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CHAPTER |
INTRODUCTION TO THE STUDY

The United States has a discrepancy between those students who enteandllege
those who leave with a bachelor’s degree. Sixty-seven percent of gradualtirsgtgl
seniors enter college the fall following high school graduation; however, onlyo81%
individuals between 25 and 29 have bachelor’'s degrees or higher (National Center for
Education Statistics [NCES], 2009a). The insistence on better graduatigrasatesd| as
the goal of more college graduates in the United States, continues to be nawshwort
“Measuring Up 2008”, part ofhe National Report Card on Higher Educati@sgllan
(2008) stated,

For students who enroll in college, rates of completion of certificate, agsociat

and baccalaureate programs are poor and have improved only slightly. These low

college completion rates—as with the declining rates of high school completion—

are depriving the nation of college-educated and trained workers needed to keep

the American workforce competitive globally. (p. 5)
In response to the problem of low college-completion, President Obama callee for t
United States to lead the world in college graduation rates by 2020. In a speech to the

House and Senate on February 24, Obama outlined a new emphasis on education:



In a global economy where the most valuable skill you can sell is your

knowledge, a good education is no longer just a pathway to opportunity—it is a

prerequisite. Right now, three-quarters of the fastest-growing occupedoprse

more than a high school diploma. And yet, just over half of our citizens have that

level of education. We have one of the highest high school dropout rates of any

industrialized nation. And half of the students who begin college never

finish....That is why we will provide the support necessary for you to complete

college and meet a new goal: by 2020, America will once again have the highest

proportion of college graduates in the world. (Obama, 2009,  61)

Universities across the nation calculate first-year retentios. raet008, the
following retention rates were reported by some universities in the MtdWwaiversity
of Kansas, 77.7%; Oklahoma State University, 78.7%; Kansas State University, 78.82%;
Oklahoma University, 82.4%; University of Missouri, 85.3% (Allen, 2011). Sternberg,
provost for Oklahoma State University, would like to see his university’s retentes ra
at about 90%, although he admitted improving to this rate will take several year
Sternberg said that the university is committed to its students in theisatigitaduate.
“When we admit them, we’re committed to them” (Allen, p. A3). The university ke
process of creating a center that will support the needs of students who skeft ri
dropping out before graduation (Allen).

According to Tinto (2006-2007), researchers have studied student persistence
along with programs to increase student retention for decades with little gaé in t
percentage of students who are earning degrees. Increasing firsgtgedion rates in an

effort to increase graduation rates is a problem that continues to be newsBedayse



of the continued scrutiny on first-year retention rates and subsequent gradatason r
this qualitative study examines the perceptions and preferences of stucienssriall
rural high schools in pursuing bachelor’'s degrees using the lens of the grid and group
typology (Douglas, 1982).
Statement of the Problem

Enroliment in colleges and universities continues to increase with more high
school graduates enrolling as college freshmen than at any other timeip. lisdbm
2000 to 2007 there was a 25% increase in undergraduate enrollment in four-year
institutions. The number of high school students who immediately enrolled in a two or
four-year institution from 1972 to 1980 was 50% of that total population. The college-
going rate increased to 67% in 1997 before declining between the years 1997 and 2001 to
62%. In 2007, the number had again climbed to 67% (NCES, 2009a).

Global statistics show that within the 30 countries represented in the Otigamisa
for Economic Cooperation and Development, the number of people who enrolled in some
kind of post-compulsory education had risen by 4.5% each year since 1998. Several
countries in this group had seen increases of 7% or more (Organisation for Econemic Co
operation and Development [OECD], 2009). The United States raff\ecttie
percentage of young adults between 18 and 24 enrolled in college in OECD countries
(The National Report Card on Higher Education, 2008).

In 2005, Oklahoma ranked 28ut of the 50 states in the number of its population
enrolled in higher education with 5.89% enrolled. For the time period from 2004-2005 to
2006-2007, 57.6% of Oklahoma’s high school graduates enrolled the fall semester after

graduating from high school in a public or private college (Oklahoma State Régent



Higher Education, 2009). Oklahoma experienced a record first-time freshnodiment
for the spring semester of 2010. Oklahoma State Regent for Higher Education @hnhancell
Johnson stated,

These increased enrollment numbers are a leading indicator of the vaka qolac

earning a college degree by students and parents in our state. It is widely

recognized that a college degree is essential to a student’s finanttcdraer
success, and it remains the driving force behind our state’s economic recovery.

(Oklahoma State Regents for Higher Education, 2010, { 4)

Despite increasing enrollment, many students do not persist to earn Bachelor
degrees. On a national level, in 2008, the percentage of 25 to 29-year-olds who had
earned bachelor’s degrees or higher was 31% of that population. This raasedcoaly
slightly since 2000 when it was 29%, but was up significantly from 1971 when the
percentage of 25 to 29-year-olds earning bachelor’s degrees was 17% (NCES, 2009a).
Oklahoma ranks 42nd of the fifty states in percent of population over 25 with bachelor’s
degrees or higher with only 22.8% earning at least bachelor’s degrees (OdkIShaim
Regents for Higher Education, 2008). Globally, in countries belonging to the OECD
organization, the number of people holding university-level degrees doubled from 1995
to 2007 from 18% to 36%. Within the countries in OECD, the United States was ranked
2"%in 1995 of people holding bachelor’s degrees but in 2007 fel't{QECD, 2009).

Because student persistence is a major concern, programs specificgiheddsi
retain students through graduation exist on many campuses. In an ASHE-ER& H

Education report, Braxton, Hirschy, and McClendon (2004) described nine programs



considered exemplary. These programs were evaluated using three wiasigkfined
by Tinto’s (1993) retention theory:

1. Institutions are committed to the students they serve. The welfare of the student
IS primary.

2. Individuals at the institution are committed to the education of all students (not
just some).

3. Individuals at the institution are committed to the development of supportive
social and academic communities in which all students are integratdt as fu
members. It is the institution’s obligation (through its programs) to provide ways
for students to integrate into community. (pp. 146-147)

All but one of the nine programs described exhibited the above principles. Four of
the nine programs had a racial or ethnic minority focus. Some of these psdgrgeted
commuter students while others focused on residential students. Support sangeels r
from peer and faculty counseling and tutoring to a dean who specificallyaelad e
student’s admission request and personally called them during the acgdamil
programs followed Tinto’s three principles designing programs théieiit students’
needs (Braxton et al., 2004).

The focus on student retention and student persistence is intense. The emphasis is
how the United States will address the problem of students not persisting gednolle
order to regain its position of having the highest number of college gradu#tes i
world. Thus, the discrepancy between those students who enter college and those who

leave with bachelor’'s degrees is cause for continued research.



One reason for the discrepancy in the number of students entering postsecondary
education and the number earning bachelor’s degrees is that some studergsbpsrce
of university environments and their preferred social environments are not aangrue
Harris (2005) posits the key to improving school settings lies in understanding school
cultures. To comprehend an educational institution’s “interconnected rolesande
relationships requires a framework that considers and explains the pressures a
dynamics of culture” (Harris, p. 33). Mary Douglas’s (1982) theory of gretigaoup
“offers a typology that enables educators to meet the conceptual and methotlologica
challenges inherent in cultural inquiry and educational practice” (Harris, .p. 33)

Douglas proposed four social environments. Embedded within these
environments are the concepts of grid and group. Grid characteristics @nggrisng
grid which exhibits centralized power and authority to weak grid which exhibits
decentralized power and authority. The intersecting axis of Douglas’y isegnoup. In
strong group, the group’s interests are prioritized over the individual's. Weag
characterized by the individual’s interests prioritized over the group’stserThe four
environments of Douglas’s typology are bureaucratic, corporate, individualist, and
collectivist. The typology was further developed by other researcheusliimgl
Thompson, Ellis, and Wildavsky, (1990), Lingenfelter, (1996, 1998), and Harris, (2005)
who emphasized the corresponding social games or prevailing mind-sets for each
environment: authoritarianism, hierarchy, individualism, and egalitarianigraatgely.

Douglas (1982) suggested that each individual has a preference that has been

shaped by time and experience for one of the four environments. Thus, in some cases, a



student’s preference for a specific social environment may not match the soc
environment of the university.
Purpose of the Study
The purpose of this study is to describe the perceptions and preferences of
students from small rural high schools in pursuing bachelor’s degrees in a upiversit
setting.
Research Questions
1. What are the students’ perceptions of the university environment?
2. What are the students’ preferred work values, mind-sets, and cultural biases

(social game)?

3. What is the relationship between the students’ perceptions of a specific upiversi

environment and the students’ preferred work values, mind-sets, and cultural
biases (social game)?

Theoretical Framework
The theoretical framework used in this study is Mary Douglas’s grid anghgr

theory (1982). Douglas stated the following:

Having divided experience into social context and cosmology, the next step is to

get a full array of possible social structures. A start for this witblmonstruct
(yes, | mean construct, fabricate, think up, invent) two dimensions. One clue to

finding a relevant pair of dimensions is to follow the polarizing of sociological

thought between individualism and group behavior. Instead of plumping for one

or the other, as has been the usual form, the procedure | am advocating is to show



both, always present as possibilities. | use “grid” for a dimension of indiviayati

and “group” for a dimension of social incorporation. (p. 190)

Douglas defines social settings as four environments: bureaucratic,aterpor
individualist, and collectivist. Individuals who prefer each of these environments us
social games: authoritarianism, hierarchy, individualism, and egalitandhiarris,
2005; Lingenfelter, 1996, 1998; Thompson et al. 1990).

Although four environments and only four environments exist in the grid and
group framework, school settings are not static. More than one setting can beg@erati
once, causing conflict within the school. Even though conflict in school settings does not
have to be negative, the pressure of grid and group attributes is powerful on ingividua
This pressure does not demand particular action. Individuals still are ablpdodés
conflict as they choose (Harris, 2005). However, peer pressure causesosnmalirgties
to move toward one environment and social game. As the community increases in size,
the influence of peer pressure decreases; thus, each of the four environmentsthrives
the larger setting such as a large university. Understanding studengsigutefocial
environments juxtaposed to a view of their perceptions of the environments in which they
find themselves may lead to a better understanding of their performances inoadilicat
settings.

Theories of retention abound in the literature. Tinto’s model includes the areas of
academic integration and social integration as being important in the studyerfits
persistence. Lack of congruence between the individual and the university in both the
academic and social areas contributes to students dropping out of college XI#g).

Benet-Martinez, Leu, Lee and Morris (2002) and Benet-Martinez and Hayri{2085)



researched biculturalism and frame-switching when competing envirds\wféer

different cues. They suggested that biculturalism is attributed not only to eténities

but also to gender, religion, occupation and political affiliation attributes. Thosythe
stated that there is a continuum of biculturalism, ranging from individuals whe sens
compatibility between two cultures to individuals who see the two cultures as
oppositional. They proposed that one’s ability to engage in frame-switching, navigating
between two cultures based on situational cues, is influenced by an individnaligse
compatibility or opposition in the competing settings.

Douglas (1982) provides a framework through which the researcher can describe
the perceptions and preferences of individuals, analyzing their choices wittouthe
specific environments and accompanying social games of grid and group theory. This
study will research students who persist and earn bachelor’s degrees and sthdents
begin postsecondary education but who have not completed bachelor’s degrees. This
study will identify students’ preferred social environments and analyzetew
preferred environments with accompanying social games interact wikbrss’
perceptions of the university’s social environment.

Methodology

This study is a descriptive case study. Qualitative researchuseseaging
design that signals a holistic approach to the research. The researcheztstbe data
inductively while being sensitive to his/her personal assumptions, insights, and
experiences brought to the research environment (Creswell, 2003). Rubin and Rubin
(1995) explained that qualitative research is research that “requireptim-d

understanding that is best communicated through detailed examples and richesarrat



(p. 51). Creswell stated that case studies are those “in which the reseapibess in
depth a program, an event, an activity, a process, or one or more individuals” (p. 15).
This study used the case study method.
Participants
Eight individuals were interviewed for this study. All participants graetli&iom
high school between 2002 and 2006. Six of the participants recently earned their
bachelor’s degrees or would earn their degrees within a semester, andheo of t
participants started their postsecondary education but have not completed it. A
participants were graduates of small, rural high schools defined by the aslailgge
membership of their high school (9th througt tpades) being less than 400 (Oklahoma
Secondary School Athletic Association, 2010-2011). All the participants’ higioksch
were within 60 miles of the four-year institution the participants attended.
Naturalistic Inquiry
Naturalistic inquiry was the methodology for this study. Naturalisjuiry
allows researchers to gather and analyze data while not excludingthesisom the
study. As important as it is to keep researchers’ biases in check, it ismpamtant that
they are not insulated from the data gathering process (Erlandson, Hapjers
Allen, 1993). Erlandson et al. (1993) stated,
The naturalistic paradigm affirms the mutual influence that researcher and
respondents have on each other. Nor are the dangers of reactivity ignored.
However, never can formal methods be allowed to separate the researcher from
the human interaction that is the heart of the research. To get to the relevant

matters of human activity, the researcher must be involved in that activay. T



dangers of bias and reactivity are great; the dangers of being insulated from

relevant data are greater. (p. 15)
Purposive Sampling

Purposive sampling is used in naturalistic inquiry. This type of samplogsall
the researcher to select those participants who will best advance thelreSbarnumber
of participants in this study was determined by the research itsalirdNstic inquiry
generates a detailed, rich narrative. According to Erlandson et al. (1983@hewthis
happens with one participant or several will depend on the outcomes of specific
interactions with the participants.
Interviews

The interviews were semi-structured and guided by specific questionsdovedhl
for the free flow of information. Erlandson et al. (1993) suggested the reseaahe
change the order of the questions or change the questions themselves depending on the
participants’ responses. This researcher specifically asked thagzarts to use
metaphor as a tool in the description of their experiences. Erlandson etdl. ‘Sthese
metaphors caught in an uncanny way the constructed realities that the respbade
been unable to describe directly” (p. 116). The informal interviews guided k@ som
specific questions and metaphor provided the thick description necessary for tigturalis
inquiry.
Data Analysis

Data analysis involved three stages. Unitizing data involved an analydisdka
down information into the smallest units that could stand alone. Emergent category

designation involved an analysis that sorted information into specific cateddsiag

10



negative case analysis, the researcher looked for parts of thechesgormation that did
not fit, thus suggesting alternate explanations of the material (Erlandabnl®©93).
Triangulation

Triangulation occurred by examining the analysis of the participsetviews
with the results from two diagnostic tools, field notes and documents. The two diagnosti
tools were: Social Game Assessment Tool and Grid and Group Assessment Tool. The
first was used to determine the participant’s preferred social game, asettrel was
used to assess the setting in which the participant operated (Harris, 2005 fdWok on
both the interview process and the use of the diagnostic tools will be given in chapter
three.

Researcher Bias

| worked in the public school setting during my educational career, first as a
teacher, then as an administrator. | taught in both the junior high and high schoas setting
and was an administrator at the secondary level. | believe being involved in sgconda
administration molded my personality to fit that environment. As principaletacted
with students on several levels including their curricular goals, their beabgaals, and
their extra-curricular goals. | believe | had a shared leadershipvithi¢he faculty on
curricular issues. Policy issues at the district level were the rabpibysf the
administrative team with faculty input.

The Social Game Assessment Tool (Harris, 2005) indicated that my preferred
social game is hierarchist. The unit of analysis for the Grid and Group Ass#sEool
(Harris) was the public high school where | was principal. The assessdeated my

perception of the school is corporate and is congruent with my preferredgarol In

11



the corporate environment, roles are hierarchical and the power rests in tla tiodes
top of the ladder. Because the members are part of the hierarchical, shstem
understand that what is good for the system is good for the individual. “Central-office
administration, site administration, teachers, students, and parents work in ae;ohesi
integrated system for the benefit of all involved. All share in the opportunisks, and
future of the school” (Harris, p. 42). | think this is an adequate description of the high
school in which | worked.

As a researcher in a naturalistic inquiry case study, | guar@aasagllowing my
propensity for organizational structure and rules and regulations to color what the
respondents had to say. | had to thoughtfully listen, hearing what they werg fsamn
their perspectives. | read extensively concerning the application o&hstiarinquiry
and Douglas’s grid and group theory. Even though | am a novice qualitativechesear
know my biases will have some influence on my research, but by being aware of them
can strive to allow my biases to have as minimal influence as possible

Definition of Terms
Following is a list of terms used in this study with accompanying definitions:
Grid: In Douglas’s (1982) theory, grid is the degree of constraint on an individual’s
choices within a social system imposed by role expectations, rules andyescesrid
exists on a continuum from strong to weak.
Group: In Douglas’s (1982) theory, group is the degree to which an individual values a
collective relationship and the degree he/she is committed to the largdrnsotiGroup

exists on a continuum from strong to weak.

12



e Naturalistic Inquiry: Naturalistic inquiry is an approach to resetir@hsupports the idea
that the researcher and respondent influence each other. Naturalistic asqaitgrm is
interchangeable for the term constructivist. Because the researchantugare
processes in looking at data, he or she will be the most important instrument in
naturalistic inquiry. Naturalistic inquiry assumes there are multiplitiess rather than
one objective reality as assumed by the strict scientific method (Erlaatlabn1993).

e Persistence: In this study, persistence indicates an individual’'s ongooirent in
some form of post-secondary education.

e Social Game: The prevailing mind-set of the way things are done in a parsetiiag
exhibited in dominant thought and behavior (Harris, 2005).

e Student Success: In this study, student success indicates that the studersistad pad
earned a bachelor’s degree.

Summary

Everyday, children across the nation and even the globe think about what they
want to do when they “grow up.” Adults witness the enthusiasm children have as they
move through the educational system toward a moment when paths are chosen. The
majority of students who graduate from high school have some postsecondaryitjoals w
71% of graduating high school students aspiring to complete a bachelor’s dagnee (K
Kinzie, Buckley, Bridges, & Hayek, 2007). As students graduate from high s¢hewpl
will take steps moving toward their goals, or they will decide the time iggidt the
finances are not right; the preparation for further academic work is not mghtheay

step away from their goals. Many students, 67%, do take that first step towagbdigi

13



but a significant number stop along the way; only 31% of 25 to 29 year olds have
bachelor’s degrees (NCES, 2009a).

This study describes the perceptions and preferences of students froymsadall
high schools in their postsecondary educational pursuits. Naturalistic inqoimedIthe
researcher to become involved in the study and allowed the use of thick description of the
respondents’ experiences (Erlandson et al., 1993). Douglas’s (1982) grid and group
theory provided the framework necessary to conceptualize students’ presdimmiteir
social environments and their perceptions of their university environment. haitira
inquiry and grid and group theory provided powerful tools for this study on students’

perceptions and preferences during their pursuit of bachelor’s degrees.
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CHAPTER I
REVIEW OF THE LITERATURE
The purpose of this case study is to describe the perceptions and
preferences of students from small rural high schools in pursuing bachelor’'ssdegaee
university setting. Even though more high school students are entering colleges or
universities than at any time in history, the rate of students earningdré&degrees has
not significantly improved over the last decade (NCES, 2009a). This study prdpaises t
one reason for the discrepancy in the number of students entering postsecondary
education and the number earning bachelor’'s degrees is that some studentsopsrcept
of university environments and their preferred social environments are not congruent
Therefore, this literature review is divided into three parts: (1) Astl look at student
enrollment in post-secondary institutions as well as a view of the current giess o
high school students matriculating to post-secondary institutions, (2) A review of
persistence theories in higher education as well as a look at processes andsprogram
secondary schools, colleges, and universities have in place to address stuttangers

and (3) A review of Mary Douglas’s grid and group theory (1982).
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A Historical Look at Student Enrollment in Postsecondary Institutions

1636 to 1900

From the beginning of the nation’s history, higher education has been argued as
the great stalwart of maintaining an educated populace and a democrataf for
government. Harvard College chartered in 1636, Yale (originally named @bdlegi
School of Connecticut) in 1701, and the University of Georgia in 1785 were all supported
by the colonial or state governments (Institute for Higher Education Policy,.1998)

Thomas Jefferson supported the idea that general access to education would
benefit the nation’s democratic ideals, stating that education would have émiegua
effect on the new nation, creating an intelligent population that could self-gdVern.
idea of the importance of an educated populace continued with the passage of the Morrill
Act of 1862, which established the first land-grant institutions, and later witheitend
Morrill Act of 1890, which created more revenue for these institutions through &efsal
federal lands. The Second Morrill Act also provided federal support for the slstabht
of institutions to educate black students (Institute for Higher Education, 1998).

Horace Mann, appointed as Secretary of the Massachusetts Board of Education in
1837, advanced the idea of public education. In the publication BfftiisAnnual
Report,Mann made the case that people who were educated received higher wages than
those who were not and that educated workers were more likely to discover incyeasing|
efficient ways to do their jobs (Vinovskis, 1989). At the beginning of tifec2atury,
John Dewey advocated for public educatioDemocracy and Educatiopublished in
1916, arguing that education supported a nation’s moral well being (Institute for Highe

Education, 1998).
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Elementary and secondary school enrollment rates increased from 1870 to 1900
from 68.9 per thousand to 78.3 per thousand. The number of high school graduates
increased from 16,000 to 95,000 in the same time period and continued to increase to
156,000 in 1910. In 1870, 2% of 17-year-olds were high school graduates compared to
6.3% in 1900 and 8.6% in 1910. In 1860, 1.1% of the 18-24 age group entered college.
By 1900, 2.3% entered college (Edirisooriya, 2009).

1947 to 1964

In 1947, the Truman Commission advanced the idea of community colleges that
would create access to higher education for the majority of its citizenry. The
commission’s thinking was that the greater involvement of the citizenry in higher
education the greater support for democracy. The commission stated, “Bulis#tie
foundation of democratic liberties ... without an educated citizenry, alert to pees®iv
extend freedoms, democracy would not long endure” (as cited in Fonte, 2009, p. 45).
Community colleges across the country have succeeded in the idea of access supported
by the Truman Commission in the number of colleges founded since 1947 (NCES, 2008).

College and university student recruitment efforts were and continue to djera m
force in the expansion of enrollment in higher education. Beginning in the 1800s,
colleges recruited students from nearby cities and towns. Recruitment tepsnaiuded
the president of the college as well as faculty members. Delawaeg€aitged their
president to travel widely giving lectures on the value of a college education
(Edirisooriya, 2009). In the current era, recruitment has changed with caliedes
universities hiring an arsenal of recruiters for their schools who help paydlzies

with the recruitment of out-of-state students. As an example, recruitexsufoversity in
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the southeastern United States recruit out-of-state students to help ba¢aloeeet cost
of in-state students. Recruiters emphasize to potential students that thetranstoffer
exceptional academic programs with personal attention for student sudoegs.
showcase honors programs, up-to-date residence halls, and expansive campes tact
students who are deciding which college or university to attend (Holleyr&stH2010).

President Lyndon Johnson proposed his War on Poverty in 1964. The Higher
Education Act of 1965 was part of this initiative. This act extended need-baseddiinanc
assistance to the general public as the Gl Bill of 1944 extended assistanatarans of
World War 1l (Brock, 2010; Macy, 2000). In a speech at Brown University in 1964
Johnson said, “The answer for all our national problems, the answer for all the groblem
of the world, comes down, when you really analyze it, to one single word—education”
(as cited in Macy, 2000, p. 12). The Higher Education Act of 1965 also created the
Guaranteed Student Loan program and the Educational Opportunity Grants. Federal
spending for higher education expanded from $655 million in 1956 to $3.5 billion in
1966 (Brock, 2010; Macy, 2000).

