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Abstract

Beyond The Doors of Opportunity: Exploring The Relationships
Between Alienation, Program Affiliation, and
Successful College Students of Color
by
Nicole E. Holland

Advisor; Professor Michelle Fine

This inquiry set out to determine how the moderators, race/ethnicity and
gender, affected the experience of alienation for successful college students of
color. Further, it set out to determine how the mediator, program affiliation (defined
as membership in a formally established and recognized academic/scholars
program), affected alienation and the outcome measures (academic experiences,
progression rates, grade point averages, and post-graduate aspirations).

The primary research question sought to determine the relationship between
alienation and program affiliation. As expected, it was found that an inverse
relationship exists between these concepts. The more benefits one associates with
program affiliation, the less likely that individual is to report experiencing alienation.
The second research question sought to discover how program affiliation influenced
the outcome measures, particularly for students of color. Again, as expected, it was
found that program affiliation positively influenced the outcome measures for
students of color. A second set of questions explored the gender differentials in the
perceptions of alienation for students of color. Although. gender differentials were
found in the way these students expressed alienation, there were no significant
gender differences in the /evels of alienation. And lastly, it was found that the
combined influences of race/ethnicity and gender did not significantly influence the
relationships between alienation, program affiliation and the proposed outcome

measures.
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Alienation and Program Affiliation
1

introduction

Carter and Wilson (1996) provide comprehensive data about the
participation of students of color in American higher education. Carter and
Wilson’s (1996) data suggest that there has been an increase over time in the
number of students of color who participate in postsecondary education;
however, the participation patterns of many of these students are the cause of
concern for educators, researchers, and scholars. Research has shown that
many college students of color. attend two-year rather than four-year
institutions, are frequently enrolled in college on a part-time rather than full-time
basis, take longer to complete their degrees than White students, and often
prematurely withdraw from college (prior to receiving their degrees) (Carter &
Wilson, 1994; Lavin & Crook, 1990; Gosman et al.,1983; Stewart, 1988). These
trends are most common for African American and Hispanic students (Nettles,
1991); whereas, in relation to their national representation, Asian American
students are often over represented in four-year institutions (Stewart, 1988).
Carter and Wilson (1994) state that of the African American, Hispanic, and
American Indian students who enter four-year institutions anywhere from 30-
41% graduate within a six-year period. In comparison, within six years, 56% of
all White students graduate, and within five and a half to six years, 55-65% of all
Asian American students graduate.

it is important to note that the success of college students of color in
higher education is not solely an issue of race, but is largely an issue
confounded with race as it relates to other crucial factors such as socioeconomic
status and academic preparation (Lavin & Crook, 1990; Stewart,1988). Students

of color disproportionately attend non-competitive academic elementary and
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2

secondary schools in poor neighborhoods, and it is this relationship between
race, class, and academic preparation that is often mistaken for an argument of
race. Nettles (1991) states "long before reaching the age for entering a college
or university, African American and Latinos attend relatively poor schools, are
more frequently enrolled in non-academic tracks of their high schools, have
lower levels of academic achievement, and often drop out altogether" (p.8).
While the aforementioned elements are major contributors to college students’
success, other factors have been found to be very influential on the students’
progression and graduation rates.

To understand the participation of college students in higher education,
one should first be generally acquainted with the collegiate environment.
Postsecondary educational institutions have been described as being divided
into two distinct, yet inter-related systems. Tinto (1993) has described the two
systems as academic, where the formal education and interactions with faculty
and staff take place; and social which involve interpersonal, day-to-day functions
and relationships. While the academic relationships are characterized by places
such as classrooms and laboratories, the social system is characterized by its
flud and interpersonal nature that may occur almost anywhere such as
classrooms, dorm rooms, or student offices.

There is evidence that success in undergraduate, graduate, and
professional school has a lot to do with realizing benefits in both, the academic
and the social systems (DeFour & Hirsch, 1990; Guinier et al., 1994; Nettles,
1990; Steele, 1992). Students who are satisfied with the campus climate, are
socially integrated, and who receive sufficient academic and social support are

expected to flourish and succeed in institutions of higher education (Carter &
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3

Wilson, 1994; DeFour & Hirsch, 1990; Fisher & Hartmann, 1995; Nettles, 1990).
Treisman (1892) found that formal and informal academic support often lead
formerly unsuccessful mathematics students to develop social networks, to excel
in their studies, and to pursue advanced academic instruction in mathematics. It
is unfortunate, however, that many students of color who attend traditional
institutions of higher education are exposed to racist incidents on campus, are
marginally involved in campus activities, and are not likely to engage in informal
discussions with students or faculty outside of the classroom (DeFour & Hirsch,
1990; Fisher & Hartmann, 1995; Lavin & Crook, 1990; Loo & Rolinson, 1986;
Nettles, 1990).

Hostile environments, minimal involvement with campus activity, and
exclusion from informal scholarly exchange, can be interpreted as alienating for
students in higher education, and can consequently have adverse effects on the
students’ academic achievement (Allen, 1992; Carter & Wilson, 1994; Guinier et
al., 1994). It has been found that the scholarly ability of students who were
considered academically competent upon entering an institution suffered in
these types of alienating situations. (Guinier et al.,, 1994; Steele, 1992).
Treisman (1992) found that Black students who entered college with high SAT
math scores often experienced failure in college math courses when these
students were isolated, and were not immersed in supportive academic and
social networks. One is likely to hear that students of color attending traditional
postsecondary éducational institutions are experiencing isolation and alienation
almost as frequently as one hears about the underrepresentation and prolonged

progression of these students.
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In a very general way, the theory of “institutional fit" or more specifically,
“‘college fit", offers an explanation for the relationship between alienation,
integration, and college success. Students who are detached or isolated from
the academic and social communities of their college campus may not persist or
graduate from the postsecondary institution. Conversely, students who are
involved in the college communities and who have reaped benefits from
academic and social networks are likely to realize campus satisfaction and
academic success.

Research has shown that students of color attending traditional
post-secondary institutions frequently report feelings of alienation, and
researchers are now starting to look at the alienating components of the college
campus as well as the perceptions of alienation reported by the students (Allen,
1992; Jackson & Swan, 1991; Loo & Rolinson, 1986). Although alienation has
been used to describe the experiences of students in higher education there is
very little systematic investigation of the concept. This is in part due to the vast
field that encompasses the definition and operationalization of alienation. Other
problems lie in the fact that although the concept has been empirically
investigated (Loo & Rolinson, 1986; Steward, et al., 1990; Steward et al, 1992),
it is more frequently referred to in lay terms (e.g. Allen, 1992; Capello, 1994,
Carter & Wilson, 1994) referring to an individual who has been detached or who
is uninvolved with the activities of the majority.

An empirical investigation of the role that alienation piays in the lives of
college students of color may help to shed some light on the
underrepresentation and the extended progression of these students. Further, if

it is the case that alienation adversely influences the collegiate experiences of
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5

these students, what steps could be taken to integrate them into the academic
community? With this question in mind, the following section will delineate the

purpose of the current study.

Purpose of the Study
The present inquiry sets out to investigate the relationship between

alienation and program affiliation for students of color at the City University of
New York (CUNY), one of the nation's largest, public, metropolitan universities.
Alienation may offer a partial explanation for the underrepresentation, the
prolonged progression, and the academic difficulties that many students of color
experience. On the other hand, program affiliation, which for this sludy refers to
a formally instituted and recognized organization established to enhance the
academic experiences of students, may offer a method by which alienation can
be reduced.

During the late sixties, the underrepresentation of students of color
throughout the CUNY system (relative to their national representation) was
acknowledged, and funds were secured to assist in the enrollment and support
of low-income and academically disadvantaged students (Lavin & Crook, 1990).
With the additional attention and financial support, the City University was able
to noticeably increase the enroliment and graduation of students of color. In the
mid-seventies, the funds were revoked and the participation of students of color
discernibly decreased.

Recently, there has been another acknowledgment of the under
representation of students of color on the various CUNY college campuses,

followed by a commitment to address the problem, resulting in efforts to seek
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and secure funds and implement programs that are likely to racially and
ethnically diversify the student body. Based on these initiatives and their
results, the City University of New York is viewed as one of the nation's leading
producers of coliege graduates of color. Of the bachelor degrees awarded by
CUNY during the 1994-1995 academic year, 30% were earned by African
American students, 17% were earned by Hispanic students, and 13% were
earned by Asian American students (Black Issues in Higher Education;
May, 1996).

Secondly, this piece sets out to empirically explore the construct of
alienation which has existed in the psychology, sociology, and education
literatures for close to a century. Alienation, which can include feelings of social
isolation, estrangement, difference, separation, and/or "otherness" (Johnson,
1973; Keniston, 1972; Seeman, 1959), may provide an explanation for the
relatively low participation of students of color in higher education. Research
has suggested that many students of color who attend traditional institutions of
higher education are often alienated or isolated (Allen, 1992; Bennett & Okinaka,
1990; Loo & Rolinson, 1986). In this text traditional institutions refers to colleges
and universities that were not established for a particular group (e.g. Historically
Black Colleges and Universities, American Indian Tribal Colleges, or Women's
Colleges).

It is important to note that the City University is a very unique academic
community. It is divided into ten senior colleges, six community colleges, a
technical college, a graduate school, a law school, a medical school, and an
affiliated school of medicine. In addition, the CUNY campuses are located

throughout the five boroughs of New York City. One characteristic about the
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senior colleges that may be particularly critical to this investigation is how the
racial composition of the student body varies by campus. Specifically, some
CUNY campuses report that White students make-up more than 50% of the
student body (e.g. Brooklyn, Queens, and Staten Island); while other campuses
report that African American students make-up more than 50% of the student
body (e.g. York and Medgar Evers) (CUNY Student Data Book; June, 1996).
Thus, the varied racial composition of the student body of the CUNY senior
colleges has the potential to affect the students’ experiences of alienation.

This investigation sets out to explore the relationship between alienation
and social support. The research suggests that supportive networks in the form
of faculty relationships, research/teaching opportunities, stipends, and study
groups often aid in increasing students' evaluation of campus satisfaction and
academic and/or social integration (DeFour & Hirsh, 1990; Loo & Rolinson,
1986; Nettles, 1990). Abrahamowicz (1993) found that students who are
involved with student organizations report greater participation in college
activities, better relationships with the members of the campus community, and
were overall more satisfied with the college environment than students who did
not belong to student organizations. Thus, this investigation seeks to determine
the influence that student participation in honors or scholars programs has on
feelings of alienation.

Note, however, that this is not an evaluation project. In other words, this
project does not set out to evaluate or assess an academic program or a series
of programs. The purpose of this research is to identify the circumstances where
students of color flourish in undergraduate study. Academic and scholarly

programs are being targeted because many of the programs have been
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associated with the components that aid in the academic success and social
integration of coilege students of color.

Another aspect of this project is to add to the literature about students of
color in higher education. While many researchers have explored the very
important factors of attrition, dropout intention, and stop-out behaviors
(interrupting one’s formal education, but eventually continuing), few (e.g. Bennett
& Okinaka, 1990; Powers & Rossman, 1984; Steward et al. 1990; Steward et al.,
1992) have thoroughly researched and reported the stories of successful
students of color. The stories told by the participants in this project will provide
another perspective of the coliege student of color. Full of rich experiences and
adaptive strategies, these data give an account of students who are involved
with their campus community and who are actively working towards their
academic and career goals.

Lastly, there will be an attempt to understand the gender differentials in
the collegiate experiences of women and men of color. Do women and men of
color perceive different levels of alienation in traditional institutions of higher
learning? If there is a difference in the perception of alienation in the collegiate
atmosphere, how, if at all, do these feelings affect the students’ college
experiences and future aspirations?

This particular inquiry is concerned with the experiences of African
American, Asian American, Hispanic, and Native American undergraduates at
traditional four-year institutions. The objective of this study is to determine the
degree to which college students of color in traditional post-secondary

educational institutions are experiencing alienation, and to what extent
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intervention, in the form of program affiliation will affect those feelings. The next

section will outline the specific research questions that will guide this project.

Research Questions

The primary research question asks what is the relationship between
alienation and program affiliation ? (Figure 1, path A). Further, for students of
color attending traditional colleges and universities, what is the relationship
between program affiliation, their academic experiences, progression rates,
grade point averages, and career aspirations? (Figure 1, path B).

A second set of questions seeks to determine if women and men of color
experience alienation differently? (Figure 1, path C). Moreover, what is the
relationship between gender, alienation, program affiliation and the proposed

outcome measures for students of color? (Figure 1).
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Chapter 1: Literature Review
To Be Involved or Not To Be Involved

Most of the literature on college students of color addresses African
American and Hispanic populations and is severely lacking in the research about
American Indian college students (Tinto, 1993). The paucity of information about
American Indian college students appears to be due to the relatively small numbers
of these students enrolled in traditional institutions of higher learning. In 1993,
there were 122,000 students enrolled in college who identified themselves as
American Indian or Alaskan Natives, and this number represented less than 1% of
all college enroliments at this time. Of the American indian and Alaskan Natives
enrolled in college, 52% attended two-year colleges and 11% attended tribal and
Indian colleges and universities (Carter & Wilson, 1995). On the other hand, Asian
American college students, as a group, are overrepresented in four-year
postsecondary institutions in relation to their national representation (Stewart,
1988). Students of color do not participate or persist in postsecondary education
in equal numbers to their national representation. It has also been found that in
many instances, and in spite of their different academic experiences, African
American, Asian American, Hispanic, and American Indian students are reported
to be alienated and/or socially isolated on the college campus (Bennett & Okinaka,
1990; Loo & Rolinson, 1986; Steward et al., 1992, Steward, 1993).

There are many factors to consider when discussing the participation of
students of color in higher education, several of which will be considered here as
they relate to issues of alienation and campus involvement. Issues particularly
relevant to this inquiry are: financial support (Bierman,1973; Nora & Horvath, 1989;

Stampen & Fenske, 1988), pre-college experiences (Bennett & Okinaka, 1990; Tinto,
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1983), and collegiate experiences (Bennett & Okinaka, 1990; Steward et al., 1990;
Steward et al., 1992).

Finances and College

The 1965 Higher Education Act, and the subsequent 1972 Amendments,
ostensibly were attempts by the Federal government to provide access to
postsecondary education and financial support to college-age students without
regard to race or individual financial resource (Bierman, 1973). It was during this
period that need-based awards became available for college students, and as a
result, many people of color and low-income individuals were able to gain access
to institutions of higher learning (Stampen & Fenske, 1988). A disproportionate
number of people of color, in particular African Americans and Hispanics ages 18
and younger have been reported to live in poverty, and thus are more likely to
depend on financial aid to fund their college education (Lavin & Crook, 1990;
Nettles, 1991). According to recent census data, 46.1% of all Blacks and 40.9% of
all Hispanics ages 18 and younger live in poverty (Statistical Abstracts, 1995).

As one might expect, a decrease in the federal support available to iow
income college students has an unfavorable effect on college enroliments. While
federal funds were available in the early 70's, there was an increase in the number
of traditionally underrepresented students who enrolled in college (Lavin & Crook,
1990); however, Stampen and Fenske (1988) state that when federal aid was
rescinded in the late 70's there was a noticeable decrease in the college
enroliments of racially and ethnically diverse students. The combination of rising
tuition, national inflation, and the shift of grant monies (available to fund college

students' education) to loans all played a role in the reduction of enroliments for
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college students of color during the late seventies (Crosson, 1988). Lavin and
Crook (1990) report that during the financial crisis in the mid seventies the
participation of students of color at the City University of New York drastically
decreased due to the imposition of tuition and the strict requirements for eligibility
of financial assistance.

in the 1980s, there was a decrease in financial support for American higher
education. Specifically, during the Reagan Administration, tuition increased,
federal support in the form of grants decreased, and there was a shift in the
availability of “free” money to student loans (Baker & Velez, 1996). The Higher
Education Act of 1992 provided more assistance to middle-income students who
reported being dependent on their parents, than to non-traditional (e.g.
independent, low-income, and older) students. By example, more middie-income
students were able to qualify for loans because their parents’ homes were no longer
held against them in the borrowing agreements. However, one aspect of this Act
that all students were abie to benefit from was the flexibility it allowed in the
repayment process.

Students make decisions about attending college iong before they are ready
to enter college (Crosson, 1988); however, in spite of the students' early decision
processes, they do not attempt to secure money until they are actually preparing
to enter college (Nettles, 1991). In addition, research has suggested that the way
students finance their college education often differs by race/ethnicity and class.
Netties (1991) reports that according to 1987 data from the U.S. Department of
Education, students of color make up only 21% of the students enrolled in college,
but they constitute 37% of the recipients of need-based financial awards.

