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ABSTRACT OF THE DISSERTATION

Campus Racial Climates and Educational Outcomes

by

Sylvia Hurtado
Doctor of Philosophy in Education
University of California, Los Angeles, 1990
Professor Alexander W. Astin, Chair

Amid a growing concern over campus race relations, the current study examined
the racial climate in 116 colleges and assessed its effects on student outcomes.
Longitudinal data from the Cooperative Institutional Research Program were obtained
from 328 black, 340 Chicano, and 1,825 white college freshmen surveyed in 1985 and
followed up in 1989. Two dimensions of the racial cPmate, Racial Tension and
Institutional Commitment to Diversity, were derived from student perceptions using
Confirmatory Factor Analyses and structural equation modeling (EQS). Stepwise
muitiple regression was used to explore (a) the effects of student and structurai
characteristics on the racial climate, and (b) racial climate affects on five outcomes;
academic and social self-concept, college grades, persistence, and commitment to
promote racial understanding. The study used a conceptual framework similar to college
influence models proposed by Astin, Pascarella, Smith & Allen, and Tinto. The
interpretative framework was based on Giraux’s theory of resistance in education.

Although racial climate perceptions are partially dependent on student

predispositions (ability, ethnicity, expectation to participate in campus protests,



liberalism), a higher proportion of the variance can be explained by the environment.
Colleges that are student-oriented or that value different perspectives have more favorable
racial climates. Low racial tension and high institutional commitment to diversity were
found ai private-nonsectarian and Catholic colleges, and institutions that provide
substantial student services financing or scholarship aid. Foor racial climates were more
likely at iarge institutions, public universities, and colleges with high expenditures for
instructional services. Mixed racial climate patterns were associated with college
selectivity and racial diversification of the student body.

The significant effects of the racial climate on outcomes vary by racial climate
measure (student perception, student-reporied behavior, minority enrollment), ethnicity,
and educational outcome. Positive student outcomes were sometimes associated with
adverse racial climates, suggesting that minority students develop strategies of resistance
in these environments. Specifically, campus protest and discussin g racial issues mediate
the effects of racial tension. These activities as well as interracial contact, attending race
awareness workshops, and taking ethnic studies courses positively affect interest in

promoting racial understanding among all racial groups.



CHAPTER 1

INTRODUCTION

Critical to the search for equality is a willingness to lcck at perspectives other than
our own, “continually unsettling our assumptions” (Minow, 1990). This principle
implicitly guided the developmeni of the current study of the impact of campus racial
climates on student educational outcomes. In order to see something new in an old issue-
-and the issue of the racial climate on campus is an old one--I approached the subject with
the sim to test some of our cornmon assumptions in higher education. I set out to

critically examine the follewing assumptions:

1. Our institutions of higher education operate in a uniform way in terms of race-
related issues.

2. The minority student response to adverse racial climates has been one of
accommodation.

3. Racial climates uniformly affect educational outcomes, particularly for

minority students.

The first assumption is related to our understanding about the basic nature of our
colleges and universities; I discuss in Chapter 2 how contradictions regarding race-related
issues may exist within our institutions. These contradictions are then examined in the
study through the development of multiple dimensions of the racial climate and are
reflected in the results for particular types of institutions described in Chapter 5. The
second assumption, addressed theoretically in Chapter 2 and examined empirically in

Chapter 6, is concerned with the importance of understanding the student response to the



racial climate. Students may engage in important behaviors that mediate the effect of
adverse environments. The third assumption is addressed in Chapter 3, focusing on the
review of the literature. It reveals thai rescarch today remains inconclusive regarding the
effects of the racial climate on student outcomes, Thus, the results of this study shed
light on broad issues regarding the role of our institutions in society, while providing an
examination of the relationship between student psychological states and behaviors (in the
form of outcomes and social interaction on campus) in the context of the campus racial
climate.

I have attempted to develop a conceptual definition of the racial climate that is
useful for empirical analysis. The racial climate is a socially constructed phenomenon. It
is made up of actors' perceptions and actions within an environment that, in turn, are
modified by situations and historical contexts, The campus racial climate is also made up
of many elements that generally include relations among various campus groups
(students, faculty, and administrators), institutional intent or commitment, and siructural
aspects that reflect institutional policies. These multiple aspects of the racial climate are
examined in the review of theories and prior research. For now it is sufficient to say that
when I refer to the racial climate, I am referring to multiple aspects of the college

environment related to racial/ethnic issues.

Background
Racial climate issues have existed in higher education for about as long as
institutions have considered the admission of racially or culturally different students.
Vivid historical descriptions of hostilities directed at the entrance of black students to
southern universities remind us of periods in American higher education when racial

tension was high (Branch, 1988). In the minds in some observers, however, racism and



tense racial climates are confined to a specific era or region of the country. The fact is that
memory within the higher education community is selective and short. Scholars have
recently begun to uncover archival evidence of discriminatory practices in college
admissions, student organizations, and administrative policies that have existed since the
post-World War 11 era at institutions across the country (Cohen, 1990). These practices,
no doubt, have caus~d tensions between institutions and individuals or groups who
worked to eliminate them.

Tke civil rights movement, the elimination of de jure segregation in the public
sector (Brown v. the Board of Education), litigation in areas related to the Civil Rights
Law (Title VI), and a surge in minority enrollments up until the mid-1970s raised the
level of public consciousness regarding inequalities in the educaticn of minority groups.
These events, no doubt, have also reduced overt aspects of discrimination in educational
institutions, making such practices illegal and unethical in the public mind. However,
schoiars concede that institutional compliance with legal injunctions (c.g., Adams v.
Richardson, Adams v. Califano) for increased minority participation in higher education
has been problematic over the years (Williams, 1988; Vera, 1989), and subtle forms of
racism remain active at both the institutional and individual leveis (Reyes & Halcén,
1988; Verdugo, 1986). Unfortunately, institutional inertia persists, while the residue of
earlier discriminatory practices lingers.

The racial climate remains one of the many items on higher education's
unfinished agenda. Researchers investigating the racial climate in the mid-1970s found
that while college campuses exerted considerable energy in initiating programs and
services in response to tﬁé-émrance of minority students, they were not attending to
minority-majority relations or the psychological climate (Peterson, Blackburn, Gamson,

Arce, Davenport & Mingle, 1978). Researchers today suggest that predominantly white



universities may have introduced programs as “window dressing” without really
addressing the more difficult questions of the climate (Hughes, 1987). A recent report
from the American Council on Education revealed that only one in four academic
administrators felt their campus provided an “excellent” to “very good” climate for black
students, and 29 % felt they provided a supportive climate for Hispanics (El-Khawas,
1989). If these climate issues have been left unattended since the influx of minorities in
the late 1960s, it is no wonder that campuses found themselves dealing with racial
climate issues in the 1980s.

External forces and recent historical events have perhaps made racial climate
issues more salient. It is no coincidence that the resurgence of overt hostilities on
campuses, occurring as early as 1979 (Smith, 1981), followed events that signalled the
questioning of affirmative action (Bakke), declining federal commitment to issues that
affect minorities, renewed Ku Klux Klan activity, and increasing racial discord in urban
communities like Howard Beach and Bensonhurst reported in the media (Jacob, 1988).
Events in higher education cannot be viewed entirely apart from the social and poiitical
context of the larger society. One can conclude that the events of the past decade helped
to create an open atmosphere for overt manifestations of racial intolerance on college
campuses.

Aside from the subtle influence of social and political trends, external events can
directly influence institutions of higher education. For example, changes in federal aid
programs during the Reagan years, and subsequent changes in packaging policies at the
institutional level, have disproportionately affected blacks and Chicanos in their decisions
to attend or remain in college (Carter-Williams, 1989; Olivas, 1983, 1986; Sudarkasa,
1988). Thus, current campus racial climates reflect a mix of societal and instituticnial

vestiges of what was once a formal institutional ideology (racism), attitudes engendered



during the 1960s to mid-1970s in commitraents to equality, and stagnation or reversals
of these commitments in the 1980s.

