is for the time
when the rqspondents received the first-followup instrument.(1973,for most).
Thus this measure le not entirely appropriate few those who entered college in
1972. Probably those living on-campus in 1973 also did so in1972. But the
opposite is not true. Those living off-campus in 197a say have lived
-on.43ampus in 1972 but have dropped out by 1973. &mapse of these problems,
the residence measure is not useb in the analysis of persistence to the. second
year, though it is used for later periods. it is definedes misrsing in these
analyses Wee students not enrolled is the fall of 1973. Analyses
excluding it.in all equations show little effect on oteer, parameter estimates.
Finally, a measure of full- versus part-time atundan410 in the first year
(PTPT) is used.

intlintaning-sellun Three measures cif the
experiences of stildents in the college setting are included. College acaiemic,
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performance (OPA) refers to average grades in the first year of college
Faculty contact is a dichotompof whether the students report they know a
faculty member well enough to ask for a letter of reference or recommendation
(FAC). Overall level or satisfaction with oollege experiences (CSAT),is
_deteriined by average ratings'of Bavaria aspects of the college and one's life
there, -on a' one to five scale.

JggioatAgnallIgtiggmee. -Thepriiary concern of this research is with
Affects Of college experiences bn traditional educational attainment. It does

-"'Alot look at vocational education, or other nontraditional training. The first
outcome measures whether the student waist for at least 'one year in an
academic program in a two or four-year college (P2). Again, this does not
refer to persistence lathe same college, only to,nprsistence in,sbme academic
program in any college. The pecond outcome measure is attainment of a
bachelo's degree (BA) by 1979. (seven years after high school). The last
asaiumuset is that of academic educational goals (pm) It measures the
level of oollegefeducation the respondent expected tb complete, and it is
taken from the 1979 questionnaire. Through this one can see if longterm
plans for oducation'are as greatly affected as early attainment levels.

=ma /arlablea. College-level data were obtained by merging pro
machine-readable files of institutional data (Carroll,,1979; Unison, 1976)
with the ELS data, by matabing of F.I.C.E. codes for institutions. Thus tie
college data are Aga obtainid by aggregating data from the RLS sample, but are
taken directly from institutional records. All college variables 'refer to the
first oollage,(from 1972 to 1974) attended by the student. The followiig
measures were used in analyses:

1. A set of dummy variables for private university,(PRO), private
four-year college (PRA), private two-year college (PR2), public
university (ppBu), and public four4ear college (POW compared
to public community colleges 'as the omitted oomparison,group was
used. FourLyearpolleges, are those offering at least four-years -

of post-high school work, granting baccalaureate or equivalent
degrees. Universities are those w3.th considerable emphasis on
graduate instruction, with at least two profelsional schoola not:-
exclusively technological' in character. Two-mr schools are.
those offering only associate degreesl'oertificates, and
diplomas, below the baccalaureate level.

2. RaCe Ofjoollege - coded 2 for a prIdominantly black, and l'for
predominantly white institution.

3. Selectivity'- mean SAT score of Mathison class (SAT) .

4. Percent dr students with family i;Lome less than 6,000 USES).
5. Total opening fall enrollmentvundingraduate and graduate (SIZE)..
6.Percent of all students enrolled part-time '

T., percent of all majors offered in vocational areas, with ,

vocational defined es any area other than liberal ,arts and '

natural's/Aeneas/mathematics. This includes areas like business,
engineering, education, trades, and other applted programs
(PYOC).

8. Educational/general expenditures per student (2P).
These indicators were choose on the basil of exploratoiy factor analyses

of a larger set of college characteristics. Factor analyses showed four basic
factors. The first has a positive loading for percent living on campus and
negative for vocational majors and percent part-time (a social integratOn .

factor). A second has positive loadings for sisegnumber and diversity of
major areas, corresponding to a theoretical factor of buremicratisation and

'8.



complexity. The third factor has high positive loadings for percent graduate
students, expenditures, cost, and enrage SAT. This sounds closest ,to at is
generally termed quality. The foullth father has a lower positive loading
for 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 soolo-eoonatio siton factor. On the basis` .of this, variables
were chosen to represent, oh factor. Idadditton, dther variables were
selected on the basis of earlier regression results aid/or theoretical
interest.