Smith and Matthews (1991) found that Black and Hispanic students, more
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so than White and Other students, rank the availability of grants and scholarships
as important criteria when deciding on a college to attend. Nora and Horvath
(1989) report that while White students were likely to depend on financial support
from their parents to fund their college education, Black and Hispanic students were
twice as likely to depend on financial aid and employment. And although many
students of color rely on employment to finance their coliege education, Lavin and
Crook (1890) found that the full-time empioyment of Black and Hispanic students
had an adverse effect on the students’ progression and graduation rates.

In addition to looking at the type of aid students receive, one should also
consider the relationship that exists between financial support and coliege
persistence. The inability to finance college has often been cited as one of the
reasons that students interrupt their studies (Carter & Wilson, 1994; Lavin et al,
1996; Yamatani et al., 1995). Carter and Wilson (1994) found that African
American college students who did not receive financial assistance were twice as
likely to withdraw from school than the students who did receive aid, and Hispanic
students who received any type of financial assistance were more likely to graduate
from a four-year institution than their counterparts who did not receive any aid.

Grants and work-study, rather than loans, have a positive influence on the
persistence for students of color and low income students (Baker & Velez, 1996;
Crosson, 1988) this may be because these students want to avoid creating
personal or familial circumstances of indebtedness. Further, it has been found that
financial aid that helps integrate students into the campus environment (e.g.
research and teaching assistantships, work-study, and grants) has a positive effect
on the students’ persistence (Nettles, 1990; Nora & Horvath, 1989).

Students who are unable to secure financial assistance may engage in drop-

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
14

out or stop-out behaviors. CUNY research found that undergraduates who
interrupt their studies frequently cite financial difficulties (e.g. lack of money, tuition
increases, need to work, etc.) as the cause (Gittell and Holdaway, 1996; Lavin et
al.,, 1986). Yamatani et al. (1996) provide an example of the unfortunate
consequences of African American students who were unable to secure funds to
finance college. Over 100 African American students who applied and qualified for
scholarships from one non-profit organization were denied the awards due to the
organization’s shortage of funds. As a result, close to 30% of these students had
to interrupt their studies, and 20% had to change from full-time to part-time status.
Students who were able to remain in school often sought employment and took out
loans. Fdrther, these students reported that because they did not receive the
scholarships, they had to work, they had less time to study, and their grades
suffered.

For several reasons, securing financial support for college can play a
significant role in the reduction of alienation, or the integration of a student into the
college community. First, students may not have to cognitively detach themselves
from the campus community with preoccupations of obtaining funds for coliege, thus
leaving their minds available fcr academic endeavors. Second, monies that
become available directly from the campus community such as work-study or
assistantships frequently require that the student is physically present on the
college campus. The student’s physical presence, as well as the responsibilities of
a campus position may also aid in persistence because the student will not only be
academically educated on campus, but will also be financially supported by the
campus. Further, these types of opportunities can assist students in forging

relationships with members of the campus community. And third, opportunities
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such as research and teaching assistantships often combine the above mentioned
benefits, as well as serving as apprenticeships for students who are considering
academic careers. Consequently, these aspects of financial support may help to
draw students into the campus, as opposed to alienating them from the college

community.

Pre-College Experiences

As one would expect, pre-college academic preparation is one fundamental
advantage towards success in college. Students of color, and in particular, Black
and Hispanic students are less likeI); to attend college preparatory high schools
than are their White counterparts (Netties, 1991). Netties acknowledges that the
type of high school one attends is closely associated with socioeconomic status.
Specifically, students who come from families of low socioeconomic status are less
likely to attend academically competitive elementary or secondary schools. This
author further addresses the cumulative effects of schooling, suggesting that while
students across race and class may initially have similar academic abilities, across
time, students who are able to attend better schools are more likely to excel
academically.

Nettles (1991) points out that in general, Black and Latino students score
lower than their White counterparts on the verbal parts of the SAT, Advanced
Placement tests, and American Colleg.e Testing scores. Nettles (1988) found that
lower SAT scores and iower high school grade point averages negatively affected
the Black students’ college grade point averages. In a study of minority-status
stresses and the adjustment of first-year, academically successful, college students

of color, Smedley et al. (1993) found that high school grade point averages and
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SAT scores were positively correlated with college GPA. As a matter of fact, high
school grade point averages and SAT ‘scores accounted for ciose to 25% of the
variance of college grade point averages for African American, Chicano, and Latino
students.

Non-cognitive factors, such as social environments and pre-college support
networks, have also been found to infiuence a student’s college career. Some
research has suggested that students are more successful in college who have
experienced similar environments in high school. This is especially true for
academically successful students of color who attend predominately White high
schools, and who plan to attend predominately White colleges. (Bennett & Okinaka,
1990; Braddock & Dawkins, 1981). Tinto (1993) suggests that having pre-college
support networks that academically encourage students are beneficial to the

students’ college careers.

Campus Climate and Institutional Fit

The persistence of college studer_1ts has also been associated with campus
climate and institutional fit. Crosson (1988) describes the overall perception about
a college and its community members as campus climate. Although many factors
can play a role in determining how one evaluates the campus climate, one that is
worth considering here is that of race relations on campus.

Felice (1980) found that Black high school students who chose to drop-out
were more likely to report prejudice, racial discrimination, and harsher treatment of
the Black students than the students who did not drop-out. Fisher and Hartmann
(1995) found that about half of the Black students in their sample were the victims

of racial prejudice on their college campus. In addition, these Black students were
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six times as likely to report experiencing racial prejudice than were the White
students. Evidence of continued racial tensions in institutions of higher education
(see Cole, 1991; Gordon, 1991; Gurowitz;1991; Hirsch, 1991 in The Racial Crisis
in American Higher Education) is the cause of concern for many educators and
researchers — especially when these incidents adversely affect the participation of
students of color in higher education. It has been suggested that students of color
may choose to “self-segregate” on traditional college campuses to avoid racial
tensions (Fisher & Hartmann, 1995). It rr;ay also be the case that students engage
in the natural tendency to want to be in the company of others like themselves.
Nonetheless, self-segregation and other types of avoidance behavior may be an
indication that the students do not feel comfortable or well-matched with the
institution at-large.

How well-matched students appear to be with their college has been an
issue for researchers. The theory of "institutional fit" or more specifically, "college
fit", states that when the goals, values and attitudes of an individual are
well-matched with that of an institution, "fit" is achieved (Crosson, 1988; Gosman
etal., 1983, Tinto, 1993). Some have even suggested that an individual's ability to
find a "fit" with an institution is closely related to how familiar with, and how well
integrated that individual was previously.with similar environments (Baker & Siryk,
1980; Nettles & Johnson, 1987; Tinto, 1993). Some research has shown that
students of color who attended predominately White secondary institutions, or who
had positive inter-racial contact before entering college, were likely to adjust better
in predominately White post-secondary institutions than those students from
segregated secondary settings (Bennett & Okinaka, 1990; Braddock & Dawkins,

1981). Thus, this literature lends itself to the consideration of the social/contextual
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aspects of alienation. This notion in turn, challenges the solely individualistic
perspective of alienation.

Students who do not achieve 'fit" may be experiencing what Bennett and
Okinaka (1990) refer to as transitional trauma. Like Tinto's (1993) idea of
incongruence, transitional trauma refers to the student's unfamiliarity with the
norms, values, and expectations of the dominant schoo! community. The absence
of “fit" and the presence of “transitional trauma” or “incongruence” may hinder the
student's adjustment to the college community. Because the adjustment to college
can be difficult, students may seek support networks to help them during this

transitional period.

Communities of Support

One way that students of color may choose to deal with the transition to
college is to rely on past communities (Ethier & Deaux, 1990; Tinto, 1993). There
are benefits to this approach; however, one must alsc be aware of the negative
consequences. Benefits are likely to occur when college students rely on past
communities (e.g. family, high school peers) that support their current academic
endeavors, and when those communities are not disruptive to the adjustment of
college. Babbit et al. (1975) found that the proximity to a familiar community aided
in the successful integration of Black students who attended a two-year commuter
college. However, it has been found that past communities that distance students
or pulls them away from the campus community can be harmful (Tinto, 1893).
Researchers have found that campus housing aides in the integration process and
positively affects persistence for students at residential institutions (Crosson, 1988;

Nora & Horvath, 1989). Baker and Siryk (1980) found that first-year college
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students who lived off campus were less likely to be integrated into the college
environment, were more likely to be alienated, and were more likely to engage in
drop-out or stop-out behaviors.

Students may also choose to seek out supportive communities within the
dominant culture. Subcuiltures are positive in that they create smaller, more
personal and accessible units for an individual (Crosson, 1988; Loo & Rolinson,
1986, Tinto, 1993) -- this can be seen as a structural issue. In general, smaller
institutions are less complex, offer more social support, and are more successful
in retaining and graduating students (Babbit et al, 1975; Crosson, 1988; Nettles &
Johnson, 1987). By extension, subcultures may offer more manageable units to
help the students adjust to the college community. Further, smaller units may help
individuals align themselves with similar others (Crosson, 1988).

Seeking out a smaller community may also be a response to being a
statistical minority on campus or just feeling uncertainty about the "fit" between the
institution and student. Researchers have reported that when some Black students
have been integrated into the mainstream of a predominately White campus, the
Black students felt invisible — their needs and concerns did not seem to be
addressed and their cultural contribution appeared to be ignored (Bierman, 1973;
Henderson, 1988). Semmes (1985) found that Black students on a predominately
White campus often felt that issues involving their area of study were often seen as
illegitimate — especially when those issues involved perspectives from scholars of
color. The Black students report that their input was often met with resistance
which exacerbated their feelings of "difference”. In a similar situation, Latina
college students report that the lack of mention of Hispanic scholarship in their

general course curriculum, coupled with the scarcity of Latino professors, stifles
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their academic involvement and appreciation (Capello, 1994). Students who feel
that they are "different” or "invisible" according to the dominant culture may seek
out organizations or other "comfort zones" to achieve fit within the campus
community.

Some students find it necessary to create their own social and cultural
networks, some students will seek out student organizations, and others may rely
upon residence halls or other living arrangements (Allen, 1992; Henderson, 1988;
Semmes, 1985; Loo & Rolinson, 1986). Capello (1994) provides an example
wherein Latina college students, who were attending a large, urban, co-ed
institution, expressed concern because of their disconnection with their family and
friends who were not in college. Further, these students expressed feeling
academically alienated and socially isolated. However, the formation of a Latina
support group offered these students a place to discuss academic, cultural, and
social issues. In addition, the group helped the individual members to cope with,
and adapt to, the college experience.

Steward et al. (1990) state that Black students have often reported feeling
alienated from the campus-at-large, but they did not express the same concerns in
smaller, same¥race support networks. Similarly, Loo and Rolinson (1986) report
that while Black and Chicano students often felt socially alienated from the
dominant culture on the campus, they often felt comfortable when they were in
residential dorms that were largely comprised of students of color. Interestingly,
this "self-segregation" made the White students feel uncomfortable, but had the
opposite effect on the students of color. Joining a community with people who
share like characteristics or attributes (e.g. Multicultural Student Association,

Science Club) may be beneficial, however, one must be aware of the potential for
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negative consequences.

Subcultures and communities become problematic when they do not interact
with the dominant culture (Crosson,1988). This is especially true when the
members of those communities become comfortable in isolating themselves and
engaging in avoidance behaviors. Students who do not interact with the majority
may not experience benefits such as the formal and informal exchanges among the
members of the academic community. Crosson (1988) further suggests that these
type of communities can also be problematic for the isolated members when the
dominant culture rejects them. The dominant culture’s rejection could be
manifested by ignoring those in the minority, withholding information from them, or

even assaulting them (Allen, 1992; Fisher & Hartmann, 1995).

Campus Integration

Success in college is largely dependent upon a student’s integration into the
college community (Allen & Haniff, 1891). Recall that the college campus is
comprised of two inter-related communities: academic and social (Tinto, 1993).
Traditionally, researchers have made a distinction between academic and social
integration; however, it is becoming increasingly more important to acknowiedge the
interdependence of these communities and how they affect students’ collegiate
experiences. Capello (1994) reports that Latina college students who were in
academic assistance programs felt more involved and more valued in classes they
shared with other students from the academic assistance program. Treisman (1992)
found that math students who had established informal study groups and social
networks from within their math classes were more likely to excel in these courses.

And DeFour and Hirsh (1990) found that graduate students of color who were
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integrated in their academic departments believed they were better adjusted, were
making satisfactory progress toward the degree, and were less likely to consider
prematurely leaving school.

Colleges and universities are academic institutions where persisting students
are supposed to show evidence of intellectual growth. It has been noted that
ultimately, for college success (e.g. graduation), it is most important to be integrated
in the academic sphere (Loo & Rolinson, 1986). Interactions with the facuity, both
formally and informally help students to realize this institutional goal. Further,
faculty-student contact has been reported to be an important predictor in student
adjustment, persistence, involvement, and success (Baker & Siryk, 1980; Loo &
Rolinson, 1986; Netties & Johnson, 1987; Tinto, 1993).

However, one should not underestimate the importance of social integration.
As a matter of fact, Tinto (1993) states that only 15-25% of all instances wherein
students leave college are forced, academic dismissals. As a result, social issues
have the potential to play an important role in the stop-out and drop-out behaviors
of college students. Social integration and campus satisfaction have been found
to serve as precursors to academic integration. Baker and Siryk (1980) state that
first-year students who are socially connected, and who have good relationships
and frequent contact with faculty members are likely to take fewer leaves of
absences and are likely to persist academically.

Social integration and activities that encourage student involvement are said
to positively affect student persistence and perceptions of satisfaction
(Abrahamowicz, 1988; Tinto, 1993). Campus work-study, campus residency, and
involvement in student organizations have all been found to have a positive affect

on students' coliegiate participation (Abrahamowicz, 1988; Crosson, 1988; Nora &
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Horvath, 1989). Abrahamowicz (1988) found that membership in student
organizations also had a positive influence on campus relationships and
satisfaction. Similarly, Bennett and Okinaka (1990) found that Black students who
belonged to Black organizations were more likely to express campus satisfaction.

In sum, social integration is important for persistence, and academic
integration is important for intellectual development and academic success (e.g.
graduation). Students who work, live, and socialize on campus have been found
to express greater campus satisfaction, have better relationships with faculty and
students, and have high levels of persistence. Studenté who have good
relationships with faculty members and other students are often found to be more
academically involved, more academically successful, and are less likely to engage
in stop-out and drop-out behaviors.

On a final note, it is important to realize that integration in one sphere does
not guarantee integration in the other. Bennett and Okinaka (1990) report that the
Black college students in their sample, who were not experiencing academic
difficulty, opted to leave school due to dissatisfaction with the social environment.
Similarly, Loo and Rolinson (1986) report that the students of color, who were
considered socially alienated by self-report and by observations of the White
students, were found to be satisfied and integrated academically. Consequently,

integration in both spheres should result in optimal success for college students.
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Conclusion

The issue of campus integration is very important to this inquiry.
Membership in academic, honors, and scholars programs appears to fulfill many of
the requirements for integration and persistence of students on a college campus.
First, and probably most important, most programs offer students the opportunity
to forge critical campus relationships. Specifically, many academic, honors, and
scholars programs offer students the opportunity to work closely with facuity
members. An added bonus in several of the programs is the opportunity to work
with other students like themselves, in small, personal, intimate units.

Second, while not all programs of this nature offer financial support, many
do. Some financial support is offered in the form of tuition waivers, some
assistance is offered in the form of stipends, and still other forms of support are
offered as research or teaching assistantships. The stipends are helpful in freeing
up time for academic responsibilities, and the work-related monies allow the
students to earn practical experience in their area of interest, and to develop
collegial relationships (with supervising faculty and/or student co-workers).

Based on the current literature in this field, it is believed that student
involvement in an academic, honors or scholars program will aid in the persistence
of the students in this sample, as well as, affect feelings of alienation. If students
of color are alienated, then academic programs may assist these students in
becoming integrated with the mainstream and reducing alienation, which could

ultimately help the students to realize greater academic success.
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Utility of the Concept Alienation

The concept alienation may offer some insight to understanding the
experience of students of color in traditional institutions of higher education.
Alienation suggests that individuals who feel detached from their environments may
experience feelings of powerlessness, meaninglessness, normlessness, social
isolation, and estrangement (Seeman, 1859). Alienation and its variations have
spanned many disciplines such as philosophy, theology, political science,
sociology, psychiatry and psychology. Further, this concept has been applied to
many areas of study such as labor, politics, and education. As evident by its
presence and application in academic and popular use, alienation has the ability
to cover a variety of descriptive, behavioral, and affective states. Due to the
various approaches and applications of alienation, a comprehensive discussion is
beyond the scope of this manuscript; however, it is important to provide a frame of

reference by which the concept will be used for this project.