Against this backdrop, gaps in the educational pipeline for the different racial and
ethnic groups highlighted at the beginning of the 1980s (Astin, 1982) have widened
considerably. Trends in college participation rates indicate that, although test scores have
improved and high school graduation rates have increased among black and Hispanic
students over the years, these gains have not increased the percentage of minority
students entering college since 1976 (Carter & Wilscn, 1990). In fact, the statistics
reflect a portrait of minority participation in higher education as one of regression since
the mid-1970s (Carter & Wilson, 1990).

The college participation rate of low-income black high school graduates, between
18 and 24 years old, dropped from 40 % in 1976 to 30 % in 1988 (Carter & Wilson,
1990). In contrast, the participation rate for low-income white youth has hovered around
37 t0 39 % over the same period. Blacks have also experienced losses in the number of
degrees conferred nationally: in 1987 they received 5.7 % of the bachelor's degrees,
representing a decline from 6.4 % in 1976 (Carter & Wilson, 1990).

Contrary to popular belief, the demographic growth in the Hispanic population
has not translated into substantially increased Hispanic enrollments (Olivas, 1986). The
participation rates for Hispanics, as a proportion of the 18- to 24-year-old population,
have declined from 35.8 % in 1976 to 30.9 % in 1988 (Carter & Wilson, 1990).
Traditionally, Hispanics complete high school at substantially lower rates than other
groups (Astin, 1982; Carter & Wilson, 1990). It is particularly alarming that the college
participation rates for low-income Hispanics has fallen from 50 to 35 % during the years

1976 to 1988 (Carter & Wilson, 1990). Thus, Hispanics continue to be one of the most



underrepresented gioups in higher education, particularly at the four-year levei (Wilson &
Melendez, 1987).

Statement of the Problem

Over the past few years an alarming number of overt racial incidenis have
occurred, with more than 160 college campuses involved (Steele, 1989). This is only a
rough estimate because many incidents g0 unreported and only one organization, the
National Institute Against Prejudice and Violence, makes an atiempt to collect
information on such incidents. Some of the most highly publicized incidents, ranging
from harassment to violent beatings, have occurred at elite institutions such as Columbia,
Stanford, University of Michigan, and the University of Massachusetts (Sudarkasa,
1988). Students organized demonstrations to protest such incidents on their own
Campuses or to express solidarity with students at other campuses (Vellela, 1988). For a
time it appeared as if these racial incidents occurred in a chain reactior. across campuses,
creating student demonstrations and leaving flustered college administrators in their
wake. Student demands for institutional action, the confusion, and the unwanted media
coverage of these events have led administrators to consider strategies to improve the
racial climate on their campuses.

Beyond the desire for institutional stability, cther reasons to understand and
improve campus racial climates have quickly become apparent, Demographic accounts
suggest that, by the year 2000, one-third of our nation's school children will be members
of minority groups, and minority workers will represent one-third of the net additions to
the U.S. labor force (Commission on Minority Participation in Education and American

Life [CMPEALY), 1988). The declining number of majority students among the
traditional college-age population, coupled with the youthfulness of the minority



population, poriends a change in the “color” of our campuses. In particular, “colleges
that draw largely from local communities will experience a rapid ethnic/racial
restructuring of their student populations, or face decreasing enrollment” (Estrada, 1988,
p. 18). It appears the fate of minority groups may soon be intimately tied to both the
economic well-being of the country and the survival of its institutions of higher education
(Géndara, 1986). As a result, recent national reports show a new sense of urgency in
closing the gaps between minorities and white Americans in educational and economic
attainment (CMPEAL, 1988).

What would rapid racial/ethnic restructuring of our institutions entail?
Restructuring will call for an examination of all areas of campus life from ideology
expressed in the curriculum, institutional policies and practices, to social relations at the
individual level. Some institiitions have begun preparations; administrators realize that
prior efforts have been inadequate and they are searching for concrete strategies to
improve minority access, participation, and degree attainment. The focus is on elements
in a college that make it more conducive for education in a multicultural environment,

The American Council on Education recently published a handbook to assist with
new campus strategies to improve educational outcomes and reaffirm a commitment to
diversity and pluralism. Minorities on Campus: A Handbook for Enhancing Diversity
(Green, 1989) refers to the importance of the campus climate in improving minority
participation and educational outcomes:

Campus climate embraces the culture, habits, decisions, practices and policies that

make up campus life. It is the sum total of the daily environment, and central to

the “comfort factor” that minority students, faculty, staff, and administrators

experience on campus. Students and other members of the campus community



whe feel unwelcome or alienated from the mainstream of campus life are unlikely

to remain. If they do remain, they are unlikely to be successful (p. 113).

The handbook suggests that the “signs of an inhospitable environment” are often subtle,
that these covert forms of racism on campus can adversely affect students, and that
minorities have a different view of the college environment than white students.

There is little empirical evidence, however, to support many of these assumptions
regarding the racial climate. The extant research regarding the effects of the racial climate
on student outcomes is inconclusive, or reflects conflicting results (See Chapter 3).
Researchers have also neglected to examine the extent to which students have used
particular strategies to deal with adverse environments on an individual and group leve,
(e.g., pressuring the administration for change). Assumptions regarding the effect of the
racial climate need to be tested, prior research deserves replication, and more information
is generally needed to devise effective strategies for dealing with racial climate issues and

the improvement of educational outcomes,

Purpose of the Study

The general goal was to generate empirical evidence concerning the pattern of
racial climate effects on: Self-concept (academic and social), undergraduate achievement
(grades and persistence), degree aspirations, and change in student racial attitudes
(commitment to promote racial understanding). The purpose was to establish new
research areas as well as to build on previous research; the study tested hypotheses as
well as attempted to generaic new hypotheses through new empirical evidence. A second
objective was to place these results within a theoretical context that may permit educators

to look at the situation in a new way, which may ultimately facilitate the restructuring of



our institutions. A final objective of the study was to provide recommendations that can
help both students and institutions to understand and improve racial climates and,
consequently, educational outcomes for all students.

The purpose of the study was thus to answer the following general questions:

What is the effect of the campus racial climate on college students? Is there a
relationship between educational outcomes and campus racial climates? What
college and university policies or structural aspects of institutions are related to the
racial climate on a campus? What kinds of mediating factors account for different
student responses to the racial climate? How can one explain the general pattern

of results within a larger theoretical framework?

Significance of the Study

In view of recent events in higher educaticn, this study is timely. The study
covered a time period, 1985-1989, when many racial incidents and related student
protests occurred on college campuses. It offered a unique opportunity to examine racial
climate issues and related outcomes during this unsettling time at a variety of institutions
across the country. Indeed, some of the institutions that received the most media
attention are included in the study. If our institutions are at a turning point, a thorough
examination of the racial climate can have immediate significance for the process of
restructuring,

The data collected for the study include a longitudinal, multi-institutional sample
of black, Chicano, and white students. Racial climate studies are usually cross-sectional
in design and the few that include longitudinal data have yet to report on changes in

student development during college. Multi-institutional studies are also still quite rare.



These two design elements are essential to developing a better understanding of student
development and change during the college years (Astin, 1977).

While there have been numerous studies of black students on predominantly
white campuses, the experiences of Chicanos on these campuses remain largely
unexplored. Evidence in the literature review shows that scholars have made significant
strides in studies of black college students. They have moved essentially from issues of
access to research on college student experiences (Hail & Allen, 1989), collecting data
that reflect a wide range of issues specific to black student experiences on college
campuses. In conirast, many of the studies on Chicanos still place strong emphasis on
background characteristics and their effect on student outcomes—even in predicting
college achievement (Dur4n, 1983).