This legislation combined with other legislation such as the 1964 Civil Rights
Act, which outlawed discrimination based on race in school, public places, and
employment, began opening the doors of higher education to a more diverse population.
Symbolic of this period of time is the 1970 decision of the City University of Netk Yo
to allow all high school graduates to enroll in their university regardlessiobtta@emic
preparation. Nationally, fall enrollment for two- and four-year degraatigy
institutions in 1963 was 5.9 million. In 2005, the enrollment was 17.5 million (Brock,

2010).
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Financial Aid
In 1972, Senator Claiborne Pell, a Democrat from Rhode Island, chaired the
subcommittee that created the Basic Educational Opportunity Grant, rerreanteellt
Grant in 1980. Pell was concerned about the lack of commitment to the Great Society
legislation of the 1960s and the college participation gaps that existed along,ineoceye
and region lines (Macy, 2000). Currently, Pell Grants provide most of the féadedailg
for and serve the most students (Brock, 2010). More than 30 million students have
received Pell Grants since 1972 when the program was started (Macy, 20@dt\Rec
the Obama administration increased the value of the Pell Grant from $4,731 to $5,350.
Currently, the federal government spends 18.6 billion a year on grant aid, aonadidit
70 billion on student loans, and two billion on work/study programs (Brock, 2010).
In 2007-08, 66% of all undergraduates received some type of financial aid with an
average amount received of $9,100.
e 52% received grants.
e 38% took out student loans.
e 7% worked in the work study program.
e 2% received veterans’ benefits.
e 27% of all undergraduates received Pell Grants averaging $2,600
(NCES, 2009b).
More federal programs have been implemented in the form of TRIO programstdJpwa
Bound, the largest of the federal TRIO programs, has shown that students who participat

are more likely to enroll in college and apply for financial aid. These progreems
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designed to impact low-income, first-generation students, and students withiteesabil
(Pell Institute for the Study of Opportunity in Higher Education, 2009).
Women in Higher Education

Historically, the number of male to female graduates was somewhat equal
between 1900 and 1930. The number of bachelor’'s degrees earned tilted in the favor of
men following World War 1l partially because of their participation in thé&i®. Since
1947, however, the number of women graduates has been increasing. The number of
women going to college increased by 29 % between 1959 and 2002. Women earned more
bachelor’s degrees than men in 2001 (Kuh, Kinzie, Buckley, Bridges, & Hayek, 2007).

One of the reasons for this increase is that girls outnumber their male pauster
in high school graduation rates. Second, women need more education to compete in the
existing labor market (Doyle, 2010). Females also perform better on cotkdjetpr
areas such as high school grades, test scores, and college-prep coursewarkl(Kuh e
2007). Women enrolling in tertiary programs is a global trend as wellwaithen
outnumbering men in most OECD countries with 54 % of the tertiary enroliment
(Altbach, Reisberg, & Rumbley, 2009; Doyle, 2010).
Impact of Community Colleges

Community colleges also play a significant role in the number of high school
students matriculating to postsecondary education. In 2006-2007, there were 1,045
community colleges with 6.2 million students or 35% of all postsecondary students
enrolled in that school year. This group included a diverse range of students wggéra la
percentage of low income and minority students than four-year colleges anditiaszers

Students who attend community colleges do so for various reasons:
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e To earn an associate’s degree, 57 percent.

e To transfer to a four-year school, 48 percent.

e To obtain or upgrade job-related skills, 41 percent.

e To seek self-improvement and personal enjoyment, 40 percent.

e To change careers, 30 percent.

e To complete a certificate program, 29 percent. (Kuh et al., 2007, p. 7)
However, of the seniors who enrolled in community colleges in 2004, two thirds reported a
goal of earning a bachelor’s degree (NCES, 2008).
Students from Small, Rural High Schools and College Proximity

In an effort to become more financially efficient, the state of Nebnasés

consolidation efforts by school districts as part of the state formula for furchigls.
Using the premise that larger schools are not necessarily better schools, Fuakeynd B
(1999) studied Nebraska rates of completion and found students from small high schools in
Nebraska outperform students from larger schools when focusing on high school @mpleti
and postsecondary enrollment rates. They suggest the state funding formula should be
reconsidered using student outcomes as one of the variables in the formula. The study
indicates that outcomes of higher high school graduation rates, matricutatioliege rates,
and college completion rates far outweigh the costs associated with dngdilechools.
However, Ancess (2008) stated that small is not necessarily better. Cavicapenel of
recent high school graduates illuminated holes in the educational fabric ®@ksaati high
schools, including lack of writing analytical papers and studying problemsrrultiple
perspectives. In order to improve, schools should establish caring relationshipsrbe

students and teachers, present a unified school community, provide a connectiorces servi
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between administration, counselors, and teachers; and provide intellectunsfgriraative
experiences. All four tasks are more easily accomplished in smaller higbischowever,
small does not mean success is inevitable. In order for these tasks to havedssstaiess,
they must be incorporated into the culture of the school (Ancess).

Attending rural schools rather than urban schools also has consequences. In a
longitudinal study, rural students in Pennsylvania were found to have lower college
completion rates than urban and suburban students. Even though both rural and urban
students attend school longer than in the past, the gap between college compéstimn ra
suburban students and rural and urban students continues to widen (Yan, 2002). However, a
2005 study found that more students in rural Pennsylvania were planning to atteral colleg
than their counterparts of a decade earlier. Students whose parents had a high school
education were more likely to choose college as an option after high school igradsat
well as students whose parents had some postsecondary educational experecigings
suggest that education is viewed as a vehicle for upward social mobilitytkbeg008).

Living close to postsecondary institutions also had consequences. Students
choosing to attend community colleges cited price and location as reasonsrfoindics
(Somers, 2006). Higher income parents were more likely to send their studaptB@an
home during college. While most parents wanted their children to earn a fowsitege
degree, the majority of parents only considered schools located close to horag, @Q06).
Turley (2009) stated that the “college-choice model” that does not consider tmepfeog
location of the college is not looking at the whole picture. She cited that Swatenhore

likely to apply to an institution if they live near it. Low SES students partigulaoked at
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colleges close to home because of the financial benefits of living close to hattgoane.
Expansion and Benefits of Higher Education
More and more students are enrolling in college. Data for 2006 indicated that 41 % of

college-aged white students were enrolled in college, 32% of college-ageahAfric
Americans, and 24% of Hispanics. Even though these statistics for the mpuogithations
are an improvement over the last quarter of tHecmtury, minority college enrollment still
trails that of white students. Tertiary-system enroliment is alpareking globally from an
estimated 51,160,000 students in 1980 to 139,395,000 in 2006 (Altbach et al., 2009). Not
surprisingly, the intent to enter college is also high; nine out of every ten high school
completers plan to enroll in post-secondary education with 71 % aspiring to eahebbsc
degree (Kuh et al., 2007).

The benefits to students who earn a bachelor’s degree were stitistgraficant
in several areas. Benefits included higher lifetime wages, moiéiriglemployment, better
health, and lower probability of unemployment. Some studies also indicated sw@tgpeho
earn a bachelor’s degree or higher had lower smoking rates, lower indarceatds, and
higher activity rates in their communities exhibited by voting intelas and being involved
in volunteer work. Leisure activities such as reading books and attending playsertssonc
also increased with educational attainment (Perna, 2005).

Interestingly, high school graduates with no postsecondary education had higher
percentage rates of daily exercise than those who earned bachelorésdéatge, the former
had lower alcohol consumptions rates than their more educated counterparts (Perna, 2005).
However, in Perna’s study on the benefits of higher education, high school gradtiates

the studied population who earned an associate’s, bachelor’s, or advanced degjkeel re
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virtually no public assistance in the form of food stamps, welfare, housingaassisor
other similar programs. High school graduates who did not attend any postsecondary
education or who did not complete the program they began used these servicesebthe rat
4% and 3% (Perna). The expansion of higher education not only in the United States but
globally (Altbach et al., 2009) creates substantial challenges for postsecoradifuyions in
honoring their commitments to their students.
A Review of Persistence Theories and Practices in Higher Education
Altbach et al., (2009) stated,
In the age of growing accountability, institutions will be measured by their
success at supporting students through to completion, not by simply getting more
students through the door. This new perspective implies changes-not only in how
academic institutions measure success-but will undoubtedly affect repatatid
budgetary allocations as well. (p.167)
Sixty-seven percent of graduating high school seniors enter college, but only 31%
of individuals between 25 and 29 have earned bachelor’s degrees or higher (NCES,
2009a). Interest in attending some form of postsecondary education is high among high
school seniors, with nine out of ten high school graduates planning to continue their
education. Seventy-one percent of these students say they plan to compldte’dache
degrees (Kuh et al., 2007). According to Kuh et al., the National Center for Pality P
and Higher Education reported in the April, 2004 edition that only 60 of every 100 ninth
graders graduated from high school, with 40 of those high school graduates entering
college after high school. Only 27 enrolled their sophomore year and only 18 completed

any kind of postsecondary education within six years of graduating from fngblsc
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Theories and Characteristics of Change

Pascarella and Terenzini (2005) posited that there are two families aftstude
development theories. The first are the developmental theories or models, asubtite s
are college impact models: “These college impact models emphasize chsogated
with the characteristics of the institutions students attend (betweege@ifects) or
with the experiences students have while enrolled (within-college®ffép. 18).

Tinto’s theory of persistence is a college impact theory.

Tinto (1975) suggested those students who are more socially involved with their
peers and faculty members were more likely to persist. In addressitogs theory of
student departure, Pascarella and Terenzini (2005) stated,

The academic and social communities within an institution are seen as nested

inside an external environment of family, friends, and other commitments that

places its demands on students in ways largely beyond the students’ institutional
worlds....Rewarding encounters with the formal and informal academic and
social systems of the institution presumably lead to greater student irtegnati

these systems and thus to persistence. (p. 54)

According to Tinto’s theory, as integration increases, student commitontrd t
institution and to their personal goals strengthen. Negative interactiaessec
commitments and personal goals and lead to student withdrawal (Pascareten&ifie
2005).

Astin’s I-E-O model, as reported by Pascarella and Terenzini (200&)] staee
characteristics “input, environment, and outcome” support student change in the school

environment. Inputs are the demographic characteristics such as familydaexckgnd
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the academic and social experiences that a student brings with him to higlegioeduc
Environment encompasses “the full range of people, programs, policies, cultures, and
experiences that students encounter in college, whether on or off campus” (p. 53).
Outcomes are student characteristics as they exist after college.

Pascarella’s model for assessing change (Pascarella & Ter@@b) has a set

of five variables. Student growth is a function of these five sets:
1. Students’ background and precollege characteristics.
2. Structural and organizational features of the institution.
3. Institution’s environment which is a product of the first two sets of
variables.
4. Students’ interactions with faculty and students which is a product of the
first three sets of variables.
5. Quality of student effort shaped by the four previous sets of variables. (pp.
56-57)
Student change, then, is a function of student background, characteristics of the
institution, involvement with faculty and peers, and student effort.

Wolf-Wendel, Ward, and Kinzie (2009) examined the construct’s involvement,
engagement, and integration as these ideas are presented in the literattsistehpe by
many researchers. Their analysis follows:

Involvement is the responsibility of the individual student, though the

environment plays a role. The unit of analysis for involvement is the student and

his or her energy; it is the student who becomes involved. Integration (or what

Tinto might now call “sense of belonging”) involves a reciprocal relationship
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between the student and the campus. To become integrated, to feel like you
belong, a student must learn and adopt the norms of the campus culture, but the
institution is also transformed by that merger. The focus on engagement is on
creating campus environments that are ripe with opportunities for students to be
engaged. (p. 425)
Because of the wide use of these three terms in educational literaturdetimgions
sometimes have come to mean more than their original intent. In currens stieie
researcher must be careful to tease out the nuanced meanings of the ternsplyiven a
them to current research and re-evaluate exactly what is meantbiyesaaised. This is
particularly important when these terms are used to describe the behavidrsesta
student body. The terms may not be applicable in the same way for all graipdesfts
in a diverse population (Wolf-Wendel et al., 2009).
Risk Factors
According to Kuh et al. (2007), eight risk factors threaten persistence and
graduation from college:
¢ Being academically underprepared for college-level work.
e Not entering college directly after high school.
e Attending college part-time.
e Being a single parent.
e Being financially independent (students who rely on their own income or savings
and whose parents are not sources of income for meeting college costs).
e Caring for children at home.

e Working more than thirty hours per week.
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e Being a first-generation college student. (p. 40)
Kuh et al. (2007) emphasized that the availability and type of financial aictaffollege
attendance and persistence. The number of students attending college with unmet
financial need (college cost minus family contribution and financial aid) isedea
significantly since 1990 primarily because of the increase in tuition andiees than
80% of low-income students had unmet financial need on average of $4,915. Their
family’s projected contribution was approximately two-thirds less thisnaimount. Kuh
et al. posited that this unmet financial need may explain why qualified lower SES
students were more interested in attending a community college close tohaonae t
four-year institution that was more expensive (2007).

While being a student from a low-income family may increase the burden of
college attendance, Berger and Milem (1999) found that being female and beirgy fr
family with higher income positively affected students’ peer relatigussaind
institutional commitment. High school grade point average had a positive effetyn e
involvement and institutional commitment. Interestingly, high school grade-point-
average had a negative effect on student-faculty involvement in studentsefirssters.
This suggested students will initially interact with faculty only if theylaaving
academic difficulty. The most troubling finding was that while Africamekicans
entered the institution with strong institutional commitment, they did not periteive
institution as being supportive and were less likely to persist (Berger &rilil

Pascarella, Pierson, Wolniak, and Terenzini (2004) studied first-generation
college students and found that these students are at a disadvantage when compared to

their peers. “Not only do first-generation students confront all the anxietiEsadiens,
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and difficulties of any college student, their experiences often involve suaktatiural
as well as social and academic transitions” (p. 250). First-generatotenst had a more
difficult transition from high school to college, and they were more lilelgave college
without a degree. First-generation students entered less-selectigesaled earned
fewer credit hours than their peers.

In order to affect the rate of student persistence at colleges and ureserssiiv
services are needed along with a revised pedagogy, enhanced financiakagepaand
career advising (Albach et al., 2009). In looking at future trends, Albach &dtat,s
“Higher education now sits at the crossroad of tradition and new possibilities” (p.165)
Higher education does not exist in a vacuum but must address solutions to student
persistence by evaluating the complex economic and social problems that are some
students’ primary environment.

The National Survey of Student Engagement (NSSE) surveyed college students to
determine how involved students were in educational activities that reddt=tiing
and personal development. In three years, 285,000 students in 600 four-year colleges and
universities participated in the surveys (Kuh, 2003). The NSSE survey also addnessed t
difficulty transfer students had in becoming engaged with their new instituNons.
transfer students engaged in educational activities at a greatédraattransfer students.
Kuh suggested this may be because transfer students were trying to navigate
system. Transfer students missed many of the opportunities designed tofesgggar
students. Of the 600 schools surveyed, few were found where transfer students performed

as well as non-transfer students.
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Faculty Involvement
Faculty involvement early in students’ postsecondary careers had a pefécte
on institutional support and institutional commitment to students. Students who did not
have early involvement with faculty typically did not become involved during thsir fir
year of college; hence, they were less likely to see the facultytibuiio as supportive
and were less likely to persist. Positive levels of peer and faculty supgad lower
levels of noninvolvement in both the fall and spring semesters of students’ fist yea
which led to higher levels of student persistence (Berger & Milem, 1999).
This pattern of involvement suggests that faculty may play a very important role
in the student persistence process, particularly for those students who are not
fitting in socially. This assertion is supported by the fact that involvemeht wit
faculty, in both the fall and spring, has a positive total effect on persistence .... As
expected, academic and social integration are important predictors of subsequent
institutional commitment .... Given the importance of social integration in this
model, it may be that faculty involvement is helping a number of students to
persist who may not otherwise. (Berger & Milem, 2009, p. 659)
Intervening early with those students who are not involved with their peers or with
faculty is an important part of the integration process (Berger & Milen).
Incoming freshmen realized the importance of faculty/student interactilon w
94% responding they thought they would occasionally ask for faculty support, although
only two-thirds of students actually asked for faculty help. Further, 77%sitedi they
thought they would occasionally ask faculty for information about the course or its

assignments, but only 41% actually did so. “In the final analysis, student-faculty
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interaction is important because it encourages students to devote greaté¢o etfoer
educationally purposeful activities. Both the nature and the frequency of the sontact
matter” (Kuh et al., 2007, p. 57). Student-faculty contact was most important when the
contact encouraged student effort in educational activities (Kuh et al.).

Kuh (2003) stated one of the most important steps colleges and universities could
take is to find students who were not educationally engaged early in their podesgc
career and try to engage them in purposeful educational activities. Agctodiimto
(1975), students’ interactions with both peers and faculty is essential to student
persistence. Astin (1996) asserted that student interactions with facultyexsdveee
potent positive forms of involvement, while noninvolvement had a potent negative effect
on student persistence.

Kuh et al. (2007) concluded,

Student engagement is related to a host of positive outcomes, including

persistence, grades, and satisfaction. Student-faculty interactionsmattetr to

learning when it encourages students to devote greater effort to other

educationally purposeful activities. (p. 66)

Peer-group and faculty interactions are important variables in Tinto’sytbeor
persistence (1975). Based on the premise of academic and social integrationyiaublve
with peer-groups and faculty is considered to be positive behavior in the student

persistence theory.
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Promoting Success

Macy (2000) synthesized ideas for success into six key threads in her collection of
articles detailing the experiences of students who received significantial aid to go
to college:

e Early awareness of higher education and financial aid.

e The ability to break from family patterns.

e The importance of peers.

e The critical role of mentors and college outreach.

e The desire for personal growth and enhanced self-esteem.

e The importance of early college success and goal setting. (p. 10)
Macy’s six threads suggested that to affect student persistence, edskbatddstake a
holistic approach in working with students from junior high to postsecondary. Macy
emphasized both information and involvement.

Fifteen western states have entered into a consortium called Westenataters
Commission for Higher Education (WICHE). WICHE focuses on five areasidma
access and success, workforce and social issues, technology and innovation, and
accountability. Their 2010 workplan focuses on “how we can ensuralkisatidents not
only have access to higher education but are well-equipped to succeed at college and able
to pay for it” (WICHE, 2009, p. 2). Keeping costs manageable for both the member
institutions and students is one of the missions of three Student Exchange Progems:
Western Undergraduate Exchange (WUE), Professional Student Exchaggarrand

Western Regional Graduate Program. These three programs allow studentd to enrol
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regionally without paying the full out-of-state tuition cost. In 2008-2009 more than
23,600 students accessed programs through WUE saving $151 million in tuition costs.
Over 140 campuses in the region have students who are involved in this program.
Participating colleges and universities can tailor their programs tefitéeds of this
broader admission base as they fill their existing programs with needed student
(WICHE, 2009).
WICHE's State Scholars Initiative (SSI) encourages students in ¢ggimnrto
take a more rigorous high school curriculum. Since the beginning of the initiative, the
number of students taking more math, science, and language classes hesdncrea
WICHE members are involved with the Pathways to College Network whiadies!
researchers, policy analysts, educators, K-12 administrators, and repiesefrtam
government and business. WICHE works with this group to help determine its focus and
policies (WICHE, 2009).
The policy analysis section of WICHE manages the College Accese@ieal
Grant Consortium and Network. This group works to increase the number of low-income
students who are prepared to enroll and be successful in college. They are also involved
with groups who study the transfer policies of different states and diffesititions
that affect students moving from two-year to four-year schools (WICHE, 2009).
Existing WICHE programs and services include the following:
e State Scholars Initiative (programs in 19 states).
e Western Academic Leadership Forum.
e WICHE ICE (Internet Course Exchange).

e \Western rural healthcare initiatives.
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e Western Consortium for Rural Social Work.

e Master Property Program (insurance and risk management consortium).

e Communications activities: NewsCap, factsheets, website, annual re@es, st

briefings, commission agenda books, WICHE annual workplan.

e Workforce briefs (by state and profession).

e Bridges to Professoriate.

e Collaborative purchasing (Xerox products). (WICHE, 2009, p.2)
This regional consortium benefits students by providing information, accessandidil
assistance in a wide range of programs and student support activities.

Connecting secondary and postsecondary curriculum is an important part of the
discussion of students entering college and students persisting in collegé.akuh e
(2007) agreed students’ pathways for their educational experiences wasd fetfore
high school graduation. Later interventions had only a minimal effect on studsmts
did not perform on grade level, or who did not do well in core courses in high school
including English, math, and science.

As mentioned in the study by Venezia (2006), the National Center for Public
Policy and Higher Education outlined four recommendations. First, the content of high
school courses should be aligned with college entrance exams and asses@aments
example, college writing instructors considered grammar and usage inm st for
their entering students; but according to a recent ACT survey, high schdwriea
considered these skills least important. Second, state budget systems slevalddted
to see if additional incentives for students to graduate from high school and enroll in a

postsecondary institution could be funded. Oregon Business Council is an example of a
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transparent financial model that assessed where state educaticaal welle spent. The
council found community colleges received the least state aid, and spec&ticuirc

K-12 received the most. To gain effectiveness and transparency, thegdhhair

system to a per student cost per service for every educational level and. SEmirit,

data systems need to be in place to track K-16 practices, problems, and information that
can be shared to benefit the whole system. Student tracking systems that caK{irdg
levels can track achievement and student progress throughout the system and help
identify barriers to student success. Fourth, accountability prograrsisspan the K-16
systems. Graduation rates of secondary students are essential, but sacdents’
educational progress through the higher education system would focus moreratienti
postsecondary attendance and persistence rates. Transparency must leetan plac
understand student trends in both secondary and higher education systems (Venezia,
2006).

In 2007, the leaders of almost two dozen public higher education systems began
the Access to Success (A2S) initiative. A2S is comprised of 24 public higher educati
systems that represent 378 two- and four-year schools with a total emtadihmeore
than 3 million students: “With support from The Education Trust, the system heads
asserted two ambitious and essential goals: to increase the number of g@lthgees in
their states and ensure that those graduates are more broadly represeritagivstates’
high school graduates” (Engle & Lynch, 2009, p. 3). Even before President Gbama’
initiative for the United States to regain its place as having the most edycaiulation
in the world, A2S had set the goal that by 2015 they would halve the gaps in college-

attendance and college success rates of African-American, Latino, agrtcAmindian
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students when compared to white and Asian-American students and that of low-income
students when compared to affluent students (Engle & Lynch, 2009).

Engle and Lynch (2009) reported that Latino and African-American pagsat
in the United States are growing faster than the white population: 27% to 9% to 2%
during the course of the A2S initiative. Unless the nation’s colleges andsinese
address enrollment and persistence gaps in these populations, the Ameriegioreluc
level will decline over the next decade:

The National Center for Higher Education Management Systems (NCHEMS)

estimates that just closing these access and success gaps telhuweathan half

of the degrees necessary to raise America to first in the world in ealkgree

attainment. But increasing education levels and closing longstanding gaps

between groups isn’t just important to our economic competitiveness. It also

contributes to other things we hold dear as a nation, including democratic

participation, social cohesion, strong families, and healthy behavior. (p. 5)
Data collection for the A2S system includes different information than some data ba
For example, A2S data systems include success rates for all students wytang s
including transfer students and part-time students. Each system is meaganggmbition
to its state’s population. Finally, each system has a simultaneous focusees acnd
success for its students.

To reach significant goals like those of the A2S initiative and those ofitam®
administration, public higher education “will have to increase enrollmentewnéreir
access and success gaps, and improve success rates for all of their s{idgies

Lynch, 2009, p. 13). Increasing the number of college graduates in order for the
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American workforce to compete globally and regain the nation’s position of hagng th
highest proportion of college graduates is a mandate from national leadamgO
2009).