Definition

Alienation is often used in popular circles, so it seems appropriate to begin
this section with the most basic of definitions. The first definition of alienation
offered by Webster’'s Dictionary is “a withdrawing or separation of a person or his
[her] affections from an object or position of former attachment: iSOLATION,
ESTRANGEMENT <~...from the values of one’s society and family>" (p.70, Webster's
Ninth New Collegiate Dictionary, 1984). In addition to the notion of separation and
detachment, alienation implies “otherness”, difference, and non-conformity (Halleck,

1970; Johnson, 1973; Keniston, 1972). Johnson (1973) has noted that by
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definition, the root of the word alienation, alien, has been used to describe people
outside of, foreign to, or different from the dominant community.

There is also an affective tone that accompanies the notion of separation
and difference as they relate to alienation. Johnson (1973) states that this
separation is often associated with tension and/or feelings of anger, anguish, or
defeat. In many instances, those that are alienated are believed to be inferior,
unimportant, or dispensable (Johnson, 1973; Keniston, 1972; Pouissant, 1973).
Although the predominant tone associated with alienation is negative, there are
instances where there are positive or neutral tones associated with this concept
(Johnson, 1973; Schweitzer, 1981). These instances are frequently associated with
voluntary or self-imposed separations. Scholars say that this type of alienation
exists for artists, philosophers, and the religious who isolate themselves for the
sake of their craft or calling; as well as for groups who separate themselves for the
purpose of group solidarity or achievement (Johnson, 1973; Mészaros, 1975;

Pouissant,1973).

Application

To obtain a more precise identification and understanding of alienation,
Keniston (1972) has proposed a series of questions involving focus, replacement,
mode and agency, that one should consider. The first question, “Alienated from
what?”, attempts to identify the entity from which the subject has been separated,
or the relationship that the subject has been denied. The focus of alienation could
be parts of the self, other individuals, or a specific activity or environment. Johnson
(1973) has suggested that, in general, the experience of formal education can be

alienating in that it separates individuals from their families; however, this theorist
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goes on to say that separation is accentuated when those individuals being
separated from their familiar environments are members of groups who have
tenuous or questionable ties to the society at-large. One could easily refer to
other historical contexts wherein individuals and groups have experienced
alienation; however, it is the work of Karl Marx and his analysis of labor and its
relation to production that have been extremely influential in the analytical and
theoretical thinking about alienation. According to Marx, the source of all alienation
stems from the work process, and that this type of alienation has the potential to
affect other types of alienation (Keniston, 1972; LeRoy, 1965). Based on this
analysis, Marx proposed that the worker could be alienated from : (1) the labor, (2)
the product, (3) co-workers, and (4) the self (Schweitzer, 1981, Keniston, 1972).

The notion of exploitation and work-for-profit may be absent from the
educational process; nonetheless, there are several parallels between Marx's labor
analysis and the experience of college education. If one were to equate the
process of labor with that of education, especially for students of color, one might
see several similarities. According to Marx, the process of working and the product
one ultimately produces are both said to have an independent and governing effect
over the worker because the worker has no real control over either (LeRoy, 1965).
It is the stifling of the worker’s expressive and creative freedoms that are believed
to create the experience of alienation.

The process of labor is also similar to that of education because education
is often the main work of a student. The student, like the laborer, often yields to the
structure and process of education by way of relinquishing expressive and creative
control. Students are expected to take a certain number of courses to fulfill a

general curriculum. Although, in many instances, the exception may exist for post-
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secondary level students who have declared a major and participated in
independent study classes. However, some limitations still exist, especially when
one considers the experience from the perspective of students of color.

Asante (1991) states that the academic curricula offered to students is
presented in a biased fashion that sets out to maintain the power and privilege of
Whites while ignoring or degrading the contributions of people of color; however,
this notion could be extended to explain several aspects of the college experience
for students of color. When one considers the current challenges to the utility of
affirmative action, and programs that help support students of color and low-income
students (e.g. TRIO, Patricia Roberts Harris Fellowship, Michigan's Indian Tuition
Waiver program, etc.), it appears that the initial purpose for policies and procedures
that are intended to help correct a history of injustice is being ignored.

Affirmative action programs were created to provide access and opportunity
to people who were historically denied access. The need for affirmative action
policies in college admission decisions is an attempt to increase the number of
qualified applicants and simultaneously diversify the student body by race and
gender. As previously stated, students of color continue to be under represented
in institutions of higher education. Recent survey data states that in 1992, of all the
students enrolied in college, 9.9% were Black, 6.8% were Hispanic, 5.0% were
Asian or Pacific Islander, and 0.8% were American Iindian (Digest of Educational
Statistics, 1995). At this same time the situation was worse for faculty members
and staff. Of all the full-time instructional faculty and staff, 5.2% were Asian or
Pacific Islander, 4.9% were Black, 2.5% were Hispanic, and 0.5% were American
Indian (Digest of Educational Statistics, 1995).

The shortage of people of color in the academy is not the only indication of
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inequity in higher education. The issue of devaluing and disregarding the
contributions of people of color has been demonstrated by the minimal contributions
presented in required courses, and the limited number of disciplines devoted
entirely to the achievements of people of color. Latina college students have
expressed that outside of cultural-specific departments (e.g. the Puerto Rican
Studies Department) the presence of Hispanic scholarship in the coliege curriculum
is virtually no-existent (Capello, 1994). On another level, an example is shown in
the results of the National Council for Black Studies survey with data collected from
3,565 institutions. Of all the institutions surveyed, less than 10% provide evidence
of institutional and academic support, (e.g. in the form of academic departments or
programs), for Black Studies (Phillip, 1994). In lieu of these courses, students have
attempted to include a more diverse perspective to their general studies, but their
attempts have often been met with resistance. This has been expressed by African
American college students who reported that when they attempted to integrate
issues related to race and ethnicity into classroom discussions about their major
field of study, their contributions were not welcomed. Further, they felt that they
had to change their projects and perspectives to earn respect from the academic
community and to maintain good grades (Semmes, 1985).

As a result of alienation in the process of education and the products that are
produced, other types of alienation appear to surface. Loo and Rolinson (1986)
found that both students of color and White students believed that the students of
color were more socially alienated than the White students. This is an example of
how students of color are perceived to be alienated from their fellow students — the
equivalent to the laborer's co-workers. And lastly, as theorists have said, if

students of color are not exposed to a satisfying collegiate environment, they are
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likely to “disidentify” from their own academic selves (Steele, 1992).

The next question that Keniston (1972) poses is in regard to replacement.
Specifically, “What relationship, if any, replaces the lost one?”. Scholars have
suggested that alienation has biological, theological, historical, and legal
foundations, and that alienation is an inherent part of individual development and
social relations (Halleck, 1970, Johnson, 1973; Mészaros, 1975; Regin, 1969).
Regin (1969) states that beginning with birth, and continuing throughout the life
span, all individuals are expected to experience alienation. Schweitzer (1981)
states that families teach the inevitability of alienation, and alienation coping
strategies by way of attitude or environment adjustment.

As ever-present as the idea of alienation, so too, is the notion of association
and integration. In many instances, alienation causes individuals to seek some
alternative relationship (Pouissant, 1973; Regin, 1969; Stincombe,1972). Alienated
individuals may opt to seek out communities, organizations, or subcultures that
support them on the dimension from which they have been alienated. Halleck
(1970) suggests that when alienated individuals find sub-communities that are
accepting of their dissenting opinions, these sub-communities become very
influential in their lives. These alternative relationships can be negative and
rebellious (e.g. gangs) or positive and productive (e.g. churches).

The education literature suggests that students who feel alienated often
replace the relationship from which they are estranged. Specifically, students who
are alienated by the campus community at-large have been reported to rely on past
communities (e.g. families, high school friends) or groups or organizations with
similar others within the college community (Capello, 1994; Crosson, 1988; Ethier

& Deaux, 1990, Tinto,1993). Mészaros (1975) suggests that when individuals
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alienate themselves for the sake of solidarity in the form of “selfish isolation” that
this can be a good thing; however, Crosson (1988) notes that there has to be some
integration with the general community for the sake of survival. It must be noted
that all relationships are not replaced, and certainly, all alienated relationships are
not replaced with a group.

The third question that Keniston (1972) puts forth is “How is the alienation
expressed?”. Keniston proposes two modes by which alienation can be expressed:
alloplastic and autoplastic. Alloplastic is the alienated’s attempt to change the
world, while autoplastic is the alienated's attempt to change the self. An example
of the former would be a revolutionary, while an example of the latter would be a
psychotic.

An individual’s response to alienation is most likely to be contingent upon the
individual and the social situation. An individual can choose to view alienation as
specific to him/her and thus choose to deal with it alone. Another alternative would
be for the individual to view the alienation as a social situation and join forces with
others to address the issue. There are several individual and collective ways that
alienation can be addressed. The individual can: (1) stay alienated physically and
mentally from what he/she perceives to be alienating; (2) cognitively deal with
situation, and strive to reduce any dissonance being experienced; (3) conform to
the existing structure and engage in assimilated attitudes and behaviors; and (4)
bond with others and perform acts of resistance by demanding change in the
community.

Henderson (1988) developed a similar system of classification based on the
responses from his study about the perceptions of racism and the feelings of

invisibility expressed by African American students at a predominately White
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southern university. In short, the categorization of three types of Black students
emerged from his data: (1) Sioics, who feit the environment was racist, felt
threatened by the community, and chose to avoid extracurricular activities; (2)
Renegades, who perceived no racism, felt comfortable in the campus community,
and interacted comfortably within the campus community at-large; and (3)
Partisans, who felt the campus was racist and worked actively to advance and
support the position of the Black students.

Lastly, Keniston (1972) asks, “What is the agent or source of the alienation?”.
As previously mentioned, some sources of alienation are voluntary and self-
imposed. In other words, an individual has chosen to reject some aspect of the
mainstream value or behavior. These types of separations may not be harmful or
negative. In fact, some theorists have romanticized this type of isoiation due to the
absence of resistance or frustration (Johnson, 1973). Further, these voluntary and
self-imposed alienated states are often associated with obedience, creativity, or
productivity. Instances where self-imposed alienation has a negative connotation
occurs when it is manifested in mental derangement, self-devaluation, or some sort
of psychosocial maladjustment (Halleck, 1970; Johnson, 1973; LeRoy, 1965).

Halleck (1970) has reported on the psychiatric nature of the alienated
coliege student. He states that in addition to feeling alienated from the values of
the society in general, and one’s family in particular, an alienated individual aiso
feels separated from critical aspects of the self. Halleck goes on to describe
several traits that are characteristic of the alienated student, they include: lack of
commitment, temporal disengagement, lack of involvement, difficulty expressing
affect, limited abilities to communicate with others, an “ili-defined” self-concept,

severe depression, inability to study and concentrate, engaging in non-fulfilling,
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promiscuous sexual activity, and drug/substance abuse. It appears that the
individual who has been diagnosed as an alienated personality exists on the
extreme and severe end of the alienation continuum. .

Following the analysis provided by Marx, one must also consider
circumstantially and contextually imposed alienation. This type of alienation has
been said to be the result of “externally oppressive conditions” where some positive
relationship or interaction has been severed or denied (Johnson, 1973; Schweitzer,
1981). In spite of the acknowledgment that there are social environments and
situations that are alienating, it is the tendency to identify the individual as the
source. According to Schweitzer (1981) the reason for this seems to be twofold.
First, by acknowledging that social structural conditions are at fault, one is
simultaneously criticizing the existing state of social affairs; and second, by
identifying the individual as the source of the problem, the solutions can then be
geared towards the individual.

Semmes (1985) provides an example where students perceive the academic
structure on the college campus as alienating. The African American students in
this study believe that the omission of scholars of color from the curriculum in their
major, combined with their own desire to explore the work of these scholars, creates
the frustrating feeling of “outsider” or difference . Henderson (1988) provides an
example where some African American students perceive the social structure of the
college campus as alienating. When the students in this study were asked to
describe their perceptions of the racial atmosphere on the predominately White
coliege campus, there were several students who indicated that the racist campus
climate negatively influenced their participation in extracurricular activities.

Another useful aspect of the phenomenon alienation is its ability to cover
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dual perspectives. Karl Marx, as a major contributor to the development of
alienation theories, offered two distinct approaches. Contemporary Marxist theory
views alienation as subjective perceptions by individuals, while classic Marxist
theory views alienation in terms of objective, social conditions (Schweitzer, 1981).
Johnson (1973) states that alienation has the ability to refer to “internal
psychological states as well as objective, social phenomena" (p.16). It is the ability
of alienation to cépture both of these perspectives that makes this concept
particularly useful in obtaining a full understanding of the experience of students of
color attending traditional colleges and universities.

Alienation as it is being proposed here is seen as a variable that helps
assess both subjective perceptions of individuals and objective social conditions,
and how they affect the attitudes and behavior of students of color attending
traditional colleges and universities. The concept of alienation is not being
positioned here as having a positive or negative value. Intuitively, one may
disagree with this statement because the act of alienation carries with it negative
connotations; however, as it has been stated, some scholars have provided a case
for alienation with positive-value implications (Johnson, 1973; Schweitzer, 1981).
Lastly, as presented here, alienation is seen as a fluid process (a process by which
individuals' perceptions and social conditions can move in and out of), and can be

experienced in varying degrees.

Alienation Research and the Experiences of Post-Secondary Level Students
For the last twenty years researchers have explored the effect of alienation
as it relates to the experiences of college students. Alienation has been viewed as

a “free floating concept” (Babbit et al., 1975, p.53) that needs to be investigated in
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terms of a specific context, as well as a “relatively stable and enduring
characteristic of individuals” (Baker and Siryk, 1980, p.438). Alienation has been
measured by general alienation scales (e.g. Dean Alienation Scale), context
specific alienation scales (e.g. Burbach'’s University Alienation Scale), structured
interviews (e.g. Loo & Rolinson, 1986), and ethnomethodological participant
observer approaches (Choriki, 1992).

Baker and Siryk (1980) modified Dean’s Alienation Scale to determine the
relationship of alienation to the college adjustment of first-year students. These
researchers found that one of the best indicators for the adjustment of first-year
college students was their integration into the campus community. Social
integration was exemplified by living on campus or having satisfactory relationships
with faculty members. Students who were not integrated into the campus
community (e.g. those students living off campus) were more likely to be alienated.
The more alienated the students, the more likely they would report dissatisfaction
with the campus and/or difficulty with first-year adjustments. In addition, the more
alienated the students were, the less likely they would be involved with the campus
community, and the more likely they would engage in drop-out or stop-out
behaviors.

In a study that set out to determine the relationship between alienation and
attrition, Suen (1983) found that Black students on a predominately White college
campus reported significantly more alienation than the White students. Using the
University Alienation Scale, Suen found that the Black students consistently scored
higher on the three subscales of the measure (meaninglessness, powerlessness,
and social estrangement), as well as the total scale. Significant differences were

found between the Black and White students on the social estrangement scale and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
36

the total alienation measure. For the Black students, the correlations between
alienation and attrition were higher than the correlations for the White students.
One of Suen’s major conclusions in this study was that if an institution wanted to
actively work toward reducing alienation, then a program should be developed
directed towards the reduction of social estrangement.

Another approach to investigating alienation is offered by Loo and Rolinson
(1986). These researchers conducted structured interviews (consisting of open-
ended and close-ended items) with students of various racial and ethnic
backgrounds. This study set out to investigate the role of alienation as it affects
perceptions of academic difficulty and campus satisfaction. These authors viewed
alienation in terms of “malintegration”, or an incompatible fit between individual and
institution. They also acknowledged the fact that while one might be alienated by
the campus at-large, one could also feel integrated within a smaller community.
Like the Suen (1983) study, these researchers found that the Black and Chicano
students reported significantly higher levels of alienation than the White students.
The presence of alienation appears to be diluted or negated when students are
satisfied with the quality of their education and/or pleased with their relationships
with facuity members.