This difference in research may be a function of two factors: The lack of extensive
data sets on Chicano students and the small number of Chicanos conducting research in
higher education (Olivas, 1988; Haro, 1983). The U.S. Department of Education
(Institutional Postsecondary Educational Data Systems [IPEDS)) still collects and reports
data on Chicanos under the umbrella category of “Hispanics," even though census data
and other educational data show dramatic differences among Latino groups (Estrada,
1988; Astin, 1982). Thus, there is no support at the federal level for breaking out the
Hispanic category in ways that would enable us to understand the particular problems of
Chicanos or other Latino groups. In addition, it is only rccently that scholars have looked
more closely at college environmental influences on Chicano student experiences (Astin
& Burciaga, 1981; Attinasi, 1989; Cuadraz, 1989; Loo & Rolison, 1986;Oliver,
Rodriguez, & Mickelson, 1985; Nora, 1987; Rendén & Nora, 1988). Oiivas (1983)
suggested that a research agenda for Latinos is in order, one which includes an analysis of

structural phenomena and an analysis of individuals within institutions. The present
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study combines these elements, along with comparative group analyses, to provide
important information regarding the unique college experiences of blacks, Chicanos, and
white students.

A word about ethnic group labels is in order here. The data was based on student
self-reports of racial or ethnic group identification, allowing examination of the specific
experiences of these groups. Students could identify themselves in the 1985 Survey
specifically as Black/Negro/Afro-American, Mexican-American/Chicano, or
White/Caucasian. Chicanos represent students of Mexican descent, yet government data
are ofien reported in the category of Hispanic. When I use the term Hispanic, I am
referring only to data or studies that have reported results in that category. While
Hispanic research does not reflect the experience of Chicanos alone, unless the data are
broken down by region, we can assume that the results are heavily influenced by the
Chicano experience since they represent approximately 60 % of the Hispanic population
(Astin, 1982). When referring to studies that reflect the experiences of several groups
(i.e., not reported in a general Hispanic category), I will use the term Latino as a matter of
preference. This preference stems from my own experience with other Latino groups as
well as a resolution among the National Chicano Stwdies Association to avoid the use of

the governmental term Hispanic,

Scope of the Study
The study was limited to students who in 1985 were first time, full-time
freshmen entering four-year institutions with student bodies that are predominantly white,
Although the distinctive experiences of students in community colleges as opposed to the
four-year colleges have been documented (Astin, 1977, 1982; Hurtado, Astin, Korn, &

Dey, 1989), the idea here was to focus on institutions that become the center of student
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life. This allowed an examination of student change and racial climate effects that may be
primarily attributed to the college environment,

Survey methods were used to examine the racial climate and its effect on
students. Historical accounts or documentation of individual cases of racial hostilities or
unrest on campuses were not explored Cue to the sheer number of institutions (116) in
the study. While such immediate contexts are important, a study on students during this
era would generally capture some of the effects of these immediate CORiEKis.

Finally, the rationale for focusing on the experiences of blacks, Chicanos, and
white students is threefold: (a) Black and white student samples provide comparative
data with prior racial climate studies, (b) there is a lack of information on Chicano student
experiences during college, and (c) freshman sample sizes for each of these groups
provided sufficient selection for a follow-up survey. Other minority groups (Puerto
Rican and American Indian) were excluded because of the small initial sample sizes and

the need io reduce the complexity of comparison group analyses.
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CHAPTER 2

THEORETICAL FRAMEWORKS

Theories serve as useful frameworks that assemble disparate facts into
meaningful and coherent relationships. This study draws upon a multidisciplinary base
of theories regarding the nature of educaticnal organizations, race relations, social
structure and personality, as well as coliege impact research in higher education. In some
cases, similar phenomena have different terms across the disciplines of education,
sociology, and psychology. In this chapter, I will attempt to link some of these concepts
across disciplines to show how they inform my conceptual approach to the research
problem. Perhaps more importantly, this chapter establishes a common language (i. e.,

definitions of concepts) to facilitate understanding and interpretation of findings.

Conceptual Approach

This study uses a general conceptual approach to the study of the racial climate
that, in turn, binds a number of theories. It is a general approach used in the field of
social structure and personality (Elder, 1973; House, 1981) and in higher education
(Astin, 1977; Weidman, 1989). According to House (1981), three principles should
guide an empirical analysis of Low and why a social structure affects an individual.
These are: (a) the components principle, which involves understanding the nature or
multiple aspects of the structure (the college environment and its racial climate); (b) the
psychological principle, involving an understanding of the psychology and behavior of

the individual in relation to the structure (perceptions of the racial climate and outcomes);



and (c) the proximity principle, which involves understanding the linkages or nature of
social interactions (student interaction or involvement) that mediate the two. Theories that
highlight the importance of each of these principles in relation to the study are presented
here along with the introduction of a general theory on how all these components may

work together.

Structural Aspects of the Environment

In a sociological sense, the structural properties of the environment are seen as
central to shaping social interaction and the individual's attitude and behavior within it
(Kiecolt, 1988). This is analogous to viewing the colleges, or aspects of their
environments, as stimuli (Astin, 1968). These structural properties are often assessed
through the use of “objective” measures that are also referred to in social psychology as
contextual variables (Kiecolt, 1988) or distal characteristics (Jessor, 1979). In higher
education research these properties often refer to institutional characteristics such as size,
type, control, selectivity, and racial composition of the college (Weidman, 1989).

There are a number of theories that can be applied to understanding structural
aspects of the racial climate and the influence of other structural attributes of institutions
on educational outcom:3. These compeiinng theories have to do with the numericai
representation of minorities in college, community, and work environments. For
example in her studies of women, Kanter (1977) posits a theory of “tokenism.” She
suggests that proportions of socially and culturaily different people in a group are critical
in shaping the dynamics of interaction. Tokenism can occur when an environment has a
highly skewed distribution of different groups, with one group (usually based on gender

or race) greatly outnumbering the others. According to Kanter, the underrepresented
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groups “can appropriately be calied ‘tokens’ because they are often representatives of
their category, as symbols rather than individyals” (p. 965). Tokenism contributes to
heightened visibility of the underrepresented group, polarization or exaggeration of group
differences, and assimilation or distortion of the images of individuals to fit existing
stereotypes. These individuals can face social isolation, stress and, because their roles
may be circumscribed, limitations in goal attainment.

Similar work in the area of relative numbers of underrepresented groups is
somewhat conflicting, suggesting perhaps that the effect of proportion may be nonlinear.
That is, some researchers have suggested that attaining a proportion of 20 to 30 % for
uaderrepresented groups reduces the potential cffects of tokenism (Kanter, 1977,
Simpson & Yinger, 1985). On the other hand, Blalock (1967) hypothesized that the
larger the relative size of the minority gronp the more minority individuals will be in
direct and potential competition with an individual of the dominant group: “As the
minority percentage increases, therefore, we would expect to find increasing
discriminatory behavior” (p. 148). Such effects may have important implications for
campus racial climates and educational outcomes,

An alternative theory has been suggested by studies in higher education. Studies
of campus protests have shown that it is not the percentage of black students but their
absolute numbers or a “critical mass” that results in campus protest (Astin & Bayer,
1971; Astin, Astin, Bayer, & Bisconti, 1975). That is, racially-related protests in the
early seventies were associated with attaining a critical mass of minorities who could
collectively present demands for institutional change. There has been little research on the
theory of critical mass, however, since the early 1970s.

Still another theory suggests that numbers of minorities are not as important as

the size of the overall community. In accordance with Blau's (1973) notion of the effect
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of size on an organization, Tuch (1987) proposes that community size has a positive
effect on racial tolerance within communities and that these effects have actually increased
since 1972. In short, urbanites and non-Southerners were more racially tolerant than their
non-urban and Southern counterparts. While the effect of size has increased, Tuch
(1987) found that the effect of region has diminished over time. This research introduces
two additdonal structural aspects that may affect the racial climate in campus
commuilities, size and location of the college or university.