A Review of Mary Douglas’s Grid and Group Theory

Mary Douglas’s (1982) grid and group theory is the theoretical perspective used
in this qualitative case study. In her search for anthropological relev2aogglas looked
to the concept of culture as one construct that the study of anthropology had t@aaccept
its own. According to Douglas, human beings are the only living beings wikielgct
create their own environment through the choices they make. Yet, culture isaligt tot
pliable. There are limits in the negotiation of culture by individuals.

Douglas (1982) divided experience into social context and cosmology. Social
context has both permitting and constraining effects on an individual’'s behavior. It
consists of past decisions that influence current behavior and acknowledgestaveolle
consciousness. Douglas defined cosmology as the principles individuals findphat he
guide them in decisions to behave in sanctioned ways and that can be used to judge others
and justify themselves to others.

Douglas chose to show two dimensions: individualism and group behavior, both
always present as possible choices within social structures. Douglagnidesr the
dimension of individualism and ‘group’ for the dimension of social incorporation. Using
grid and group as dimensions going from low to high, or weak to strong, Douglas

categorized four types of social environments as shown in Figure 1.
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Figure 1

FOUR TYPES OF SOCIAL ENVIRONMENT

Strong
Grid

4 N 14 )

Insulated

Weak

o
Individualist Strong
group
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Weak
Grid
(Douglas, 1982, p. 191)
The group itself is defined in terms of the claims it makes over its constituent
members, the boundary it draws around them, the rights it confers on them to use
its name and other protections, and the levies and constraints it applies .... The
term grid suggests the cross-hatch of rules to which individuals are subject in the

course of their interaction .... At the strong end there are visible rules aboat spac
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and time related to social roles; at the other end, near zero, the formal

classifications fade, and finally vanish. (Douglas, 1982, pp.191-192)

Douglas (1982) asserted one of the benefits of the grid and group theory is that it
is not a class sensitive theory. The theory is based on the action and decisions of
individuals and is a system that allows for social change or for individual dissent.
Douglas stated, “What | claim to be stable and determined is not their individual
positions but the range of cosmological possibilities in which they can possibly la
themselves by choosing to deal with their social problems in one way or another” (p.
200).

Douglas (1982) designed the dimensions so they could apply to any social
context. Low group begins with the individual as the center of his own network with
indefinite possibilities. As he becomes involved with associations that have some
identifying structure and rules that influence his actions, he moves up the group
dimension. Strong grid is that social environment that classifies individualaddétie
room for individual choice. The fewer rules imposed, the lower down the individual is in
the grid dimension.

Douglas (1982) defined the characteristics of the four extremes of theatians
of the social dimensions of grid and group. They are listed in part:

Square D (strong group, weak grid)

1. The social experience of the individual is constrained by the boundary
maintained by the group against outsiders.
2. Members gain their whole life support from the group.

3. Individual behavior is subject to the control of the group.
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. Relationships between individuals will be ambiguous.
Instruments for resolving conflict will be inadequate.
. A need to control admission and to strengthen the boundaries against outsiders
will be obvious to members of the group who do not want the group to dissolve.
. Because of the weaknesses of the organization the group will tend to be small and
because of fissures within the group, short-lived.
Square C (Strong group, strong grid)

The social experience of the individual is constrained by the boundary
maintained by the group against outsiders.
. Members gain their whole life support from the group.
Individual behavior is subject to the control of the group.

It is organized internally and has specialized roles and may distributecesour
unequally.
It has many solutions to internal conflicts.
. The group can be larger than groups in D.
. The group can exist longer than D.
It can make levies on its members for the continued prosperity of the group.
Square B (High grid) The social context dominated by insulation.

The individual has no scope for individual transactions.
Individual autonomy is minimal.
Individual behavior is defined by the organization.
. There is no upward movement, no rewards except to fulfill the allotted station.

. The power of the group to control its members is impersonal and remote.
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Square A (Low grid) A social context dominated by strongly competitive

conditions, control over other people, and individual autonomy.

1. The social experience of the individual is not constrained by any boundaries.

2. The social experience of the individual is not constrained by ascribed status.

3. Relations between individuals will be ambiguous, obligations implicit.

4. Individuals can transact freely.

5. Economies of scale are worth creating.

6. Any possibility of controlling the market depends on the individual’s allies.

7. No one can expect anyone else to support him if failure occurs.

8. Success is recognized by size. (pp. 205-208)
The hermit’s voice appears off the social map; however, the more he speaks outsabout h
way of life, the more he comes to exist in one of the social environments. Aagtodi
Douglas (1982), Henry Thoreau is a good example of an individual in the hermit
category, a man who lived the way he believed in a society that did not value
nonconformity of its citizens.

In his analysis of grid and group, Lingenfelter (1998) related a story of a group
playing a game of ball in the Caroline Islands in the western Pacificsuidoess of the
game was determined by how long the group could keep the ball in the air. In the United
States, the comparable game is volleyball, the strategy also being fwotipeto keep
the ball in the air. In the Caroline Islands, cooperation is the cultural biadrfeede
success. In the United States, competition is needed for success. Uiegenfainued:

The structure of play in our cultures follows closely the structure of the mor

serious social games by which we order our public and private lives....Carolinian
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individuals must submit to group goals and restrain their personal performance so

that others in their communities do not lose honor or respect. American

individuals measure their personal performance, as well as their team

performance, and they prize winning on both fronts. (p. 25)

The four social environments have their own cultural biases preferred by those
individuals who behave within the criteria of each environment. Interaction betwee
those within an environment as well as interaction between those individuals iardiffer
environments describes the dynamics of social situations.

Harris (2005) adapted Douglas’s theory to the school setting. He develaped tw
assessment tools to be used in the school environment. The Social Game Assessment
Tool “is designed to assess an individual's cultural preference and work values”. (p. 66)
The Grid and Group Assessment Tool is designed to assess “which of the four prototypes
is most similar to the values, rules, and structure of a particular schoodjsgtbup, or
other unit of analysis” (p. 72). The four types of social environments, thegspomding

social games, and characteristics of each school type are shown in Figure 2.
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FIGURE 2

TYPES OF SOCIAL ENVIRONMENTS AND THEIR SOCIAL GAMES
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Strong Grid
Minimal autonomy; specifically defined
roles, rules, and responsibilities; centralized
power and authority.

Minimal autonomy; specifically defined
roles, rules, and responsibilities; centralized
power and authority.

Weak Group Strong Group

Weak allegiance to school; minimal
pressure to consider group goals and
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Social Game: Individualism
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to consider group goals and activities;
strong social incorporation; group's interest

prioritized over individual's.
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Collectivist

Social Game: Egalitarianism

Weak Group Strong Group

Weak allegiance to school; minimal
pressure to consider group goals and
activities; minimal social incorporation;
individual's interest prioritized over
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rules, and responsibilities; decentralized

\ power and authority. J

Strong allegiance to school; strong pressure
to consider group goals and activities;
strong social incorporation; group's
interests prioritized over individual's.

Weak Grid

Maximum autonomy; loosely defined roles,
rules, and responsibilities; decentralized
power and authority

- /

Weak
Grid

(Harris, 2005, p. 41; 2006, pp. 132-133)
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Other Applications of the Grid and Group Theory

Theorists argue that for a cultural theory to be viable, it should apply to many
levels of social environments from the national and international levels to cerporht
individual levels. Douglas’s (1982) grid and group theory has such applications. Jayne
(2003) used Douglas’s typology to study economic development strategies ikirggwor
class town in England. Through interviews and questionnaires, the town was placed in
the strong grid/weak group or fatalistic quadrant. Attitudes in this quadrahtaeard
self-orientation and lack altruism. The group as a whole was pessimitiicanot
expect attempts at improvement to succeed. Jayne (2003) suggested thadollowi

Urban politics is not only defined in terms of shifts in city government, but also in

terms of a whole range of changes in the way cities operate and amagsid

symbolically constructed. This is felt at the level of perception and experas

new urban policies represent, mediate, and reflect the way people in cities see

themselves and others. (p. 973)
Grid and group theory provides a way to look at choices individuals make and how those
choices help protect their way of life. Douglas proposed that because of theschoice
individuals make, social environments are in constant flux. Jayne (2003) stateti¢hat
cities and towns move from an industrial to a post-industrial economy, they move from a
hierarchical or fatalist perspective to egalitarian or individualisticrenments. This
movement is more difficult and complex for some than others. Stability occurs when
individuals and their social and interest group are congruent. Jayne (2003) stabee tha
of the problems with the grid and group typology is that the systems it descebes ar

sometimes too complex for all elements to fit easily; however, he shatégoology
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provides a valuable way to “link multiple public and institutional discourses via a
consideration of causal relationships between the economic, political, social, tanal cul
settings” (p. 976).
Spitzer and Stansberry (2004) researched how instructional technolsgysedh
in classrooms in two public schools and how the grid and group typology was reflected in
these schools. The researchers invited the participants in each of the sclak@sato t
on-line survey designed to assess the grid/group orientation of their partitwak. sc
One school was identified as being in the individualist quadrant (weak group/viedak gr
and one was identified as being in the corporate quadrant (strong grid/strong group
Neither school mandated the use of technology in classrooms above the minimal
level for attendance and grades. The school in the individualist quadrant had @ticess t
technology they required. The school in the corporate quadrant had only minimal acces
Although the teachers and administrators at the individualistic school spoke of the
importance of technology use, continual training and attention to technology
requirements were needed for continued support of this environment. The school in the
corporate environment had the system in place to support technology in the classrooms
but did not have the hardware and software in place to facilitate this movemard tow
using more technology (Spitzer & Stansberry, 2004). By studying the cultuteno#éts
of the teachers within these environments, their preferences could be defined. An
identification of the cultural preferences of the teachers through Dxosigi®82) grid
and group typology facilitated the effect of placing technology in schools and having tha

technology used by teachers.
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In a study on developing consensus in the argument over gun control, Braman,
Kahan, and Grimmelmann (2005) used Douglas’s grid and group theory as one of the
models. They proposed that empirical evidence will not change minds if this evisence
not framed within the cultural views of the population. The researchers used computer
simulations to prove their point. In the cultural cognition model, the researcleers us
Douglas’s (1982) grid and group typology, suggesting that individuals in both the
hierarchical and individualist quadrants oppose gun control because of chadrestafris
individuals in these quadrants. Individuals in the egalitarian quadrant oppose gun control
because of connotations of “racism and patriarchy” (p. 289). The tendency of individua
to “trust only those who share their orientation makes the belief-genepativer of
culture feed on itself” (p. 290). The researchers premised that culture ceterfactual
belief is confirmed by the computer simulation.

Lockhart (1999) studied Douglas’s (1982) grid and group theory as it aplies t
political change. In Lockhart’s view, Douglas’s theory makes a sagmificontribution to
the study of political change and institutional form. Grid and group theorists pribabse
all four environments created by the axis of grid and group are present ierdiffer
proportions in all societies, and each of the four environments provide a service to the
others:

For grid-group theoristsocietalviability is an unintended byproduct of the

activities of adherents of distinctive ways of life. In contrast to many other

political culturalists, they argue that the ‘system’ that cultural adbestrive to
maintain is their own way of life rather than multicultural society. Imtliglists

seek to implant their favored institutions more thoroughly throughout society, and
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the adherents of other cultures have similar objectives. The inevitable result of
this intercultural, but intrasocietal, conflict is social change assssuged by
historical contingencies favor one culture and then another....The adherents of
each culture, then, strive perpetually to reshape society more thoroudtdyrin t
own image. (Lockhart, 1999, p. 869)
Lockhart (1999) concluded that there is at least a symbiosis between pwigitations
and culture: “Political institutions clearly help to transmit and sustain esltbut culture
shapes and legitimates institutions as well” (p. 884). Grid and group theory gravide
framework to define why individuals have specific cultural preferences.
Swedlow (2002) used Douglas’s (1982) theory as expanded by Aaron Wildavsky
to conceptualize culture to study policy analysis and planning. Swedlow initetids
that if implementing policy depends on an understanding of environments and those
individuals within that environment, Douglas’s theory will help because it gives an
analysis of the behavior exhibited within specific quadrants. Second, policy
implementation would be more efficient if opportunities of implementation could be
assessed, as well as how best to frame the debate based on cultural emigonnird,
if proposed policy requires a change in institution, it would be helpful to know what kind
of institution to change to, as well as what kind of institutional change is possible.
Douglas’s typology defines four environments through the construction of grid and group
in which to analyze the foregoing statements:
By specifying the political values that help rationalize particular pegtef social
relations, cultural theory can provide much more helpful, concrete guidance to

policy analysts than merely telling them to “consider the genenaésathat give
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rise to a policy problem before proposing solutions. With cultural theory, #&malys
know what values to consider. Moreover, they know that these values are tied to
particular patterns of social relation, and that they will be tied to particelas
of the economy and environment. (Swedlow, p. 271)
Swedlow concluded that as promising as cultural theory is, more researchiakeeds
done on how individuals interact with an institution and how and why they change to new
ones.
The implementation of technology in a college of veterinary medicine in a
Midwestern university was studied using Douglas’s grid and group typology liStans
& Harris, 2005). Through analysis of a questionnaire and interviews, the collsge wa
determined to be in the collectivist environment. Characteristics thadpllae college in
this quadrant were as follows:
e Centralized control over property, resources, communication, finances, and
hiring.
e Centralized IT services.
e Shared mission to mold a good veterinarian within a pervasive IT environment.
e Individual faculty assignments percentage-based on members’ talents.
e RPT (Reappointment, promotion, and tenure) decisions based on individual
assignments.
e Faculty teach in teams.
e Administrators serve in the trenches.

e Students play an integral role. (p. 34)
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Douglas’s grid and group theory suggests that looking at instructional technslegy
schools should focus on the cultural perspectives of individuals using or being asked to
use the technology. Using this cultural lens to look at the issue of who uses technology
and why gives instructional leaders a fundamental view of why individual choges a
made and a better opportunity of impacting the situation positively.

Douglas’s cultural theory (1982) was used by Patel and Patel (2008) to show that
not only are there four different cultural environments in firms, but also that these
different environments can be most useful at specific times in the learmdngreovative
process. In order for a cultural theory to be viable, it must work on many |enegisnal,
international, individual, and corporate. Douglas’s theory is applicable to msteyrsy
at various levels. The four cultures or environments created by Dougliaséng group
theory provide a framework to examine the problem of sustained learning and innovation
specifically at firms. Patel and Patel theorized that three of the fouraquadavere
learning quadrants, excluding the fatalist quadrant (high grid-low growgpgftine,
emphasis in their study was on the remaining three: hierarchical (highighidjroup),
competitive (low grid-low group), and egalitarian (low grid-high group).

Patel and Patel (2008) gave specific examples of groups in the differemdearni
environments within a firm. Administrative units in companies adhere to rules and
regulations and would typically be in the hierarchical quadrant. Marketingaéexl s
departments are required to get results quickly and are open to the ideas of others
therefore, they are in the competitive quadrant. Research and developmergreeams
cohesive units that carefully protect information and share information witrspabyfic

individuals within the group; therefore, they are in the egalitarian quadrant. Indsvidua
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who must change positions against their will or those who do not function at their earlier
levels may well be in the fatalist quadrant and do not have a voice in the process of
innovation or learning unless their numbers are sufficient to disrupt the process.
Patel and Patel (2008) theorized that firms who support the learning and
innovative process via a specific sequence of emphasis of the different gsiadide
most successful long-term. The radical phase of learning and innovation id&tzedc
by market uncertainty within a firm. The hierarchical quadrant or learnitigreus most
suited to deal with this phase because they will turn to rules and procedures to get
through the process. During the incremental phase, a dominant design enmel gescla
of the uncertainty is gone. The competitive quadrant would move quickly during this
phase networking with other firms, creating alliances. The competitivtrantaor
learning culture would be the most effective during the incremental phaseg Ehe
transition period between the radical and incremental phase, the egatjteaagrant or
learning culture plays a critical role in encouraging discussion and delmgween the
hierarchical and the competitive quadrants. Without the benefit of their dbility
facilitate this discussion, the learning and innovation process might not be suiccessf
Managerial teams who pay attention to the four distinct quadrants or learnungs it
their firms and understand which group to emphasize at which time during the learning
and innovation process can create long-term, sustained learning and innovation.
The Douglasian Cultural Theory (CT) can be used in many social systems
including corporations, nations, and individuals (Patel & Schaefer, 2009). Patel and
Schaefer’s article focused on business contexts in the Indian culture,dppgaafrom

a CT angle rather than an ethnic angle. Rather than using national giiegeotizen
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studying business cultures, Patel and Schaefer suggested using CT béttausgamic
approach to culture and its independence from social scale. They also propotezl tha
framework would work equally well in any country specifically becausenbt limited
by social scale. By using the grid and group typology, Patel and Schegied “that
four predominant types of ethical behaviors coexist in every social systenad, ionitee
dynamic coexistence of the four solidarities or cultural patterns icehbfy CT” (p.
183). This allows researchers to see behavior not linked to national origin and national
culture but to a dynamic cultural pattern that can be addressed in every ssieial sy
using the same CT framework. Rather than advocating that business mansgepsan
setting standards for ethics in global business practices, Patel and Sshggésted that
business practices be allowed to evolve while being aware of the culnsaivsies that
make up the social group in which they reside.
Summary

From the time the United States was formed, the founding fathers reéftectae
importance of an educated and informed citizenry. At the onset of the industrial
revolution, education became not only important for an educated democracy but also for
a more productive workforce. In the modern era, the creation of an expansive community
college system and the provision of the GI Bill for soldiers returning fromdAdar I
opened the floodgates to higher education. The march of federal legislation hasezbnti
with the intent to create equity and access. The current emphasis on Pdalg@hnt
student loans is the modern day answer to the earlier Gl Bill.

Access does not necessarily mean success. Student enrollment continues to

increase; however, graduation rates are stagnant. Students see the teadfigher
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education. The majority of students in junior high school say that earnieasat
bachelor’s degree is their goal; however, only 31% of individuals between the &fes of
and 29 have earned bachelor’s degrees. This represents a major disconnect in the
educational system, and the solutions are fractious at best.

No one thread binds all problems. Tinto theorized that as integration in the
academic and social system increases, student commitment to the amsiitateases.
Social integration includes important peer group interaction, and acadeag@airin
includes integration with faculty in academic settings. Funding for colegenajor
hurdle for many students. While more funding is available, some students still saanot
their way through the system of Pell grants and student loans. Many begin thss jmatce
cannot stay the course because of the overload of cost to attend. Academatiprepa
demographics, choice of institution, and first-generation or minority sthinfleence
student success in college.

In reviewing the educational literature of student persistencegpiarent that
using Douglas’s grid and group theory as a tool in understanding this phenomenon is
appropriate. Analyzing social content and cosmology of individual students through this
lens will add to the picture of why students persist. Douglas’s theory crestesa
revolving on strong to weak grid and strong to weak group providing a framework to
analyze social systems. A powerful tool is included when instruments that prosiglat i
into an individual’'s prevailing mindset or social game and their perception of the
environment in which they work or go to school are provided for the research picture.
Douglas’s theory is a holistic theory that is not class sensitive. Thevirark allows the

researcher to look at behavior and at individual choices in a way that provides a
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vernacular to analyze and reflect on the research problem. Douglas’s thesifgct,
eliminates some of the knots in the thread of student persistence and studestlyucces
focusing on behavior and choices and how these happen in four distinct social

environments.
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CHAPTER 1l
METHODOLOGY

This study was qualitative in design. A qualitative approach assumes tiiy@enul
realities lived and understood by each individual (Crotty, 1998). Naturalistic iragliry
defined by Erlandson, Harris, Skipper, and Allen (1993) supports the idea that the
researcher and respondent influence each other. The researcher cannoatael ifteut
the setting. Further, the interaction between the two is important in order for the
researcher to understand the reality of the respondent. Although the reseasther m
guard against undue influence on the study, it is important that the researcher become
part of the setting to fully understand the respondent’s reality.

The researcher using intuitive processes in looking at the data would be the most
important research instrument. Rather than reducing information to narrows pfexe
whole, the researcher must look holistically at the setting. Erlandsor(E%3) stated,
“The processes involved in gathering data in naturalistic research alloest@cher to
rediscover the joys and adventures of intuitive learning” (p. 109). As the novice
researcher learned after studying the fish for three days using onlylitystalsee what
was in front of him, the more he looked unaided by any device, the more he saw. He took

to heart the challenge of his mentor: “Look, look, look” (p. 4).
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In this study, naturalistic inquiry was used as an interchangeable term for
constructivist theory. In defining constructionism, Crotty (1998) stated,
There is no objective truth waiting for us to discover it. Truth, or meaning, comes
into existence in and out of our engagement with the realities in our world. There
IS no meaning without a mind. Meaning is not discovered, but constructed. In this
understanding of knowledge, it is clear that different people may construct
meaning in different ways, even in relation to the same phenomenon. (p. 8-9)
A case study was the most appropriate venue for this research because the ca
study approach allows direct observation of events and interviews of personsdnvol
the events studied. Case studies are appropriate in research when girettidas
“how” or “why” and when complex social phenomena are being described and behavioral
events cannot be controlled (Yin, 2003). Yin (2003) described case studies as follows:
A case study is an empirical inquiry that investigates a contemporary
phenomenon within its real-life context, especially when the boundaries between
phenomenon and context are not clearly evident. The case study inquiry copes
with the technically distinctive situation in which there will be many more
variables of interest than data points, and as one result relies on multiple sources
of evidence, with data needing to converge in a triangulating fashion, and as
another result benefits from the prior development of theoretical propositions to
guide data collection and analysis. (p. 13-14)
Thick description provides the vehicle in describing the phenomenon and the real-
life context. Thick description helps the reader understand the respondent’s cedstruct

realities (Erlandson et al., 1993). Erlandson et al. discussed thick description:
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Low-level abstractions that provide descriptions—not of aggregated data, but of
specific experiences—are used in abundance to keep descriptions as close as
possible to the actual setting. It is thick description that will bring the reade
vicariously into the setting the researcher is describing and therebyheaveay

for shared constructions. (p. 24)

This researcher listened closely, noting nuance and detail. This quali@rstudy is
noteworthy because of the use of thick description in describing the data.

Mary Douglas’s (1982) grid and group theory was the theoretical lens used in the
case study. Both grid and group occur on a continuum ranging from weak to strong. This
combination allows for four distinct environments. Within each environment, prevailing
mindsets become predominant. Understanding these different mindsets or sneml ga
helps identify relationships in a school setting. Grid and group theory identifies how the
relationships are structured and allows an interpretation of how and why memiers of t
school engage in educational activities (Harris, 2005, 2006). Choosing to use Bouglas’
grid and group theory in a qualitative case study is appropriate because even tlough thi
theory provides some direction, it is not prescriptive and linear; thus, it does not go
against the basic ideas of natural inquiry being non-directional with mukigliéies.

Harris (2006) developed strategies in studying the culture of schools thheugh t
grid and group theory, understanding that no one theoretical framework will explain al
data. Some data may fall outside the framework of the theory while othertdataitie
the framework. Nonetheless, the grid and group theory helps answer questiomg te@lati
school improvement because it describes the culture in which the school and the

participants in the school operate. Douglas’s theory “does provide a helpfuiiengit
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which to view human dynamics as well as vernacular to understand, compare, and
explain different school cultures” (p. 144). The theory allows comparison of an
individual’'s social game to the school’s environment, providing a tool for analysis.

My goal in this study was to provide a well-written case study that alltiwesd
reader to see the constructed realities of the participants with réspleeir experiences
at the college level. Looking through the lens of Douglas’s grid and group theory, |
investigated what helped them in this process, as well as what hindered them.