Results
Examination of sin le black -white differences in the means of th liege

variables indicates that blacks and whites do enter different kinds o
. postsecondary institutions. Blacks are somewhat less likely- to be in public
and private oommunity/junior colleges, and sore likely to enter public and
private four -year colleges than whites. Blaoks are less likely than whites to
enter universities. The institutions blacks, attejid arp staler, with lower
SES and ability composition, and slightly sore part-time students and
'vocational major arias. Despite this, expenditures per student are marginally
greater, than for whites. Almost a third of the black students are in
predciinantly black institutions. .

Analyses using race as a 'dummy variable. in a iegression equatidn
including the socioeconomic and academic control variables used in. this study
indicate the extent to which race affects college select iod of other
factors. These rem to show positive effects of being black on educational
expenditurest tuition/fees cost, .degree level (university/fouf-year/two-yeae),
private control. Negative effects were found for spocio-soonolics eompoaition,

.
Pr9Portions of halftime and commuter students, vocational orientation, and
selectivity.

Table a examines whither there are also different patterns of seleCtion
into postsecondary Institutiona for blacks and whites. Because of the very
small number of whites in predominantly blilatinstitutions, this variablopis
eliminated from all analyse for whites. 'ftwever, the-analues do eow that
the main determinants of black entry into blackrather than white colleges are
the racial composition of the students' high schools and whether they delayed
entry to college. As others have found! those who attend predominantly black
high schools are alsemore likely to attend blaok'oolleges. Black oallegei
are also less likely to be selected delayed callow entrants.

Black student entry into more academically meleotiva colleges depends
most on ability and high school curriculum -- achieved factors. For whites, on

. the othtir hand, college selectivity is-dependent on SES, goal orientations,
and parental aspirationi. In addition; while. delayed entry is not associated
with selectivity for sic* white delayed entrants inter less selective
schools. Race differen s are much -the use for SES composition; for blacks,
measurel of academic pro ation and high school race are significant, while
for whites, SRS and occupational, plane are significant. Black entry into more
vooationallYpriented colleges is, tied to academics preparation (especially
currioulua), educational gbals, and delayed entry. Far whites, these factors
are Use important, and SES and parental aspirations are more important.
Selection into colleges with high expenditures per student is tied only to
ability 'for blacks, while for whites a of other factors are important:
SES, gender, and high school grades. Citing to a largo college is tied are
Closely to SES for blacks, sh4 to ability for whites. In addition, high
school preparation, goals, and parental aspirations are owe influential for
whites. 'Finally, entry to a allege' with high part-tile enrb!,1smnt is linked
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sl.gnificantly to SES for whites ,but not blacks. In addition, measures of
academic preparation, parental aspirations and high school racial ooaposition
are generally more important for whites.

Generalising across all college characteristics, it is clear that SES is
a mompotont influence on where white students go to oollege than is the case
for blaoki. Ability and high school curriculum tend to be more important in
the routing of black students into cellos, wale high school 'rafts are more
important for whites. Parental aspirations also seem more influential for
whites. Individual goal orientations vary across the specific college
variables being analysed, with to apparent trendto race/differences.
Background cheracterAstios and delayed enter expilein anywhere from 3% to 18%
of the variance in college characteristics. The variables in the model,are
superior in explaihing college selectivity, SES composition, and percent of
pert-tine students. Explained variance in vocational orientation and
expenditures is greater for black's thaji whites.

Table 1 Here
Table 2' shays the effects of college type and charadtteistios on measures

of academic performance, conteot with faculty and college satisfaotiop.'
Aoadestnagaingn;la. 'Black students who enter predominantly black ,

institutions (PBI). receive significantly higher average grades in collage.
Both black and white.stidenti get the highest gradsreeLp two-year colleos, and
the lowest grades in public universities. White stfidebts in piblic colleges,
and privatOolleges and universities receive spite abailar average 'tads.;
for black students, both four-year oollege settings result in lower stades
than private universities. In addition, black student receive particularly
low gradesin public universities.

For white students, public colleges and universities remain agnificantly
lower in gradebe, even controlling for specific °allege characteristics. In
addition, we see positive effects on grades of college site, percent of low'
SES `students anperoent of part -tile students. that is, white students get
their beet'grades in large schools with low integration and low SES
composition., Only low'SES composition inobeasei black grades significantly.
The effects of MS composition are maintained for both groups, even
controlling student role involvement, and the positive feet of college size
for whits, is also maintained.

In this early college period, marital status, employment and off- pus
residence are not significent impediments to? high grades. Part-tine
attendance is in fact apAitive determinant of grades for white students.