These different theories suggest that structural characteristics such as institutional
size and region, the proportion of minorities, absolute numbers of minorities at each

institution, and increases in minority earollment are important elements to consider in any

study of the racial climate. I will use the t=rcs diversification or diversity to refer to the

structural aspects of the racial climate that are expressed in numerical term: These
diversity measures are useful because they are aspects of the environment that are “policy
relevant” (Weidman, 1989). For example, administrators and students often point to
diversification (i.e., increasing the number of minority students and increasing the
number of minority faculty) as a means of improving the racial climate and consequently,
student outcomes. These potential effects can be tested in the current study, together with

the competing theories discussed above.

The Perceived Environment
The college environment has been referred to as an “enacted environment” since
“participants develop interpretations about the nature of the organization from their social
construction of the organization's culture based on historical traditions, current situational

contexts, and individual perceptions” (T ierney, 1987, pp. 63-64). Viewed from this
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perspective, perceptions of the climate become central to an understanding of the effects
of the racial climate on college campuses. As a step in this direction, the current study
included measures of the environment based on student perceptions of the racial climate.
Researchers in the fields of education, psychology, and sociology have typically
used individuals' perceptions to reflect the environments or conditions to which subjects
are exposed. For some of these researchers, the difference between reality and perception
is not as important as the impact of such perceptions. For example, Thomas and Thomas
(1928) stated, “If men [sic] define situations as real, they are real in their consequences”
(p. 572). Along these lines, psychologists assert that the impact of a particular
sociocultural event on an individual's self-concept is a result of how the experience is
interpreted by the individual (Dusek & Flaherty, 1981). Other researchers contend that
there is no difference between reality and perception: “Reality is not something objective
or external to the participants. Instead participant reality is defined through a process of
social interchange in which perceptions are reaffirmed, modified, or replaced according to
their apparent congruence with the perceptions of others” (Tierney, 1987, p. 64).
Another view reflects the perceived environment as both an outcome and a cause
of other outcomes:
The student’s subjective inierpretation or impressions of his college environment
depend not only on the particular patterns of environmental stimuli to which he is
exposed, but also on his values, attitudes, abilities, previous experiences, and
other personal characteristics. In one sense, the student's “image” of his college
environment at a given point in time is simply his subjective response to a
particular set of environmental stimuli; in another sense, it is a notentially

Irrosantasiasy

important frame of reference for interpreting and responding to new stimuli.
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Thus, the student's image of his college is both a response to his environment and

a potential determinant of his future responses (Astin, 1968, p. 94).

Both Tierney's and Astin's views, in reference to the perceived environment, are
consistent with a social constructionist viewpoint. That is, social structure is “both a
product of human interaction and a constraint on interaction” (Pfeffer, 1982, p. 224).
Tierney (1987) states that “higher education organizations exist in socially constructed
systems” (p. 64). For Astin (1968, 1990a), perceptions represent a confounding of an
individual's characteristics, environmental stimuli, and environmental effects. As a
consequernce, perceptions of the racial climate ir this study served as a dependent variable
in early phases of analyses and as 2n independent variable in subsequent analyses.

Diversity measures (enroliment numbers), institutional policy, student
perceptions, and student behaviors represented different aspects of the racial climate.
Jessor (1979) proposes a theoretical framework that incorporates these elements. His
view is that there are a multiplicity of environments in which human interaction takes
place. These multiple environments can be ordered along a continuum according to
proximity to the individual. Demographic and structural attributes of environments are
considered distal characteristics while the perceived environment is considered the most
proximal and is of immediate significance to the actor. Astin (1968, 1990a) has
proposed a similar continuum in his work.

Studies in higher education have begun to validate the notion that proximal
measures are more important than institutional characteristics i relation to student
outcomes (Stoecker, Pascarella, & Wolfle, 1988). Research in social psychology also
suggests that proximal measures mediate the effect of these distal characteristics (Jessor,

1979; Moos, 1979). In this particular study the distal dimension of the racial climare was
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represented by the diversity measures, while the more proximal environment is
represented by student perceptions of the racial climate. Factor analyses for the current
study (Chapter 4) indicate that the racial climate consists of at least two perceptual
dimensions: perceptions of institutional commitment to race-related issues and
perceptions of the quality of minority-majority relations on campus.
Social Interaction - The Link Between
the Environment and Outcomes
According to theorists in the area of sccial structure and personality, the
“psychological effects of community structure are traced through institutional patterns,
ecological contexts, and face-to-face interaction” (Elder, 1973). Thus, the interpersonal
environment or pattern of social interaction representing individual experience assumes
an important role as a2 mediator or link to structural conditions. This is the basis for
House's (1981) proximity principle. In higher education research, Weidman (1989)
describes these “student linkages” to various aspects of the college environment as
including: (a) interaction with faculty and peers (Astin, 1988; Pascarella, 1980); (b)
amount of time spent studyin g or student effort (Astin, 1984; Pace, 1984); (c)
involvement in campus life (Astin, 1984, 1985); and (d) both social and academic
integration (Pascarella, 1985; Pascarella & Chapman, 1983; Stoecker et al., 1988; Tinto,
1975, 1987). These social interaction processes have been found to have significant
effects on outcomes. Thus, examining the role of student interaction in the academic and
social life of the campus became an important link to understanding the racial climate and
its effect on outcomes in this study.
Two related theories have emerged from studies on the role of student interaction
with the academic, extra-curricular and organizational aspects of colleges. The first is

Astin’s (1984, 1985) theory of student involvement, which refers to the amount of
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physical and psychological energy a student devotes to the undergraduate experience.
According to the theory, gains in college outcomes are a direct function of student
involvement. This theory of involvement highlights the direct effect of student interaction
processes on changes in student attitudes, behavior, and values,

A second theory that emerges in the literature focuses on the mediating role of
social interaction. Tinto (1975, 1987) suggests that an individual's integration into the
academic and social life of a college mediates the effects of student background
characteristics and influences individual commitments that subsequently lead to decisions
to stay in or leave college. Tinto's model of social and academic integration has been the
focus of many validation studies on student persistence and other college outcomes
(Pascarella & Chapman, 1983; Pascarella & Terenzini, 1980; Stoecker et al., 1988).
However, some studies have begun to suggest that Tinto's model is less appropriate for
minority students (Fox, 1986; Nora, 1987). This may be related to the distinct
experiences of minorities on predominantly white campuses, as racial barriers can restrict
social interaction.

One type of social interaction that is key in any study of the racial climate is
intergroup contact or the degree to which individuais interact with others from different
racial/ethnic backgrounds, Findings regarding what is referred to as the “contart
hypothesis” have been mixed; some studies suggest that increased intergroup contact
leads to decreases in prejudice, while others suggest that contact can lead to increased
hostilities (Allport, 1954; Katz, 1976; Simpson & Yinger, 1985). Aliport (1954)
suggests that such results depend on the nature of group contact, a complex construct
representing: quantitative aspects (frequency, duration), status aspects (equal or unequal),
role aspects, social atmosphere surrounding the contact (segregation, voluntary vs.

involuntary), personality characteristics, and areas of contact (residential, occupational,
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casual, etc.i. Blalock (1986) has proposed his ovn theory of contact in school settings,
suggesting that it is shaped by several factors: segregation, cultural and status similarity,
equality of status, expected intrinsic or extrinsic rewards and costs, as well as a host of
contextual variables (neighborhoods, numbers of minorities, administrative policies). In
the current study the nature of interracial contact was presumed to be voluntary, and
imply equal status (student to student), focusing on the frequency dimension in a social
situation. The degree to which such interracial contact may occur on campus depends on
the opportunities created by the racial climate; it can also function independently as a

mediating factor between the racial climate and educational outcomes.