Data Collection Procedures
Participants

A central characteristic of natural inquiry is purposive sampling. Raatits are
specifically selected for the purpose of providing the most information about tlye stud
(Erlandson et al., 1993). Selection of participants progresses with input from each
participant suggesting another individual who can add something new or addeptire
to the study. The final number of participants in this study was eight.dsdaret al.
suggest there are no rules for sample size in this type of research. Hieheses
looking for rich detail, not quantity of detail.

Purposive sampling was used in this study with initial participants found via
superintendents, principals, or teachers. | planned to include 12 participants undyris st
six participants who finished their education with a bachelor's degree and sixpats
who started but did not finish with a bachelor’'s degree. Locating six students @ho ha
graduated from Heartland University within the defined parameters ofuthe \was
relatively easy. The participants suggested by school personnel were abhtaptene

and interviews were set up at the convenience of the participant. Each participant wa
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asked to suggest other people who could add to the study, specifically those students who
started at Heartland University but who had not earned bachelor’'s degresshé&ivgh
several names were suggested, the follow-up phone calls only produced one additional
participant. School personnel were again contacted, including the superintendents,
principals, and teachers who were contacted earlier. In addition to these ingividual
school administrators, counselors, and teachers who had not been contacted before were
called. Committee members were asked for ideas and several names wéttedasm
possibilities. All of these possibilities were followed, but no additional ppaints were
located.

Ultimately, eight participants were part of this study; six earneddbaics
degrees from Heartland University, and two who attended Heartland Unyarsitvho
had not yet earned bachelor’'s degrees. All of the participants graduateemne002
and 2006 from high schools located within 60 miles of Heartland University. All
participants were graduates of small, rural high schools defined by the aslailgge
membership of their high school (9th througt! tpades) being less than 400 (Oklahoma
Secondary School Athletic Association, 2010-2011). Five of the participants wexe mal
and three were female. One student was 22; four were 23; two were 24, and one was 25.
All of the participants entered Heartland University directly ajtaduating from high
school. Five participants had college credit before entering Heartland &ityivas new
freshmen. One was a transfer student from the local community collede €kt
students who earned bachelor’s degrees, five were continuously enrolled, and one was

not. Three earned degrees in the education college, two in the arts and scieeges coll
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and one in the business college. At least one of the participants took remediaties cours
during college. Pseudonyms are used in references to all participants indkis st
Assessment Tools

Each participant completed two diagnostic assessments: SocialA3apssment
Tool (Appendix A) and Grid and Group Assessment Tool (Appendix B). The Social
Game Assessment Tool “is designed to assess an individual’'s cultural prefanenc
work values” (Harris, 2005, p. 66). The Grid and Group Assessment Tool is designed to
assess “which of the four prototypes is most similar to the values, rules, atdgrstai@
particular school setting, group, or other unit of analysis” (Harris, p. 72).dstidy, the
unit of analysis was the eight participants and their perceptions and pre$eoétioar
university environment.

| scored and plotted the assessments on the Grid and Group Graph (Appendix C).
In each assessment, 12 questions assessed grid strength, and 12 questeadsgrssps
strength. For each assessment tool, | averaged the two sets of queptawes] the
intersection of the averages of the two types of questions on the Grid and Group Graph
identifying the results of the assessment (Harris, 2005). This scoringlprecgas
completed for both assessments identifying (1) which quadrant represented the
participant’s preferred cultural preference and work values and (2hwhedrant
represented the participant’s perception of which of the four environmentsdal typi
Heartland University. Also, each participant completed a brief demographic

guestionnaire (Appendix D)
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Interviews

The setting for the interviews was a meeting place on campus thabmvesient
for the respondents. During our meeting, | established trust by putting treaanttiat
ease sharing with him/her the reason for the study, how the data would be cofldcted a
analyzed, and an assurance of participant anonymity. | emphasized thpadagpant
would be treated with respect and that the data they would give is the importait pa
the research, not my ideas or pre-conceived prejudices. They were considexepltrts
on their own experiences and opinions (Erlandson et al., 1993). | agree with Rubin and
Rubin (1995) who stated, “In qualitative research, the author does not impress the reader
with his or her credentials; it is the experiences of the intervieweegiviedegitimacy to
the argument” (p. 91). Rubin and Rubin described the interviewer listening intently to the
conversation, picking up on connotative meanings of words as well as the tone of the
interview. “Qualitative interviewers develop listening skills that pouitwhat ideas,
themes, or issues to pursue in later questioning. In qualitative interviewstgouslisas
to hear the meaningf what is being said” (p. 7). | made every effort to attentively listen
to the participants allowing them to influence the direction of the interviewuak as
possible.

During the interviews, | took notes and used a tape-recorder. The disadvantage of
using a tape recorder is that it may inhibit the participant from conversely &ed
being open in answering the interviewer’s questions. The advantage is thtteafte
interview, the information can be transcribed verbatim for analysis.dod&tion is

paramount, so if the tape recorder inhibited any of the interviews, | wouldibade
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notes exclusively (Erlandson et al., 1993). The tape-recorder was not considessgentr
by the participants and did not appear to inhibit the interviews.

Although | developed a set of questions (Appendix E) , the interviews were
conversational in tone. The sequence of questions was guided by the dialogue of the
interview itself rather than a prescribed list of questions. In natucahspuiry, data
emerges as part of a conversation in the natural course of open-ended quedtaws.
up questions were used for clarification or to expand on a point referred to in the dialogue
of the interview (Erlandson et al., 1993).

Sometimes the use of metaphor allows participants to find descriptions that they
have been unable to communicate through questions and dialogue. | used metaphor as a
tool in the interviews to help bring out characteristics of the participantsétess or of
their environments that lead to additional levels of conversation and hence data.
(Erlandson et al., 1993). Rubin and Rubin (1995) discussed an interview that used
metaphor: “She had asked a fire chief to describe how his department viewed tbe budg
office. The chief replied, ‘We view them as suits, and they view us as unabéettese
whole picture’ ” (p. 8). In following interviews, the word “suits” was used conrvetigti
with various meanings. Listening to the nuanced meanings of the word “suitédllow
Rubin to see into the world of her interviewees. Through writing and reflection als deta
of the interview, the interviewer can focus on what was discovered and what needs to be
revisited (Erlandson et al., 1993). After each interview, | reflected on thersatioa,
remembering the details of the setting, the tone of the interview, and thataufrttee

communication.
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Documents

Documents were an additional source of data in this qualitative study. Dosument
included a range of data including websites, brochures, and catalogs. lessddrid
University’s website information and specific webpages from thegesdlavithin the
university as a means for further triangulation. | also studied ldedrtniversity’s
student profile from the fall semester of 2010. | triangulated this data to deafnt
supported the information provided by the participants in their two assessments and thei
interviews.

Data Analysis

In naturalistic inquiry, data gathering and data analysis are not sspatat two
specific time frames. Both data gathering and data analysis arengriyoing a natural
inquiry study. Erlandson et al. (1993) stated, “Data analysis does not occur in a vacuum
It must be in the forefront of the researcher’'s mind that data analysis atourg data
collection as well as after data analysis” (p. 113).

The analysis involved unitizing the data, looking for emergant categories, and
analyzing negative case data. Unitizing the data means disaggregatiagetiveto the
smallest pieces that can stand alone without additional information. Emerggargat
designation means putting the units of data into different categories as thgg.eme
Negative case analysis means considering alternative inteiqgmetaf data that may
disagree with the researcher’s reconstruction of data (Erlandson et al., 1993).

In this study, | recorded the interviews and took field notes. | transcribed the
interview notes verbatim, and | also transcribed the field notes. | anahgedtes and

categorized segments of the data into themes and dominant patterns. | cohwgpared t
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themes and patterns in the data using constant comparison methodology. Ussig Harri
(2005) characteristics of strong and weak group schools and strong and weak grid schools
as well as Douglas’s (1982) characteristics of the four quadrantdytedahe data from
the interviews, field notes, documents and assessments. Harris stated,
| found many practical advantages to using Douglas’s (1982) theoretical
framework. For instance, grid and group theory offers four finite categofrie
reference, terminology to express behavioral forms, and a graphic stracture
understand inter- and intra-organizational behavior. Once a category is known,
with some degree of assurance, forms of behavior within each prototype can be
anticipated, variance in intra-organizational actions will be reduced, and
intercultural comparisons can be made. Various school cultures can be seen as
corresponding to a range of ideal types, which is why grid and group theory is
useful in broad analyses of school organizations. (pp. 143-144)
Grid and group theory is not a cause and effect theory. It does not predict
behavior; however, it does provide a holistic view of social systems. Furtherheug t
it attempts to view a social system from a specific period in time, it does noishrthe
fact that social systems are dynamic and constantly changing. TlgaP¢1982)
typology provided a framework to analyze the themes that emerged from the data,
“combining authentic emergent design with the funtional structure of premxisti
patterns” (Harris, 2006, p. 140). The typology was useful in providing classifisatf
school contexts. It allowed the researcher to look at the interrelationshingsvedual

members within the total school environment (Harris). Grid and group theory provided a
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framework for reflective analysis of a social system and the memiitars that social
system.
Establishing Trustworthiness
Establishing trustworthiness is an important part of any study. Erlandabn et
(1993) stated the following:
If intellectual inquiry is to have an impact on human knowledge, either by adding
to an overall body of knowledge or by solving a particular problem, it must
guarantee some measure of credibility about what it has inquired, must
communicate in a manner that will enable application by its intended audience,
and must enable its audience to check on its findings and the inquiry process by
which the findings were obtained. (p. 28)
In naturalistic inquiry, trustworthiness is established according to theodselisted in
Table 1.
TABLE 1
ESTABLISHING TRUSTWORTHINESS
Credibility Prolonged engagement
Persistent observation
Triangulation
Referential adequacy
Peer debriefing
Member checks
Reflexive journal

Transferability Thick description
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Purposive sampling
Reflexive journal
Dependability Dependability audit
Reflexive journal
Confirmability Confirmability audit
Reflexive journal

(Erlandson et al., 1993, p. 133)

Trustworthiness criteria with the accompanying trustworthinesatediare
shown in Table 2.
TABLE 2

TRUSTWORTHINESS CRITERIA AND ACTIVITIES

Trustworthiness Trustworthiness Activity
Criteria
Prolonged engagement | was on the university campus numerous times over the las

ten years, in the library or in the central area of campus
several times each month.

Persistent observation | observed students in and around the library befofterand a
each scheduled interview.

Triangulation | used multiple sources: field notes, interviews, assessme
websites, and brochures.

Referential adequacy | reviewed websites, catalogs, newspapeétsoghures.

Peer debriefing Peer debriefing occurred with a group of my colleadgwes w
discussed the data as the themes occurred.

Member checks Member checking occurred at the end of each interview. |
summarized the interview and allowed the particpant to make
corrections in what | thought | had heard if necessary.
Member checks occurred during the last phase of the writing
by contacting the participants by phone and e-mail.
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Reflexive journal

Thick description

Purposive sampling

Dependability audit

Confirmability audit

| kept a reflexive journal for about a year, during the
planning phase, research phase, and writing phase of my
dissertation.

| used thick description in writing about the students and
their perceptions and preferences concerning their
experiences at the university.

| used purposive sampling by asking the interviewees to
suggest other individuals whose experiences might add to the
study.

| have kept the following materials that establish a
dependability audit: interview questions, field notes and
verbatim interview transcriptions; data reduction sheets; peer
debriefing notes; and journal notes.

The findings are cross-referenced with fields)orgerviews
transcriptions, and assessments.

Summary

| approached this study with a “posture of humility and willingness to learh wha

was never imagined to be learnable” (Erlandson et al., 1993, p. 20). If an individual is

willing to trust a researcher to basically tell his or her story, treareker has a

responsibility to listen intently to those individuals and write an analysissticamplete

and accurate looking at each individual’s constructed reality (Erlandsain &valry

person has a story. My goal was to meet the expectations of the individuals involved in

this study by carefully and accurately telling theirs. Refleabinghe challenges each

overcame and the support that came from different groups during the yegosrtssd

their education gave me a holistic picture of their journeys.
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CHAPTER IV
DATA PRESENTATION

The purpose of the study was to describe the perceptions and preferences of
students from small, rural high schools in pursuing bachelor’s degrees in a university
environment. The study explored the students’ perceptions of the university, the students’
preferences in work values, mind-sets, and cultural biases, and the relationsbgnbetw
the students’ perceptions of the university environment and the students’ prefertked wo
values, mind-sets and cultural biases or social game. Data collection included
assessments, interviews, field notes, university websites, and the studénbptbé
university.

Heartland University
General Information

Founded in 1890, Heartland University is located in the north central area of a
Midwestern state in a city of approximately 45,000 residents. This citgjdered one of
the best small cities in America and ranked in the top 20 small cities fotyopfdlfe, is
within about an hour’s driving distance of two metropolitan areas. Numerous small
communities circle Heartland University, several within a 25 mile radiush®me
campus maintains 27 on-campus residence halls and is considered the safestrcasnpus i
conference. The university offers more than 200 majors and degree options, including
bachelor’s, master’s, and doctor’s degrees, within its six undergraduiagesoln

Honors College, the Center for Health Sciences, and the Center for Vetétesdtty
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Sciences. The university boasts more than 400 student organizations, 40 nationally-
affiliated fraternities and sororities, and has a network of more than 200,000 alumni
worldwide. The university’s academic services include free tutoring,tengvlab, and a
mathematics learning resource center. The campus networking systemsrodogeiter
laboratories, high speed inter-laboratory connectivity, and seamlessaaterfine
Internet.

This comprehensive land-grant university has five campuses with more than 62%
of students on the main campus. Undergraduate enroliment includes 81% of students
from the home state, 17% from other states, and 2% from foreign countries. Of
undergraduate students 52% are men and 48% are women. The graduation rate of full-
time, degree-seeking undergraduate students is 60%. The university istaddrgdhe
Higher Learning Commission which is a Commission of the North Central Aisooid
Colleges and Schools.

The 840-acre campus is beautifully maintained. The centerpiece of the ityivers
is the six-floor library that sits in front of a large green space and the 611,000 &opiar
student union that is currently under renovation. The university’s Georgian aiatatisc
incorporated into old and new buildings alike. Campus buildings include newly
renovated athletic facilities, a performing arts center, an artrgadled a fithess center.

In 2006, the university launched a campus master plan that includes more than $850
million of improvements in facilities in four areas: academics, studenirifrastructure
and athletics. Brochures from the Office of Undergraduate Admissions and the online

2010-2011 University Catalog provided the above information about the university.
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Heartland University Website

The university has an extensive website that is sophisticated in its ptesent
with links to all aspects of campus life including academics, student litdtyiestaff,
information about the university, and future students. Links under each of these
categories take the on-line user in many directions. Each college within thesiipikias
their own specific website linked under academics. The college websiteskackto
information in their specific areas. All are presented at a level usableefontine
visitor; however, some of the college websites are more intricate than otlosidinys
have massive amounts of information with video-links and photographs. One of the
colleges has their alumni magazine attached to its website in e-book formlidder
lead to the student information system, the online library, e-learning programs and
courses, and software downloads. The link about the university itself takes the online
visitors to the campus calendar, the social media page, the academiofdatiger
university, and the university radio station which can be streamed to the visitor’s
computer. Even though the links from the initial website are massive, the links are
intuitive. While the visitor may get “lost” within the website, it appears &agyp to the
initial webpage and re-search for information. The university’s website wastinee of
the above information.
Enroliment

Heartland University’s 2010 fall semester enrollment was 20,915 students on the
home campus. Of the total number enrolled, 18,197 are undergraduates with a gender
breakdown of 51.43% male and 48.57% female. The number of transfer students at

Heartland University increased to 3,005 students, a 5.4% increase over 2009.
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New freshmen are students who are degree-seeking undergraduate students who
have earned fewer than seven hours of college credit before their firstevenfies
enrollment at Heartland University. College credit earned through high sébweahced
Placement or concurrent enrollment is not counted as part of the seven-hour limit. Al
references to freshmen in the following paragraphs refer to new freshmdmed de
above. Over the last two decades, freshmen enrollment has increased. The lowest
freshmen enroliment year was 1993 with 3,161 students. The number of freshmen
enrolling in the fall of 2010 was 4,289.

Heartland University’s freshmen come from very small high schools, féaer t
25 students, to large high schools, more than 900 students. Sixty-one percent of
freshmen in the 2010 fall semester graduated from high schools of less than 400 students.
Thirty-nine percent of freshmen in the 2010 fall semester came from high schools tha
had 400 plus students.

The average age of full-time undergraduate students at Heartland ipisers
home campus is 21.5 years. Slightly less than a year’'s age differencaesepaale
from female undergraduate students with the average age of males at 21.3 and the
average age of females at 20.8. The number of students who are 18 and under has
increased between 2005 and 2010 by 17.1% from 1,737 students to 2,034 students.
Financial Aid

Financial aid programs, including grants, tuition and fee waivers, schpkrshi
employment, and loans increased from $202,209,585 in 2005-2006 to $242,495,497
during the 2009-2010 school year. During the same period of time, loans increased by

$3,464,771, and non-debt financial aid increased by $36,821,141. The number of students
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taking out student loans ranged from 9,703 to a high of 11,094. The total unduplicated
headcount for students receiving funds from financial aid programs, non-debt programs
as well as student loans, ranged from 19,595 students to a high of 20,000 students.
Academic Characteristics of New Freshmen

The average composite ACT score of freshmen enrolled at Heartland lpivers
in the fall of 2010 was 25.2, an increase of almost two points from a decade ago. Of the
four ACT testing areas, reading scores were consistently the highestéind ma
consistently the lowest. The university offers several options of criteradfaission to
new freshmen. One option includes an ACT score of 21; another includes an ACT of 24.
Of new freshmen enrolled at Heartland University the fall semesg&1df, 87.98% had
an ACT composite score of 21 or higher and 65.50% had a score of 24 or higher.
Heartland University accepted 81.4% of applications received for th20fHl school
term with 50.2% of that number who actually enrolled. An additional option for
admission includes a GPA of 3.0 and being in the top third of the student’s high school
graduating class. During this same time period, 71.91% of new freshmen aaihteartl
were ranked in the top 30% of their high school graduating class or higher. More than
90% of this group had a GPA of 3.0 or better. In the last ten years, the range of ACT test
takers among high school students living in the state where Heartland Uniigersity
located was a low of 68.8% to the current high of 73.6%.
Student Retention and Projected Enroliment

At Heartland University, retention is defined as the percent of enrollddrgs of
a fall semester who return for the following fall semester. From 2000 to 2009, ¢jee ran

of returning new freshmen was a high of 81.7% in 2000 with a low of 77.1% in 2007.
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The retention rate for the number of new freshmen returning in the fall of 2009 was
78.3%. The six-year graduation rate for those students who enrolled in the fall of 2000
was 59.8%. For the students who enrolled in the fall of 2004, the same rate was slightly
lower at 59.2%.

Heartland University projects an increase of 221 students in their ndanfaas
enrollment between 2010 and 2015 increasing the total new freshman enrollment to 3,775
students. University enrollment projections for all students show an increase of 1,818
students from 2010 to 2015 bringing the total number of students to 25,340. The above
data were prepared by the Institutional Research and Information Magwigeffice of
Heartland University.

Interviews and Field Notes

The centerpiece of Heartland University is a six-floor library, compléte w
belfry and steeple, that sits in front of a large green space. The librantrisllgdocated
on campus with large open areas stretching north and south. Students enter the south
entrance by walking through an expansive area complete with a large rcamdai
benches. The lawn sprawls in front of the fountain creating a play space for stadents
display area for projects, and a gathering area for events. The lawn extsit#svalks
and formal gardens in front of the west entrance to the student union. An open area with
benches and beautiful landscaping extends north of the library to the universiggecte
center. The library is surrounded by engineering, science, and mathdmdtosys. A
large student union, currently under renovation, a newly renovated gymnasium arena, a

state-of-the-art football stadium, and performing arts center comp&totnerstones of
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the central campus area. Georgian architecture is incorporated in both old and new
buildings.

As | watched the students move about the library, it was obvious they were
comfortable there and exhibited ownership of the library. Several students brought in
food and drinks during their evening group study sessions. Several times all theesomput
terminals on the first floor were full and students were waiting for gtyetarminal.

Students were equally at home in the area in front of the library. It was norsesd

different groups using the area in front of the library on different days. Right before
Christmas, several vendors had set up tables in this area selling tie-diggts Bnd

jewelry. Another day, a group of students was playing bongo drums for the entertainment
of others. Another day a small orange pick-up was parked in front of the library with rap
music blasting from its speakers to the apparent enjoyment of the students who wer
passing by. Dogs, frisbees, and skate boards were often seen in this area.

Participants

Eight participants were part of this study. Six earned bachelor’'s dégyees
Heartland University. Two attended Heartland University but have not yetcea
bachelor’s degrees. All of the participants graduated between 2002 and 2006 from high
schools located within 60 miles of Heartland University. All participants yer@uates
of small, rural high schools defined by the average daily membership of theichmhl s
(9th through 1% grades) being less than 400 (Oklahoma Secondary School Athletic
Association, 2010-2011). Five of the participants were male, and three were.feDms
student was 22; four were 23; two were 24, and one was 25. All of the participants

entered Heartland University directly after graduating from high schoeé Fi
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participants had college credit before entering Heartland University aesiwnen.
One was a transfer student from the local community college. Of the sixtstud®
earned bachelor’'s degrees, five were continuously enrolled, and one was not. Three
earned degrees in the education college, two in the arts and sciences collegejrand one
the business college. At least one of the participants took remediation coursgs duri
college. Pseudonyms are used in references to all participants in this stud

Table 3 shows the above information about each participant.

TABLE 3

PARTICIPANT DATA

Date College
High Entered Credit
School Post- from Degree in
Graduation Secondary High Transfer  Continuously Remediation which
Name Gender Age Date School School Student Enrolled Courses college
John male 25 2004 2004 no no yes no Education
Arts and
Allen male 24 2005 2005 yes no no no Sciences
Frank male 23 2006 2006 yes no yes no Business
Betty female 23 2006 2006 yes yes yes no Education
Arts and
Joanne female 22 2006 2006 yes no yes no Sciences
Mary female 23 2006 2006 yes no yes no Education
None
Michael male 24 2005 2005 no no no no Earned
None
Edward male 23 2006 2006 no no no yes Earned

John, like all the participants, entered Heartland University direddy laigh
school. Although he graduated with a degree in secondary education, he is considering

going back to school to earn a business degree. Since his graduation from college, John
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has worked on campus in one of the offices that supports the athletic programs at the
university. His office was housed in the basketball arena that was renovated in 1999.
John’s office was on the first floor, one of four offices located off an attealttbby that
was filled with athletic memorabilia. The interview was held in one of theesffiwalls,
furniture, and desk-top supplies were appropriately done in Heartland Unigesstipol
colors. John described his experience at [HU] as “a good experience”... that “got me
prepared for life.” He commented, “The experience overall was great, aftéigured it
out.”