Babbit et al. (1975) reported on the structural issue of alienation as it related
to the size of educational institutions and the adaptation of Black college students.
These researchers found that Black students who attended a predominately White
large university or mid-size college were more alienated than those students who
attended a smaller two-year institution. The authors point out a few possible
reasons for these findings. First, the size of the two-year institution is smaller and

less complex than the other two institutions. As a result, the process of education
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may have been more manageable based on the size of the school. Second, the
location of the two-year institution was physically located more closely to the
students’ home communities. This perspective suggests that due to relatively little
disruption in a major part of the students’ social life, the students could concentrate
more on their academic lives. And third, the student body was comprised of more
students who were similar to the respondents in the study. In other words, at the
larger institutions, these students were statistical minorities, but at the two-year
institution they were not.

The structural issues surrounding the Babbit et al. (1975) study are very
important; however, one must interpret these findings with caution since the authors
do not address the confounding issue of the number of years in school. Although
the respondents in this project were first-year students and sophomores, it may
make a difference if the students have another two years in the educational setting,
or if they are enrolled in a two-year, terminal program. Another issue that has the
potential to be confounding is the type of institution: university, college, and two-
year center. Altﬁough the authors make it clear that all three are urban, educational
institutions, they do not indicate other critical aspects of the institutions that may
have affected the alienation of the students. Other important institutional
characteristics that could have had an effect on these findings are the level and
source of funding, or the pedagogical mission of the institutions (e.g. technical,
vocational, liberal arts, etc.).

And lastly, Choriki (1992) offers an ethnomethodological approach to the
study of alienation. In a participant observation study that concluded with several
interviews, this author suggests that students do not develop networks with the

appropriate people who can help them to reduce their feelings of alienation. Choriki
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proposed that alienation exists for graduate students at a large, public, urban
school because of four major factors; however, three are relevant to this discussion.
He proposes that the graduate students in this study remain alienated because of:
(1) physical barriers such as walls, doors, desks, and people; (2) temporal barriers
such as the conflict in times that students are available to meet with administrators
and the times when administrators are available to meet with students; and (3) the
inability to access information due to the previously mentioned structural restraints.
All of these components, in addition to the academic rigor, have been reported to

play a role in the alienation of the graduate students.

Project Rationale

The alienation literature taken together with the campus satisfaction and the
social integration literature provide a case for investigating the participation of
college students of color in traditional post-secondary educational institutions. The
primary research question asks “what is the relationship between alienation and
membership in an academic/scholars program?” Based on the research presented
above, it is believed that affiliation with an academic/scholars program will aid in the
campus satisfaction and social integration of students while reducing feelings of
alienation.  This investigation specifically seeks to understand “how do students
of color at the City University of New York perceive the effects of program affiliation
on their academic experiences, progression rates, grade point averages, and career
aspirations?” It is believed that based on the components of these types of
programs and the success associated with these components, that the students
who participate in these programs will find that overall, their membership in these

programs will have a positive affect on their academic experiences and career

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
39

aspirations.

The third research question asks “do women and men of color perceive
alienation differently’; however, a prediction of the gender differentials for students
of color in higher education is not as clear. This study may provide some insight
into the collegiate experiences as they relate to program affiliation and alienation
for women and men. It is uncertain whether or not college women of color are more
alienated or socially integrated than their male counterparts; however, somehow or
another their participation and graduation rates are substantially greater than those
of men. It is the intention of this project to determine if women of color are
experiencing alienation to a greater or lesser degree than their male counterparts,
and if so, what role is program affiliation playing in their collegial experiences.

Taken all together, the final research question asks "what is the relationship
between gender, alienation, program affiliation, and the proposed, self-reported
outcome measures (academic experiences, progression rates, grade point

averages, and career aspirations) for students of color?”
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Chapter 2: The Contextual Framework
The Changing Face of American Higher Education
Overview of Four-Year Nationwide College Enroliments

Carter And Wilson (1996) report that between 1984 and 1994 there was a
13.5% increase in the enroliments for all post-secondary, four-year institutions.
Ailthough these authors do not distinguish between undergraduate and
graduate/professional school, Carter and Wilson report that between 1984 and
1994 there was a 24% increase in the total enroliments of female students, and an
8.7% increase in the total enroliments of male students. It is important to note that
the absolute numbers of women enrolled in higher education institutions are
consistently greater than the absolute numbers of men enrolled in these institutions.
As a matter of fact, the number of men enrolled in post-secondary institutions in
1984 is almost 92% of the number of women enrolled at this time, but by 1994, the
number of men enrolied had decreased to equal approximately 81% of the number
of women enrolied. Further, in spite of the increase that each group realized
between 1984 and 1994, the number of women enrolled in 1984 is almost equal to
the number of men enrolled in 1594.

By race/ethnicity the enroliments of all students in four-year, post-secondary
institutions increased between 1984 and 1994. In 1984, White students
represented 82% of all students enrolied in four-year institutions, and students of
color (including African American, Asian American, Hispanic, and Native American
students) represented 15% of this population (Nonresident Aliens were reported to
represent the remaining 3%). While White students realized an overall 4.2%
increase in four-year enroliments between 1984 and 1994, students of color

realized a 61.9% increase in enroliments during this time period. In 1994, White
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students represented 75% of all students enrolled in four-year institutions, and
students of color represented 21% of this population (Nonresident Aliens were
reported to represent the remaining 4%).

" Asian American and Hispanic students contributed the most in the gains
made by the students of color between 1984 and 1994 (Carter and Wilson, 1996).
The Asian American students showed consistent and substantial gains in their four-
year enrollments which resulted in a 107.2% increase during this time period.
Similarly, the Hispanic students showed notable gains in their enroliments in four-
year institutions during this period, and as a group they realized an 88.2% increase
between 1984 and 1994. American Indians also realized increases in four-year
enroliments during this time period which resulted in a 60.5% increase for this
group. And lastly, African Americans realized steady increases in their four-year,

post-secondary enroliments, which resulted in a 35.2% increase for this group.

Nationwide Bachelor Degrees Awarded

Between 1985 and 1993, there was an increase of approximately 20% in
bachelors degrees awarded (Carter and Wilson, 1996). Overall, women earned a
slightly greater percentage of these degrees during this time period, and it is
important to note again, that the absolute numbers of bachelors degrees earned by
women were larger than the absolute numbers of degrees earned by men. The
largest gains in bachelors degrees earned were reported for the Asian American
students. Overall, this group had a 103% increase in bachelor degrees awarded
between 1985 and 1993. Asian women realized a gain of 121%, and Asian men
realized an increase of 87% in bachelors degrees earned during this period. The

next largest gains were realized by the Hispanic students who are reported to have
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a 75% increase in bachelors degrees earned between 1985 and 1993. The
Hispanic women realized an 89% increase in bachelors degrees earned during this
period while the Hispanic men earned a 60% increase. African American students
demonstrated a 36% increase in bachelor's degrees eamed between 1985 and
1993. The gains of the African American women were reported to be 42% for
bachelors degrees earmed while the gains of the men were 26% for this cohort. The
American Indian students realized a 34% increase in bachelor degrees earned
between 1985 and 1993. While the American Indian women earned an increase
of 43%, the men earned an increase of 23%. And finally, the White students
earned a 15% gain in bachelor degrees earned between 1985 and 1993. White
women realized a 22% increase in bachelors degrees earned during this time

period, and the men realized an increase of 7%.

Background and Profile of The City University College Students

One of the largest initiatives to increase the enroliment of low income
students and students of color occurred during the seventies at the City University
of New York (CUNY). Lavin and Crook (1990) provide extensive data on the City
University’s open admissions policy in the early seventies. The policy included
several features that helped to expand and diversify the CUNY community. In
addition to offering a quality, tuition free education, the City University senior
colleges accepted high school graduates who demonstrated academic competence,
and the community colleges accepted students who provided evidence of potential.
Lavin and Crook (1990) report that during the first few years of this program the
student body increased dramatically. Notably, the number of Black and Hispanic

students increased by about five times the pre-policy admissions number.
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During the mid seventies, amid federal and state financial crises, the open
admissions policy at CUNY came to an end. In addition to making the admissions
requirements more strict, the City University imposed tuition fees to a previously
tuition-free institution. Lavin and Crook (1990) state that although financial
assistance became available to CUNY college students, the conditions by which the
funds became available had consequences. For example, these authors point out
that prior to the imposition of tuition, students could self-pace their academic
progress without financial strain. Once restrictions were imposed, extracurricular
concerns such as their families and/or employment arose for students who had to
attend school on a part-time basis. In addition, students who attended coliege on
a part-time basis were in danger of not meeting the requirements to qualify for
financial assistance. Lavin and Crook note that Black and Hispanic students
frequently had to work and/or attend school on a part-time basis. In sum, the end
of the open admissions policy and the imposition of tuition negatively affected the

participation of the Black and Hispanic CUNY students.

CUNY Senior College Enroliments

The most recent CUNY Student Data Book: Fall 1995 reports that the senior
college enroliment consists of 107,497 students, 60% (64,775) of which are women
(CUNY Office of Institutional Research and Analysis; June, 1996). Thirty-five
percent of these students are first-year students, 21% are sophomores, 22% are
juniors, and 21% are seniors (p. 30). This report further states, that of the students
enrolled in the senior colleges, 34% are White, 31% are Black, 21% are Hispanic,
13% are Asian/Pacific Islander, and 0.2% are American Indian/Alaskan Native

(p-91) (See Figure 2). The percentages of students of color enrolied in the CUNY
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senior colleges is reported to be approximately three times the national number of
Blacks and Hispanic enrolled in four-year colleges, and almost twice the national
number of Asian/Pacific Islanders enrolied (p.166) (See Figure 3). For the most
part, the women out number their male counterparts in every racial/ethnic category.
Sixty-six percent of the Black students, 63% of the Hispanic students, 63% of the
American Indian/Alaskan Native students, 58% of the White students, and 49% of
the Asian/Pacific Islander students are females (p.96).

The CUNY Student Data Book: Fall 1995 suggests that between 1976 and
1995 there were slight changes in the enroliments of the senior college student
body by race/ethnicity (p.109). Specifically, in 1976 the White students represented
56% of the senior college students, and due to consistent and steady decreases in
White student enroliment, these students represented 34% of the senior coliege
student body in 1995. This change in enroliment represents a 21% decrease
between 1976 and 1995. In a similar, but not as drastic vein, the enroliments of the
American Indian/Alaskan Native senior college students also showed a decrease
between 1976 and 1995. Between 1976 and 1986, the enroliments of the American
Indian/Alaskan Native students realized slight increases (in 1976 these students
represented 1% of the senior college student enroliments and in 1986 they
represented 1.4% of the senior college enroliments). However, from 1988 to 1995,
the American Indian/Alaskan Native students realized an abrupt decline in their
senior college enroliments. By 1995 these students represented only 0.2% of the
senior college enroliment, a 1.2% decrease from their already small 1976
enroliment figure.

The CUNY Student Data Book: Fall 1895 reports that the Black, Hispanic,

and Asian/Pacific Islander senior college enroliments showed overall increases
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between 1976 and 1995 (p.109). In 1976, Black students were reported to
comprise 26% of the CUNY senior college enroliments. This percentage continued
to increase until 1982 when Black students, once again regresented 26% of the
CUNY senior college enroliments. However, starting in 1984, the senior college
enroliments of the Black students continued to increase until reaching an ali-time
high of 32%. The following year, 1995, the enroliment of these students decreased
slightly to 31.4%. Nonetheless, the senior college enroliments of these students
realized an overall 6% increase between 1976 and 1995. Similarly, the Hispanic
students showed an overall increase in their senior college enroliments between
1976 and 1995. In 1976 these students represented 12.8% of the CUNY senior
college enroliments, and in spite of some subtle vacillation in enroliments, Hispanic
students represented 21.3% of the senior college student body in 1995.

The Asian/Pacific Islander students represented 5.2% of the CUNY senior
college enroliments, and this group realized a steady increase in enroliments until
1993 when they represented 13.1% of the total senior college student body. In
1994 the enroliment of these students decreased slightly to 12.6% and then
increased slightly to 12.9% in 1995. Overall, however, the Asian/Pacific Islander

students showed a 7.7% increase in the CUNY senior college enroliments.

CUNY Bachelor Degrees Awarded 1994-1995

The CUNY Student Data Book: Fall 1995 reports that the City University of
New York awarded 8,886 bachelor degrees for the 1994-1995 academic year
(p.122). Of the degrees awarded, 62% were said to be awarded to women.
Further, 40% of the bachelor degrees were awarded to White students, 26% were

awarded to Black students, 17% were awarded to Hispanic students, 14% to

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
46

Asian/Pacific Islanders, and 0.3% were awarded to American Indians/Native
Alaskans. The percentage of bachelor degrees awarded by the CUNY senior
colleges to Black and Hispanic students is almost four times as many as the
national number, and for the Asian/Pacific Islander students CUNY awarded
approximately three times the percentage of bachelor degrees (p. 167) (See Figure
4).

Reasons for Attending College

According to the CUNY Student Data Book: Fall 1995, the six most important

reasons that the senior college students listed for attending college were as follows:
job or career preparation (84%), to learn more about areas of interest (75%),
preparation for graduate school (69%), to gain a general education and
appreciation of ideas (66%), to be able to earn more money (61%), to discover
personal and/or career goals (60%) (p.158). This report also offered the top six
reasons that the students chose their particular institution. These responses were:
relatively inexpensive (87%), the availability of a sought-after program (83%),
reputation of the college for academic excellence (80%), proximity to the student’s
home (68%), the availability of financial aid (56%), and the ability of the student to

transfer to another college at a later time (41%) (p. 159).

Educational Family Background

Fifty-one percent of the CUNY students are first generation college goers (ie.
neither of their parents attended college), and 25% were the first in their immediate
families to attend college (ie. neither of their parents or siblings attended college).

Of the students who were not the first in their families to attend college, 38%
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reported that their fathers attended college and 36% of the students reported that
their mothers had attended coliege (p. 160).

Marital Status and Parental Obligation

Seventy-one percent of the students were never married, 17% were married,
and 12% were divorced/separated/other. Twenty percent of the sample reported
having children, 25% reported having at least one live-in child to support, and 9.2%
reported that they were single parents with at least one live-in child to support (p.

161).

Employment Status and Household Income

Thirty-six percent of the students reported that they did not work, 36%
reported that they worked part-time, and 28% reported that they worked full-time (p.
162). Thirty-six percent report a household income of less than $20, 000, 43%
report a household income between $20,000 and $50,000, and 21% report a
household income over $50,000 (p. 163). The CUNY Student Data Book: Fall 1994
reported that of the senior college students 8.2% reported that one or more
members of their household received public assistance, and 17.3% reported having
trouble paying their bills during the previous year (these latter findings were not
available in the Fall 1995 report), (CUNY Office of Institutional Research and
Analysis; January, 1996, pp.151,155)

Attrition, Retention, and Graduation of CUNY College Students

The City University of New York has been increasingly concerned about the

attrition, retention, and graduation of the students, and as a result, a CUNY wide

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
48

Retention Committee was formed in the Spring of 1995. A series of studies were
conducted to investigate the progression rates of CUNY college students, to obtain
a clearer picture of the students who leave CUNY, and to determine why students
leave and where they go. A brief summary of two of those studies will be presented

here as they relate to the current inquiry.

The Underestimates of Successful CUNY College Students

In an attempt to more accurately represent the graduation rates of students
who attended CUNY colleges (at one time or another), Lavin et al (1996) conducted
an investigation of the destinations of CUNY college students who engage in drop-
out or stop-out behaviors. These authors report that several factors should be
considered to determine CUNY college students’ graduation rates.

First, these authors acknowledge that due to insufficient academic
preparation, lack of proficiency in the English language, personal and family
obligations, work-related responsibilities, and financial situations, many CUNY
students require time beyond the standard four years to earn a bachelors degree.
As a matter of fact, Lavin et al. found that for CUNY, 67% of the Black students,
57% of the Hispanic students, and 43% of the White students require more than
four years to complete the requirements for the bachelors degree. Thus, graduation
rates may be under represented if one only considers four years from the entrance
of a first-year CUNY college student enrolled in a bachelors program. Further,
students enrolled in bachelor programs who do not graduate within four years may
not necessarily be academically unsuccessful, in other words they may uitimately
graduate.

Second, Lavin et al. (1996) point out that one should also be cautious in
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referring to students who leave CUNY as academically unsuccessful. These
authors found that of all students who entered bachelors programs in the Fall of
1990, 25% had received their degrees within five years, 31% were still enrolled,
and 44% had prematurely left CUNY colleges without receiving their degrees. Of
the students who left, 48.3% of the students identified themselves as men and
40.9% identified themselves as women. Of the original cohort of students, 39.7%
of the Asians students, 43.3% of the White students, 46.8% of the Hispanic, and
47.0% of the Black students left prematurely. Thirty-three percent of the students
who left had grade point averages of 2.00 or higher.