Interpretative Framework

Up to this point, I have described a number of theories that undergird the
conceptual framework of the study. It is also important to present an interpretative
framework that might link these components in a general view of education and campus
racial climates. Radical educators created one interpretative framework, resistance theory,
that may be useful here. Resistance theory evolved in part, but is distinct, from the neo-
Marxist (Bowles & Gintis, 1977) and cultural reproduction views of schooling
(Bourdieu, 1979). It differs from these views in that it is less deterministic and
pessimistic in its view of the function of schools and their relationships with “culturally
different” groups. The central assumption of resistance theory is that although schools
function in part to maintain the status quo (inequality), subordinate groups (i.e., class,
race, and gender-based groups) do not compliantly submit to the dictates of schools that
prepare them for a particular station ir: life. Rather, schools are viewed as “contested
terrains marked not only by structural and ideological contradictions but also by

collectively informed student resistance” (Giroux, 1983, p. 260). Furthermore, “schools
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often exist in a contradictory relations io the dominant society, alternately supporting and
challenging basic assumptions” (p. 260). Thus, this interpretative framework situates
schooling within the broader social and political context.

Applied to higher education, this framework provides a plausible expianation for
the contradictions that emerge in our institutions. Receny works in organizational theory
in higher education have begun to view the college environment as less rational, less
uniform in operation than we presume them to be, and contradictory in nature (Cohen &
March, 1974; Lincoln, 1989; Tierney, 1987, 1989). Resistance theory offers the
following explanation: Our institutions of higher education maintain the social order
through the reinforcement of dominant ideologies, but they are also transforming society
through pockets of active resistance that represent alternative ideologies.

Higher education prides itself on being a great social critic, yet it is also a producer
of intellect and Iabor that maintains status quo interests. A recent national report on
improving minority participation in American life stated that, “the higher education
community historically has acted as an important goad to the nation's conscience”
(CMPEAL, 1988, p. 22). At the same time, institutions are prone to “‘academic
conservatism” and institutional inertia when it comes to change (Astin, 1985). Recent
debates over incorporating alternative perspectives (i.e., ethnic studies, women's studies,
and non-Western culture) into the college curriculum serve as prime examples of
resistance to change, ideological dominance, and exclusionary practices in higher
education.

In studying an issue as sensitive as the racial climate, one would expect to find
evidence of these institutional contradictions. Specifically, racism can be regarded as a
pervasive ideology that has historical roots in our society. It existed as an economic

institution in the form of slavery and the colonization of Latino groups (Chicanos and
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Puerto Ricans) (Mirandé, 1985). Progress in the form of racial attitudes on a nation~!
level has not eliminated discrepant views among principles on race-related issues and the
implementation of such principles (Schuman, Steeh, & Bobo, 1988). Many institutions
of higher education have only provided educational opportunities to a diverse student
body for less than 30 years; and the system of higher education remains racially strat_iﬁed
(Astin, 1982; G4ndara, 1986; Verdugo, 1986). Therefore, it is possible that our
educational institutions continue to reflect racist ideology or its residue. Colleges may
thus be working to both support und challenge this ideology.

In addition to this perspective on the contradictory nature of educational
organizations, there are other concepts within the resistance theory framework that are
useful for looking at minorities in higher education. These include the central elements of
power, domination, and human agency. The concepts of domination and subordination,
or unequal power relations, are prominent in race relations theory; theorists propose these
relations as the basis for racial conflict (Yetman, 1985). In resistance theory, these
relations are also a source of conflict. Yet, power does not beiong exclusively to those
who control resources and profess dominant ideologies—domination is never complete.
Rather, “power is exercised not only as a mode of domination, but also as an act of
resistance” (Giroux, 1983, P.- 290). The idea is that “human agents” (i.e., teachers,
students, administrators) make history by changing institut®uns or reaffirming its
constraints. Thus, resistance is rooted in “oppositional behaviors” that serve to critique
the dominant ideology, and “inherent in the notion of resistance is the hope for radical
transformation” of our institutions (p. 290).

Resistance theory suggests that differences in student response to institutions
require close examination. “The notion of resistance points to the need to understand

more thoroughly the complex ways in which people mediate and respond to the
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connection between their own experiences and structures of domination and constraint”
(Giroux, 1983, p. 290). For example, certain behaviors (such as dropping out of college
or engaging in protests on race-related issues) may actually be oppositional, that is, these
behaviors have “little to do with deviance and learned helplessness, but a great deal to do
with moral and political indignation” (p. 289).

Campus protest is perhaps the most visible sign of resistance that students
develop in response to the racial climate. Itis an example of how students use their
limited power to reaffirm the importance of their cultures and restore social justice to our
institutions. While administrators view such acts as disruptions, still some student affairs
administrators are ccafronted with the moral dilemma of how to handle the situation.
Should administrators punish students for caring passionately about social issues?
Resistance behaviors, theorists conten:’ 1 aiso have transformative possibilities.
Campus protest has served as an impet: . .r change and critical examination of camnue
racial climates (Farrell & Jones, 1988). It may also mediate the effect of the racial
climate on educational outcomes for individual students. This becomes a testable
hypothesis in the current study.

Resistance theory provides a framework for understanding the effect of the racial
climate on a variety of educational outcomes. I offer the following as an illustration: One
college administrator recently suggested that when confronted with a resurgence of
discrimination and racism on campus, black students today “have not developed
sufficient coping mechanisms, and they will continue to develop low self-esteem, serious
interpersonal conflicts, and confused self-identities” (Taylor, 1986, p. 200). While this
view has been criticized on many levels (Cheatham, 1986; Cuyjet, 1986; Wright, 1986),
it can be critiqued from a resistance theory perspective. Taylor suggests that students

accommodate or internalize racist ideology. This response is one of many possible
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student responses, and it is a generalization that lacks human agency. Thatis, the
minority group has the capacity to resist individually (e.g., transfer to another college) or
collectively (e.g., through campus protest). Taylor's (1986) view of the minority
response to the racial climate denies the individual power. It denies the fact that such
racial incidents on campus have actually galvanized collective action among students
within and across college campuses (Vellela, 1988; See In Brief, 1989 and articles by
Farrell, McCurdy, and Wilkerson cited in Reyes and Halc6n, 1988).

Blacks and Chicanos have a history of resistance to domination and racism
(Estrada, Garcia, Macfas, & Maldonado, 1985; Branch, 1988). With an established
history of minority group struggles to gain access to institutions of higher education, one
would conclude that minerity students may be resilient. Some researchers suggest
minority students develop, throughout their schooling, strategies that allow them to
function in an unequal society (Walsh, 1987). The essence of this study was to examine
the student response to the racial climate in higher education.

The alternative response to resistance is accommodation and conformity to (or
internalization of) a “dominant ideology.” A recent survey of black students on white
campuses disclosed that while 32% chose to ignore or retreat from racist acts, the
majority of students chose not to let racial harassment go uncontested (Allen, et al.,
1989). What is the experience of those who retreat? For that small group, are student
psychological and behavioral states negatively affected? Further research is neeessary to
determine the conditions under which internalization of dominant ideologies occurs and
how this may affect educational achievement.

What evidence from this study may support a resistance theory perspective? The
relationships between structural and perceptual measures of the racial climates, mediating

behaviors, and multiple cutcomes may give credence to elements of the theory. First, we
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may see differences in the way the racial climate affects outcomes. For example, do
students increase their interest in promoting racial understanding and social justice as a
result of an adverse racial climate, or does such a climate weaken a student's ability to
accept people from different races? The former outcome suggests that resistance and
transformation may be occurring while the latter outcome suggests that racism is being
reproduced in our institutions.