Allen dropped out of college after a rocky second semester. He came back the
following fall semester, ultimately changed majors and finished his defneanterview
with Allen was held in a renovated building that provided space for classrooms, lab
centers, and offices for faculty and graduate students. The attractive buildiag ha
sloping walkway that led to the basement area. Like the rest of the campus|dimg bui
was professionally landscaped. The basement entrance led into a large fibyeffives
to the right and left of the foyer area. Walking down a hallway, going north, tirealyall
led to double doors that accessed offices for graduate students and some faculty. The
offices were located on one side of the hallway. Several large bulletin boards htaeg on t
opposite wall above the green wainscoting. Small message boards were attaabhd to e
office door with the names of the occupants and room for messages. The office in which
the interview took place housed two graduate students and showed a comfortable and
efficient use of space with two desks, chairs, and file cabinets. The officeava

cluttered but had pictures of family or friends that each office-mate ptackdr desk.
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Allen believed that although Heartland University did a good job of providing a
structure that gave students plenty of opportunities, he would have enjoyed more
thoughtful discussions in his freshman and sophomore level classes: “I had some pre-
conceived notions, you know, that there were going to be some big classes, ... but at
some point | figured you would also be able to have some intelligent discussion.” When
Allen moved into his major, his classes became more interesting to him because of
“really good professors ... who really wanted to work hard and work as a group who
really teach us. It wasn't just here’s a book, read it. I'm going to testoywuimes and
you’re done. Let’s stop taking tests; let’s discuss, and | enjoyed that."tkegh
discussion can be divisive, Allen commented, “Talk it out. Don’t just pick a side and
stick with it. Talk it out.” He believes opportunities for real learning ardeddsecause
of the lack of students’ and professors’ abilities to nurture discourse:

We have an international demographic on campus. You would have somebody

from Japan. You would have somebody from Korea, somebody from India, the

U.K., South America, Canada, and the United States, all in one classroom. Let’s

get this going. But it would turn into one person yelling at another person, so you

could just see the arms cross and everybody deflate. It could have been such a

great discussion.

He felt that part of the problem was that universities have become more likgetacto
because of increasing enrollment: “They are trying to pump them out as flasy @sin.”

Frank completed his business degree in four and a half years, earning the last
credits through an on-line course. He does not intend to use his degree directly after

graduation. He has interests outside of the business world and wants to pursue those first
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Frank thinks he can always fall back on his college degree if his other interests do not
work out. | interviewed Frank during finals week, right before the winter break.r@sude
were in every available space on all five floors of the library studyrtbdmselves or in
groups. The computer terminals on the first floor were full with students wédtinigeir
turn at using the university computer system. We found a couple of desks next to the
north windows on the fifth floor for the interview. Frank said he had a positive
experience at Heartland University but now was certainly ready to move on.

Betty graduated with a degree in the education area in four years. Sheagezipl
as a teacher’s assistant in an area elementary school while she works rog fperssi
teacher certification tests. She commented on her experience at the tynsasfisig it
“was really good for me because ... | have student disability services, angetivece is
very good, and the teachers are really willing to work with you ... They didlg gead
job.” She continued, “I can actually say | loved coming here, and | hope | get to come
back. | mean it was a nice experience. | hope everybody gets an expeketicat]’

The spring semester had just started, so the library was once more futleftst We

found a table in the group study section on the second floor. Renovation was ongoing
next to this area, and plastic sheeting separated the construction from theesudy ar
Nothing was happening in the construction area, so noise was not a problem during the
interview.

Joanne, whose interview took place in the same venue as Allen’s, earned her
degree in four years in the College of Arts and Sciences. An excellenttstloknne has
a 4.0 for her college work. She has been admitted into a graduate program and is working

on an advanced degree. Joanne thought Heartland U was a great place for her: “The
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program | was in was very ... structured in a way that you knew what you had to do to
get where you wanted to go, and | really liked that.”

Mary, who graduated with a degree in education in four and a half years, met with
me at the library during the university’s winter break. Few students came torérg |
during the break, so finding a place to talk was not difficult. We sat down in one of the
large formal rooms set aside for quiet study on the second floor. The room was €urnishe
with formal chairs and couches, coffee tables, and round marble-topped study tables
Mary agreed Heartland University was a good fit for her: “For the mostippagds a
really positive experience,” she said. She is substitute teaching alereantary schools
while she looks for a teaching position.

Michael entered the university without the financial support he needed and
decided to join the military rather than stay in school. He said, “I went taqyeaiee
semester and realized that | was going to [have to] figure out some wayftwr gag
stuff.” Since returning home, Michael has been attending Heartland Uniweiitthe
financial aid of the Gl Bill. At the time of the interview, he was enrollgdesrtland and
had enough credits to be a first semester junior. He enjoyed the universityg, thayi
experience has been “good .... you know, the professors are generally poeltyiep
TA'’s are great.” Michael’s interview was in the library in January, onbaxéd unusually
warm days for winter. We found an empty table on the fourth floor in the library. Michael
was gracious and willing to discuss his educational experiences at HU dHe saas
determined to finish. He commented, “Yeah, it's taking awhile to get hereel ha

changed my major nine, about to be ten times, | think.”

78



Edward attended Heartland University for two years, enrolling diraftidy
graduating from high school. He enjoyed the university, commenting, “Genétratbs
a fairly good experience. | liked the atmosphere of it .... It didn’t feepikewere in
high school anymore. | didn’t know very many people coming up here, and it was nice to
meet new people. The experience was life-changing.” After two yearsré&gursued
EMT certification at a technical school. Looking back on this decision, Edward'kai
wish | would have stuck through it longer ... | wish | would have kept going.” Edward
met me in the library for the interview. The library was full of students, but wendid f
an empty table in one of the group study areas. He is working in the law enforcezaent ar
and plans to go back to school to finish his bachelor’s in criminal justice. He is
considering all his options, including an on-line university.
Home Is Where the Heart Is

All of the students in the study were graduates from small high schools within 60
miles of the university. The center of the students’ home communities is the public
school. Athletic events, concerts, and livestock shows provide frequent opportunities for
the local community to get together. Many of the people working in the local schools
teachers, administrators, and staff, live in or around their small commu@iieers of
businesses in these communities also traditionally live in their communities

The towns, while having a vibrant community life, have limited shopping and
restaurants. The city where Heartland University is located is consideheghping hub
for the surrounding smaller towns with two large grocery stores, two Walsttaes, a

downtown area, a strip mall, and several other small shopping areas. The citysaso ha
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area of bars and clubs located close to campus. Apartment complexes, renoalited sm
houses, and university residential centers provide housing for university students.

Most of the students thought it was an advantage for them to go to college close to
home. John lived at home with his mom the first semester and moved into an apartment
the next semester. He thought he would have been homesick if he had moved farther
away from home while he was in college. Frank explained, “I can go home and see my
family whenever | want to .... | have a lot of friends that went to this school ....ithere
always somebody to hang out with or talk to or anything.” He felt that the support of his
family and friends and the fact that he was close to home was part of e heasas
successful in college.

Allen had mixed emotions about staying close to home. He enjoyed seeing his
friends and family often; however, his initial college experience becarartansion of
high school: “You have to weigh that really fine line between keeping up with high
school and keeping up with college.” Allen said during his first two semestersgdhéotri
keep up with his friends from high school and the activities they all enjoyed Wwéjle t
were in high school. Of the six high school friends with whom he started college, only
two have finished their degrees: “We were all more concerned with partyingaing la
good time, and I'm enjoying the college experience, and it failed miserablsaiddis
biggest regret in coming out of college was he had not made as many connedi®ns as
felt he should have, “but it was easier to call the people | knew.”

Joanne had no regrets about staying close to home: “I'm a big family person, so |
enjoyed being able to, you know, see my family. | mean, yeah, | didn’t have tha typic

college experience of ... mom and dad dropping you off at school and never seeing you
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until the breaks. | didn’t have that, but | enjoyed what | had.” If she had moved away
from home to go to college, she said, “I would have probably gotten involved in more
social groups because you have to make some sort of connections elsewhere than with
your family group.” Mary said she did not want to move far away from her fa8iilg
commented, “I've always wondered, though, what it would have been like if | had gone
to a different school farther away. I think | would have succeeded no matterlwhere
went, but it was good to be close to home.”

“My high school was great, but...”

While most of the students felt their high school preparation for college was
adequate, they also felt there were holes in their education. John was an athléte in hig
school, and sports were a big part of his life. He admitted that in high schodlc&kéd
about was taking enough classes to do sports. | thought more of sports than | did of
education back then.” He said it wasn't necessarily that the coaches puteoesbun.
John said, “It's your life style at that point, and all your friends’ lifeestghd ... that's
all you think about is ‘I want to play sports’.” Baseball was John’s main sport. He
described some intense pressure he put on himself to play:

Baseball was my big thing. We had maybe 20 people go out for the team, and 9

people played at a time, so you're always fighting for a position, and you're told

work on this non-stop. | mean you’ll have the opportunity to play or start, and
that’s all you hear. And | had that opportunity. And community wise, small
community, ... sports ran the community. If you're part of sports, you're part of
the in crowd .... You have these couple of hundred people cheering for you and

yelling your name. You can’t have a big pep rally for a big test next week.
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John compared his high school experience with that of his girlfriend who graduated from
a large high school in Texas: “She graduated with 650 people and not everybody played
sports. Hardly anybody played sports; unless you were really, reaiyiatlybu didn’t
play sports. You didn’t even try because you knew you weren’t going to play.” John
thought finding the balance between participating in athletics and keepingdaouse
your classes was more difficult in a small school.
Frank said his science coursework was lacking because of the ineffedivénes
his high school lab work. He said in his high school, students were not required to write
up lab experiments: “We just hadn’t ever done anything like it. The planning forms and
everything were just a lot more difficult than | thought they were going.td-b&nk said
they dissected a fetal pig in high school, “but | don’t remember learning agyhout
it. It was just like everybody was excited about getting to cut something opdn’in la
Allen commented that on his transition to college “my freshman yeaingtary
sophomore year, | didn’t feel as prepared as | should have. Part of it was mgubtwn f
....You know, if | didn’t want to take trig, | didn’t have to take trig. You know, | hated
math.” Joanne thought she had a lot of good writing experience in high school:
That’s something that my professors and people in my graduate program really
commend me on, my writing skills .... I'm a strong writer, and | got a lot of that
from some high school classes .... | wish they’d do more [research papers]
because that’s all you do in comp, you know, English comp, that’s all you do, and
people who don’t know how to do that, you get bombarded once you get to

college.
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Mary said, “I felt | was fully prepared for it [college]. So | don’t thirdaoang
from a small school hindered me in any way.... | think | had a really good education.”
She continued saying that some of her classmates didn’t attempt collegesetaylse
it deals with the academic performance of them in high school. | feel lilkenteewho
didn’t go to college were not as successful as | was in high school.”

Betty, however, did not feel like she was prepared well in high school, partially
because she was not mainstreamed into regular classes until her sophomarkigbar
school. “I wrote one essay my entire high school career, and then my firsteseupest
here | had to write like ten.” At the university, Betty said she found extra Hel@rit to
the writing center, too, so it was another good thing that | had.”

Michael said, “I felt pretty prepared .... High school’s just not hard.” Edward
agreed. “I mean once | got into [HU] | had to study. In high school, | didn’t have to
study. | didn’t have to do my homework every night. In high school, it came easier to me.
When you get to college, it's a lot different. You really have to apply yourstdfsaid
he had a good high school education, but more emphasis on research projects in high
school and junior high would have been helpful:

Once you get into college and you have all that, if you've never done any of it,

you're stuck at the bottom while everybody else is way in front of you. That was

one thing, we just started getting hard into it my junior and senior year [of high
school]. If we had started earlier, | think it might have been a little bi¢reasi

Concurrent enroliment is a partnership between higher education institutions and
high schools. Students enrolled in concurrent courses experience a course wgthr the ri

of a college course that is taught by personnel who have qualifications to deestsan
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higher education. Students who are concurrently enrolled must prove themsalyes rea
for college-level work (Oklahoma State Department of Education). Frank, Alkty, B
Joanne, and Mary came into Heartland University with college credit through the
concurrent enrollment program. Of the remaining three participants, John andilEdwa
said they should have taken advantage of the program. Frank was glad he went into
college with some college credit; however, he did not think his concurrent clagses we
representative of the type of class he had as a college freshman. Altteregot taking
more than the one class he finished in the concurrent enrollment program: “Hadhit thoug
about it, take your two as a junior, take these, when you run out of school classes through
the [distance learning program], get the waiver and go sit on campus .... | could have
been a sophomore when | started.” Joanne agreed the concurrent classes wera helpful i
transitioning to college:
It kind of gave you a taste of college without having to be completely immersed.
You got a little experience of what the coursework was like, you know, deadlines,
and you know, not being so flexible like in high school. | wish | would have been
encouraged to take more of those classes .... | mean, not to say that the home ecs
and the yearbooks and stuff like that are not important, but once you look long-
term, the college credits were where you need to focus.
When talking about taking concurrent courses in high school, Michael simply said, “I
didn’t. I wish | had.”
The Freshman Year: Description, Problems, Suggestions
The number of students on the campus of Heartland University along with the

number of students in some of their freshman classes proved challenging for rest of t
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participants. The increase in size from their high schools that were feave4®0
students to a campus of more than 20,000 students was an adjustment. Size as well as
their freshman schedule of classes was a significant transition.

“I would say the beginning stage was not so great .... The first two yeess we
very hard; the last two years were excellent,” said John. His sentiment abfreshiman
and sophomore years was shared by four of the participants in the study. He continued:

My first two years it is almost like, I'm here because | have to be. BhénNa

years, you're there because you want to be, and that’s what you want to do. The

first two years were not great; | mean, there was a lot of learrangifr My first

semester | finished with a 1.2 GPA. You know, from then on, it was a constant
struggle to get your GPA up to graduate.

The size of the Heartland University itself, with over 20,000 students on the home
campus, and the size of some of their freshman classes was a factor f@rcfeher
participants, all of whom graduated from small high schools. John said, “My very first
class when | started was 170 people.” John was used to being involved with his teachers,
what he considered a “one-on-one aspect.” He said not being able to sit down and talk to
his teachers was a difficult adjustment for him. Mary agreed. “Some olaiéses were a
shock, because | graduated with 30 in my class, and then coming to [Heartland
University], | would be in classes with 300 .... It was strange for me to be hreslacge
group coming from such a small school.” Michael said he did not think the university
could make any changes that would make the transition easier from a simait gl
to a large university setting: “I don’t think you can really, can’t baby somedo¢hat.

There’s not really a way to do it. There’s just a bunch of people here.”Bettyybgwe
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felt like she found a way to help her transition from small to large by beginnihg a
community college that feeds into Heartland University: “I was told tivere going to
be smaller classes, and it was a little bit cheaper to go over there, too.”

Heartland University schedules general education courses as the beginning
coursework for freshmen. The students agreed scheduling all general@ddeasises
first before classes of more interest to the students made their tnafigitn high school
to college difficult. Joanne, who considered herself intrinsically motivated anfi a sel
starter, said, “That’s not really what you’re interested in.” John suggebtesbies should
enroll students in at least one course in which the student is really interesteptieri
time they are taking their general education courses: “Had | not had hiologyistry
and two maths my first and second semesters but mixed them up with somethiing that
did like to do, then I think it might have been a little bit easier, a little bit beftien
agreed with this idea. He said, “I almost wish they would have a pre-desiggted f
semester where it was, where you know, you might have to take your algebra and your
comp, but you're also going to take an upper level, so this becomes like a 3000 level
philosophy or sociology.”

All the students took some kind of freshman orientation class required by
Heartland University, either over a day or two or a full semester. All buhgmreed that
the freshman orientation class was not worth their time or effort. Mat\sbailiked the
class: “I think it helped me to be prepared, what to expect from [HU].” Other ssudent
were not so kind. “It doesn’t really do anything for ya,” Frank said. John echoed that it
“honestly was a joke.” Allen, who wanted more discussion and diversity, said ithveas “t

most lock-step class | took. You sat there and you learn stuff that was @ointles

86



self-motivated Joanne said, “The only thing in there | learned how to do was calcylate m
GPA, but | never needed to do that either.” Joanne was a 4.0 student. Slightly shy Betty
said, “Honestly, | hated it. It was awful.” Edward agreed with Betty sgylrdidn’t like

it at all. It was more games; go find all your buildings and that'’s it.” Bichi&kl seemed

to sum it up for the group saying, “Yeah, that was ridiculous. There was no need for
that.”

Freshman orientation classes at Heartland University are designed by the
individual colleges. Orientation classes are one or two hours credit, depending on the
number of hours of class required. According to the Director of Student Oentdtd
taught a section of freshman orientation, the comments of the eight participesats we
common. She said while the students don't like the course itself, some of the individual
activities within freshman orientation earn positive comments. The above itfamma
about freshman orientation was obtained in an interview with the Director of Student
Orientation.

Even though the students did not appreciate their freshman orientation, they did
not think the class should be dropped from the schedule but should be more effective by
insisting on student participation in events, inclusion of students from differentesolleg
in the same orientation class, and interaction with faculty members. John sudussted t
students be asked to go to functions across campus as they did in junior and senior level
courses. Allen said rather than students attending a freshmen orientatiot loyféneir
college, the course should have students from all colleges in the same classroom:

| have a kid sitting in there from Chicago talking about how they are going to

make millions. But then | go over to the Ag School, and you have kids that say |
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just want to go to school, so | can learn and then go back to the farm. There is

such a difference, and if you could figure out how to bring them all together.
Edward thought freshman orientation could provide a class where students could interac
with faculty:

| think that would help kids a lot more. And especially, a lot of kids who come to

[HU] are from around here, from small schools, and they have always had that

interaction, and then being thrown into a mix where they don't have; it's a big

change.

The freshman year on a university campus is one to be survived. Between 2000
and 2009, an average of 20.6% of new freshmen dropped out of college at Heartland
University between their freshman and sophomore years, a rate thatteased instead
of decreased over the last decade. The average ACT score for new frasttineciali of
2010 was 25.2 with 87.98% of new freshmen having an ACT of 21 or higher, and 71.9%
ranked in the top 30% of their high school graduation class. 92.56% of new freshmen had
a grade point average of 3.0 or above (University Student Profile, Fall Semester 2010)
Allen, who left college during the second semester and came back the next fall,
exemplifies the thinking of many of the students: “I think that getting over the hsiap a
freshman, that was the biggest barrier.”

Students’ Perceptions of Faculty: The Good, the Bad, and the Just OK

The transition from being in small K-12 school systems where “everyone knows
your name” to Heartland University where students are one of many ghanfa-year
event for many students. Coming from a small school, John was used to interaitting wi

teachers and everyone knowing who he was: “Here, they might know your lastusame j
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because it's on a roll sheet .... So it was getting used to not having that one-on-one that
you can just sit down and talk.” Edward commented that while the professors at fHU] ar
basically good instructors, he would have benefited from more faculty/student
interaction:

There were a lot of instructors ... that | was kind of scared to go talk to. It's kind

of an intimidation factor. A lot of that is because I've never seen that kind of

authority as far as education. They were way up there high on their education
status, and their communication processes, some of the words they would [use], |
would be like, I don’t even know what that means .... [A close student/teacher
relationship] was a big deal with me. | always had that in high school, and then |
came to college, and | didn’t have that anymore. There were a few instiihetors

... helped me out going through. But there were several instructors that | probably

said two words to the whole time, and that was odd to me. It was a big change ....

And especially, a lot of kids who come to [HU] are from around here, from small

schools, and they have always had that interaction, and then being thrown into a

mix where they don’t have it. It's a big change.

Joanne said there was a stigma among freshmen about talking to the instructors of
their classes. It was just something not done. Others, like Edward, wanted more
communication with his instructors but did not know how to approach them. All of the
students in the study thought more student/faculty interaction during théimiasyear
would have been beneficial to them. Mary said during her freshman year, “l just went to
class and | had a teacher. That was pretty much it.” And, like the rest of thetstistie

thought the instructors in her major area were better instructors and muchmwodved
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with their students. Allen also felt the coursework suffered because of a lack of
enthusiasm by the instructors of these classes:

It was so much, here’s the deal. The class is worth a thousand points. We have 16
weeks, 4 tests, 10 quizzes. You're going to sit there. I'm going to give you the
notes. We’re going to take the test, single file, and we’ll go out the door....The
professors would do the obvious. Do you have any questions? Are there any
guestions? But | even had professors that didn’t even ask that. They just kept
cycling through the end of class.

Joanne described the professors in her classes as “really helpful and géry nic
with the exception of some of the instructors in her general education courses. Even
though she considered herself intrinsically motivated and a self-startagr&se with
Allen:

That’s [general education courses] not really what you're interaest&Gah,

you'll find some interesting things, but part of it was kind of frustrating because

the professor wouldn't really care, so to speak, because, | don’'t know, they knew

you were just there to check the box on the degree sheet, so they really, in my
point of view, didn’t care as much as some of the students didn’t care to be there.

Betty decidedly said she did not talk to her instructors when she first started
college because, she said, “Most of them scared me.” She thought it would have been
helpful to have more interaction: “They give you your papers back, but théydealt
have time to go over them and tell you what you did wrong ... That might have been a

little bit helpful.”

90



Several of the students said once they got into their majors, the student/faculty
interaction improved. John mentioned one faculty member who sent out e-mails, asking
his students who were doing their student teaching to come in and talk to some of his
classes. John said the students who were the recipients of this type of progardeds
positively to upper-classmen speaking to them.

Allen enjoyed classes that included class participation as part of a stugtadgs
He mentioned several instructors whose classes he enjoyed, like a composision clas
designed around discussion and research: “Kind of how | envisioned college.” He
enjoyed a math class because “my teacher was almost obsessed with mathdinvayg
and that helped me.” A media law class challenged him because of the prefessor’
expectations: “Read your stuff the night before. Come to class for our [discussion]. |
don’t want to see a book cracked. | want you to have it in your head.”

Mary was not involved with her instructors until she began the classes in her
major. She said the professors in her major area “were amazing.” She sawbshe
have finished her degree whether she had good instructors or not, but “it was a much
more pleasant and awesome experience having faculty that are involved agducare
know, you can come in and talk to them at any time .... | really felt like part of a
community then.”

According to Michael, the professors at [HU] reminded him of his teachers at hi
small high school, in that they knew you by name and were approachable. He tek tha
professors in his classes were openly supportive of their students: “Sohagio

guestions, you could e-mail them, or talk to them in the hallway or whatever.”
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A large number of students who attend Heartland University graduated from
small high schools. In the fall semester of 2010, 61% of new freshmen came flom hig
schools that had fewer than 400 students (University Student Profile, Fall Semeste
2010). The students in this study said that the transition between graduating frolh a sma
high school and attending classes at a large university was challenging itiais
difficult for instructors to interact with students on a personal level whennfias level
classes were large, the students said creating an atmosphere conducive to catomuni
was important.

Paying for School

Student loans, federal programs, scholarships, part-time and full-time jobs, and
parental financial help provided the financial support for the participants. Evegit
they knew college was expensive, they felt most students found a balance betaeen the
sources of income. Frank knew he was fortunate in not needing student loans. In
referencing some students who did not finish college, he said, “I think some of them did
have financial issues. I think that is going to be the biggest, most common onek” Fra
had a part-time job during college and had to learn to juggle his school schedule and his
work schedule.

John took out student loans while he was going to school without a lot of thought
about how long it would take to pay back his loans after he finished his degree. He said,
“There’s plenty of “I can pay for it for you, but you have to pay for it |ateersonally, |
thought, “Pay back later, | don’t care,” but now I'm paying for it.” John doesn’t think
most students quit because of their financial situation. He said, “I don’t thinkatisyn

oriented at all actually. | think it's they are ready to start theiialifé don’t want to finish
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.... They just want to go and make actual money ... rather than making these $200 a
month paychecks from student jobs.”

Allen worked 40 hours a week at an off-campus job. While he was proud of the
fact that he could work and go to school at the same time, he knew he missed out on
many of the extra-curricular activities his college offered, and Bsadiout on making
connections with his peers:

| wasn't able to be involved in a lot of the extra-curriculars and | regret.tha

but, | was blessed to have the opportunity to have jobs that would allow me to

work a significant amount and plus the ability to focus on my school work. |

didn’t go to bed till 1:00 every night, but | made it. | found the coffee pot was my

best friend. [If] you don’t have to work, if you're able to come and enjoy college,

take every opportunity you can to get out and do that. | say that for anybody
because | think it would really help them.