The individual control variables and college type explain more of the
variance in white than black college performance. However, college
characteristics increase explained variance proportionally lore for blacks
than whiten. A

!acuity maul. The admittedly poor indicator of contact with faculty.
is net responsive either to student background or basitnsitutional type for
black students. For whites, there is a basic public/private division. All
private institutions, especially at the two. or four-year level, are higher in
faculty oontlaot for Whites. For whites, contact witt.faculty is also linked
to smaller college size and lower proportiShelef part-time students.. While
also is not as influential for. black students, going to a college with many
part-time students is particularly damaging for blacks. While the effect of
part-tiee composition is explained away by differences in individual role
involvement for whites, this is not the case for black students. Size of
pollge, on the other hand, remains influential for whites.

Overall, being a full -time student, living on-campus, and getting higher
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grades increases co t for both groups, but to a.greater degree for whites
than blacks. A ve effect of employment-is also seen only for white
students.. Finally, blacks who, enter PEI are not significantly higher in
!amity contact, when oontrolling for other oollegm'obaracteristice.and role'
involvements.

-rdalliptgatutarlatlon. For whites, the basic college type does influence
subjective Integraton into college life. Students in public college and
university settings are significantly less satisfaied than thoie in twowytar
and private college settings. The most satisfied groups is stoRdents in

- private two-year oolegee. For blacks, nene of the basic institutional types
varies significantly in satisfaition level of students. Speitific oollege
characteristics do however vary in their effects for blacks and whites. White-

. student satisfaction is increased by entry to colleges with lam,SES compositnnor
and few part-time students (end as unselpotive liberal arta colleges ?).
Blaok students are iggat satisfied at colleges with. low SES oomposition, as
well as those with high ability composition. Furthermore, while.mhite student -

satisfaction depends on campus residence, faculty contact, and grid,.
perfcrmanoe, only grades seem important for black evident satisfaction.

Table 2 Here
Table 3 shows the basic findings of the study: the total and direct

effects of colleges and college exoriences on educational Attainment and
woks.

hiraddmas fdt Aut isagad nit. Black students are more likely to retain
in oollege for a second year when they enter predominantly black/ooleies.
Besides thief other institutional types do not vary significantly from each
other. got* however, that for both blacks and whites, all "es have higher'
persistence rates than public community colleges.

Black student, are negatively affected by entering collegeswith a
vocational emphasis, and with many part-time students. 'nese negative effects

"exist independent of individual student experiences. On the other hand, only
part-time composition reaches significance for whites and its effect Can be
attributed to differences in role involvement .et the individual level. In
addition, *or whites all the student role. 411vement factors are significant:
not being married, not working many hours, an being a full-time student. In.

addition, whites are more likely to persist if they have higher grade
ay.prages, more faculty contact, and, higher sajAsfaction. For black students, i

- only faculty contact is a positive and significant factor in early
persistence.

Racluastrli Aunt =UAL= by. jail. At the point of the fourth
follow-up of the NLS cohorte, even the delayed entrants have had five full
years to complete "a bachelor's degree. Those who entered in 1972 have had
seven years. While acme students will undoubtedly finish after 1979, most of
those/who will ever receive a degree should have done so within this period
(Sokland, 1964; Campbell, 1980). Results indicate that blacks who enter black
'colleges, or private colleges and universities have higher degree completion
rates. Only the papoent part-time students has a significant effect, out of
the specific college variables, though the negati#e-effeot of else is nearly'..,
significant. These college effects are primarily explained by the
differential role involvement 'and experiences of students./Black students who
live on-cacipus, who get higher grades, and who have better contact With
faculty have higher ocmpletien rates. Living on-ciapua and faculty contact
Abeam particularly important for blacks. For white students, all college types
are, uperior to community colleges -- even the private junior ()alleges. In
addition, privately controlled institutions have higher completion rates than

11



public _schools especially public universities. This is even true when
controlling for other college, variables. Expenditures, vocalionalise, and.

part-time composition ha** significant negative effects on white'degree
completion, while. selectivity has a positive effect. These effects remain
_even when oontroltingfor role iniolveient However, employment, part-time

\ attendance; living Oft-Campus, low grades, low faculty contact and
dissatisfaoton are all significant determinants-et degree °Completion. lots
that college grades are mores influential than facblty.00ntact cr setisfactionli-