Second, participation in campus protest (collective resistance) may mediate the
racial climate's effcct on certain outcomes such as self-esteem, persistence, and college
achievement. If campus protest is a mediating behavior, then it can be said that a form of
resistance is occurring that benefits students. Does the racial climate adversely affect
academic and social self-confidence? If self-confidence improves since college entry,
despite adverse racial climates, then further investigation regarding the source of self-
coafidence can help us understand empowering behaviors in the face of adversity. These
“unintended outcomes” of an environment (Astin & Panos, 1971) reflect a “counter-
logic” that was examined post hoc to determine the underlying causes.

If an adverse racial climate has a positive effect on student outcomes, this does
not mean that such an environment is best for all. Rather, we need to understand these
unintended ontcomes and the complex responses thai siudents have developed to function
in these adverse environments. If an adverse racial climate affects students negatively,
this may serve as evidence that racist ideology is at work. However, we cannot blame the
student for not developing an appropriate response to racism. Rather, we should be
outraged that such social injustices persist at our most advanced levels of education at
great human cost. If we: are all responsible for constructing the racial climates on our
campuses, then according to resistance theory and a social constructionist view, we also

have the ability to transform them.
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CHAPTER 3

REVIEW OF THE LITERATURE

There have been numerous studies of the racial climate on specific college
campuses. These studies have served as initiatives in critical self-appraisal (Kean
College, 1989), mediums for trumpeting programmatic advances to convince the public
of institutional commitment (Stanford University, 1989), and vehicles for directing
campus energies (McRay, 1986). In addition, there is a growing body of literature that
represent ine basic research efforts of faculty and administrators. The purposes of many
of the campus racial climate studies may depend primarily on whether or not they were
spurred by racial incidents or pressures from external or internal constituents. Although
these studies served important purposes, I have chosen to review works that represent
basic research efforts or scholarly attempts to understand the racial climate and its impact
on outcomes. Thesc include research studies conducted at single institution as well as
multiple-institution studies.

‘While the research on minorities in higher education is extensive (Astin, 1982;
Durdn, 1983; Sedlacek, 1987), the focus on issues related to the racial climate is still
somewhat limited. This review is an attempt to link some of the disparate findings to
present a portrait of the current status of research in this area. Selected studies were
reviewed that examine the relationship between the racial climate and key educational
outcomes. In addition, the review focused on studies that used a comparative group
framework with special emphasis on those that shed light on the experiences of blacks

and Chicanos in higher education. Although minorities are disproportionately
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represented at community colleges, I reviewed studies on college environments in which
minorities remain generally underrepresented——predominantly white, four-year
institutions.

Sources for this review included: General integrative reviews of research on
minorities (Crosson, 1988; Durén, 1983; Haro, 1983; Sedlacek, 1987); edited volumes
(Olivas, 1986; Williams, 1988); and special editions of journals dedicated to minority
issues in education (Aztlan: International Journal of Chicano Studies Research, Harvard
Educational Review, The Review of Higher Education, American Journal of Education,
Urban Review). Books were acquired through an ORION bibliographic search. Articles
and unpublished papers were also acquired through the latest technology, using compact
disc searches of works abstracted in education since 1983. More obscure sources were
personal communications with authors and papers presented at specific conferences (e.g.,
Association for the Study of Higher Education and American Educational Research
Association).

Three main issues in the research literature shape the current study. These issues
have to do with how researchers have typically conceptualized the racial climate, evidence
of racial/ethnic group differences in student perceptions, and empirical evidence that

addresses the relationship between the racial climate and student outcomes.

Views of the Racial Climate in Higher Education
There are many views of the racial climate expressed in higher education. Some
view it as too complex to comprehend, others consider it a theoretical condition, and still
others associate the racial climate with a sin gle issue (e.g., overt hostility). The view
most useful to the current study is that the racial climate is made up of many elements. I

will devote more time to studies that adopt this view, particularly the Peterson et al.
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(1978) study since its level of detail has provided substantial grist for the researcher's
mill, influencing subsequent studies of the racial climate.

One view commonly expressed in higher education is that the racial climate is an
important but “intangible entity” (Crosson, 1988). This view stresses the complexity of
the racial climate, suggesting it is difficult to comprehend and assessment is an elusive
task (Green, 1989). This view overlooks the fact that researchers have developed ways to
study the climate by “getting inside people's heads™ to understand their beliefs through
phenomenological and survey research. Moreover, it implies that research on the racial
climate has receivcd scant attention among the higher education community, ignoring the
fact that empirical research efforts have been conducted for more than a decade now.

Other views of the racial climate have been more useful in discussing the
theoretical dimensions of racial climate issues, but they have tended to lack precision.
For example, two related concepts that have been introduced in the literature are
“institutional racism” (Knowles & Prewitt, 1969; Sedlacek & Brooks, 1976) and
“academic colonialism” (Arce, 1978; Olivas, 1986). Simpson and Yinger (1986)
suggest that institutional racism is a useful concept since it refers to group-based or
structured sources of discrimination. In a recent article aimed at uncovering forms of
institutional racism directed at Chicanos in academe, the authors identified examples of
two primary forms, overt and covert racism (Reyes & Halcén, 1988). According to the
authors, covert racism is the most pervasive institutional form in higher education
manifesied in the following ways: Tokenism:; typecasting, where minorities occupy
mainly minority-related positions in academe; unwritten quotas, where academic
departments are reluctant to hire more than one minority per department; and the
“devaluation of minority research interests” (p. 307). Academic colonialism refers the

imposition of dominant ideologies (.g. intellectual premises, concepts, methods, etc.)
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and/or the uncritical acceptance of these ideologies by subordinate minority groups (Arce,
1978). These theoretical views retain an element of complexity by including notions of
gioup relations, psychological dimensions, and ideology. However, these views must be
expanded empirically to provide campuses with the tools to examine themselves more
critically for restructuring their communities.

In contrast, a unidimensional view of the racial climate belies its complexity.
Unidimensional measures have been used in research studies with limited success
because they describe only one aspect of the college environment, reducing the racial
climate to a single-item on a questionnaire or to a single measure like the number of
minorities on campus (Oliver et al., 1985; Deppe, 1989). Thus, the unidimensional
approach oversimplifies the racial climate, providing little information about its multiple
sources or effects. It would appear that only multidimensional views of the racial climate
can adequately address the issue of how students may be affected.

More than 15 years ago, the first, and perhaps most comprehensive study of the
racial climate took place on the campuses of 13 four-year institutions. The authors of
Blacks Students on White Campuses (Peterson et al., 1978) systematically documented
the historical and environmental forces that accompanied substantial increases in black
student enrollment from 1968 to 1975. Their work represents a two-stage study that
incorporated site visits on all campuses and extensive surveys of administrators, faculty,
and students at four of the large institutions.

Peterson et al. (1978) used survey data to explore three broad areas of institutional )
responsiveness to the entrance of black students: Institutional commitment, program
responses, and the attitudinal or perceptual climate. The latter area was further divided
into indices that reflected respondents’ views on: The philosophical role of colleges with

regard to minorities; the ideology of the institution, represented by institutional goal
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commitzents to minority concerns; the interz of the institution, or support for minority
programs; perceptions of actual behavior on campus, characterized by racial and
interracial activity; and a psychological measure of the racial climate—measures of the
degree of trust and hostility among racial groups. While all of these indices may be said
to reflect different dimensions of a campus's racial climate, Peterson et al. chose to
reserve the term “institutional racial climate” for black-white relations among the various
cornstituencies on campus. For example, the student racial climate consisted of two
separate dimensions: (a) a measure of tension-hostilities, and (b) a measure of
“indifference," or benign coexistence.