Data about students who leave CUNY suggests that students who leave do
so early on in their college careers (e.g their first or second years of coliege) (Lavin,
etal., 1996). Men, more so than women, were more likely to leave CUNY prior to
receiving their degrees. Lavin et al. attribute this finding to the fact that the women
who enter CUNY colleges are prepared better academically than their male
counterparts, and are thus less likely to engage in drop-out or stop-out behaviors.
Further, Black and Hispanic students, more so than Asian and White students, were
more likely to leave CUNY prior to receiving their degrees. Although not explicitly
stated in this article, prior research by the first author suggests that Black and
Hispanic students are more likely to experience the difficulties that CUNY college
students face as stated in the section that profiled the CUNY college students (See
Lavin, 1990). It may be because of these difficulties (e.g. work-related
responsibilities, financial problems, English as a second language, etc) that Black
and Hispanic students are more inclined to prematurely leave CUNY colleges.

Lavin et al. found that of all the students who left this cohort, 61% of the

students with grade point averages of 2.00 or higher transferred, as did 38% of

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
50

those students with grade point averages of less than 2.00. Although the women
were less likely to leave than the men, the women who did leave were more likely
to transfer than the men (54% of the women who were leavers transferred and 46%
of the men who were leavers fransferred). By race/ethnicity, 69% of the Asian
students, 52% of the White students, 44% of the Black students, and 38% of the
Hispanic students who left CUNY transferred to other academic institutions. Five
years after starting college, more than half of the transfer students had graduated
and earned a bachelors degree. According to these authors, all graduates
(including CUNY and transfer students) should be counted in the success or
graduation rates of the City University of New York. The rationale for this approach
is that CUNY appears to be a stepping stone for students whether or not they
graduate from CUNY schools. In short, CUNY colleges appear to offer students a
collegiate foundation, and prepare students (academically, financially, etc.) for
college experiences that are yet to come.

Lavin et al. (1996) report that students who transferred said they did so for
a variety of reasons relating to the academic and social aspects of college. The
major reasons given in this article were that. the CUNY school did not offer the
desired program of study, the desired classes were either closed or unavailable, or
the desire for a campus (rather than commuter) college experience. Students who
left, but did not transfer, cited reasons that were often related to finances (e.g.

tuition was too high, not enough financial aid, work and school conflicts).
Why Do Students in Good Academic Standing Leave CUNY?

Gittell and Holdaway (1996) report the responses of students who left one

of seven CUNY colleges (three junior colleges or four senior colleges) for at least

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
51

one semester during 1994. This study was specifically interested in students who
left on their own accord, and not because of academic failure. In addition, the
students in this study all had grade point averages of at least 2.00 when they left.
These researchers found that aimost 85% of the 545 students who participated in
either telephone interviews and/or focus groups, stated that they had transferred
to other schools (25%) or that they had planned to return to school within one or
two semesters.

The main reasons these students state for interrupting their studies had to
do with financial or work-related issues. Some students claimed that the increase
in tuition was problematic for them, while other students stated that the inability to
secure financial aid (in spite of their low to moderate incomes) was the major
reason that they left school. Still other students stated conflicts in their work and
school schedules.

The second most commonly stated reasons for leaving involved student
services (e.g. registration, academic advisement, and scheduling). Problems with
registration included long lines, unaccessible phone contacts, inconvenient
registration times (e.g. conflicts with work schedule). A related problem had to do
with academic counseling. Students stated that at times they did not have an
academic advisor, and in some instances the students were unable to meet with the
same advisor from one meeting to the next. Other problems arose when the
advisor was unable to appropriately advise the students (due to the advisor's
unfamiliarity with the students’ academic career). Lastly, students stated that
scheduling conflicts frequently arose especially when the students worked during
the day. .

Due to the qualitative nature of these data, students were able to elaborate
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on issues that were of concern to them. One frequently mentioned theme that
arose was the feeling of isolation that the students experienced. Some respondents
reported that they felt unconnected and unnoticed. Further, these students stated
that because of their estranged relationship to the college community, no one
seemed to notice or offer assistance when the students’ academic careers went
awry.

Students are aware that one way of benefiting from the college community
is by being associated with a supportive program or organization. For example, one
student explicitly states that the experiences for he and his wife were considerable
different because of his association with a special program. This student stated
that as member of the Adult Degree Program at Lehman College he was assigned
a specific advisor who was available and accessible. The student’s wife was not
eligible for the program (because of her age), and he reported that she experienced
difficulty when trying to speak with a general advisor from the campus at-large.

Gittell and Holdaway (1996) report that students generally stated that their
classroom relationships with the academic staff were satisfactory, however, these
students did not appear to have relationships with the faculty beyond the
classroom. The absence of the faculty-student relationships beyond the classroom
appears to be part of the reason for the more explicitly stated problem of these
students with administrative student services. in other words, if students did have
relationships with faculty members, they might have been able to rely on those
faculty members for academic advice. In lieu of the faculty-student relationships,
many students had to rely on administrative student service. The students stated
that they were dissatisfied with the administrative staff because in many instances,

the staff appeared to be under prepared, unhelpfui, and unfriendly.
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Gittell and Holdaway attempted to derive a profile of the students who left
CUNY schools in good academic standing. The 87 students (47 senior college
students and 40 junior college students) who stated that they had no plans to return
to school were classified as permanent leavers. The permanent leavers were more
likely to be White students and least likely to be Black students. Although there
were more women in the sample, similar percentages of women and men were
reported to be permanent leavers of four-year schools. Similar to the findings of
Lavin et al., Gittell and Holdaway found that permanent leavers did so during their
first or second years of college. Surprisingly, permanent leavers had slightly higher
grade point averages than the overall sample. The major reason that these
students gave for leaving school were new or additional work responsibilities. For
permanent leavers secondary reasons for leaving included additional work
responsibilities, relocation, and personal/familial responsibilities. And lastly, these
students did mention issues such as registration and class scheduling.

Gittell and Holdaway classified 314 students who stated that they intended
to return to school as temporary leavers. Overall, this subsample was young and
female, and these students cited financial reasons and personai/familial issues as
primary reasons for leaving. Of the temporary leavers 72% were women, 33% were
Black, 30% were White, 28% were Hispanic, and 9% were Asian. Forty-six percent
of the temporary leavers were full-time students and 54% were part-time students.
At the senior colleges, 38% of the temporary leavers were first-year students, and
24% of the temporary leavers of the senior colleges had grade point averages over
3.50. The most important reason the temporary leavers stated for interrupting their
studies was a “lack of money”, and this was followed by work-related conflicts. The

second most important reason that temporary leavers stated for leaving was
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dissatisfaction with the student services (e.g registration, poor advisement, etc.),
and this was followed by personal and familial reasons.

Gittell and Holdaway identified 133 students (76 senior college students and
57 junior college students) as transfer students. These authors state that the
transfer students were generally younger than the overall sample (interestingly, the
senior college transfer students were younger than the junior college transfer
students). As previously stated, the students who left school did so early in their
college careers. For the transfer students who were enrolled in four-year schools,
47% were in their first year of college and 32% were in their sophomore year. The
transfer students fairly represented the overall sample by gender. By race/ethnicity,
the percentages of Black and White students fairly represented their representation
of the overall sample. However, Hispanic students were under represented in
transfer students, while Asian students were over represented. Fifty-one percent
of the transfer students had grade point averages over 3.00.

Like the Lavin et al. (1996) findings, slightly more than a quarter of the
students said they transferred because their program of interest was not available
at their current institution. Students also expressed desires to attend colleges with
“different environments” (it was suggested that these students were referring to
residential rather than commuter colleges). However, although academic reasons
were not the major reasons for transferring, they were seen as important
contributing factors. Secondary reasons for leaving school included student
services (registration, counseling and scheduling problems). Financial issues

represented the smailest percentage of secondary reasons for transferring.
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Summary

Taken together, these data offer a contextual framework for the participants
in the current research project. Between 1984 and 1994, there was an nationwide
increase in enroliments in bachelors degree programs, and during this period,
women out numbered men in all aspects of higher education. Between 1984 and
1994, students of color (African American, Asian American, and Hispanic students)
realized a 62% increase in all four-year college enroliments. In 1994, students of
color represented one-fifth of all college enroliments, this is in comparison to White
students who represented three-quarters of this population. There was a 20%
increase of bachelor degrees awarded nationwide between 1985 and 1993. As one
might expect, a greater percentage and number of women, more so than men,
earned bachelor degrees during this time. By race/ethnicity, the Asian American
students realized the greatest gains in bachelor degrees awarded, while the White
students realized the smallest gains.

Like the nationwide data, a greater percentage of women, rather than men,
are enrolled in the CUNY senior colleges. Further, 61% of the 1993-1994 CUNY
bachelors degrees were awarded to women. In comparison to the national
statistics, the enrollment statistics for the CUNY senior colleges report to have three
times the percentages of Blacks and Hispanic students, and twice the percentages
of Asian American students. Further, four times as many bachelors degrees were
awarded to Black and Hispanic CUNY students as were awarded to the general
population. For the Asian American/Pacific Islander students, CUNY awarded three
times as many bachelors degrees as the national statistics.

Over half of the CUNY senior college students are first generation coliege-

goers, approximately 25% have children to support, and almost 10% are single
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parents. Almost two-thirds of the students report that they work either part-time or
full-time. A little more than one-third of the students reported a household income
of less than $20, 000. Almost 10% report that at least one member of their
household received some form of public assistance, and close to 20% of the
students reported having had some trouble paying their bills.

In attempt to understand the participation of CUNY undergraduates, a
Retention Committee was formed and a series of studies were conducted. One of
the first and most important findings was that based on the demographic factors
summarized above, insufficient academic preparation, and the fact that English is
not the native language of many CUNY students, the students enrolied in CUNY
bachelors programs take longer than the expected four years to complete the
requirements for the bachelors degree. It was found that six to eight years after
entering college more accurately represents the CUNY students who complete the
requirements for the bachelors degree.

In addition to the fact that CUNY students take a longer time to complete the
requirements for the bachelors degree, one should also be aware that many
students interrupt their studies at CUNY and complete their degrees at other
institutions. Although this is not considered a traditional method of assessing the
success of students who entered CUNY colleges, it may more accurately represent
the success of the students.

Attrition is a realistic factor in higher education. Generally, the CUNY
students who leave do so in their first or second years of college. Men, more so
than women are found to leave the CUNY senior colleges, and Blacks and
Hispanics, more so than Asians or Whites leave. Although many students leave

because of academic difficulties and failures, other students depart for other
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reasons. Students who left temporarily did so primarily because of financial issues
or work-related responsibilities. Students who transferred to other institutions did
so mainly in search of a better academic and institutional fit. And students who left
permanently did so mostly because of work or personal/family related reasons.
Across all the groups who left CUNY schools, the secondary reasons for leaving
were related to administrative student services (e.g. registration, advisement,
scheduling).

An important and consistent theme that emerged from the qualitative data
was that of support. Noticeably absent from the qualitative responses, were
admissions of faculty-student relationships.  These students turned to
administrative student services, which many of the students were dissatisfied with,
for academic guidance and support. Most students who left for one reason or
another stated that the support from the administrative offices was frequently
lacking. Students explicitly stated that due to lack of advisement or guidance, they
felt disconnected and unimportant. Further, students identified membership in
special programs as one solution. It was stated that these programs offer students
individualized attention that not only effected them academically, but also
emotionally.

For the transfer students in particular, the issue of financial support
appeared to be very important. Students’ college careers were adversely effected
by tuition increases to the point where students said they had to leave school
because of a “lack of money”. In addition, students who had to work to support
themselves (and in some instances their families) often had conflicts in scheduling
school and work related responsibilities. The absence of financial support and

academic advice in college has been found to have an adverse effect on one’s
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college career. It is therefore the intention of this inquiry to discover if perceived
support, in the form of program affiliation, will have a positive effect on the college

experience for students.
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Chapter 3: Methods
Review

Recall that the primary research question asks what is the relationship
between alienation and program affiliation? Further, this project sets out to explore
the relationship between program affiliation, academic experiences, progression
rates, grade point averages, and career aspirations for students of color.

In addition, a second set of questions sets out to determine if women and
men of color experience alienation differently? Taken all together, this research
project seeks to discover the relationship between gender, alienation, program
affiliation and the proposed outcome measures for students of color?

in order to investigate the aforementioned research questions, the following

methods were employed.

Subjects

The research questions in this study specifically address the issues of
alienation, academic program affiliation, and feelings of collegial involvement for
students of color. In order to address these questions, several academic, honors,
and scholars programs were sought from within the senior colleges of the City
University of New York. Academic programs were defined as any formalily
established organization that was comprised of students who are considered to be
scholastically competent and competitive. This usually included students who had
at least a B average or better. Further, the research questions sought to
understand the participation of students of color who were associated with these
types of programs. Where possible, programs that specifically targeted students

of color were sought.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
60

Nine independent program directors and coordinators were contacted
between Spring, 1995 and Spring,1996. Each of the contact people agreed to allow
the researcher to introduce the project to the students in their program. While some
of the programs were nationally renowned and endowed, others were established
and run specifically by the individual institutions. It is important to note that some
of the nationally-funded programs existed on several campuses, but they operated
autonomously. Further, some of the programs had campus-wide membership; in
other words, the program was a university-wide initiative that had students on
several of the individual college campuses.

Based on the above criteria, over 170 students were contacted via direct
mailing, advertisement flyers, and classroom announcements. Of the students who
were contacted, approximately 135 students were present for the researcher’s
introduction and explanation of the project. In total, 122 consent forms and surveys
were distributed, and data were collected from 107 City University students — an
overall response rate of approximately 88%. (The response rate was determined
based on the number of consent forms and surveys that were distributed and
returned - see Table 1 for summary). These students represent 10 college
campuses and over 10 scholars/honors programs. The sample includes African
American, n=35, (32.7%); Hispanic, n=21, (19.6%); White, n=20, (18.7%); Asian
American, n=16, (15.0%); and “Other”, n=14, (13.1%) students (see Figure 5). In
addition, the sample consists of 68 women, 38 men, and one subject who did not
identify his/her gender (see Figures 6 and 6a). The respondents’ ages range from
16 to 45, with a mean of 24.18. The maijority (approximately 89%) of the
respondents reported attending school full-time. The participants represent first-

year students, n=18, (about 17%), sophomore, n=4, (almost 4%); juniors, n= 36;
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(nearly 34%); and seniors, n=48, (approximately 45%). It is unfortunate that
demographic data from the actual programs were not collected; however, based on
the response rates, this sample seems to accurately represent the program

membership.

Procedure

Although various strategies were employed to secure students for this
sample, the overall procedure was as follows. First the researcher contacted the
program director or coordinator to explain the nature of the project. If the contact
person agreed to allow the students in his/her program to hear about the project,
the researcher scheduled an appropriate time and place. For the majority of the
respondents in this project, the researcher attended a regularly scheduled program
meeting. Thus, the data were collected in familiar surroundings. In the instances
where the meetings were scheduled by the researcher, the data collection sessions
were scheduled to take place at a City University college campus.

The researcher was either introduced, or introduced herself, as a doctoral
student at the Graduate School and University Center of the City University of New
York. She described the general ideas of the project as a study that sought to
investigate how students in honor's programs viewed the college experience.
Afterwards, the students were handed a cover letter that explained the project and
a consent/participation form (see Appendix A). The students were told that they
were under no obligation to take part in any aspect of the project, but if they wanted
to participate, they should detach the cover letter to keep for themselves, and return
the second sheet, (the participation information and consent form) to the

researcher. When they handed in the second sheet they were then given a copy
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of the survey (see Measures section for a description of the survey).

in the instances where the researcher was present during the data collection
session, she informed the participants that she was available to answer any
questions they had at anytime. Once the surveys were retumed (whether or not the
researcher was present at the data collection session) the participants were
thanked and reminded that they should hold on to the cover letter in case they
wanted to contact the researcher, the researcher's dissertation advisor, or the

Office of Sponsored Research at the CUNY Graduate School and University Center

Variables

Based on the research questions, the subject variables and moderators for
this study are race/ethnicity, and gender. The race/ethnicity and gender variables,
are categorical, and are each tapped by one item. Participation in, and benefits
from, program affiliation are viewed as mediators in this study. The program
affiliation and its benefits are tapped by several items addressing many aspects of
participation (e.g. type of participation, length of participation, effect of participation,
etc.).

Alienation, the major independent variable in this study, is measured by two
standard measures as well as some open-ended and forced-choice items. The
dependent variables in this study, effect of program, progression rates, grade point
averages, and career aspirations, are all self-reported, are measured by forced-

choice, open-ended, and Likert-type items.