...while for blacks faculty (*Intact is the most isportait aspect of experiences.
Zgunatima goalna. Ina. For btaok students, educational goals are

enhanced by entry to'a private university or college or a.publis.college,
_rather than to a public university or oommunity-college. Privat4 lettings in
general lead to higher goals than. equivalent-iublic colleges. . This in the

with a. particular advantage foss. private universitiet.- Only
part-time oomposition has a-negative effect on black edioational goalainthile
academic performance and faculty &Intact have poiitive effects. Once' again,
for-blacks faculty contact seems more important than objective evidence ode
success in college.. JP

For white students, all private colleges lead to. higher goals than
similar public colleges. it with black students, private universities retain
an advantage not explained by specifie college-charaeVerigtics. In addition,
for whites, higher goals are encouraged by entry to a large and
non-vocationally oriented setting. For whites, role inyolviments are also
significant though they are not for blacks. Greater employment levels in
college and being only a part-time student lower educational goal levels.
with degree completion, gradesegfaculty contact and.satisfaotion are all
positive influent:Jason goals far white students, with grades being the most

, influential. On the other hand, for black students, faculty contact is ther
*most influential of the three.

Table 3.8ere
MEN= And fanialudena

8isffi 1211 Attalla ite aLlas/Rs. First, 'black students who
enter predominantly black institutions'hsve sane advantages over other black'
students: they receive significantly higher average grades, are acre likely to
persist for, a second year, and to obtain a blohelorls degree. However, this
advantage can primarily be traced to the low SES composition of the colleges,
combined with low proportions of part-time students. Differences between
students in different Gate/cries of the college typology are quite.similar for
black and white students. Those in two-year colleges receive.thq highest
average grades, but overall ha* the lowest odds of persistence and
graduation, and the lowest educational goals by 1979. In general, the
two -year versus four-year differences are even greater for black students.
Ilmiang the four-year colleges and universities, students in public institutions

lowestreceive the lest grades, this is true for both blacks end whitis, but again
the differemmis greater for blacks. While the differlices do not reach
significance for blacks, public institutions also negatively affect faculty

tact and satisfaction of both group.
Ai, On the, other hind, going to a privailaoollege or university leads to

er grades, faculty oontaot and satisfaction for whites. The primary.
.

T *ranee blacks, while it does not reach significance, is the low
sfaction of students in private four-year colleges. Ho;ever, for both

groups, goipg to a private college has 'positive effects on attainment and
goals. This advantage is greater for black students. Private universities
seem particularly important in increasing long-term educatiOnal goals of Medic'

12
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students, though all four-yea colleges are also good elimates for this.
Public universities do not_seem to aid black student attainment or goals as
thrudo for White students..

'1116 per-student expenditures in colleges do =Alder's's student
attainment. In fact, note that the' signs of most obefficienta for

expenditures are negative, nd the ooeffipient for white degree attainment is
significant. Large institutions). aim' has effects an white but cot
bliok acadeiic performance And eduoational &ale; in fact, the signs'of these
Coefficients are negative blacks. Thus blacks are if anything harmed by

s entering large colleges,' e whites .are moderately helped. Tooational
orientation of the.00llege cantlylowere early persistenciref black
students, but cot whites. 'hi:mover, whiteswho-go'to vocatiOnally

of

colleges are-less likati to obtain a _degree, And tend to lower their lo.ag-term
educational goals. These loser term effects are Aft found for blacks. Thus

' overall going to a college :with many.vocntionalsmjor areas is less dasaging
to black students than to whitis. The proportion Of part-time.students is
associated with higher grades for whites, but not blacks. However, black
!students in such colleges have such lower faculty contact, Oven though they do
not "find such cositexts'particelarly dissatisfying. Mite students are law in
both faculty contact and satisfaction in such contexts. Despite these 2

tterns, blacks who enter colleges with low student cohesion have such lower
of persistence, odds of graduation, and goals. The magnitude at**
ts,is such greater than for whites. White soitioeconomio composition does

not affect ittainment, students in schools -with low SES compoeition do receive
such higher grades. This is partioularly.true for blacks, andas noted above,
Accounts for the grade advantage of blacks in black colleges. however, only

for black students, going to low S colleges also decreases. satisfaction with
college. In fact, ;Mite students in low SES colleges are agra satisfied,
College selectivity has only one significant effect for black students: it too

4 lowers student satisfaction. This is not true for whites. In cacti white
students are significantly aided by entering selective Colleges :. they are
higher in both persistence and graduation rates in such settings. Black
students are not harmed by entering sehotive schools, but neither are they
helped.

ihals isaanstat.