Despite their restricted use of the term, Peterson et al.'s approach clearly reflects a
multidimensional view of the racial climate. This view miakes their study significant,
since it enabled them to identify problems that have persisted until today. For example,
although all the large institutions had invested a fajr amount of time, funds, and
commitment to minority programs and services, they found that these institutions
differed substantially in ratings of relative priorities placed on the recruitment of black
students, provision for nonacademic support, and commitment to affirmative action.
They also observed that campuses paid little attention to the interpersonal aspects of race
relations. The relations among students on campus were characterized by “voluntary
segregation or by indifference thinly covering interracial conflicts and feelings of
mistrust” (Peterson et al., 1978, p. 319). Furthermore, no institution scored positively on
all the racial climate indices, indicating that no ideal climate existed. They concluded that
a failure to deal with any of the issues at the institutional, programmatic, or individual
level was “likely to become a source of difficulty at some point in these instimtions'
relationships with minorities” (p. 316). Although they “prophesied” future racial climate

problems related to minorities, they did not foresee the extent to which an institution's
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relationship with majority students would become equally problematic in matters such as
admissions (e.g., Bakke), student organizations (e.g., racism expressed in fraternities),
and student publications (e.g., Dartmouth Review).

How does the proposed study differ from the comprehensive Peterson et al.
study? The first difference is one of perspective. The Peterson et al. investigation
centered on the impact of minority students on colleges and universities; they focused on
the dynamics of organizational change. Although their work contributes to our
understanding of the complexity of the college environment with regard to racial climate
issues, these researchers were less concerned with how students responded to the
institutions they attended- -some of which had racially tense environments. There was
no attempt to show how the climates, generated by the actors in each institution, affected
attitudes and subsequent student behaviors (i.e., educational outcomes).

A second distinguishing factor is that no specific hypotheses were tested in
Blacks Students on White Campuses (1978). According to the authors, it is a study that
“lies somewhere between description and theory” (p. 9). The current study extended the
institutional sample to test hypotheses with a more limited set of racial climate indicators.
Admittedly, this approach sacrifices depth for breadth since expanding the number of
institutions precludes gathering data at the level of detail in Peterson etal. (e.g.
institutional histories). However, it allowed tests of common assumptions and
competing theories using a broader institutional base, making results comparable with
recent research.

Most of the recent multi-institutional studies reflect scholarly efforts to capture
multiple dimensions of the racial climate at the institutional and individual level. Table

3.1 shows the characteristics of recent multi-institutional surveys, including a summary
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of the item areas that reflect different dimensions of the racial climate!. The essential
features of each of these surveys are summarized here to permit 2 more fluid presentation
of their findings throughout this document. The surveys cover student perceptions that
reflect minority-majority social relations on campus, perceptions of institutional
commitment to or support for minority issues, reports of racial hostility or tension on
campus, and student self-reports of specific race-related behavior.

In terms of design, the items and respective scales in the ACE study (El-Khawas,
1989) lack the level of clarity, specificity, and sophistication found in the other multi-
institutional surveys summarized here. It is also based on the views of one academic
administrator per institution. It is the only ‘s'ﬁr'vey, however, that utilizes a truly random
sample of institutions from the universe of 3,200 higher education institutions.

The ACE survey (El-Khawas, 1989) revealed differences in perceptions of the
racial climate by type of institution. Doctoral institutions report the most programmatic
activity to improve minority participation at all levels of the university. For example,
doctoral institutions were most likely to report holding workshops to increase
racial/cultural awareness and to offer incentives to increase the hiring of minority faculty.
At the same time, some of the most publicized racial incidents have occurred at doctoral-
granting insiitutions. These incidents spurred such activities, or it may be that
administrators are less likely to report their true sense of the climate, or it could be that
these institutions have more funds to invest in such programs. One can only speculate
about this contradiction at this point. In contrast, administrators from baccalaureate
institutions (private, four-ycar) gave their instiutions the lowest ratings in both their

ability to attract black and Hispanic students and the degree to which they are able to

1Individual item scales and wording differed from Survey to survey, but they shared conceptual
similarities that I summarized for purposes of clarity.
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provide a supportive climate. These ratings, coming from one of the top academic
administrators at each campus, indicate distinct differences in the racial climates among
four-year institutions.

The Nettles, Thoeny, and Gosman (1986) survey has the advantage of parallel
student and faculty surveys, yet it lacks a longitudinal design. The most recent survey of
the National Study of Black College Students (NSBCS) (Allen, Montoya, de Britto,
Presley, Drummond, & Scott, 1989) appears to be the only survey that is longitudinal in
design, an important factor in the assessment of student outcomes (Astin, 1977).
However, results on the racial climate measures have yet to be reported from the
iongitudinal version of the NSBCS.

The general technique used in both Nettles et al. (1986) and Allen et al. (1989) has
been to combine several of the item areas representing various dimensions of race-related
issues into a single factor representing a racial climate construct. This measure is then
analyzed in relation to student outcomes. (Results from these studies are described in the
next section). This study builds on the approaches of these surveys by using several
separate dimensions of the climate in analyses with a larger institutional base than the
previous studies. In this way, as in the Peterson et al. (1978) study, contradictory
patterns of race-related issues at institutions could be examined. The longitudinal design
of the current study also helped determine the impact of the racial climate on educational
outcomes. A full discussion of the design is provided in Chapter 4.

The Non-Cognitive Questionnaire (NCQ) and its revised version (NCQ-R) is not
listed in Table 1, but merits some attention, since it has beern in use since 1979. While the
developers of this instrument have published much on its predictive validity with respect
to black student persistence at one institution (Tracey & Sedlacek, 1984, 1985, 1987),

use of the NCQ at other institutions appears to have been limited (King, Taylor, &
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Ottinger, 1989). Only one of their subscales, thc Understanding of Racism scale, is of
interest here. It consists of four items: Two that assess expected and actual interracial
contact, and two self-assessment items reflecting the student's perceived ability tc fit in or
do well academically at the institution. These latter two items are questionable measures
of the racial climate since they appear to mix student assessment of the environment with
student self-concept.

There have been mixed reports regarding the Understanding of Racism scale's
reliability. In arecent article, the authors report an Alpha reliability measure of .55 for
black and .37 for white student samples (Tracey & Sedlacek, 1989). They note that such
a subscale may be less valid for whites since interaction with other cultures and relative
comfort level are less likely to be salient issues for them on predominantly white
campuses. However, researchers at another institution found a reliability of less than .10
for the Understanding of Racism scale in a sample of black students (King et al., 1989).
These results do not speak well for the usefulness of NCQ-R subscales across groups or
across institutions.

Perhaps in response to this problem, Tracey and Sedlacek (1989) recently
conducted tests of the factor structure of the NCQ-R for two samples of black students
and a sample of white students to establish the validity of its use across groups. Their
confirmatory factor analysis (CFA) results revealed that the factor models fit the data
marginally in the first black sample (Tucker Lewis Index (TLI) = .85). Also, seven of
the 22 factor loadings (Lambda X matrix) on the various subscales were below .40. The
highest loading for the interracial contact items on the Understanding of Racism scale
was .36, perhaps confirming that the scale has more to do with self-concept than with
interracial contact. There was an even poorer fit for the second black and the white

sample (TLI=.72,.73, respectively). Although the authors conclude that this is adequate
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support for applicaiion of the NCQ-R across groups, it seems that these resulis call for
further analysis and caution in using their racial climate scale across groups. As the next
section shows, it is conceivable that mean scores on a racial climate measure may vary
according to ethnic/racial group. However, the question arises as to whether these factors
represent the same construct across groups. A case must be made for the use of the

same factor models across groups before undertaking further multivariate analyses.

Group Differences in Perceptions of the Environment

Although single institution studies have been primarily descriptive in nature, they
have brought to light some important differences in racial/ethnic group perceptions. For
example, although a higher percentage of blacks than Chicanos said they have personally
experienced discrimination at one university, these reports were significantly related to
feelings of alienation among Chicano but not black students (Oliver, et al, 1985). Loo
and Rolison (1986) also found that the majority of white students (68 %) thought that the
university was generally supportive of minority s.udents, while only 28 % of the black
and Chicano students expressed the same opinion. In the same study, certain behaviors
(e.g., ethnic group clustering) were interpreted by white students as racial segregation
while minority students tended to view them as modes of cultural support within a larger
unsupportive environment. These findings confirm earlier studies that found student
perceptions varied by race in university settings (DiCesare, Sedlacek, & Brooks, 1972).