Measures

The data for this research project were collected by survey. The survey
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consisted of two standard alienation measures: the Alienation Test (Maddi et
al.,1979) and the Alienation Scale (Jessor & Jessor, 1977); and several forced-
choice (e.g. “How do you think being a part of this program has helped your
progress towards the degree?”) and open-ended (e.g. “Give an example of how the
program has hurt your progress towards the degree”) items developed specifically
for this study. In total the survey consisted of 115 items (See Appendix B).

The Alienation Test (Maddi, et al., 1979) is a 60-item, self-administered
Likert-type scale that taps an individual's feelings of alienation in five different
social contexts (work, self, social institutions, interpersonal relationships, and
family). Examples from this measure include: “Life is empty and has no meaning for
me", and “l am better off when | keep to myself’. (This measure can be found in its
entirety in the survey, Appendix B, pages 1-4). In the original version, the
responses to the items ranged from O (not at all true) to 100 (compietely true).
Some slight modifications of the measure were made for its use in this survey. One
change is that the response set for the Alienation Test was altered so that it ranged
from O (not at all true) to 10 (completely true).

A second change exists in some of the wording of the items. The “work”
section in the Alienation Test was worded to reflect the students’ work as it pertains
to school. The changes in wording were agreed upon by a research team and then
independently given to a panel of expert judges to make sure the meaning of the
items was not lost in the change. An example from this measure is, “/ don't like my
school or enjoy my work, | just put in my time to get my degree”.

In its original form, the Alienation Test (Maddi et al.,1979) was self-
administered within a battery of other measures. The survey was administered in

several different contexts with various populations ranging from high school
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students to upper level managers. For the purposes of this study, the reliability of
the academic samples is most important, and in particularly, that of the college
sample. For the sample of the college students (who were paid for their
participation) the internal consistency was found to be high for the different social
contexts. Specifically, Maddi et al. report the following alphas: work -- .83, social
institutions — .80, interpersonal relationships — .75, and family - .77. Further, these
authors report high intercorrelations between the subscales of the Alienation Test.

For the current sample, the alphas were quite comparable for the Alienation
Test and the intercorrelations between the subscales. For the current sample, the
alphas were as follows: work - .84, social institutions — .79, interpersonal
relationships -- .75, and family - .79.

The second standard alienation measure, the Alienation Scale (Jessor &
Jessor, 1977), consists of a 15-item, self-administered, Likert-type scale. Examples
of the items from this scale inciude: “/ often feel left out of things that others are
doing” (The scale can be found in its entirety in the survey, Appendix B, page 5).
in the original version, there are four responses to the items: strongly agree, agree,
disagree, strongly disagree. In order to provide parallel construction to the
response set of the Alienation Test used in this survey, the responses for the
Alienation Scale were extended to range from 0 (not at all true) to 10 (completely
true).

Jessor and Jessor (1977) had one sample of high school students and one
sample of college students self-administer the Alienation Scale as it appeared
within an extensive questionnaire. The intemal consistency for the high school and
college samples was determined by the Cronbach alpha as .81, for the current

sample the Cronbach alpha is .56.
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Items for high school and college involvement, program participation, and
support networks were created based on the existing research in this area, the
comments from a doctoral student survey (that the author was a coliaborator on),
and the comments from students and program directors/coordinators of various
academic/scholars programs.

The analysis plan for this project is largely contingent upon correlational,
univariate, multivariate, and regression analyses, and the data will be analyzed by
gender and race/ethnicity. The categorical data will be analyzed via chi-squares.
These data include the campus alienation variables, the individual school-related
activities, the categorical representations in the support network, the effects of
program affiliation, and the attrition variables. The continuous data will be analyzed
via t-tests, ANOVAs, and MANOVAs. To determine the importance of the different
components of the programs, regression analyses will be employed. The variables
included in these analyses will be the parents’ level of education, perceived
percentages of students of color in school, the average scores of the standard
alienation measures, the school related involvement scores, the support network
scores, the index for the benefits of program affiliation, and the score that indicates
the extent to which the program helped the students progress toward the degree.

Based on the manner in which the data will be presented and the way the
research questions will be answered, both non-parametric and inferential statistics

will be employed in most sections where appropriate.
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Chapter 4 Results
General Information

First, general information about the sample is presented to give the reader
a sense of the students in this sample prior to college. Be advised that these are
not longitudinal data and that the students answered the questions retrospectively
regarding their high school experiences as best as they could. The purpose of this
section is to incorporate some critical pre-college experiences and demographic
information with the college data. Second, where appropriate, these data will be
presented and discussed in terms of gender and race/ethnicity. In instances where
the data, according to these variables, are similar to, or not significantly different
from the sample mean, this information will simply be noted.

These data represent the responses of African American, Asian American,
Caucasian/White, Hispanic, and “Other” students. Unfortunately, there were no
Native American students in this sample -- this is a nationally recognized problem
with research of this type. Be advised that although the main purpose of this
research project was to investigate the collegiate experiences of students of color,
the data collection process yielded responses from White students. Although these
data were unexpected, they will be used for comparative purposes in the research
findings. Further, the students who identified themselves as “Other” represent an
important part of this sample (13.2%), and thus, they are included in most of the
analyses. Although the category “Other” represents various races and ethnicities
(e.g. Biracial, first-generation immigrants, Jewish students), this category offers
interesting findings on many of the major variables associated with this study, and
so, unless otherwise noted, this category is included in the analyses.

There will be a general discussion about the respondents’ experiences in
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college. And lastly, these data will be presented in terms of the important variables
and research questions. By presenting the data in this manner, the reader will have

a foundation on which to base the research findings.

Parents’ Education

Research has suggested that there is a positive relationship between the
educational attainment level of students’ parents and the students themselves
(Bennett & Okinanka, 1990). Specifically, the higher the level of education attained
by the parents, the more likely the students will strive for, and achieve, higher levels
of education for themselves.

The respondents in this sample report various levels of education for their
parents. Many of the respondents, however, have exceeded the education levels
of their parents (See Table 2). A little more than 50% of the participants indicated
that their mothers’ highest level of education was either grammar school or high
school. A similar trend is reported for the fathers of the participants. Forty-six
percent of the fathers are reported to have completed grammar school or high
school.

Eighteen percent of the respondents’ mothers are reported to have some
college, while approximately 10% of the respondents’ fathers are reported to have
some college. Respondents report that 19% of their mothers have completed
college and had some graduate or professional school, while the respondents make
this claim for approximately 20% of their fathers. Eleven percent of the
respandents’ mothers and almost 21% of the respondents’ fathers are reported to
have completed graduate or professional school.

A one-way analysis of variance (ANOVA) revealed significant differences by
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gender in the respondents’ mothers education levels F (1,102)= 4.97, p=.03. The
average education level of the mothers of the female respondents (M=3.08,
SD=1.69) was significantly higher than the average education ievel of the male
respondents’ mothers (M=2.37, SD=1.28). Interestingly, there were no significant
differences by gender in the respondents’ fathers education F (1,99)=2.30, p=ns.

An ANOVA revealed significant differences by race/ethnicity in the levels of
the respondents’ mothers education F (4,99)=7.77, p =.00. (See Table 3). The
education levels of the mothers of the Hispanic students (M=2.14, SD=1.46), the
African American students (M=2.26, SD=1.27), and the “Other” students (M=2.69,
SD= 1.38) were significantly lower than the education levels of the mothers of the
White students (M=4.10, SD=1.65). Similarly, the education levels of the Hispanic
and African American students’ mothers were significantly lower than the education
levels of the Asian students’ mothers (M=3.67, SD=1.54) .

An ANOVA revealed that the findings regarding the fathers’ educational
attainment levels were similar to the reports about the education of the mothers
F (4,96) = 8.05, p = 00. (See Table 4). Specifically, the education leveis of the
Hispanic students’ fathers (M=2.10, SD=1.59) and the African American students’
fathers (M=2.42, SD=1.68) were significantly lower than the education levels of the
Asian American students’ fathers (M=4.00, SD=1.65) and the White students’
fathers (M=4.40, SD=1.85). Interestingly, the education level of the fathers of the
“Other” students was significantly higher (M=4.08, SD= 1.71) than the educational
level of the African American and Hispanic students’ fathers.

As one might expect, the combination of gender and race/ethnicity revealed
significant differences in regard to the respondents’ mothers’ level of education,

F (9,93) = 4.32, p=.0001. (See Table 5). The education levels of the White
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women'’s mothers (M=4.38, SD=1.61) were significantly higher than the education
levels of the mothers of the Hispanic men (M=1.64, SD= .67), the African American
men (M=2.17, SD=1.40), the “Other” women (M=2.29, SD=1.38), and the African
American women (M=2.30, SD=1.22). Further, the education levels of the Asian
women’s mothers (M=3.92, SD=1.62) were significantly higher than the education
levels of the mothers of the Hispanic men and the African American women.

Similarly, the combination of gender and race/ethnicity revealed significant
differences in regard to the respondents’ fathers’ level of education, F (9,90) = 3.48,
p=.001. (See Table 6). It was found that the education levels of the White women's
fathers (M=4.31, SD=1.84), were significantly higher than the education levels of
the fathers of the Hispanic men (M=1.80, SD=1.14) and the African American men
(M=2.08, SD=1.51). In addition, the education levels of the Asian women's fathers
(M=4.18, SD=1.80) were significantly higher than the education leveis of the
Hispanic men'’s fathers.

These data are consistent with the existing literature that states that the
education levels of people of color, in particular the Blacks and Hispanics, are lower
than the education levels of Whites and Asian Americans (Carter & Wilson, 1994;
Nettles, 1990). In general, the education levels of the Asian American and White
students’ parents in this sample are higher than that of the educational levels of the
African American and Hispanic students’ parents. The issue of education for
parents has been shown to have an impact on other issues that are related to the
education of students of color. For example, there is evidence that the higher the
levels of education, the higher the socioeconomic status (U.S. Department of
Education, 1995). Further, factors such as education levels and socioeconomic

status have been shown to be positively related to the type of schools that students
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of color attend. Students whose parents have higher levels of education and

socioeconomic status are likely to attend better schools.

High School Experiences

Pre-college factors are believed to influence student interactions within, and
attitudes about, the college community. This section provides the reader with some
information about the respondents before they entered coliege. This information
becomes relevant when one attempts to understand the transitions from high school
to college. Recall that there is evidence that transitions are most effective when
they involve two similar environments (Baker & Siryk, 1980). Further, students who
take advantage of pre-college programs and services are believed to be better

prepared for college experiences (Crosson, 1988).

Racial Composition of the High School Student Body

Respondents were asked about their perceptions of the racial and ethnic
compositions of the student body of their high schools. On a scale of 0 - 10, where
each level represented a progressively increasing 10% increment, the participants
were asked to indicate the percentage of students of color that attended their high
school. The average score for this sample was 4.97 (SD = 3.44) which indicates
that the students believed that their high school student body consisted of
anywhere from 41 - 50% of students of color. For the women, the mean score is
5.18 (SD= 3.52) and, for the men, the mean score is 4.53 (SD= 3.31). However, a
t-test revealed that this difference was not statistically significant.

A one-way analysis of variance (ANOVA) revealed significant differences by

race/ethnicity and the perceived percentage of students of color in high school,
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F (4,99) =5.72, p= .0004. (See Table 7). The African American (M=6.60, SD=3.31)
and Hispanic (M=5.48, SD=3.49) students reported significantly higher percentages
of students of color in their high school than the White students (M=2.55, SD=2.52).
Thus, the White students believe that the student body of their high school had
anywhere from 11-30% students of color. On the other hand, the African American
and Hispanic students believed that the student body of their high schools
consisted of anywhere from 41-70% students of color. These data suggest that the
students of color report that they attended more integrated high schools, while the
White students report that they attended more segregated White high schools.
These findings may be revealing a matter of perspective. Specifically, it may be the
case that the students of color are more inclined to be around students of color, and
thus, are more likely to report integrated student bodies. Similarly, the White
students may be more inclined to socialize with other White students, and thus, are
more likely to report more White, segregated academic communities.

This information may be helpful in understanding the social integration
patterns of the students in their previous and current academic institutions. The
literature reviewed revealed that being a statistical minority contributed to one’s
feelings of alienation. Conversely then, perceiving that one is not a statistical

minority may have some influence on one’s involvement with high school activities.

High School Activities
In order to get a picture of the academic lives of the respondents prior to

college, some questions were asked about their involvement in high school
programs and activities. The participants were asked to identify how involved they

were with the following high school activities: academic/scholarly programs,
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athletics, political organizations, professional associations, and social clubs.
Specifically, the students were asked to rate their involvement with each individual
activity according to the following choices: 0 - “not at all involved”,1 —~ “somewhat
involved”, and 2 - “very involved”. The responses given to these items suggest
that overall, thése students are moderately involved with high school activities (see
Table 8).

Involvement with scholarly programs was one of the categories listed in the
inventory of high school activities. A chi-square test revealed that there were no
significant differences in the representation of students across the three categories
of involvement (“not at all involved”, “somewhat involved”, and “very involved”).
There were, however, differences in scholarly activities based on gender. A chi-
square test revealed that women were significantly more involved with scholarly
activities in high school than the men, X*= (1, N=42)=9.52, p =.002. Forty-six
percent of the women stated that they were “very involved” with the
academic/scholarly programs, whereas 31% of the men in this sample made the
same claim. For the men, this percentage was the same as for the men who
claimed that they were “somewhat involved” with the academic/scholarly programs
in high school. Twenty-seven percent of the sample said that they were “not at all”
involved with academic/scholarly activities (21% of the women and 39% of the men
made this claim).

The responses by race/ethnicity ranged from 29% of the Hispanic students
to 49% of the African American students saying that they were “very involved” with
scholarly activities in high school. A chi-square test revealed that the African
American students were significantly more likely to report involvement with high

school scholarly activities than the other racial/ethnic groups, X*= (4, N= 42) =
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9.67, p = .04. On the other hand, the responses for students who were “not at all
invoived” in academic activities ranged from 15% of the Caucasian/White students
to 38% of the Hispanic students.

With regard to political organizations and professional associations,
approximately two-thirds of the students responded that they were “not at all
involved®. For high school athletics, close to 45% the sample stated that they were
“not at all involved” — 46% of the women and 42% of the men. Equal percentages
of women and men (34%) stated that they were “somewhat invoilved” with high
school athletics, and 18% of the women and 24% of the men said they were “very
involved”. As far as social clubs were concerned, the respondents were almost
equally divided among the three choices.

Recall that the five high school activities had the following choices: O -- “not
at all involved”, 1 —- “somewhat involved”, and 2 -- “very involved”. A cumulative
high school involvement score was created by adding the responses of these five
items. (See Table 9 for a summary of high school involvement scores). On a scale
of 0 - 10, where O indicates “not all involved” and where 10 indicates “very
involved’, the average score for the group was 3.61 (SD= 2.63) with the women
averaging 3.69 (SD= 2.64) and the men averaging 3.29 (SD= 2.44). A t-test
revealed that the high school involvement scores of the women and men were not
statistically different from one another.

By race/ethnicity the cumulative high school involvement scores ranged from
an average score of 2.71, (SD= 2.81) for the Hispanic students to 4.06 (SD= 2.85)
for the African American students. An ANOVA revealed that no two racial/ethnic
groups were significantly different, F (4,101) = .890, p = ns. When considering the

combined influence of gender and race/ethnicity, these scores ranged from 2.36
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(SD=2.11) from the Hispanic men to 4.30 (SD=2.74) from the African American
women. As expected, an ANOVA revealed that the combination of gender and

race/ethnicity had no effect on the cumulative high school involvement scores.

Pre-College Support Networks
In addition to asking about the students’ involvement in high school

activities, the respondents were asked to list the people who played a role in their
decision to go to college. In an open-ended item, the participants were asked to list
the people who were the most important and/or supportive of their decision to go
to college. The list could include family members, friends, facuity members,
students, staff, etc. (See Table 10 for high school support network summary by
gender and Table 11 for high school support network summary by race/ethnicity).

Overwhelmingly, family members were listed in the high school support
network. As a matter of fact, when only one type of person was listed in the high
school support network, 76% of the time that category represented a family
member. Eighty-eight percent of the women and 84% of the men listed at least one
family member as being important and/or supportive in the decision to go to coliege.
These findings are consistent by race/ethnicity where the listing of family members
ranged from 64.3% for the “Other” students to 95.2% for the Hispanic students.

Approximately 25% of the sample stated that they (the respondents
themselves) were either the only, the most, or, one of the most important people in
their decision to go to college. Close to 33% of the sample listed at least one friend
as supportive, and 28% listed “others” who were important in their decision.