Joanne paid for school through scholarships, an off-campus job, and parental
financial support. She also felt fortunate to have a job that allowed her to work and go to
school:

| had an easy work environment to help me get through school. They would let
me off, you know, whenever | needed to go to a group project .... Not a lot of
people | went to school with worked very many hours, and I, for the most part,
my freshman year | worked 20 to 25 hours a week, but from then on, | was
working 30 and my senior year, | was working 35, 40 hours a week. So my social
experiences were not much at all compared to what most people’s are, because |

would work and go to school during the day and study at night. | had a couple of
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clubs | was in for academic purposes, groups, you know, that were within my
major. Other than that, | didn’t have a lot of different social outlets | wag afpa
Edward felt the strain of paying for school because the economic downturn
caused his parents to have less money to help him while he was in school. His solution
was increased student loans. His advice to high school students is “bust down and keep
that high GPA so you can get scholarships.”
The Road to Completion
Even though Frank didn’t feel like he had significant barriers in his completion of
his bachelor’s degree at Heartland University, he said there were ‘then | thought
maybe | didn’t want to keep going to school, but | did anyway.” Frank said people should
have a goal in mind before going to college:
| mean college isn’t for everybody. | really believe that. But, the thing is like
nowadays, when you are in high school, everyone just assumes you're going to
college .... I think a lot of people would be so much happier if they spent a
semester or full year between high school and college to figure out what they
wanted to do .... People get here and thetake these classes, but they don’t
really know why because they really don’t have a goal in mind. They're just
going to college because that's what everybody told them to do.
John, who finished with a degree in the college of education, regretted that he did not
finish with the degree that he wanted:
By the time | realized | didn’t want to do this major, | was going to be in school

for two more years. Looking at it now, would it have been that big a deal to go
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back for two years and get the major that | wanted? Probably not, actually |

probably would have preferred it.

John’s advice to college freshmen is to pay attention to who your friends are: “I
think it's who you surround yourself with.” He enjoyed hanging out with his frierats fr
high school, but if they were not in school, “they don’t have anything to do the next day.
They just go to work, but you have class or you have a test, or you need to study.” John
also believed getting involved on campus is important: “If | could talk to fresimen,
would say no matter what, go to [activities on campus]. It's an hour out of your night.
Give up that party you're going to. It's just one hour, and trust me, you’ll graduate
quicker.” One of the most difficult times for John was his student teachingexqer-|
can’'t count the times | would go home and tell my mom, I'm done. I'm not going back. |
don’t want to teach anymore.” John thinks persistence is not giving in to negative
thoughts about not finishing: “I think it really is pushing through that barrier of | don’t
even want to try anymore.”

Allen struggled the second semester of his freshman year:

Spring was a real rough go. I wasn’tin | think ... for about a month and | cratered

out every class, and | withdrew. | got out. | didn’t finish the spring semester.

Debated not going back at all. Had the summer to think about it. That whole

spring. Worked that whole spring. Debated staying in the work force and not

coming back. | was really doing the here and now. School sucks. It's hard. | don’t
do math. | want out.

In trying to figure out what he wanted to do, Allen realized he was in the wrong

major. He started in the business college, but he didn’t think it was a good fit for him.
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When he came back, he said he “changed my major for the fourth time, went to the [new
program], and worked like a man possessed. | had a new lease on it. | wish | started ove
there.” Allen said the biggest problem for him was “finding the right niche...and I think
that was the biggest barrier, was finding that place. But once you find it, smouwtd.sail
Joanne always knew she would go to college and graduate. She admitted, “I
didn’t really have any barriers. | had nothing that was stopping me fromesliicge
Joanne thought that it was difficult for some students to finish school because they get
burned out:
You've gone so long. You've gone through a couple semesters and you just aren’t
interested anymore. You're not in it for the learning as you are for what is
expected of you maybe. Because a lot of the times, it's expected for kids.
Graduate from high school and then go to college and graduate college. But a lot
of the timesyou graduate collegsn’'t emphasized as much@s to collegdor a
lot of people that | knew. Yeah, we’re going to college, but they all kind of fade
out as the time goes by.
Even though Mary was a first-generation college student, she always knew
college was in her future:
Well, | mean, college was always just going to happen for me. So | don’t know. |
think a lot of it had to be, I'm the first person in my family to graduate. Actually,
go to college and finish. So | think that had a lot to do with it. Just the pride of
finishing, starting something and finishing.
Mary said, “The only thing hard for me was trying to find what | wanted to do with my

life.”
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Betty expressed the same idea as Mary. She said, “Nothing was ¢ ldnhét
think .... Like there’s a few times where homework was an overload, but | meansyou |
had to make yourself do it.” Betty thought some students quit because “It's too hard.
They are too busy partying and don’t want to study.” Knowing what she wanted to do
helped Betty:
That'’s the thing. Some people don’'t know what they want to do, and they are
hoping they find something that catches their eye, | guess, because if yet are s
like this is what | want to do, then they are more determined ... If you hawa a go
coming in, you are better off.
Michael also said it was always his plan to go to college even thouglaki€s &
while to get here.” He said, “I'm making a choice, and I'm in a good positioryteisat
| want to do with the rest of my life. Right out of high school, you can’t make those
decisions.”
Edward did not think he had any barriers to being successful in college, and he
was confident he would finish his degree:
I’'m going to get it. But if | had said, you know what, I'm going to buckle down
these four years and do it, | would already have been done and | would have
graduated ... and started with my career .... | have the want to and the will to do
it .... Yeah, it's just the doing.
College Success: Who or What Helped
The students talked about several groups of people who influenced them during
their college experiences. They credited individuals in their familixétping them with

finances and with advice, both needed as they went through school. Some gave credit to
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roommates and to girlfriends for being the support they needed, and also to irstructor
who helped along the way. The Office of Student Disabilities along with #ik &hd
Writing labs were credited as significant support. The students said theitaiqres that
they would go to college were important. And finally, they talked about their
determination and their will to succeed as a strong factor in their pexssin college or

in their determination to finish their degrees.

Frank’s freshman-year roommate showed him around the campus at Heartland
University the day before classes began. Frank explained, “He showed neemwyher
classes were going to be so | wouldn’t be stumbling around ... being late and shaf ... t
was really helpful.” Frank also mentioned a teaching assistant in a slabngho
helped him out. He said, “We just hadn’t ever done anything like it. The planning forms
and everything were just a lot more difficult than | thought they were going to be .... A
couple of teachers along the way ... made a big difference in my outlook on college
education.”

John admitted that if he had not met his girlfriend, he probably would not have
graduated. She helped him “get into the right college crowd.” She became a one-person
support group for him:

We joke back and forth all the time now. If you hadn’t helped me with this study

guide or if you hadn’t made me go to class this day, | wouldn’t have passed.

There were a couple of times she called me on her way to class and | was in bed.

It's kind of a support group--honestly. You have somebody that’'s going to class

and helps you. That helps a lot.
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Allen listened to his father’s advice about returning to school after he dropped out
his second semester. Allen said his dad was honest with him: “I can’t make gminrme
for you .... Don't think that you're taking the easy way out and realize lateeigdi
regret the decision you make.” Allen said he thought about what his father saaity‘l re
sat there and debated with myself. Is this something I'm going to be MR wi Am |
going to regret not doing this three years down the road, five years down the road, then
years down the road?” Allen also listened to his girlfriend. She told him, “I'm doing
school. | have a plan. Do you have a plan?”

Joanne said that her parents always supported her, but they did not push her. She
described herself as “good at managing my time and prioritizing things ... I\khaw
want and what | have to do to get there.” She enjoyed learning and reachingshshgoa
set for herself:

There wasn’t anything like, man, if this person wouldn’t have told me this or this

wouldn’t have happened, | would have gone a separate way. | don’t think that was

ever the case for me ... | came in knowing what | was going to do and I did it. So

| never changed my major like most people do. | just kind of knew.

Mary always remembers planning to go to college. She said her parents would
have supported her in whatever she chose to do, but she always had an interest in going to
college. She thought a college degree would improve her career options. She said,
“College just seemed to be the only option for me.”

Betty said going to college was always her goal. Her determindtesupport of

her mother, and the help of the Office of Student Disabilities on campus helped her
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succeed. She was often in contact with the student disability office duringsher f
semester:
If I didn’t talk to them within two weeks, they would usually call me and [ask] do
you need help? How are your classes? Are they working with you? They also told
me about the writing center ... | went to the writing center, too. It was another
good thing that | had .... The student disability service, if they didn’t have that, |
probably wouldn’t have made it.
Betty said she needed their support particularly through her first semesterthat, she
said she “got the flow of things.”
Michael admired his grandfather who encouraged him to go to school. Michael
said, “You know, my grandpa said you have to do that, so now I'm doing it. He was a
smart guy. He was pretty on top of his stuff.” Michael thought furthering hisagdoc
was a necessity to ensure success later in life. He thought about going intalited me
field. He said, “I have some experience in it. | enjoy it. I'm pretty good’at i
Conclusion
All of the students in this study ultimately enjoyed their stay at lieakt
University. The beginnings of their experiences at college were adithg for some
and challenging for all of the students. For most, working through the problemsrof thei
first few semesters and getting the feel of the way things were atdslan avenue for
their success.
Although these students shared many characteristics, their storiggare.
Whether they appeared to sail right through college at Heartland Univarsiad

detours along the way, each portrait allowed a view into the students’ worlds.
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Frank compared some of the stressful days during college to moments that could
perhaps be seen in a more humorous light in the years to come: “I think some of the times
when you're really stressed out, it’s like one of those really bad days that yquybave
know, two years later you're talking to your friend about it, and you’re laggiidout it
kind of wishing you could experience that all again.”

Joanne said, “It’s like an uphill battle. It really is, | mean it goesdny guickly,
at least in my case it did, but you just go semester after semestaeaitster, and it just
seems like the days drag, the weeks fly and the semesters fly, but yoodiaeg &t
how much more you have to get to reach, you know, the end goal. Sometimes it can seem
overwhelming.”

Betty said, “It's a whole new experience.”
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CHAPTER V
ANALYSIS OF THE DATA

The purpose of this study was to describe the perceptions and preferences of
students from small, rural high schools in pursing bachelor’s degrees at htkartla
University. Enroliment in colleges and universities continues to increase wighmgbr
school graduates enrolling as college freshmen than at any other timeip. lid&spite
increasing enroliment, many students do not persist to earn a bachelor’s degree. O
reason for the discrepancy in the number of students entering postsecondargreducat
and the number earning bachelor’s degrees is that some students’ perceptions of
university environments and their preferred social environments are not congruent.

Mary Douglas’s (1982) Grid and Group theory was the theoretical lens used in the
case study. Both grid and group occur on a continuum ranging from weak to strong
This combination allows for four distinct environments. Within each environment,
prevailing mindsets become predominant. Understanding the preferences aptiggesc
of the participants in this study helps identify relationships in a school settidgaréal
group theory identifies how the relationships are structured and allows an itatiopre
of how and why members of the school engage in educational activities (Harris, 2005,
2006). Douglas’s theory provided some direction, but it is not prescriptive or linear; thus

it did not go against the basic ideas of natural inquiry being non-
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directional with multiple realities.

This chapter includes an analysis of the assessments and of the themes that
emerged during the interviews. Supporting evidence found in the field notes, websites
brochures, and catalogs will be discussed.

Analysis of the Assessments

Each participant completed two diagnostic assessments: Social Gamawesses
Tool (Appendix A) and Grid and Group Assessment Tool (Appendix B). The Social
Game Assessment Tool “is designed to assess an individual’'s cultural prefanenc
work values” (Harris, 2005, p. 66). The Grid and Group Assessment Tool is designed to
assess “which of the four prototypes is most similar to the values, rules, @tdrstof a
particular school setting, group, or other unit of analysis” (Harris, p. 72). Isttidy, the
unit of analysis was the eight participants’ perceptions and preferentteswofiversity
environment.

The assessments were scored and plotted on the Grid and Group Graph (Appendix
C). In each assessment, 12 questions assessed grid strength, and 12 questsats ass
group strength. For each assessment tool, the two sets of questions weyedavidra
intersection of the averages of the two types of questions was placed on the Grid and
Group Graph identifying the results of the assessment (Harris, 2005). Thrgscori
procedure was completed for both assessments identifying (1) which quadrant
represented each participant’s preferred cultural preference and vioek ead (2)
which quadrant represented each participant’s perception of the values, rules, and
structure typical of Heartland University. The participants’ responsesgtaem in the

following quadrants as shown in Table 3.
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TABLE 4
ASSESSMENT RESULTS

Participant  Social Game Assessment  Grid and Group Assessment

Frank Corporate Corporate

John Collectivist Bureaucratic

Allen Collectivist Corporate

Betty Corporate Corporate/Collectivist
Joanne Collectivist Corporate

Mary Collectivist Corporate

Michael Corporate Corporate

Edward Corporate Corporate

Participants answered the questions of the assessments on a continuum of one through
eight. One through three indicated an answer in the weak range, four amdiicat¢ad
an answer in the middle range, and six through eight indicated an answer in the strong
range.
Grid Questions

Of the questions in the grid category, 81 answers were in the strong grid range, 39
were in the middle range, and 72 were in the weak grid range. Of the 24 questions in the
grid category, 2 questions on the Grid and Group Assessment Tool were answered in the
strong grid range by all the participants.

1 Authority structures are:

decentralized/ centralized/
Nonhierarchical hierarchical

104



10 Hiring decisions are:

decentralized/ centralized/
controlled by controlled by
Teachers administrator(s)

Of the same 24 questions in the grid category, one question on the Social Game

Assessment Tool was answered in the weak grid range by all participants.

6 | prefer a teaching and learning atmosphere where students are:
encouraged to discouraged from
participate in/ participating in/
take ownership taking ownership
of their education of their education

Group Questions

Of the questions in the group category, 110 answers were in the strong group
range, 40 answers were in the middle range, and 42 answers were in the weak group
range. Of the 24 questions in the group category, 3 questions were answered amghe str
group range on the Social Game Assessment Tool by all participants.

10 | prefer a work atmosphere where educators and students

have:
no allegiance/loyalty much allegiance/
to the school loyalty to the school
11 | prefer a work atmosphere where responsibilities of

teachers and administrators are:

ambiguous/ clear/communal
fragmented with with much
no accountability accountability
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| prefer a work atmosphere
12  where most decisions are made:

privately by factions or corporately by
independent consensus or
Verdict group approval

All questions and responses are located in Appendix F.

According to the Social Game Assessment Tool, all the participantsrpcefie
collectivist or corporate quadrants. Both of these quadrants have strong group
characteristics. According to the Grid and Group Assessment Tool, seven ghthe ei
participants perceived Heartland University as a corporate environment, Agai
corporate environment is a one of the two quadrants with strong group charasteristi

Figure 3 shows the characteristics of strong group and weak group.
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FIGURE 3
CHARACTERISTICS OF STRONG AND WEAK GROUP
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(Harris, 2005, p. 39)

Frank, Michael, and Edward preferred a corporate environment and perceived HU
as a corporate environment. Betty can be included in this group as well. Sheegrafer
corporate environment, and her perception of HU was on the line between the corporate
and collectivist quadrants. These four participants preferred environments esigquer
environments were congruent according to the assessments. Frank andiBpteted
their bachelor’s degrees. Though Michael and Edward had not completed the#sdegre
Michael was currently enrolled at HU and Edward was weighing his optons f

completing his degree.
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Allen, Joanne, and Mary all preferred a collectivist environment, which has strong
group characteristics, but weak grid characteristics. However, thegratived HU as
having a corporate environment, strong group and grid characterisgjase Bishows the

characteristics of strong and weak grid.

FIGURE 4
CHARACTERISTICS OF STRONG AND WEAK GRID

Strong
Grid

4 ) )

Bureaucratic

-

Corporate

Minimal autonomy.

Specifically defined roles,
rules, and responsibilities.

Centralized power and
authority.

Minimal autonomy.

Specifically defined roles,
rules, and responsibilities.

Centralized power and
authority.

Individualistic
Maximum autonomy.

Loosely defined roles, rules,
and responsibilities.

Decentralized power and
authority.

-

Maximum autonomy.

Collectivist

Loosely defined roles, rules,
and responsibilities.

Decentralized power and
authority.

\_ J

\ y

Weak
Grid

(Harris, 2005, p. 37)
Allen, Joanne, and Mary completed their bachelor’s degrees even though the

environments they preferred were not congruent with how they perceived the
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environment at HU. John, who was employed by Heartland University afterriezidas
bachelor’s degree, was the only participant who did not perceive the environment at HU
as corporate. He said his status as an employee of HU may have contributedet his vi
of the university as being bureaucratic, one with strong rules and regulationsabut w
group characteristics. John also completed his degree at HU even though hehpeefe

and perception were not congruent.

Analysis of the assessments revealed that four of the eight participants’
preferences and perceptions for a university environment were congruent. Twseof the
four participants, Frank and Betty, earned bachelor’'s degrees. While both Mintae
Edward had plans to finish bachelor’s degrees, at the time of this study, they had not
completed them. The four remaining participants, John, Allen, Joanne, and Mary, had
earned their bachelor’'s degrees, although their perceptions and prefereiaces for
university environment were not congruent. The criterion for success forutlisvsas
the participants persisting and earning bachelor’'s degrees. Only tive pérticipants
who earned bachelor's degrees showed congruency in their preferencescaptqrer
for a university environment. The other four who earned bachelor’s degrees did not show
congruency in their preferences and perceptions for a university environment; thus, the
study did not support the idea that one of the reasons for students not persisting is the
lack of congruency between what they prefer their school environment and what they
perceive they school environment to be.

Analysis of the Themes
Using the constant comparison method as described by Erlandson, Harris, Skipper

and Allen (1993) four themes emerged:
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e Freshman year concerns.

e Preparation for college.

e Paying for school.

e College success: who or what helped.

Participants discussed their freshman years specifically talking aizeunf
classes, instruction, interaction with faculty, and the social life of fraskyear students.
Second, participants discussed their preparation for college, focusing on tharstope
difficulty of their high school curriculum and the importance of the concurrent evenal!
program. Third, participants discussed paying for school, both non-debt and debt
accumulating financial help. Fourth, participants discussed college shgcegsising
on proximity to their homes as well as who in their lives helped them succeed and what
programs offered them assistance. An analysis of the themes occurrédevtirpose of
the study in mind. That is to say, the researcher looked at the participantséntsn
through the focus of the participants’ preferences for their college expeaead their
perceptions of their college experiences.

The four themes that emerged are supported by the literature. Tinto (1998)
emphasized the importance of the freshman year of college noting the nuntbdents
who do not return the fall following their freshman year. Almost half of the staaého
drop out do so before the beginning of their sophomore year. Heartland University’s
retention rate for freshman students returning the following fall afterfieshman year
is 78.3% (Student Profile, Fall Semester 2010). Tinto says the increase in the number of
freshman programs designed to promote persistence is a reaction to the number of

freshman who do not persist (1998).
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Academic and social integration is important for student persistence (Berge
Milem, 1999; Tinto, 1975, 1998, 2006-2007). Early integration with faculty has a
positive effect and early integration is particularly important for thagkests who do
not fit in socially (Astin, 1996; Berger & Milem; Kuh, Kinzie, Buckley, Bridges
Hayek, 2007).

All of the participants had positive comments about their instructors in their major
areas, but most of the participants did not have positive interactions with instractors
their freshman-level courses. Overall, the participants had a closenstapi with their
high school teachers. Talking to them in the hallways or coming in after elessand
talk” was comfortable for them. During their freshman year at cqlkbgé relationships
with their instructors was completely different: “There’s kind of a stigrhan you're a
freshman. You don’t want to approach the person who'’s teaching the class.”

Losing the close relationships the participants had with their high scholoétsac
was a difficult transition. Participants said that their high school teaclaetedvto make
sure their students were successful. The shift in college instructiomveasnasis on
the students being in charge of their own success or lack of it.

The participants preferred close student/teacher relationships. Strorig socia
incorporation and prioritizing the group’s interests over the individuals’ inteassts
characteristics of the strong group dimension. Weak group characteristite apposite
with little effort at social incorporation, and the individual's interestnaoee important
than the interests of the group. The participants preferred a strong group environment
indicated by their placement in the collectivist and corporate quadrants; howeyer, the

perceived that teachers were not involved with their students, at least in fndsleie
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The following questions on the two assessments showed a lack of congruency
between what the participants preferred in instruction and what they perceivdtewas
instruction strategy at HU. Congruency was defined as the participaspshses to the
guestion in both assessments being in the same range: weak (1-3), middle (4-5)gor stron
(6-8).

On the Social Game Assessment, six students responded that they preferred
individualized instruction that was personalized for each student.

Social Game Assessment:

8 | prefer ateaching and learning atmosphere where
instruction is:

individualized/ not individualized/
personalized for personalized for
each student each student

On the Grid and Group Assessment, seven of the participants responded that their
perception of HU was that instruction was not individualized or personalized for each
student.

Grid and Group Assessment:

8 Instruction is:

individualized/ not individualized
personalized for personalized for
each student each student

Frank, Allen, Joanne, Mary, Betty, and Michael’s preferences and perceptions f
instruction were not congruent for type of instruction. John and Edward’s preferences and

perceptions were congruent. Since six of the eight participants completedachelor’s
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degrees, the importance of congruency in type of instruction cannot be supportsed in thi
study.

The participants’ concern about preparation for college is supported in the
literature. While a high school grade point average has a positive effect on a student’
early involvement and commitment to school (Berger & Milem, 1999), being
underprepared for college work is a risk factor for persistence in college (lauh et
2007). According to Pascarella and Terenzia (2005), students’ background and
precollege experiences affect student growth which contributes to pecsist

All but one of the participants said their high school preparation was at least
adequate and in some areas excellent; however, the participants offereticugiges
concerning needed emphasis in the areas of science, math, and researcheAltthd
participants earned college credits while still in high school and thought mpreasin
should be placed on the concurrent enrollment program. Most of the participants agreed
that high school is not difficult. Michael said, “High school’s just not hard.” On the
difficulty of college, Allen said, “I came in thinking it was going to be adsian it was.”

Paying for school and the effect of working while in school is researched in the
literature. Kuh et al. (2007) found that students who attend college and are figanciall
independent, that is, no help from their parents, are at risk of not persisting. Also,
working more than 30 hours a week is a risk factor. In this study, five of the eight
students worked while going to school. Allen and Joanne both worked 40 hours a week
during their senior year. While they both finished with bachelor’'s degrees, both
mentioned not being able to take advantage of all the college experience had to offer

because of their heavy work schedule. Joanne said she went to school, did her homework,
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and went to work. Allen regrets not being able to join extra-curricular orgemigan his
major area and making new contacts.

The literature suggests that college choice models should include geographic
location of postsecondary institutions and their proximity to the student’s homg. Man
students chose to attend a school close to home for financial reasons (Somers, 2006).
While many parents want a four-year degree for their children, theypntaygonsider
schools that are close to home (Turley, 2006). She cited that students are mote likely
apply to an institution if they live near it (Turley, 2009). All the partiniggreferred
either the corporate or collectivist environments. Both of these quadrantdrioeang s
group characteristics. Participants’ choice to stay close to familyri@mdi$ is congruent
with their preferred environment.