At the indiAdaiflevel, a lack of involvement in the student rOle and
corresponding involvement in family or work roles does not seem to hurt black
performance and attainment, though these factors are important for whites.
Only living on- campus is more influential for blacks thaewhites. Black
student who live on campus are far more likely to have obtained degrees than
those who are commuter students. Academic performance inflUences degree
attainment and goals for both groups, though it increases early performance
only for whites. On the other hand, faculty contact is almost three times as
strong an influence on black as,white attaimmAt and goals for further
education. This measure of social- psychological integration indicates that
acceptance and oommuhication between students andlaculty is crucial for black
students.. It is more important than either grades orgeneral college
satisfaction.

1
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In general, black4atudents are most likely to persist for at least a yeai,
iwben they enter blackvolleger, with lass Vocational orribtations and sore
cohesive enviroments. Black colleges, as well as private four-year oqlleges
and universit.les also Improve the odds that black students 011 obtain
bachelor's digress, in patt due to 'their greater student integration and the
higher grades students are able* to obtain. On-campus residence, high grades,
and adequate contact with fatality all increase the obsnoes a student will
persist ancririduate. On the other hand, going to a public community college,
with a vocational ataoaphere, and low student integration helps black students
only by modereteliAmoreasing their grades. Publjolanivett.sities and four-year
collegaeLlead to low early grides for black etudentsp'to low satisfaction, low
faculty contact, and,, therefore lo/' odds of persistence and graduation.

Ls 'ore black-tptddents are recruited into public universities,/ and as
black colleges enroll lower proportions of the black student population, there
are likely to be negitive effects on many black students, The larger size,
lower integration,, and higher selectiVity of public uniiersities are apt to
lead to lower grades, lever faculty contaot and aatisfaction. Is a result,
same black students who would have graduated in black colleges or other
private oollegis will'not'do so win public' settings unless attempts are made to
Adapt to the needs of the black student population.

.
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Table 2

Effects of Colleges and Role. Involvement on College iExperi Off
Black College Entrants (1495)

Unstandardized (Standardised) legrepsion Coefficients

(1)

OPA
(2) -c (3)

RACE .4404f .012 .019

,(.170) (.005) 1.008)
FRU -.243 .064 :076

(-.053) (.014) (.016i).

PR4 -.356' -.116 -.091

. (-.103) ( -.036) (...026)

PR2 .274 .255' \ .265

(.049) (.046). (.048)
MBE -.457.4 -.198 -.189

(-.155) ( -.067) (.084)
PUB4 -.3094111 -.145 -.127

(-.115) (7..054) (-.048)
SIP -.025 -.024

( -.042) ( -.041)

SIZE -.005 -.006
(-.041) (-.043)

90c,J .334 .354

(.049) (.051)
HALF .202 .169

(.028) (.023)
"LSES .918f1 .848**

) (.171) (.16T)
SAT -.015 -.013

( -.018) ( -.016)

NS .004

(.008)
BRS -.024

.( -.024)

FTPT .003

(.001)
RES -.105

(-.039)
OP& .

. TiC F

12 .079 .100 .102

. .. FAC .
. OAT .

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

.025 -.032 -.038 .072 -.059 .06

(.026) (-.033).(-039) (.047) (.039) (.040)
.032. '-.b20 .0.029 .011 .073 .062

(.018) (-.01) (-.016) (.004)4-(.027) (.023)
.038 -.008 -.013 -.13.8 -.086 -.066

(.011) (.p.06) (....000) ( -.067) (ft:042) (eT032).;41

.077 .016 .003 .049 .076 .024:4
(.034) (.008) (.001) (.015) (.023); (.007)
-.079 -.091 -.084 ..-100 -.043 -.003 .

(-.071) (-.081) ( -.076) (-.057) .(-.025) (-.002)
-.017 -.1044 -%043 -.064 ..000 .029.,
(-4117) (-.043) ( ...043) (-.040) (.000) 1.018)

-.tlbo .001 .017 -.021

(-.001) (.004) (.049) (.061)
-.003 -.003 -.001 - 001

(-.070) (-.059) (-.016) ( -.00!)

:106 .078 .055. -.019
(.041) (.030) (.014) (-.005)
-.2914 -.2674 .093 .033

(-.107) (-.0985 .(.022) (.008) .