Less than one-third, (31%), of the respondents listed someone from the

academic community (e.g. teacher or guidance counselor) as being supportive
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and/or important in their decision to go to college. A chi-square test revealed that
a significantly greater percentage of this sample did not list a member of the
academic community in their support network, X* = (1, N=107), 15.71, p=.0001.
Thirty-five percent of the women and twenty-four percent of the men listed at least
one person from the academic community in their high school network. A chi-square
test revealed that women, more so than men, indicated a member of the academic
community in their high school network, x* = (1, N=33), 6.82, p=.009. By
race/ethnicity, the range for students who included at least one person from the
academic community in their high school network was as follows: from a little more
than 21% of the “Other” students to 40% of the Caucasian/White students. A
Kruskal-Wallis 1-Way ANOVA revealed that there were no significant differences
by race/ethnicity.

Respondents received a cumulative high school support network score
based on the “categories” of people listed in their network, thus the scores could
range from O to 5. The network score does not indicate the number of people in the
respondent’s network, but the number of categories that are represented. (See
Table 12 for the average cumulative high school support network scores). The
average high school support network score for the total sample was 2.05, SD=.969.
By gender, the average scores were 2.19, SD=.950 for the women and 1.79,
SD=.963 for the men. The average high school network scores of the women were
significantly higher than the scores of the men F (1, 104) = 4.31, p < .05 indicating
that the women in the sample had more categories represented in their high school
support networks.

The range for the high school support scores by race/ethnicity was 1.64

(“Other” students) to 2.29 (Hispanic students). By race/ethnicity, no two groups’
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cumulative high school network scores were significantly different at the .05 level
of significance. The combined influence of gender and race/ethnicity revealed that
the lowest average score was 1.00 for Asian men and the highest score was 2.54
for Hispanic men. A one-way ANOVA revealed that the combination of
race/ethnicity and gender yielded significant differences on the cumulative high
school network scores, F (9,95) = 2.43, p < .05 (see Table 13). Specifically, the
high school support network scores of the Hispanic men (M=2.55, SD=.82) and the
African American women (M=2.43, SD=1.04) were higher than the scores of the
Asian men (M=1.00, SD=1.00), the African American men (M=1.42, SD=.51), and
the “Other” women (M=1.63, SD=.74). The scores of the Caucasian/White women
(M=2.31, SD=1.03) were higher than the scores of the Asian American and African
American men. And the scores of the Asian American women (M=2.15, SD=1.07)

were higher than the scores of the African American men.

Section Summary
The high school experiences reported here suggest that, in general, the

students of color attended fairly integrated high schools. On the other hand, the
White students attended predominately White, segregated schools. While in high
school, the participants were somewhat involved with a variety of activities. Out of
all the activities listed, academic/scholarly programs were the most popular.
Seventy-two percent of the respondents said they were either “very involved'or
“somewhat involved” with these type of activities while in high school. By gender
it was found that the women, more so than the men, were more inclined to report
involvement in academic/scholarly activities.

In addition to being involved in academic activities in high school, these
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students reported a variety of people who supported their decisions to go on to
college. The greatest support came from members of the family. As involved as
these students were in academic activities, they did not overwhelmingly list
members of the academic community in their support networks. A little less than
a third of the students listed someone from the academic community in their high
school network. For the women, this category was the third most popular, and for
the men, it was the fourth. A member from the academic community was the
second most popular category listed by the White students. For African American
and Asian American students, the “academic community member” category was the
third most popular category (and it was tied with the “other” category). For the
Hispanic and “Other” students this category was tied for the fourth and last place.

This might indicate that the students’ involvement in high school academics
was at a general, rather than a personal level. In other words, these students may
have been identified to participate in the academic/scholarly program by their
academic discipline or their grade point average. They may not have received
individual and personal academic guidance. However, in spite of the limited
academic presence in their high school support networks, these students went on ,
to college. As it will be shown, the support network the students had, and their
exposure to academic activities, had a positive influence on their collegiate

experiences.

Collegial Experiences

Racial Composition of College Student Body
The respondents were asked about their perceptions of the racial/ethnic

composition of the student body of their college community. Again, on a scale of
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0 - 10 where each level represented progressively increasing 10% increments, the
respondents were asked to indicate the percentage of students of color who attend
their college. The average score for this sample was 5.99, (SD=2.17) which
indicates thét the respondents believe that their student body consists of anywhere
from 51-60% of students of color. For the women the mean score is 6.28,
(SD=2.08), and for the men, the mean score is 5.54, (SD=2.27). A t-test revealed
that, by gender, there were no significant differences in the perceptions of students
of color in college. Similarly, a one-way analysis of variance (ANOVA) revealed
that by race/ethnicity the perception of students of color in college was not

significantly different for any two groups.

High School and College Comparisons:

The percentage of students of color in high school was significantly
correlated with the percentage of students of coior in college (.4204, p=.00).
Further, a t-test revealed that the respondents, as a whole, perceived a significantly
greater percentage of students of color in college (M=5.99, SD=2.17) than in high
school, (M=4.97, SD=3.41), t (100)= 3.15, p =.002. Women perceived a
significantly greater percentage of students of color in college (M=6.28, SD=2.08)
than in high school (M=5.18, SD=3.42), t (62) = -2.67, p=.01. Men also perceived
a greater percentage of students of color in college (M=5.54, SD=2.27) than in high
school (M=4.53, SD=3.31; however, the difference only approached significance,
t (36) = 1.95, p=.06.

Individual t-tests among the five race/ethnicity groups revealed that for four
of the groups (African American, Asian American, Hispanic, and “Others”) there

were no significant differences between the perceptions of students of color in high
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school and college. However, the White students reported a significantly greater
percentage of students of color in college ( M=5.37, SD=1.34 ) than in high school
(M=2.63, SD=2.57), t (18) = 4.28, p<.001.

Particularly for the students of color, the composition of the student body
from their high schools and colleges is similar. The importance of this finding is that
some researchers have asserted that when students of color feel they are under
represented within the student body, they express dissatisfaction with the campus
community (Semmes, 1985; Capello, 1994). Specifically, it has been suggested
that frequently, when students of color are a statistical minority, they believe that
the campus community, activities, and organizations within the community do not
represent students of color as a whole (Henderson, 1988). This discussion will now
report on how involved with campus activities and organizations the students in this

sample purport to be.

College Activities
The participants were asked to identify how involved they were with the

following college activities: academic/scholarly programs, athletics, political
organizations, professional associations, and social clubs. Specifically, the
students were asked to rate their involvement with each individual activity based on
the following choices: 0 — “not at all involved”, 1 — “somewhat involved”, and
2 -*very involved”. The reports of students’ overall college invoivement suggests
that in general, these students are only moderately involved with college activities
(see Table 14).

In regard to involvement with college activities, the following was found.

Close to S0% of the sample stated they were "not at all invoived” with athletic
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teams, (95% of the women and 77% of the men). Sixty-eight percent of the
participants said they were “not at all involved” with political organizations (70% of
the women and 63% of the men made this claim). Forty-six percent of the sample
said that they were “not at all invoived” with professional associations (47% of the
women and 43% of the men). Thirty-six percent of the respondents stated that they
were “not at all” involved with social clubs (35% of the women and 36% of the men).

These students report that they are substantially involved with academic
activities in college. Fifty-seven percent of the respondents reported being “very
involved” with academic/scholarly programs. As a matter of fact, a chi-square test
revealed that a significantly greater number of respondents indicated that they were
“very invoived® (rather than the lesser two categories) with academic college
activities, X*= (2, N=104) = 29.85, p=.00. Twenty-seven percent of the respondents
said they were “somewhat involved” with academic/scholarly programs in college,
and 16% of the respondents said they were “not at all involved” with these types of
programs (15% of the women and 14% of the men made this claim).

A chi-square test revealed that a significantly greater number of women,
more so than men, indicated that they were “very” involved with academic/scholarly
programs in college, X2 (1, N=60 ), = 8.07, p=.005. Sixty-two percent of the women
and 51% of the men claimed that they were “very” involved with academic activities
in college.

The maijority of the students by race/ethnicity claimed that they were either
‘very” or “somewhat” involved with scholarly activities in college. The percentage
of these students who claimed that they were “not at all” involved with academic
activities in college ranged from 4.8% of the Hispanic students to 25% of the Asian

American students. A Kruskal Wallis 1- Way ANOVA revealed that the college
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scholarly activity scores did not significantly differ by race/ethnicity.

In addition to the scores for the individual college activities, the students’
overall involvement with college activities was determined. (See Table 15 for a
summary of these scores). The college involvement scores were derived by
combining the scores for all the college activities. The college involvement scores,
which have the potential to range from 0 (not at all involved) to 10 (very involved),
are relatively low for this group. The average overall coliege involvement score for
this sample is 3.37, (SD=2.26). For the women the average college involvement
score is 3.29, (SD=2.21); and for the men, the average score is 3.62, (SD= 2.31).
Based on a one-way ANOVA, the college involvement scores are not statistically
different by gender. Similarly, a one-way ANOVA revealed that the college
involvement scores were not significantly different by race/ethnicity. And as
expected, a one-way ANOVA revealed that the combined influence of gender and

race/ethnicity did not have a significant effect on the college involvement scores.

High School and College Comparisons:

. A chi-square test revealed that a significantly greater number of students
reported being “very involved’ with scholarly activities in college more so than in
high school, X2=( 2, N=104), = 29.85, p=.00. Almost 57% of the respondents
reported being “very involved” with academic/scholarly programs in college
compared to close to 41% of the respondents who reported being “very involved”
with these activities in high school. Only 16% of the respondents said they were
“not at all involved” with these types of programs in college, and this is in contrast
to 28% who made this claim in high school. A Wilcoxon Matched Pair test revealed

that, overall, scores for the scholarly programs in college were significantly greater
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(Z= -2.92, p=.004) than the scores for the scholarly programs in high school. By
gender, a Wilcoxon Matched Pairs Signed Ranks test revealed that, while the
involvement with high school and college scholarly activity was not significantly
different for the women in this sample, the involvement with college scholarly
activity was significantly higher than the involvement with these activities in high
school (Z= - 3.13, p =.002) for the men.

By gender, the findings regarding the students’ involvement with
academic/scholarly activities suggests that while women are relatively consistent
and involved with these activities from high school to college, the men use their
college experiences as a time to become more focused and involved with
academic/scholarly activities (See Table 16 for comparison of involvement with high
school and college scholarly activities by gender).

The majority of the students by race/ethnicity claimed that they were either
“very” or “somewhat’ involved with scholarly activities in college. In general, these
assertions are similar to their reports of involvement with scholarly activities in high
school. A series of chi-square tests revealed that the African American, Hispanic,
White, and “Other” students were significantly more involved with academic
programs in college (p< .02), more so than their involvement in these activities in
high school. For the most part, these students were more inclined to indicate that
they were “very involved” with scholarly activities in college (more so than the
lesser two categories) (See Table 17 for comparison of involvement with high
school and college activity by race/ethnicity).

Like the high school involvement scores, the college involvement scores are
relatively low for this group. The average overall college involvement score for this

sample is 3.53, (SD=2.76) compared to the average high school involvement score
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of 3.61 (SD= 2.63). The difference between the high school and college
involvement scores is not statistically significant. Also note, that the high school
and college involvement scores are not significantly correlated.

The average coliege involvement score for the women is 3.29 (SD=2.21),
which is lower than their average high school involvement score 3.69 (SD= 2.64);
however, this difference is not significant. For the men in this group, the difference
is more pronounced. The average coilege involvement score for the men is 4.05
(SD= 3.50) as opposed to their average high school involvement score of 3.29 (SD=
2.44); however, this difference is not statistically significant. (See Table 18 for a
summary of these data).

For the African American, Asian American, and Caucasian/White students,
the average college involvement scores were lower than their high school
involvement scores. Of these groups, the White students had the largest drop
between their high school and their college involvement scores. The reverse was
true for the average scores of the Hispanic and “Other” students who showed an
increase in their involvement scores from high school to college (Refer to Table 18
for a summary of these data). However, no racial/ethnic group showed significant
differences between their individual group high school and college involvement
scores.

When considering the combined influence of gender and race/ethnicity, the
greatest change for college involvement scores is shown by Hispanic men who
report a high school invoivement score of 2.54 and a college involvement score of
5.27. African American men indicate the same high school and college involvement
score of 3.58. African American women report the greatest drop in involvement

scores from 4.30 in high school to 3.39 in college.
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College Support Networks

Participants were asked to indicate their support network as it pertained to
their college career. Specifically, respondents were asked to list the people who
were the most important and/or supportive in their decision to go to, and stay in,
college. Based on the data, five general categories emerged: Self, Family, Friends,
People in the Academic Community, and Others. (See Table 19A for summary of
these data by gender and Table 19B for a summary of these data by race/ethnicity).
If at least one member from one of the above mentioned categories was listed, an
indication was made by the researcher in a simpie nominial format (O = no, 1= yes).

Family was the most notable group listed in the college support networks.
As a matter of fact, 71% of the respondents listed family members as supportive,
(66% of the women and 79% of the men). In most cases, the majority of the
students by race/ethnicity listed family members and members of the academic
community in their college support networks. The listing of family members by
racial/ethnic group ranged from 57% of the students who identified themselves as
“Other” to 87.5% of the Asian students. No significant difference was found in the
listing of family members by race/ethnicity.

After family, the next largest group listed for support came from the
academic community. This included faculty members, mentors, program directors,
and coordinators, students/classmates, and staff. Sixty-one percent of the
respondents, 61% of the women and 63% of the men, listed members of the
academic community in their college support networks. By gender the presence
of an academic in the college support network was not significantly different. The
listing of members from the academic community ranged from 18.3% of the Asian

students to 81% of the Hispanic students. A Kruskal Wallis 1-Way ANOVA
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revealed that the listing of members from the academic community for African
American and Hispanic students was significantly higher (p= .0003) than the listing
of this category for the White and Asian American students.

Based on the categories represented, a cumulative coliege support network
score was formed. This score was formulated by adding the total number of
categories represented in the student’'s college support network. Thus, the
possible range for the network score was 0 to 5, no matter how many people one
included in the list of supporters (see Table 20). The average cumulative college
support network score for this sample is 2.08 (SD=1.02). For the women, the
average score is 2.10, (S0=1.04), and for the men, the average score is 2.04
(SD=1.00). The cumulative college support network scores are not significantly
different by gender.

A one-way analysis of variance revealed significant differences in the college
support network scores by race/ethnicity £ (4,101) = 3.82, p = .006. (See Table 21).
The college network scores of the African American (M=2.37, SD=.91) and Hispanic
(M=2.43, SD= 1.03) students were significantly higher than the college network
scores of the Asian students (M=1.63, SD=.89) and White students (M=1.56,
SD=.88). The most noticeable difference occurs in the listing of members in the
academic community. While 81% of the Hispanic and 77% of the African American
students listed a member of the academic community, 45% of the White students
listed someone from this category.

The college support network scores were significantly different by the
combination of gender and race/ethnicity F (9,95) = 2.82, p=.005, (see Table 22).
Specifically, the network scores of the Hispanic men (M=2.73, SD=.90) were
significantly higher than the network scores of the White women (M=1.46, SD=.97),
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and the network scores of the African American women (M=2.65, SD=.88) were

significantly higher than the network scores of the White women.

High School and College Comparisons:

The college support network looked somewhat different than the high school
support network (See Table 23a for comparisons of high school and college support
networks by gender and Table 23b for comparisons by race/ethnicity). Specifically,
changes occurred in the percentages of the “types” of people represented in the
respondents’ college support networks. Nonetheless, the high school and college
cumulative support network scores were significantly correlated, (.2831, p = .003).

Approximately 25% of the respondents listed themselves in the high school
support network, yet only four percent listed themselves in the college support
network. This may speak to the issue of needing to find support outside of the self,
and in particular, the need to receive support from specific others in one’s academic
life.

Family was the most notable group listed for support; however, the college
endorsements were not as strong as the high school endorsements. A Wilcoxon
Matched-Pairs Signed-Ranks Test revealed that a significantly greater number of
students stated that family members were in their high school networks, more so
than in their college networks (Z= -3.16, p=.002). In college, 66% of the women
and 79% of the men listed the family as supportive, whereas in high school, 88%
of the women and 84% of the men listed family. A chi-square test revealed that the
decreases between the high school and college family endorsements by gender
were not significant (although they approached significance at .06 for the women

and .08 for the men).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Alienation and Program Affiliation
87

There could be a couple of reasons for the change in family endorsements.
First, it could be the case that as people advance in their academic careers they are
more inclined to seek support from others within the academic community.
Evidence from this sample supports this claim because members of the academic
community are more prevalent in the college support network. Second, it may also
be the case that there is a shift in the family dynamic. Specifically, some of the
students may have gone from referencing their family of origin to their own, newly-
created, families.