Faculty involvement is an important part of student success according to the
literature (Pascarella & Terenzini, 2005; Tinto, 1998, 2007). Faculty involvement
supports student growth according to Pascarella and Terenzini. Tinto moreajbecif
stated, “The actions of the faculty, especially in the classroom, are kestitational
efforts to enhance student retention” (p. 5). He continued, “We know that successful
student retention is at its root a reflection of successful student educatiors fHeafob
of the faculty” (p. 9).

Participants preferred a supportive faculty which is a characteristimafst
group with strong social incorporation and pressure to consider group goals an@sctivi
over individuals’ goals and activities. Although the participants said the yacat

supportive and “awesome” in their major area, the participants did not perceive the
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faculty as supportive during their freshman year, a characteristieak group: minimal

social incorporation and minimal pressure to consider group goals over individual goals.
Table 4 indicates the preferences and perceptions of the participantséor clo

student/teacher relationships and faculty support, and whether their pcefeeand

perceptions exhibited characteristics of strong or weak grid or stromgair group.

TABLE 5

GRID AND GROUP CONSIDERATIONS

Preferences for College Perceptions of College
Experiences Experiences
Freshman 1. Close student/teacher Teachers not involved with
year relationshipsStrong students:Weak Group
Group
College 2. Faculty will be supportive: Faculty generally were not
Success Strong Group supportive until students were in

their major areadVeak Group

Some of the participants’ preferences and perceptions cannot be identified as
strong or weak grid or strong or weak group without additional information. However,
the trend is clear in examining the details of the themes relevant to the&reyear and
college success. What the participants’ preferred for their collegei@xpes was not
congruent with what the participants perceived of their college expertemaef. the
eight participants in the study graduated with bachelor’'s degrees, thitiole®f success
for this study. The remaining two participants have plans in place to finistddgies.

The participants’ preferences and perceptions for their freshmanxyesaremces were
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not congruent; however, six of the eight ultimately earned bachelor's deghesshé&
importance of congruency of perceptions and preferences for students’ sn@assng
bachelor’s degrees is not supported in this study.

Websites, Brochures, Catalogs, and Student Profile Information

Information about Heartland University is readily available to students)tgare
and anyone interested in perusing their website. The publications, both on-line and
printed, are professional, available, and numerous. This indicates a hierapthge
with centralized power and authority to manage the amount of information and the
quality of information available from HU. All the participants perceive Haa
University as one with a strong grid environment.

The website and brochures from the university information office located in the
student union exhibited a strong allegiance to the university. The Student @reatat
Enrollment office, also located in the student union, provides applicants with multiple
brochures with information about admission for new freshmen, transfer students,
concurrently enrolled high school students, and parents. These brochures direct the user
to on-line sites as well. The Heartland University websites direct resoioes webmaster
for inclusion of materials or questions about the website. The participantaalgbeir
use of the on-line material provided by individual colleges was easilysioiees
Although the information occasionally was not accessible because of techaldahms,
the students usually accessed needed on-line information without difficulty.

Summary of the Data Analysis
Many more students enter college than leave with bachelor’s degrees. Nationa

leaders have called on public school systems, colleges, and universities te Hutres
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problem of student retention in the United States. Student retention rates have been the
focus of numerous studies for decades. The current emphasis on competing in a global
economy and increasing the number of people earning bachelor's degrees emgif@sizes
importance of research on student persistence and retention rates. The putlpese of
study was to describe the perceptions and preferences of eight students dtbraraim
high schools in pursuing bachelor’s degrees in a university setting.

The participants in this study were eight students from small, rural Higlolsc
who attended a university within 60 miles of their homes. The study was a descript
case study using the methodology of natural inquiry. The data included field notes and
interviews, assessments, websites, and brochures. Triangulation occunsadgothe
above sources along with peer debriefing and member checking. Participants wer
contacted through school sources and by purposive sampling. | reported the data in thick
description to allow the reader to vicariously experience the data.

| analyzed the data a posteriori using Douglas’s (1982) grid and group theory.
Participants completed two assessments. One assessed their preferemsekool
environment and one assessed their perceptions of their school environment. Using
Douglas’s theory, the participants’ responses placed them in one of four quadrants,
exhibiting characteristics of grid and group. Harris (2005, 2006) applied Douglas’y the
to school cultures, resulting in characteristics of schools being describextfioofehe
four quadrants. Using Douglas’s framework and Harris’s charaotsridtischool culture
provided a vehicle for analysis of the data.

The four themes that emerged through an analysis of the interview notes and the

field notes provided a look into the world of these participants as they were attending
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college. Analyzing the four themes alongside an analysis of the part&ipegferences

for their school experiences and their perceptions of their school experienaa was

important part of this study. Table 5 illustrates the participants’ prefesena

perceptions in the four thematic areas.

TABLE 6

PREFERENCES AND PERCEPTIONS OF COLLEGE EXPERIENCES

Freshman year

Preparation

Paying for
School

Preferences for College Perceptions of College
Experiences Experiences
Close student/teacher Teachers not involved with
relationships. students.

Effective/interesting instruction.  Large class sizes prohibited
effective/interesting instruction.

Autonomy in selecting freshmanA schedule of only gen ed
level courses. courses was difficult.

Achieve balance between socialAchieving balance between

life and academics. social life and academics was
difficult with high school
friends and new-found
freedoms.

Sufficient foundation in scienceCollege courses were more
math, and research. difficult than anticipated. Better
preparation in science, math,
and research was needed.

Begin freshman year with Concurrent enroliment was

college credit through concurrentvailable, but more emphasis

enrollment. on availability and benefits
needed.

Attending college is expensive; Attending college was
however, financial supportis  expensive; however, financial
available. support was available.
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College Stay close to home and take  Staying close to home was
Success: Who advantage of what the universitybeneficial
or what helped. offers.
Have family and friend support Family and friends were
as it is needed. supportive.

Faculty will be supportive Faculty generally were not
supportive until students were
in their major areas.

Personal goals  Having a goal to finish school islaving a goal to finish school
important. was important.

Separating the characteristics, grid and group, more congruency apjgars. E
participants preferred a strong group environment and seven perceived the environment
at Heartland University as one exhibiting characteristics of strong grdtinough the
participants’ preferences and perceptions of faculty interaction and suppemate
congruent for their freshman year, the participants’ perception of their losgpakience
was congruent with strong group. This is supported by the assessments and by the
interviews. John said, “It was a good experience. It got me prepared for.lifbe
experience overall was great.” Frank said, “It was positive.” Allen wasugaged by the
opportunities presented by Heartland University. He said, “They do a reallyawoag |
here of trying to structure and give people enough opportunities.” Joanne, who admits to
preferring structure, said, “I thought it was good .... The program | was in wasyoer
know, structured in a way that you knew what you had to do to get where you wanted to
go.” Mary said, “For the most part, it was a really positive experiemmty said the
Office of Student Disabilities were “very good.” Michael said his eepee was overall

positive, and Edward said, “Very positive, very, very positive.”
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Although overall congruency between the participants’ preference angti@nce
cannot be established, the study did show the participants’ were congruent in thei
preference and perception of strong group characteristics. One can suggestrigat
group characteristics of loyalty to the school, pressure to consider grou@agadals
activities, strong social incorporation, and prioritizing the group’s intemser the
individual’s interest were characteristics the participants prefertexy, dlso perceived
the university as having these characteristics. Further study is cktumealyze the

effect of strong group characteristics without the congruency of stromgad grid.
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CHAPTER VI

SUMMARY, CONCLUSION, BENEFITS, RECOMMENDATIONS, AND
COMMENTS

Summary of the Study

A discrepancy exists between those students who enter college and those who
earn a bachelor's degree (National Center for Education StatistisgN 2009a).
Research on student retention and student persistence has been ongoing for dicades wi
little improvement in the college completion rate (Tinto, 2006-2007). The goal of
increasing the number of individuals earning bachelor’'s degrees in the Uraited St
continues to be newsworthy with an emphasis on college retention rates agd colle
persistence rates (Allen, 2011). The Obama administration stated its paairagpthe
highest proportion of college graduates in the world by 2020 (Obama, 2009,  61).

In seeking to understand the relationship between students’ preferences and
perceptions regarding their college experiences, | examined the problardasitst
retention and persistence from the students’ viewpoint. The study included eight
participants who had graduated from small, rural high schools that were locttiedawvi
60 mile radius of Heartland University. The students all graduated from high school
between 2002 and 2006 and entered HU the fall after their high school graduation. Six of
the participants have earned their bachelor’'s degrees from HU, and twd aresiing

their bachelor’'s degrees.
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Data for the study included participant interviews, demographics, assgssme
and field notes. | also studied brochures, websites, catalogs, and the studenbptiodl
university. | analyzed the data using the natural inquiry method of dataiarety data
collection occurring simultaneously. | analyzed the data using the emdeganhethod,
continuing until no additional themes emerged. | accomplished triangulation through
comparing the interviews and field notes, the assessments, and the brochures,website
catalogs, and student profile information. Immediately after the iet@syil verbally
summarized what | heard the participants say about their experiencag, taskn if |
was paraphrasing their information accurately. | also used phonerchksraail as
vehicles for member checking. Peer review was ongoing with a group ofgtekea

Mary Douglas’s (1982) grid and group typology provided the theoretical lens for
the study. Two dimensions affect individual choices in Douglas’s theory: individual and
group behavior. Douglas uses “grid” for the dimension of individualism and “group” for
the dimension of social incorporation. Using grid and group as dimensions going from
weak to strong, four environments provide the framework of the grid and group theory:
bureaucratic, corporate, individualist, and collectivist. The theory was applied a
posteriori, that is, the theory was applied after data analysis and the tnmhn&serged.

The study was guided by three research questions:

1. What are the students’ perceptions of the university environment?
2. What are the students’ preferred work values, mind-sets, and cultural biases

(social game)?
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3. What is the relationship between the students’ perceptions of a specific upiversit
environment and the students’ preferred work values, mind-sets, and cultural
biases (social game)?

Summary of the Findings

By triangulating the data, | assessed the student’s preferred work,valinel-
sets, and cultural biases as they related to the school environment. The data stiowed tha
the participants preferred a strong group environment. The participants weresplignly
on their preference for an environment with little autonomy and many rules afitspec
roles dominating the environment, or an environment with a great deal of autonomy with
few rules and roles in the environment. The data also showed that the majority of the
participants perceived Heartland University in the corporate quadrant, which is an
environment that has minimal autonomy with specifically defined rules and roléaabut
also had strong allegiance to school, group goals and activities, and prioritized group
interest over individual interest.

In analyzing the themes that emerged from the data and looking at the themes
through the grid and group lens, the congruency and lack of congruency of the
participants’ preferences and perceptions could be evaluated. The pasicipant
preferences were not congruent with their perceptions for close student/teache
relationships or faculty support. Although the participants were either sfiddes
earning their bachelor’s degrees or had a plan to do so, some of the participants had
challenges in persisting and overcoming barriers.

The participants responded to two assessments which placed them in one of four

guadrants in the Douglas (1982) grid and group typology. According to the Social Game
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Assessment Tool, four of the participants preferred the characteristicscofpiogate
guadrant and four preferred the characteristics of the collectivist quadittioiigh the
corporate quadrant exhibits strong grid characteristics and the collegtiadtant
exhibits weak grid characteristics, both corporate and collectivist quaérsdmkst strong
group characteristics. According to the Grid and Group Assessment, sevenigiithe e
participants perceived Heartland University as a corporate environment, torstramng
grid and also strong group characteristics.

Four of the participants’ preferences for a school environment and their
perceptions of school environments were congruent, preferring a corporatserant
and perceiving HU as a corporate environment. However, only two of these four
persisted in earning bachelor’s degrees. In the group category, sevepaqad
preferred a school environment that had strong group characteristics andguertigias
a school environment that had strong group characteristics. Of these sev@uapéstic
five persisted and earned bachelor’s degrees.

Data gathering and data analysis of the interviews and field notes produced f
themes. | further analyzed the participants’ preferences for their sotpmolences and
their perceptions of their school experiences using the theoretical lens atithadr
group theory. The four themes with the sub-themes of each follow:

The freshman year.

Student/teacher relationships.

Effectiveness of instruction.

The freshman schedule.

Balancing social life and academics.
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Preparation for college.

Sufficient foundation in science, math, and research skills.

Bringing in college credit through concurrent enrollment.
Paying for school.

Financial cost of college.

College Success: who or what helped.

Proximity to home.

Family and friend support.

Faculty support.

Personal goals.

The participants’ preferences and perceptions for a school environment were not
congruent for student/teacher relationships, and faculty support. The eighppat§ci
preferred an environment with strong group characteristics including swogboration
and pressure to consider group goals and activities; however, they perceived the
instructors as exhibiting characteristics of weak group including minimall soc
incorporation and minimal pressure to consider group goals and activities in both
student/teacher relationships and faculty support.

Conclusions
The research questions that guided this study are discussed below:
1. What are the students’ perceptions of the university environment?

According to the participants’ responses on the Grid and Group Assessment

Tool, six participants perceived Heartland University as a corporate enenbhome

participant perceived HU as a bureaucratic environment, and one participaynt, Bett
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perceived HU as being on the line between the corporate and collectivisinements.
Betty answered in the strong grid range on two questions that defined stiebng gri

characteristics as follows:

1  Authority structures are:

decentralized/ centralized/
nonhierarchical hierarchical

2 Roles are:

nonspecialized/ specialized/
no explicit job explicit job
Descriptions descriptions

These answers indicate strong grid; even though Betty’s overall resporcszspa on
the line between the corporate and collectivist quadrants, her answers twvthese
guestions indicate a placement in the corporate quadrant, which has strong grid
characteristics.

The corporate environment exhibits strong group characteristics: strongradiegi
to school, strong pressure to consider group goals and activities, strong social
incorporation, and the group’s interest prioritized over the individuals’ interest. The
corporate culture also exhibits strong grid characteristics: minimal auyospercifically
defined roles, rules, and responsibilities, and centralized power and authoetya®n
conclude from the interviews that the majority of the participants perceived the
environment of Heartland University as corporate as the assessment®dhdica

Field notes taken before and after the interviews support this perception. The
library, which has undergone a recent renovation, is sophisticated in its appearance. A

coffee shop, group study areas, reference desks, and numerous computers make up the
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first floor. Interactive smart screens have been added to this areahty femhance the
students’ access to current technology. The second floor also has group stsidg area
well as two large rooms specifically designed for quiet study. The thirébartth floors
have book stacks as well as group and individual study areas.

The ongoing professional maintenance of the library and the surrounding area
exhibited a characteristic of strong grid. Centralized power and authority would be
necessary to coordinate the maintenance of the area, as well as definaddoles
responsibilities. The social incorporation shown by the students in their use oféng libr
and its surrounding areas indicates strong group.

Strong grid characteristics were also evident in new student servibes w
offerings of camps, orientations, and a week of welcoming activities shevisek of
classes. The university also exhibits strong grid characteristinstituting one day a
week, before home football games, as a day that everyone on campus should wear school
colors.

Four themes emerged in analyzing the interviews: Freshman yearrsncer
preparation for college, paying for school, and college success: who or what helped.
Within each of the themes, sub-themes were noted.

Although all the participants enjoyed their overall experience at HU, somiésdet
of their freshman year were not positive. The participants thought the relationship
between freshman students and instructors was weak. They also saw thatzgezek
as being a deterrent to effective instruction and interesting classesalS# the

participants thought the freshman schedule that was full of general educassesalvas
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difficult. The participants commented on the difficulty of managing the freeddraiog
a freshman in college and the responsibility of their classes.

The participants found college coursework more difficult than their high school
coursework and more difficult than they had expected. Four mentioned that math and
science courses were more difficult than they thought they would be. They diélnot fe
prepared for some of these courses. Although most thought they were prepared for their
freshman composition classes, they thought more emphasis on research slaltggtt t
school level would have been helpful to them. The participants said more emphasis on
the concurrent enrollment program available to high school students was needed.

Most of the participants found college expensive; however, they all found ways to
pay for school through debt and non-debt sources. The participants thought that financial
help was available if students searched for it. The participants did not suggesirfg a
college education was easy, but they did think it was accessible at Heartlangitynive
for those students who wanted to search for financial sources.

The patrticipants wanted to stay close to home when they were going to college.
They thought the support of their family was particularly helpful. The clasemity of
HU helped them make the decision to stay close to home. Staying in the sanse area a
high school friends had some benefits and some disadvantages. Always having someone
to “hang out with” was an advantage; however, if their friends were not in schdol, it a
times proved to be a disadvantage to the participants’ success in school. The pi&rticipa
also thought the instructors of the courses in their major area of study to [s®tiaeve
They said they felt like part of a community. And finally, the participtimsight that

personal goals to finish school were important.
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While the participants perceived Heartland University as an environmént wit
central authority and a hierarchy of rules and specific roles embedded Wwehin t
hierarchy, they also saw the university as one that valued strong loyattyoia,ssocial
incorporation, and advancing group goals. Overall, the participants enjoyetintiecait
HU, despite perceiving details of their freshman year as not fullyaszbosy.

2. What are the students’ preferred work values, mind-sets, and cult@al biases

(social game)?

According to the Social Game Assessment, four of the participants poegerr
corporate environment and four preferred a collectivist environment. Both quadrants
exhibit strong group characteristics including a strong allegiance to saamaskrong
social incorporation. The two quadrants are opposite of each other in the grid category
The corporate quadrant exhibits characteristics of strong grid and thetiemtejuadrant
exhibits characteristics of weak grid. High grid characterigticiside minimal
autonomy, specifically defined roles, rules, and responsibilities, and cesdrpbaver
and authority. Weak grid characteristics exhibit the opposite: maximum autpnom
loosely defined roles, rules, and responsibilities, and decentralized power and authority

The interviews support the assessment results with the participantsépoefer
for strong group activities. All eight of the participants preferred angthere of much
allegiance and loyalty to the school. All of the participants had a good expgeaieHt)
and several made statements about HU being a good place to be. The participants
preferred a close student/teacher relationship and strong faculty support. Batbeof t

preferences exhibit social incorporation, a characteristic of strong group.
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The participants also preferred some autonomy in selecting their counses du
their freshman year and preferred effective and interesting itisttuBoth of these
preferences exhibit weak grid, allowing students more control over thedwebeand
instructors more control over selecting curricula, texts, and instructiotiabdse

The participants preferred a stronger high school foundation in some of the core
areas of their high school coursework, specifically, science, math, anccheSdeaey
also were strong advocates of earning some college credit before enddiagg through
the concurrent enroliment program. The participants preferred stayingelosme and
enjoyed the support of their families and friends.

All of the participants preferred an environment with strong group chasdicter
that incorporated individuals into the group culture. The participants preferred to be in a
setting that valued loyalty to the school, group activities and interests siibexed a
dislike for some strong grid characteristics when these charactend#adered with the
participants’ taking ownership of their education and discouraged effectivectnst in
their courses; however, the participants enjoyed the result of a strong geith ayshe
services that the university could provide for its students.

3. What is the relationship between the students’ perceptions of a spkc

university environment and the students’ preferred work values, mid-sets,

and cultural biases (social game)?

According to the two assessments, four of the participants who perceived
Heartland University as a corporate environment also preferred a corpovatsnment.

Of these four participants, two had finished their bachelor’'s degrees and two hat not y

finished their degrees. Three of the remaining four participants pidieellectivist
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school environment but perceived HU as a corporate environment, and one participant
preferred a collectivist school environment but perceived HU as a bureaucratic
environment.

Examined separately, the grid and group categories reveal the participants’
preference for a strong group school environment was congruent with theptjeracd
the environment at HU for all but one participant. The participants’ preferércescial
incorporation as well as their loyalty to the university are charattsrif strong group
and support the premise that at least in the group category, their perceptions of the
university and their preferences for a school environment were congruent.

The same cannot be said for the grid category. Four preferred a stabng gri
environment and four preferred a weak grid environment. The participants all/pdrce
HU as having a strong grid environment, one with minimum autonomy, centralized
power and authority, and specifically defined roles, rules and responsibilitégs. the
participants appeared to enjoy the benefits of a well-maintained uniyeesitgin areas
in the strong grid systems of the university were only tolerated. Even though the
participants expected large classes, they preferred classenavéhnteresting and
effective instruction. Although they understood the student to teacher ratigen lar
classes prohibited close student/teacher relationships their freshmathggareferred
their more comfortable relationships with their high school teachers.

The data showed that the participants preferred a strong group environment;
however, the participants were evenly split on their preference for an mmend with
little autonomy and many rules and specific roles dominating the environment, or

environment with a great deal of autonomy with few rules and roles in the environment.
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The data also showed that the majority of the participants perceived Heartlaedsiyi
in the corporate quadrant, which is an environment that has minimal autonomy with
specifically defined rules and roles, but that also has strong allegian¢®td and

strong social incorporation. While one can conclude that the participants’goeadsrand
perceptions were congruent in the group characteristics, the same iserudtttre grid
characteristics. Further, a specific examination of the detail ofékbrfran year reveals a
lack of congruency in key areas.

During analysis of the themes that emerged from the data through the grid
and group lens, the congruency and lack of congruency of the participants’ preferences
and perceptions could be evaluated. The participants’ preferences were not congruent
with their perceptions of close student/teacher relationships and fagoigrs. Even
though the participants were successful in earning their bachelor’s slegiesd a plan
to do so, the study showed that some of the participants had challenges in persisting and
barriers to overcome. The participants’ preferences and perceptiohsifdreshman
year experiences were not congruent; however, six of the eight ultimatedgea
bachelor’s degrees. Thus the importance of congruency of perceptions and pesferenc
for students’ success in earning bachelor’'s degrees is not supported in thisiséudy. T
criterion for success for this study was the participants persestiigarning bachelor’s
degrees. Only two of the participants who earned bachelor’'s degrees showeecongr
in their preferences and perceptions for a university environment. The other four who
earned bachelor’s degrees did not show congruency in their preferences aptigpesrce

for a university environment; thus, the study did not support the idea that one of the

132



reasons for students not persisting is the lack of congruency between whakefieey
their school environment and what they perceive they school environment to be.
Implications for Research, Theory, and Practice

This descriptive case study, while limited in scope, benefits researcty, thed
practice.

Implications for Research

Research on college retention and college persistence has been on-going for
decades (Kuh, Kinzie, Buckley, & Hayek, 2007; Pascarella & Terenzini, 2005; Tinto,
1975). However, while college enrollment continues to increase, during thedadede
the college graduation rate has remained at about 31% of 25 to 29 year-olds (Nationa
Center for Education Statistics, 2009a).

While statistical evidence is effective in providing one view of the problem of
students persisting in college until completion of a degree, a qualitative view aftstude
who have completed bachelor’'s degrees and those who have attended college but have
not completed their degrees provides valuable insight. The participants’ stooigs
their freshman year support the earlier research of social and acadegiation (Tinto,
1998). Earlier research also supports the importance of interaction betwagndad
students (Pascarella & Terenzini, 2005; Tinto, 1998). The participants in this study
emphasized their preference for close student/teacher relationships sugperting
importance of interaction with faculty.

Implications for Theory
Using Douglas’s (1982) grid and group theory in educational settings is bahefici

in understanding educational environments. The theory is based on the action and
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decisions of individuals. Using the characteristics of the four quadrants, indévadune
be seen as working from different environments. While not being predictive,rgy usi
grid and group characteristics, the action and decisions of the individuals can be
understood within the dimensions of a certain environment. In educational settings,
analyzing the actions and decisions of the participants in the setting througial twedy
group lens, provides insight into why individuals behave in certain ways. Further, it
provides insight into how environments and the individuals in those environments
change.