.004 -.041 -.3304 -.48344
(.002)P (-.020) (-.104) (-.152)

- .001 .001 -.0564 -.053
(.004) (.002) ( -.118) ( -.112)

.

-.000 .009

(-.001). (.029)
.009 .017

(.024) (.029)
.044 -.035

(.027) (-.014)
.051 . -.015

(4052) , ( -.009)

/ :11584* .1624#

(.154) (.073)
.041

(.026)

.038 .047 .071 .028 .038. .040
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Table 2 (Continued)

Effects of Colleges. and Role Involvement on College lzperiences
White College Entrants (11.6000)*

Unstandsrdized (Standardised) Regression Coefficients

OPA PAC LSAT
.

(1) (2) (3) (1) (2) (3) (1) (2) (3)
PRU -.268110. -.059 -.049 .058* .022 .016) .041 -.002 ,, -.008

( -.050) (..011) ( -.009) (.032) (.012) (.009) (.016) (...0017 (-003)
PR4 -.2600* -.090 -.072 .09900 .066** .058* .056* .015 ..004

( -.062) (-422) (-..017) (.070) (.047) (.041) (.028) (.008) (.002)
P42 -.032 .052 .055 . .090" .054 .048 .10400 .06e .045

(-.005) (.008) (.009) (.043) (.026) (.023) ,1.035) (.021) (.015)
. PUBO -.5570* -.2770* -.26.4** -.045** -.036 -.029 -.036 ...07r. -.043

( -.106) ( -.082) ( -.079) (-10401-.032) A-425)1402:0 (-445) ( -.027)
PUB4 -.267** 1..20600 -418900 -.016 -.015. -.015 -.027 -.064* -.049

( -.079) (- .061), ( ...056) ( -.014) ( -.013) ( -.013) ( -.017) (-.039) (- .030.)

RIP -.003
_"

-.002 .090 .00 -.002 -.002
(-.004) (L.004)°; (.002) (.001) ( -.006) ( -.007)

SIZE .006** .006*o. -.00400 -.004** -.001 - 001

.(.043) (.040Y. (-.082) ( -.082) (-.011) (-.010)
VOC .084 .090 .039 ..028 4006 -.012

(.002) ( -.004)(.011) (012) (.016) (.011)
RALF & .3030 .204 -.1580* -.107 -.2080* -.172**

(.037) (.025) ( -.056) (-.038) ( -.053) ( -.044)

LSES .35200 .3660 .023

(.025) (.02') (.005)
SAT -.021 -.020 -.003

( -.019) ( -.018) ( -.009)

MS .004 .. .000 ...we
(.005) (.001)

-.006 .175* .132
( -.001) (.027 (.020)
-.004 1003 .003

( -.011) (.005) (.006)

,RRS

CPA

FTPT

RE3

( -.002)

-.299

-.056

-.002

Of
(.029)
ft,009.

.062

.115

.048

Of

PLC
!....103)

R2 .190 .1940 .1970 .039 .047* .080* .021 .023

*SR

17

(.007)

!!!!))" 41

(.041)

.017

.059*.

(.237)
.136*

(".097)

.086*
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Table 3

affiliate of Colleges, Role Involvelent and Experiences ion Educational Outcomes
Bleak College 'Entrants (10795)

Onstandardistd (Standardised) Regression Coefficients
S.

BA .

(1) (2) (3) (1) (2) (3) (1)
RACE .087m, .043 .043 ..12111, .082 .828 ,045,

(.087), (.043) (.042) (.119) (.080) (.015)
PRO -.044 -.042 .193,11

.(480)

.091 .089 .79100

(.061) (-.025 (-.023) (.105) (.050) (.049) (.148)
PR4 .028 -.103 -.101 .113 .021 .001 .392

(.021) (-.077) (-.076) 4.083) (.p15) (.000) (.090)
PR2 .043 -.035 -.026 -.067. ..140 -.127 .151

(.020) (-.046) (-.012) (-.031) (-.064) (-.058) (.024)
PRBD .066 -.045 ...03S1 .080 .014 .019 .153

(.058 (-.039) (-.034) (.083) (.012) (.016) (.045)

POB4 .055 -.038 -.035 0 .049 -.023 -.032 .371"
(.054) (-.036) (-.034) (.046) (-.022) (-.030) (.120)

RIP -.006 -.006 -.002 -.092

( -,026) ( -.028) (-.020) (-.010)
BM -.003 / -.003 -.002 -.000

( -.070)1( -.060) (-.039) (-.000)

VOC .027 .005

( -.110) (=All). (.002)

RALF -.335.0 -.2706, -awe -.199
( -.121) ( -.097) (-.137) (-.069)

LSES .008 .106 .027 -.001

(.004) (.008) (.013) (-.000)
SAT .002 ,002

(.006) (.005)
.009

(.029)
.004

(.012)'

NS ..005 -.007

0
Hits

( -.024)

-.010
(-.032)
-.019

( -.024) (-.052)
FTPT .075 .055

RES'
k

(.046)
MN=

(.033)
41619.