A concrete example is demonstrated by a respondent who had a high school
cumulative score of 2 and a college cumulative score of 2. Further similarities in
the cumulative scores of this student are shown when one considers the “type” of
people that this student chose to include. In both instances, the respondent chose
a family member and a mentor. in high school, however, the family member was
the respondent’s mother and in college the family member was the respondent’s
husband.

After family, the next largest group listed for support came from the academic
community. This included faculty members, mentors, program directors, and
coordinators, students/classmates, and staff. A Wilcoxon Matched-Pairs Signed-
Ranks Test revealed that a significantly greater number of students stated that
members of the academic community were more prevalent in the college networks
than in the high school networks (Z= 4.53, p=.00). Sixty percent of the women and
63% of the men listed members of the academic community in their coliege support
network, by gender, these differences were not significant. This is in contrast to
35% of the women and 24% of the men who listed members of the academic

community in their high school support networks. The changes between the high
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school and college listings of academics in the support network were significantly
different. A Wilcoxon Matched-Pairs Signed-Ranks Test revealed that the women
(Z= -3.05, p=.002) and the men (Z= -3.44, p=.001) were more likely to endorse
academics in their college support networks than in their high school networks.
The listing of friends increased slightly from high school to college. Forty-
seven percent of the women and 34% of the men listed friends in their college
support network as opposed to 40% of the women and 21% of the men who listed
friends in their high school support network. Overall, for the students in this
sample, the college support network showed less of an indication of the self and

family, and more of the presence of friends and academic others.

Section Summary

These data suggest that the respondents attend substantially integrated
colleges. For the students of color, the composition of the student body of their
colleges is comparable to that of their high schools, but for the White students there
are significantly more students of color in their college community than in high
school. This information has the potential to influence the degree to which students
are involved with the activities and organizations on their college campuses. As
Baker and Siryk (1980) suggest, students are more likely to be successful in
environments that are similar to other familiar environments.

it was found that while, overali, students are only moderately involved in
campus activities, they are substantially involved with academic and scholarly
programs. These trends are similar to their involvement in academic activities in
high school. Thus, these data add support for consistency between the high school

and college environments which in turn should have a positive effect on their
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collegial experiences.

Further similarities exist between the social support these students received
prior to, and once enrolled in, college. These data reveal that the pre-coliege and
college networks were very similar. The differences that did exist were in the types
of people the students chose to include in the networks. While family members
remained the most prevalent in the students’ networks, members of the academic
community became more popular in the college networks than in the high school
networks. This is important because the literature suggests that students who have
better relationships with people from the academic community, and, in particular,
who have good relationships with faculty members, are more likely to be satisfied
with the college community, are more likely to persist, and are more likely to be

academically successful (Abrahamowicz, 1988; Tinto, 1993).
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Major Variables

This section has been arranged in the following way. First, the findings in
regard to the major variables are presented, followed by the research questions.
Be reminded that the empirical relationship between these variables has not been
extensively explored, thus, this study can be considered exploratory in nature. As
a result, the findings for the research questions will be presented in a somewhat
non-traditional format in an attempt to discover any relationship that may exist
between the major variables. Therefore, in some instances where the multivariate
analyses did not reveal significant resulits, univariate analyses were employed and
reported. Although these are not conventional procedures, it is helpful to identify

some of the more subtle relationships that have been found to exist.

Alienation

One of the key elements in this investigation is the respondents’ perceptions
of alienation. In order to tap this phenomenon, the survey consisted of two standard
alienation measures totaling 75 items, and several open-ended and forced choice
items.

The Alienation Test is divided into five subsections: school, self, social
institutions, interpersonal relationships and family. Each subsection has 12 items
for a total measure of 60 items. The original scoring procedure is based on a 100
point Likert scale that was modified to a 10 point scale for this study. Participants
could score anywhere from 0 to 10 on each item where scores of O indicate
complete disagreement with an item, and scores of 10 indicate complete agreement
with an item. Each subscale score has the potential range of 0 to 120, and the total

Alienation measure has the potential range of 0 to 600.
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The individual subscales, as well as the total measure, were scored. This
procedure was employed to determiine if the students were experiencing alienation
in one aspect of their lives differently from other aspects of their lives. Once the
subscales were scored, each student received an average score. Because the
average scores are representative of the way the students responded to the
individual subscale items, the students’ average scores will be used in the following
discussion. Overall, the alienation scores of the students in this sample were low.
The school section had average scores that ranged from 0-6.58 with an average of
1.98, SD 1.49. The self section had averages that ranged from 0-7.42 with an
average of 1.91, SD 1.34. The social institution section had averages that ranged
from .17-6.75 with an average of 3.32, SD 1.61. The interpersonal relationship
section had averages that ranged from .08-6.92 with an average of 3.02, SD 1.50.
And the family section has averages that ranged from 0-5.83 with an average of
2.07, SD 1.52. The overall Alienation Test had averages that ranged from .09-5.92,
with an average of 2.47, SD 1.20.

For consistency, the 15 item Alienation Scale was scored in the same way
as the Alienation Test. Participants could score anywhere from O to 10 on each
item where a score of 0 indicates complete disagreement with an item, and a score
of 10 indicates complete agreement with an item. The potential range of scores for
this scale was 0 - 150. There was more variance in the responses to the Alienation
Scale items than in the Alienation Test items. The average scores in the Alienation
Scale ranged from 1.47-8.53 with an average score of 4.16, SD 1.41. The
respondents’ average scores for all of the Alienation items (the 60 items from the
Alienation Test and the 15 items from the Alienation Scale) were highly correlated

(see Table 24).
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The average Alienation subscale, scale, and test scores were consistently
lower for the women in this sample than for the men (see Table 25), which would
suggest that women in this sampie are reporting less alienation than their male
counterparts. A multivariate analysis of variance (MANOVA), which consisted of
all the standard alienation subscales and scale average scores, wés put into an
equation with sex as the independent variable. This analysis revealed that gender
did not have a significant influence on the average scores of the alienation
measures.

A series of one-way ANOVAs were conducted to determine if the average
alienation scores were significantly different by gender. A univariate analysis of
variance revealed that the self alienation scores of the women were significantly
lower than the scores of the men, F (1,104) = 8.43, p= .005. Another one-way
ANOVA revealed that the school alienation scores of the women were significantly
lower than the scores of the men F (1,104) = 4.96, p<.03. Although the remainder
of the Alienation Test subscales and the Alienation Scale scores also revealed
lower scores for the women, they were not statistically significant.

Of particular note are the average school subscale scores of the Alienation
Test which specifically addresses school-related alienation. Examples of the schoo/
subscale from the Alienation Test would include: “| wonder why | go to school at all”
and “ | don't like my school or enjoy my work; | just put in my time to get my degree”.
As previously mentioned, the average schoo/ subscale scores for the women in this
sample are significantly lower than the scores of the men.

By race/ethnicity, the average alienation subscale scores were highest for
people who identified themselves as “Other”. For five out of six of the Alienation

Test subscales (school, self, social institutions, family, and the total Alienation Test
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averages), the students who identified themselves as “Other” had the highest
subscale and scale scores. The average Alienation Scale scores were highest for
Asian American students and lowest for Hispanic students. Overall, for the average
alienation scores, the scores were highest for “Other” students and lowest for
Hispanic students (see Table 26).

Using a series of one-way ANOVAs it was found that out of the eight
categories of alienation scores, only three revealed significant differences between
race/ethnicity groups. The average school alienation scores of the “Other” students
(M=3.27, SD=1.86) were significantly higher than the scores of the Asian American
(M=1.65, SD=1.10), African American (M=1.71, SD=1.25), and Hispanic (M=1.44,
SD=1.30) students, F (4,101) = 4.81, p=.001. The average seif alienation scores
of the “Other” students (M=2.97, SD=1.75) were significantly higher than the scores
of the Hispanic (M=1.63, SD= 1.15) and African American (M=1.71, SD=1.22)
students, F (1,101) = 3.13, p= .018. And lastly, the overall Alienation Test scores
of the “Other” students (M=3.24, SD=1.42) were significantly higher than the scores
of the Hispanic students (M=1.91, SD=1.26), F (4,101) =2.94, p=.024.

For three out of eight of the average alienation scores, significant differences
were found based on the combination of gender and race/ethnicity. First,
differences were found on the average school alienation scores F (9,95) = 3.28,
p=. 002. The average scores of the “Other” men (M= 3.96, SD= 1.64) were
signifcantly higher than the scores of the Hispanic women (M=1.18, SD=1.20),
African American women (M=1.61, SD=1.40), Asian women (M=1.65, SD=.95), the
Hispanic men (M=1.68, SD=1.40), and the White women (M=1.95, SD=1.65). Also,
the scores of the White men (M=3.59, SD=1.11) are signifcantly higher than the

scores of the Hispanic women.
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Second, the average self alienation scores were different based on the
combination of gender and race/ethnicity F (9,95) = 2.89, p=.005. The scores of the
“Other” men are signifcantly higher than the scores of the Hispanic women (M=1.09,
SD=.77), African American women (M=1.60, SD=1.07), White women (M=1.75,
SD=1.25), Hispanic men (M=1.92, SD=1.33), and African American men (M=1.93,
SD=1.49). And lastly, the average Alienation Test scores, F (9,95) = 2.18, p=.03;
revealed that the scores of the “Other” men (M=3.96, SD=1.31) were signifcantly
higher than the scores of the Hispanic men (M=2.13, SD=1.31) and African
American women (M=2.25, SD=1.19).

Based on the responses to the standard alienation measures, one ought to
consider alternative aspects of alienation. Specifically, most of the items from the
measures address subjective perceptions of alienation. Recall, however, that there
is also an objective, social structural aspect to this construct. In order to address
this issue, some alienation items were developed about specific others that may be
related to the collegial experience. The forced-choice items that were developed
for this project, as well as the cumulative campus alienation index, were found to
be significantly correlated with the average scores of the standard alienation
measures (Refer to Table 24).

When directly asked if the college experience was an alienating one, 78%
of the respondents said “no” while 22% said “yes” (n=23). A chi-square test
revealed that significantly more students (p<.0001) reported that college was not
an alienating experience. Yet, 27% percent of the women and 14% of the men said
that college was an alienating experience. A chi-square test revealed that a
significantly greater number of women, more so than men, claimed that the college

experience was alienating, X = (1, N=27) = 7.35, p=.007. When directly asked in
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this manner, greater percentages of women, more so than men, were inclined to
report the coliege experience tc be alienating. However, the overall alienation
scores of the women on the standard alienation measures were consistently lower
than those of their male counterparts.

For the women, the sum of alienation may be greater than the sum of the
individual parts. In other words, the items in the standard measures taken
individually may not tap the alienating components of the collegiate experience.
However, the cumulative experience may offer some unidentifiable and ambiguous
alienation for the women in this sample.

When directly asked if the college experience was alienating, the following
affirmative responses were found by race/ethnicity. Ten percent of the Hispanic
students, 15% of the White students, 17% of the African American students, 38%
of the Asian American students, and 42% of the “Other” students agreed that the
college experience was alienating.

In order to determine what parts of the academic community were alienating
to these students, they were directly asked about certain groups within the college
community. (See Table 27). A littie more than 41% of the respondents said they
felt alienated by the administrators, close to 32% said they felt alienated by faculty
members, 29% said they felt alienated by the staff, and 29% said they felt alienated
by the students. The only significant gender split is seen in the item regarding
alienation from the students. Thirty-seven percent of the women felt alienated from
the students, whereas, 16% of the men made the same assertion. A Mann-Whitney
U - Wilcoxon Rank Sum W test revealed that the women were significantly more
alienated from the students than the men (Z = -2.27, p=.02).

By race/ethnicity, the following was found about alienation on campus. Over
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60% of the African American students did not indicate that they found members of
the academic community alienating. However, 42% of the African American men
found the administrators alienating. Fifty percent of the Asian American students
indicated that they found the staff alienating while fifty percent said they did not find
the staff alienating. Forty-four percent of the Asian American students said they
found the faculty alienating while over 55% of these students said they did not find
faculty or administrators alienating.

Forty-five percent of the White students found other students alienating and,
of these students, 54% of the women and 33% of the men made this assertion.
Forty percent of the White students found the administrators alienating and, of
these students, 50% of the men made this claim. Over 60% of the Hispanic
students indicated that they did not find the academic community alienating, but
50% of the women stated that they found the administrators alienating.

Sixty-four percent of the “Other” students asserted that the administrators
were alienating and, of these students, 50% of the women and 83% of the men
agreed with this statement. Close to 43% of these students indicated that the staff
was alienating and, of these students, half of the men agreed.

Although the respondents did not overwhelmingly perceive the academic
community as alienating, many of the students found specific sub-communities to
be alienating. Specifically, as a group, administrators were reported to be
alienating. When asked in the open-ended items why one would consider leaving
school, one student stated, “Not a very supportive environment especially when
dealing w/administrators, financial aid, & even student services” (Respondent #30).
These data are consistent with other CUNY research findings (See Gittell and

Holdaway, 1996).
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These students may find the administrators alienating because, in general,
the students do not interact with administrators on a regular basis. Many students
only come into contact with these offices during major events (e.g. registration) or
when they have a problem (e.g. financial aid). In the former case, the
administrative office staff may appear to be alienating because of the volume of
students they are servicing. In the latter case, the administrative staff may appear
to be alienating because the student may not have gotten the resuit that he/she
wanted.

The college students in this sample not only expressed alienation from
members of the campus community, but they also expressed alienation from
members of their home communities. Ranging from 14% of the sample feeling
alienated from their parents to 26% of the sample feeling alienated from their
friends, the respondents also expressed feeling alienated from others who were not
specifically associated with the academic community.

In spite of these specific accounts of alienation, only 29% of the participants
admitted that they had ever considered leaving their current institutions. Alienation
was found to be correlated to the students’ desire to prematurely leave school. For
example, four out of eight of the standard alienation measures had average scores
that were significantly correlated with the students’ intention to leave school. The
average scores for the self (.2088, p=.032) and the school (.2105, p=.030)
subscales, the Alienation Scale (.2132, p=.028), and the sum of a/l of the average
standard alienation items (.1922, p=.048) were significantly correlated with the
‘have you considered leaving prematurely” item. Of particular notice are the
correlations with the average school alienation subscale scores and the Alienation

Scale scores since they specifically address the experience of alienation in school.
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it was found that the more likely the students were to indicate that they were
experiencing alienation in school, the more likely these students were to consider
prematurely withdrawing from school. Further, students’ intention to leave school
was significantly correlated with their perceptions of alienation within the campus
community. An index was formed from the students’ responses to the forced-choice
items that identified alienation on the college campus and specific sub-communities
(administrators, faculty, staff, and students) on the campus. The higher the
students’ score on this item, the more likely they were to consider leaving (.2079,
p=.033).

Of those who ever considered leaving the college, only eight percent ever
left. Interestingly, the item that tapped stop-out behaviors was not significantly
correlated with any of the alienation items. The items that were correlated with this
item were related to high school networks and academic college activity. It was
found that the more categories that were represented in a student’s high school
support network, the more likely that individual was to report that he/she had left
school prematurely (.4905, p =.001). This finding may be related to individuals who
are experiencing “homesickness”. It may be the case that these students miss the
company of those people from their high school networks. In addition, it was found
that the students who reported that they were less involved with scholarly activities
in college (-.4130, p = .007), and the students who reported that their program
affiliation made them less invoived with school (.4400, p = .006) were the students
who reported that they had already engaged in stop-out behaviors.

As one might expect, there are a variety of reasons why students would
consider leaving an academic institution, as well as many reasons why students

actually leave. Based on the responses to the open-ended items, the reasons for
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leaving and for considering leaving fell into six broad categories: Personal, Familial,
and/or Financial issues; Academic Concerns; Desire to attend another academic

institution; and Dissatisfaction with the current college atmosphere.

Program Involvement

The next critical component of this inquiry involves the respondents’
perception of their program membership. Recall that one of the primary research
questions of this study is to explore the relationship between program affiliation and
alienation. Before exploring this relationship, let us first see what the students said
about their program involvement.

About half of the respondents reported belonging to a scholars program prior
to the year when they filled out the survey. A little more than 84% reported
currently belonging to an academic/honors/scholars program. This is very
interesting because these data were collected at