Douglas’s (1982) theory has been used in many settings (Braman, Kahan, &
Grimmelmann, 2005; Jayne, 2003; Lockhart, 1999). Harris (2005) applied grid and group
typology to school settings, providing characteristics of the four quadrarmisaal s
environments. Douglas’s typology is a tool that allows a look at actions ancdbdeasid
a finite framework through which to view them. This descriptive case study atlds y
another study of educational environments using Douglas’s grid and group typology
Implications for Practice

This study benefits practice by allowing the student voice to be heard. A
gualitative voice allows the experience to support the statistical evidence. The
participants’ description of their university experiences provides insight iabbgons
that need to be addressed. In looking at the data, one can see the areas of thffitd
students. The participants discussed their preparation for college, themdregear, and
their experiences with the freedom that college provided. They emphasized the
importance of their support systems in working through barriers in order to ¢cemple

their degrees.
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The participants preferred strong social incorporation, strong pressure to consider
the group’s goals and activities, and strong allegiance to school. The inoplifati
universities is to take advantage of students’ preferences in as manyitnsadtsgs as
possible, including academic and social settings. Research has shown thaethe mor
students are academically and socially involved on campus and the moreehesst int
with their peers as well as with faculty members, the more likely tleetpgrersist
(Tinto, 1998).

Implications for high schools include providing more information to high school
students about the availability of concurrent enroliment. Students’ earngraess of the
benefits of earning college credit in high school at a reduced financial ceserttial if
students are going to take advantage of this program. Also, participants in this stud
focused on weaknesses in their academic preparation, specifically in soraticeand
research skills. Implications include reviewing policies and funding pescthat affect
these curricular areas.

While none of these areas are new to the research, the participants’ unique views
of their experiences can provide insight and perhaps impetus for changes inetpe coll
environment. Their candor about their university experiences was exceptionalditeey
able to remain loyal to the university they attended, although they describésdl theat
were not positive in their experiences. In reading the participants’ storaesitioners
may discover a way to impact student persistence on college campuses.

Limitations and Recommendations
Although the interviews and assessments provided important information about

the participants’ experiences at the university, the study may havenyeeved if
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additional participants had been located. Another limitation of the study was minima
demographic information. Expanded demographic information could have provided
additional insight into the participants’ preferences for a school environment and the
perceptions of Heartland University.

Recommendations for further research include research focusing on tlie speci
concerns of the freshman year. Studying specific areas of the &rslear in a
qualitative format may provide greater insight into the persistencesifrfran students.
A study comparing the perceptions and preferences of instructors of &neséwvel
classes and the perceptions and preferences of students of the same olasses w
interesting. Using Douglas’s (1982) grid and group typology along with the
characteristics of school environments provided by Harris (2005) could provide some
valuable insight into these courses. Research questions still to be explored imelude t
following:

1. How do instructors of freshman level classes perceive their roles as edwfator
freshman level students?
2. How do students in freshman level classes perceive their roles as stndbate
classes?
3. How does Douglas’s (1982) grid and group typology explain the relationship
between freshman students and instructors of freshman classes?
Comments

During my career first as a high school teacher and then as a high school

principal, | watched as students left the relative comfort of the high ssétiimlg and

went off to college. | watched as some who | thought were well prepared and neady fo
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the college experience did not make it through the first year. Others cahtiraie

college career and ultimately earned their degrees. In looking at thdeatstfrom the
perspective of a high school principal, | could not help but wonder why some completed
their degrees and others did not. While this study has not provided definitive answers to
my questions, it has brought me closer to an understanding of college persidiadce. |
myself thinking, not only of the college student, but also of the high school, the junior
high, and the elementary student. And | remember as a teacher and as a painaps
pushing the status quo.

The status quo must always be questioned. | pushed myself and my faculty and
staff to understand their role in providing pathways for student success in what they
accomplished in their classrooms and offices every day. What could we have done
differently? Perhaps reach across school sites and encourage teachers atarsafinse
junior high students to encourage students to search for careers and seegoabs P
allow time for high school counselors to help students in an ongoing appraisal of the cost
of postsecondary education and the sources for funding their goals. Perhape ingoea
and expectations of what students must learn in their classes in junior high and high
schools as well as an honest look at what students are learning about sciencdé amd mat
elementary classrooms.

While the hopes and dreams of a first grade student may seem far removed from
the college professor or even the high school teacher, in order to crack the code for
college persistence, we must look at congruency of preferred and perceived
environments; we must look at student/faculty relationships at the college level;st

look at faculty support for students in their endeavors to earn a bachelor’'s degree. W
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must also look at our kindergarteners, our first graders, our junior high students, and our
high school students to access what more can be done to provide avenues for them to

fulfill their goals.
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APPENDIX A: SOCIAL GAME ASSESSMENT TOOL

ftem

Grid Consideration

Score

| prefer a work
almosphere where authority
structures are:
decentralized/
norhierarchical

centralized/
hierarchical

+—0—0—0—0—0—0—0—0—>
12 s 6 78

1 prefer a work
atmosphere where
my role(s) is:
specialized/explicit
Job descriptions.

nonspecialized/
no explicit job
descriptions

e e

1 prefer a work
atmosphere where
teachers have:
no autonomy
in textbook
selection selection

+—0—0—0—0—-0—-0—-0—0—>
1 2 3 4 5 & 7 8

| prefer a work
atmosphere where
individual teachers have:
full autonomy no autonomy
in generating their in generating their
educational goals educational goals
for their classrooms. for their classrooms

4O O—O0—O0—O0—0—0—0—>

LRt e L e )

| prefer a work
atmaosphere where
individual teachers have:
full autonomy no aulonormy
in choosing in choosing
instructional instructional
methods/ methods/
strategies strategies

1 2 3 4 5 6 7 &

| prefer a teaching
and learning atmospherce
where students are:
discouraged from
participating in/
taking ownership
of their education

encouraged (o
participale in/
take ownership
of their education
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| prefer a work
atmosphere where
teachers obtain instructional
resources (i.e., technology,
manipulatives, materials, and

tools) through:

7 individual administrative
competition/ allotment/
negotiation allocation

+—0—0—0~0—0—0—0—0—>
1 PR et R
| prefer a teaching
and learning atmosphere
where instruction is:

8 individualized/ not individualized/
personalized for personalized for
each student each student

1 Pl E TR (5 e
1 am motivated by:

9 intrinsic/ extrinsic/
self-defined institutional
imerests rewards

4O O—O—O0—0—0—0—0—>
1 284 05 h
| prefer a work
atmosphere where
_ hiring decisions are:

10 decentralized/ centralized/
controlled by controlled by
teachers administrator(s)

+—0—0—0—0—0—0—0—0—»
1 2 3 4 5 6 7 8
1 prefer a work
atmasphere where
class schedules are
determined through:

11 individual institutional
feacher rules/routines
negotiation

e S o e
1 RS BRI 5 R L
| prefer a work
atmasphere where
rules and procedures are:
12 few/implicit numerous/explicit

>

e H G T

Sum of sample grid scores:
Average of sample grid scores (sum/12):




Group Consideration

1 prefer a work
atmosphere where
instructional activities
are initiated/planned by:
individual leachers all educators
working alone working
collahoratively

+—0—0—0—0—0—0—0—0—>
T a8 .600F 0

Score ‘
|

1 profer a work
atmosphere where: educators’
socialization and work arc:
scparate/ incorporated/
dichotomous united activities
activities
€O Qe O Qe Qe Qe Qe O
1 2 3.4 5 .6 7 @&

1 prefer a work
atmosphere where
rewards
primarily benefit:
everyone at the
school site

+—0O—-0—0—-0—-0—-0—0—-0—»
B O B G T

the individual

| prefer a work
atmosphere where
teaching and leaming
are planned/
organized around:
individual teacher group
goals/interests goals/interests

+—O0—0—0—0—0—0—0—0—»
I o a B 8.5 1

| prefer a work
atmosphere where
teaching performance is evaluated
according to:
individual teacher group goals,
goals, priorities, priorities, and
and crileria criteria

+—O0—0—0—0—0—0—0—0—>
{2 a4 5 6 7.8

| prefer a work
atmosphere where
members work:
in isolation collaboratively
toward goals toward goals
and objectives and objectives
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1 prefer a work
atmosphere where
curricular goals are
generated:
individually collaboratively

+—0—0—0—0—0—0—~0—0—>
N e AR

1 prefer a work
atmosphere where
communication flows
primarily through:
individual, informal corporate, formal
networks networks

aE a3t l5ee 7 8

| prefer a work
atmosphere where
instructional resources
are controlled/owned:
individually collaboratively

A2 4 SRR

1 prefer a work
atmosphere where
educators and students have:
no allegiance/loyalty much allegiance/
1o the school loyalty 1o the school

| prefer a work
atmasphere where
responsibilities of
{eachers and administrators are:
ambiguous/ clear/communal
fragmented with with much
no accountability accountability

e 23 a7

| prefer a work
almosphere where
most decisions are made:
privately by corparately by
factions or cansensus or
independent group approval
verdict

+0—0—0—0—0—0—0—0—
1002 XS 61T S

Sum of group scores:
Average of group scores (sum/12):

(Harris, 2005, p. 184-189).



APPENDIX B: GRID AND GROUP ASSESSMENT TOOL

Item Grid Consideration Score Item Grid Consideration Score
Authority structures are: Teachers obtain
1 decentralized/ centralized/ instructional resources
nonhierarchical hicrarchical (i-e., technology, manipulatives,
malerials, and tools) through:
+—0—0—0——0—0—00—0— 7 individual administrative
b2 3 4 5.6 7 B competition/ allotment/
Roles are: negoliation allocation

7 nonspecialized/ +—0—-0—0—0—0—0—0—0—
no explicit job explicil job
descriptions descriptions eesnd ol B0 D

Instruction is;
8 individualized/ not individualized/
Lod o o 3 b 7 8 personalized for personalized for
Individual teachers have: each student each student

3 full autonomy in no autonomy in

1e i textbook selection
xtbook selection exibool TR e
C :. 0—0—0—0—0—0 Individual teachers are motivated by:
ek 2ot B0 9 intrinsic/ extrinsic/
Individual teachers have: self-defined institutional

4 full autonomy in no autonomy in inferests rewards
generating generating
educational goals educational goals +—O0—0—0—0-0—0—0——0—
for their for their e e e
classrooms. classrooms Hiring decisions are:

10 decentralized/ centralized/

- - = controlled by controlled by

1 4 BN S B I, teachers administrator(s)
Individual teachers have:

5 full autonomy in no autonomy in +—0—0—0—0—0—0—0—0—>
selecting selecting Ll ol el
instructional instructional Class schedules are determined through:
methods/ methods/ 11 individual leacher institutional rules/
slrategies slrategies negoliation routines

+—O0—0—0—0—-0~-0—0—0—> +—0—0—0—0—0—0—0—0—>
1 2NN S0 w0 1 2 3 4 5 6 7 8
Students are: Rules and procedures are:
6 encouraged to discouraged from 12 few/implicit numerous/explicit

participating in and
taking ownership
of their education

participate in and
take ownership
of their education

1 2R A Shel L

Sum of grid scores:
Average of grid scores (sum/12):
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ltem Group Consideration ltem Group Consideration Score
Instructional activities are Communication flows
initialed/planned by: primarily through:
1 individual teachers all educators 8 individual, corporate,
working alone working informal networks formal networks
collaboratively
+—0—0—0—0—0—0—0—-0— i 2t B
L 28 o R b 7 g Instructional resources are
Educators” socialization and controlled/owned:
work are: 9 individually collaboratively
2 scparate/ incorporated/
dichotomous united aclivities Y STRTE T
activities S
Educalors and students have:
- = 10 no allegiance/ much alfegiance/
s ol D) loyalty to the loyalty to the
Extrinsic rewards primarily benefit: school school
3 the individual everyone at the school site
1 2 3 4 b7 G
S
12 03 MRS E 638 D Responsibilities of teachers
Teaching and learning are and administrators are:
planned/organized around: 11 ambiguous/ clear/communal
4 individual lcacher group goals/ fragmented with much
goals/interests interests no accountability accountability
+—0—0—0—0—0—0—0—-0—
1 b 3 4 S e T s 1 7 3 4 ho6e 7 8
Teaching performance is Most decisions are made:
evaluated according to: 12 privately by factions corporately by
5 individual teacher group goals, or independent CONsSCNsus or
goals, priorities, priorities, and verdict group approval
and criteria criteria
+—0—0—0-00000—
+—O0—0—0—0—0—-0—00— 1oy a5 el T8
L 2SEOME A QNG B OB 7AN0 Sum of group scores:
Members work: Average of group scores (sum/12):
6 in isolation collaboratively =
toward goals toward goals B =
and objectives and objectives
+——0—0—0-00-000—
1 2 3 4 5 6 7 8
Curricular goals are generated:
7 individually collaboratively
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(Harris, 2005, p. 193-196).




APPENDIX C: GRID AND GROUP GRAPH TEMPLATE

Grid

Bureaucratic/
Authoritarian

Corporate/
Hierarchist

L 2 3 4

Individualistic/
Individualism
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5 6 7/ 8 Group

Collectivist/
Egalitarianism

(Harris, 2005, p. 197).



APPENDIX D: DEMOGRAPHIC INFORMATION

Name: Circle ottt E FEMALE

Age:

1. From what high school did you graduate?

2. In what year did you graduate?

3. What year did you enter OSU?

Circle YES or No for the following questions.

4. Did you have any college credits
when you graduated from high school?

5. Were you a transfer student?
6. Have you been continuously enrolled (excluding
the summer semester) since

you started your postsecondary education?

7. Have you taken remediation courses in college?
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YES

YES

YES

YES

NO

NO

NO

NO



APPENDIX E: INTERVIEW QUESTIONS

Describe your experience at Heartland University?

In your opinion, why was your experience successful

In your opinion, why was your experience unsuccessful?

What did you do to be successful at HU?

Who, if anyone, helped you?

What was the most difficult aspect you faced?

What/who prepared you for the venture? How?

How could you have been better prepared?

What metaphor best describes your college experience?

What/who in your high school setting prepared you for your college experience?
What/who in your high school created barriers for your entrance in college?
How did you overcome those barriers?

What metaphor best describes your high school experience?
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APPENDIX F
ASSESSMENT RESPONSES

Individual Scores
Item|Scale: +2—3—4—5—6—7—28 Frank | John| Alen| Joanre Mar Betly Michpel Edward
Social Game Assessment Tool: Grid
1 | prefer a work atmosphere where authority strastare:
decentralized/ centralized/
nonhierarchical hierarchical 8 6 6 6 3 5 7| 6]
2 | prefer a work atmosphere where my role(s) is:
nonspecialized/ specialized/explicit
no explicit job job descriptions
descriptions 7 8 4 7 5 7 5
3 | prefer a work atmosphere where teachers have:
full autonomy no autonomy
in textbook in textbook
selection selection 1 3 3 1 4 6 4 6
4 | prefer a work atmosphere where individual teechave:
full autonomy no autonomy
in generating their in generating their
educational goals educational goals
for their classrooms for their classrooms 1 3 4 p B K 3
5 | prefer a work atmosphere where individual teechave:
full autonomy no autonomy
in choosing in choosing
instructional instructional
methods/strategies methods/strategigs 3 3 5 2 3 6 5
6 | prefer a teaching and learning atmosphere wstadents are:
encouraged to discouraged from
participate in/ participating in/
take ownership taking ownership
of their education of their education 1 1 1 jl 1 ] ] ]
7 | prefer a work atmosphere where teachers obtictional
resources (i.e., technology, manipulatives, mdgeead
tools) through:
individual administrative
competition/ allotment/
negotiation allocation 6 1 3 3 6 6 4 5
8 | prefer a teaching and learning atmosphere where
instruction is:
individualized/ not individualized/
personalized for personalized for
each student each studen 3 L 2 4 p B b
9 | am motivated by:
Intrinsic/ extrinsic/
self-defined institutional
interests rewards 5 6 2 1 4 7 2 1
10 | prefer a work atmosphere where hiring decisivas
decentralized/ centralized/
controlled by controlled by
teachers administrator(s) 4 1 3 3 6) q ¢ [
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Individual Scores
Item|Scale: +2—3—4—5—6—7—28 Frank | John| Alen| Joanre Mar Betly Michpel Edward

11 | prefer a work atmosphere where class schedules
are determined through:

individual Institutional
teacher rules/routines
negotiation 8 5 6 2 4 3 6 2

12 | prefer a work atmosphere where rules and proesdare:

few/implicit numerous/explicit 6 2 5 4 3 2 2 5

Social Game Assessment Tool: Group
1 | prefer a work atmosphere where instructionalites
are initiated/planned by:

individual teachers all educators working|
working alone collaboratively 6 3 6 5 2 7 2 5

2 | prefer a work atmosphere where educators'
socialization and work are:

separate/ incorporated/
dichotomous united activities
activities 6 8 7 5 5 7 3 6
3 | prefer a work atmosphere where rewards
primarily benefit:
the individual everyone at the
school site 2 2 7 7 6 7 7 7

4 | prefer a work atmosphere where teaching and
learning are planned/organized around:

individual teacher group
goals/interests goals/interests| 7 3 ¢ [i 4 p b
5 | prefer awork atmosphere where teaching pedoce
is evaluated according to:
individual teacher group goals,
goals, priorities, priorities, and
and criteria criteria 4 1 3 6 5 7 2 7
6 | prefer a work atmosphere where members work:
in isolation colaboratively
toward goals toward goals
and objectives and objectives 3 3 6 6 q 1 1 q
7 | prefer a work atmosphere where curricular gaiss
generated:
individually collaboratively 5 3 6 7 7 7 6 4
8 | prefer a work atmosphere where communicatiavsfio
primarily through:
individual, informal corporate, formal
networks networks 3 3 4 5 3 7 2 4
9 | prefer a work atmosphere where instructionalueses
are controlled/owned:
individually colaboratively 4 2 7 6 2 6 7 5
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Individual Scores

Item|Scale: +2—3—4—-5—6—7—28 Frank | John| Alen| Joanre Mar Betly Michpel Edward
10 | prefer a work atmosphere where educators adersts
have:

no allegiance/loyalty much allegiance/|

to the school loyalty to the school 8 8 8 7| 8 9

11 | prefer a work atmosphere where responsibiities
teachers and administrators are:

ambiguous/ clear/communal
fragmented with with much
no accountability accountability 6 8 8 7 7 6 7 7

12 | prefer a work atmosphe where most decisions

are made:

privately by factions or corporately by

independent consensus o

verdict group approval 7 7 7 7 7 7 7 7

Grid and Group Assessment Tool: Grid

1 Authority structures are:

decentralized/ centralized/

nonhierarchical hierarchical 7 8 6 7 6 6 7 6)
2 Roles are:

nonspecialized/ specialized/

no explicit job explicit job

descriptions descriptions 6 8 7 3 8 7 7] s

3 Individual teachers have:

full autonomy in no autonomy in

textbook selection texbook selection| 7 1 q Y. 4 ] b B
4 Individual teachers have:

full autonomy in no autonomy in

generating generating

educational goals educational goals

for their for their

classrooms classrooms 7 1 3 6| 4 2 q K
5 Individual teachers have:

full autonomy in no autonomy in

selecting selecting

instructional instructional

methods/ methods/

strategies strategies 4 1 4 2 4 2 2 g

Students are:

encouraged to discouraged from|

participate in and participating in and

take ownership taking ownership

of their education of their education 3 3 4 5 1 ] 3 2
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Individual Scores

Item|Scale: +2—3—4—-5—6—7—28 Frank | John| Alen| Joanre Mar Betly Michpel Edward
7 Teachers obtain instructional resources (i.ehntgogy,
manipulatives, materials, and tools) through:
individual administrative
competiton/ allotment/
negotiation allocation 7 8 6 1 7 7 6 6
8 Instruction is:
individualized/ not individualized
personalized for personalized for
each student each studen i 4 [ V 7 7
9 Individual teachers are motivated by:
intrinsic/ extrinsic/
self-defined institutional
interests rewards 4 8 3 6 1 2 2 7
10 Hiring decisions are:
decentralized/ centralized/
controlled by controlled by
teachers administrator(s) 8 8 7 7| g 7 q
11 Class schedules are determined through:
individual teacher institutional rules/
negotiation routines 6 8 7 8 4 2 6 4
12 Rules and procedures are:
few/implicit numerous/explicit 6 6 6 6 1 2 4 5
Grid and Group Assessment Tool: Group
1 |Instructional activities are initiated/planned by:
individual teachers all educators
working alone working
colaboratively 5 4 4 4 3 3 3 3
2 Educators' socialization and work are:
separate/ incorporated/
dichotomous united activities
activities 4 4 3 6 4 6 6 6
3 Extrinsic rewards primarily benefit:
the individual everyone at the school sitg g ] f a B b
4 Teaching and learning are planned/organized around
individual teacher group goals/
goals/interests interests 4 1 6 7| 5 7 1
5 Teaching performance is evaluated according to:
individual teacher group goals
goals, priorities, priorities, and
and criteria criteria 1 6 4 3 7 7 3
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Individual Scores
Item|Scale: +2—3—4—5—6—7—28 Frank | John| Alen| Joanre Mar Betly Michpel Edward

6 Members work:

in isolation colaboratively

toward goals toward goals

and objectives and objectives 6 6) 5 ¢ 4 q 3 T
7  Curricular goals are generated:

individually colaboratively 8 2 5 6 5 6 7 3
8 Communication flows primarily through:

individual, corporate,

informal networks formal networks 7 3 6 7 3 6 4 4
9 Instructional resources are controlled/owned:

individually colaboratively 6 8 6 2 6 7 6 6
10 Educators and students have:

no allegiance/ much allegiance/

loyalty to the school loyalty to the school 7 3 7l g 9 g [
11 Responsibiities of teachers and administrates a

ambiguous/ clear/communal

fragmented with with much

no accountability accountability 7 4 4 6 6 5 5 7
12 Most decisions are made:

privately by factions corporately by

or independent consensus o

verdict group approval 2 2 6 4 5 7 7 6
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APPENDIX G

INSTITUTIONAL REVIEW BOARD APPROVAL LETTER

Oklahoma State University Institutional Review Board

Date: Wednesday, November 17, 2010
IRB Application No ED10147
Proposal Title: Perceptions and Preferences of Students from Small Rural High Schools in

Pursuing Bachelor's Degrees

Reviewed and Exempt
Processed as:

Status Recommended by Reviewer(s): Approved Protocol Expires: 11/16/2011

Principal

Investigator(s):

Margaret Hrencher Edward Harris

601 Harned Ave. 308 Willard
Stillwater, OK 74075 Stillwater, OK 74078

The IRB application referenced above has been approved. It is the judgment of the reviewers that the
rights and welfare of individuals who may be asked to participate in this study will be respected, and that
the research will be conducted in a manner consistent with the IRB requirements as outlined in section 45
CFR 46.

J;i] The final versions of any printed recruitment, consent and assent documents bearing the IRB approval
stamp are attached to this letter. These are the versions that must be used during the study.

As Principal Investigator, it is your responsibility to do the following:

1. Conduct this study exactly as it has been approved. Any modifications to the research protocol
must be submitted with the appropriate signatures for IRB approval.

2. Submit a request for continuation if the study extends beyond the approval period of one calendar
year. This continuation must receive IRB review and approval before the research can continue.

3. Report any adverse events to the IRB Chair promptly. Adverse events are those which are
unanticipated and impact the subjects during the course of this research; and

4. Notify the IRB office in writing when your research project is complete.

Please note that approved protocols are subject to monitering by the IRB and that the IRB office has the
authority to inspect research records associated with this protocol at any time. If you have guestions

about the IRB procedures or need any assistance from the Board, please contact Beth McTernan in 219
Cordell North (phone: 405-744-5700, beth.mcternan@okstate edu).

Sincerely,

M, M. Kowmain—
Shelia Kennison, Chair
Institutional Review Board
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