WOMB (.155)
CPA. -.004 .046,0

(-.010) (.116)

PAC .109 Of .142**
(.107) (.135)

CSAT .012 -.041

(.018) (-.061)

R2 .115 .134 .150 .163 .173 .232 .137

18

1000AL

(2) C3)
-.075 -.057
(-.015) (-.017)

.526° .5340
(.099) (.100)

.144 :144

(.036) (.036)
-.024 -.021
(-.041)1 -.003)

.032 .078

(.009), (.023)

.271 .231

(.069) (.075)
.045 .047

(.069) (.069)
-.007 - 002
(-.045) ( -.016)

.31s .216

(.030 (.033)
-.805. -.583
(-.107) (-.070)

.104 .002
(.017) (.000)

.027 .022
(.029) (.024)

-.005
(-.009)
-.065
(-.057)
-.109

( -.022)

.199
0.066)
*, .12511.

(.108)

" 421**
f(.138)
-.060
(-.031)

.150 .159
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Table 3 (Continued)

Effects of Colleges,` Role Involvement and Experiences on Educational Outcomes
0 White College Entrants (114500)

Onstandardised (Standardized) Regression Coefficients

PRO

414

P12

... PON'

FOB4

us
. sus

...b

VOC

HALF

LSES

SAT

MS

HAS

FTPT

RES

CPA

FAC

CUT

12

(1)
.021

(.0f2)
-.048**

(.037)
-.006

(.003)

P2

(2)
-.009

( -.005)

.024
(.018
-.014

( -.007)

(3)
-.015

( -.009)

.013
(.010
-.020

( -.010)

BA
(1) (2) (3)
.193* .065 .050

(.101) (.034) (.026)
.278** .068** .045

(.119) -(.045) (.030)
.054* -.007 -.019

(.024)"( -403) ( -.009)

(1)
.326

(.057)
62826*

(.059)
.004

(.010)

EDOOAL

(2)
.204

(.036)
.178*

(.640)
.023

(.003)

(3)
.194

(.034)

.156*
(.035)
.001

(.000),

.0500 .035 .032 .139* .043* .042 .1816* .034 .061

(.048 (.033) (.0301 (.115) (.035) (.035) (.050)(, (.009) (.017)
.0310 '.016 .012 .1456* .069** .061** .17.20 .059 .071

(.029) (.015) (.011) (.119) (.057) (.050)* (.0471. (.016) (.020)
.

-.004 -.003 -.007* -.0080 .001 .001

( -.019) ( -.016) ( -.031) ( -.033) 4.002) (.002)

-.001 -.000 ..001 -.001 .004* ,005*
( -.015)

.053
( -.005)

.043

( -.014) ( -.004)

-.111** -.126**
. (.027)

-.280**
(.030)
-.308**

t (.023) (.019) ( -.042) ( -.048) ( -.036) ( -.039)

-.106** -.019 ..246**g.129** -.098 .036

( -.041) ( -.017) ( -.083) (- .044) ( -.011) (.004)

.039 -.002 .073 .038 .314 .231

(.009) ( -.003) (.015) (.008) (.021) (.016)
. .014* -.0116 .022 .019** .023 .022

(.040) (.031)
-.0106*.

(.056) (.046)
w-.003

(.019) (.018)
-.002

( -.037) ( -.009)
.

( -.002)

-.030** - .027* -.029*

( -.095) ( -.075) ( - ;027)

.11361 .122** .263**

(.070) (.066) (.047)
.073 .054

--
.

(.068) (.017)

.008* .038** . .132*

(.027) (.106) (.123)

.039* .054** .168*

(.042) (.051) (.053)

.051* .042** .052*

(.077) .__ (.056) (.023)

.113 .115 .144* .213 .221* .256 .1S' .157 .1790

1
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