In a comparative study of two institutions (Patterson, Sedlacek, & Perry, 1984),
researchers found blacks were more likely than Hispanics to believe that the interracial
climate on campus and in the community was hostile, but Hispanics were also more
likely than white students to perceive such hostility. The same study showed that

perceptions of the racial climate also differed by institution, although it appears that
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dimensions of location (South vs. North, rural vs. urban) and ethnic composition of the
campus were confounded with racial differences in perception. Using a comparative
group framework across a number of institutions would solve the dilemma of whether
racial/ethnic groups share experiences across campuses or whether such experiences are

native to particular types of institutions.

The Effects of Racial Climates: Myth or Fact?

Several studies have begun to examine the extent to which students are adversely
affected by the racial climate. Researchers believe that the social environment of the large
predominantly white universities has been problematic, even for minority students with
strong academic preparation (Skinner & Richardson, 1988). A recent qualitative study of
black student experiences on 13 campuses found that black students are preoccupied with
academic survival and that they feel that social, personal, emotional, and cultural
development were deferred in these environments, primarily because of the inability of
predominantly white university environments to respond to their social and
developmental needs (Hughes, 1987). This may be one of the reasons why black and
Chicano undergraduate satisfaction is positively associated with living at home during the
college years (Astin, 1982). These conclusions regarding the psychological and social
development of students on white campuses were examined in the current study with
longitudinal measures of social self-concept (See Chapter 4).

In contrast to the sccial dimension of student development, empirical evidence
regarding the relationship between the racial climate and academic achievement is
inconclusive. Black student persistence is said to be related to hostile racial environments

and the student's understanding and ability to deal with racism (Sedlacek, 1987; Smith,
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1981; Tracey and Sedlacek, 1984, 1985, 1987). Studies have not been conducted that
contest these findings. However, a curious pattern of results have emerged regarding the
relationship between the racial climate and college grade point average. Multiple
regression analyses reported in Nettles et al. (1986) and Nettles (1988) show that black
students' perceptions of the campus racial climate (as measured by an eight item Feeling
of Discrimination factor) were negatively associated with college grade point averages.
In contrast, Oliver et al. (1985) found that reports of discrimination on campus were
related only indirectly (through alienation) to college grade point average for Chicanc
students, but found no such relationship for black students. To add to this conflicting
portrait, regression analyses in one of Allen's (1985) cross secticnal studies revealed no
significant relationship between a general measure of campus race relations and academic
achievement, social involvement, and occupational aspirations for black students in white
university settings.

These studies on college achievement were all cross-sectional in design, using
different student samples and different measures of the racial climate. A longitudinal
design, multiple measures of the racial climate, and a multi-institutional sample spanning
a variety of institutional types would shed more light on this question. Results from
these earlier studies (Nettles et al., 1986) also suggest that further research must be
conducted with specific attention to racial/ethnic group differences before educators can
make conclusive statements regarding the effect of the racial climate on college

achievement.

Pilot Study On the Effect of the Campus Racial Climate
In preparation for the proposed study, a pilot study was conducted using the 1980

Follow-up of 1971 Freshman, a project of the Cooperative Institutional Research
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Program (CIRP) and the Higher Education Research Institute at UCLA. The study tested
the relationship between the campus racial climate and the academic self-concept of
minority graduate students (Hurtado, 1989). A structural equation model was used to
examine the adequacy of the following constructs and their relationships: Socio-
economic status, gender, the graduate school's racial climate, and academic self-concept
in 1971 and in 1980. All variables, with the exception of gender, were latent variables
(factors) within a causal model. (See Appendix B for the model and statistical results).
Several findings of this pilot study had important implications for the current project.

First, testing the causal model on a sample of white, black and Chicano students
indicated that model fit was not as adequate as tests conducted with a minoriiy sample
alone. The medel was conceptualized on assumptions regarding a minority experience in
higher education and, consequently, an acceptable fit was found as indicated by the chi-
square statistic (72.5, 67 d.f.), Bentler-Bonnett Normed Fit Index (.96) and the
Comparative Fit Index (.99). These initial analyses indicated that constructs used in the
study, and/or their specified relationships, may be significantly different for white
students.

Second, the carnpus racial climate had a direct negative effect on the academic
self-concept of minority graduate students. That is, adverse racial climates were
associated with high academic self-concept. While a direct effect was hypothesized, the
direction of this effect was a surprising result. This may be due to any of sevcral
plausible explanations: (a) Althou gh students considered the campus environments
alienating during the era under study (1971-80), substantial community support for the
initial entrance of minorities into graduate programs may have enhanced student self-
concept; (b) those students that developed the highest academic self-concepts (and

perhaps abilities) were in the most alienating environments (predominantly white, elite
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instituti_ons); or, (¢) minority graduate students with high academic self-concepts
attributed very little legitimacy to environments in which white faculty and students had
little or no experience in social interaction with minorities. This unusual finding and
possible explanations can be regarded as a “counter-logic” in resistance theory. This
finding may indicate a form of resistance on the part of minority graduate students that is
empowering, but further analysis is necessary before drawing such conclusions. More
specifically, including social interaction variables in the model may provide a better
understanding of these results.

Based on these initial results, it appears that the CIRP and Follow-up instruments
were useful in examining the effects of the racial climate, The pilot study on minority
graduate students offered preliminary evidence suggesting that the campus racial climate
can affect educational outcomes, but perhaps in unexpected ways. The current study
extended the pilot study by analyzing the fit of the construct models in each racial/ethnic
group, describing the racial climate in relation to student background and other college
characteristics, and examining the effects of the r2cial climate on a number of college

outcomes at the undergraduate level.
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CHAPTER 4

METHOD

The objeciive of this study was to develop measures of the racial climate and to
examine their effects on educational outcomes using a longitudinal, multi-institutional
sample of black, Chicano, and white undergraduate students. The investigation was
conducted in three parts, the first of which focused on the development of the constructs
(i.e., the racial climate and outcome measures) and their validation across groups. The
second part of the investigation constituted a partial construct validation by (a) examining
measures of the racial climate in relation to student and college characteristics and (b)
showing how the measures differed among ethnic groups. The main objective of these
two phases of the investigation was to develop a full understanding of the racial climate
and its relationships with student and institutional characteristics prior to analyses of
student outcomes.

The third phase of the investigation examined the effect of the racial climate
measures in multivariate analyses of student outcomes. It provides empirical evidence
concerning the effect of the racial climate on five college outcomes: Academic self-
concept, social self-concept, undergraduate achievement (college grades and persistence),
and student goal commitment to helping to achieve racial understanding. The aim here
was to gain a better understanding of these relationships to provide a foundation for the
development of models in future research. A final objective of the study was to provide
recommendations, based on empirical results, that can help both students and institutions

to understand and improve racial climates and, educational outcomes for all students.
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This chapter describes sevcral stages of analyses that took place in order to
address particular research questions. The study began with the development of racial

climate measures for comparison groups in order to understand the foliowing:

What dimensions of the racial climate exist in the minds of students from
different racial/ethnic backgrounds? Are there common constructs (factor
models) across groups? What is the relationship between the perceived racial
climate, student background, and college characteristics (structural attributes such

as size, region, type, control, minority enrollment, etc.)?

The study concluded with outcomes analyses that addressed the following

questions:

Does the racial climate have a significant direct effect on student educational
outcomes (e.g., college grade point average [GPA], academic and social self-
concept, etc.)? Do effects vary by race/ethnicity? What is the relationship
between college characteristics, the racial climate, and student outcomes? What
types of social interaction ( student-faculty interaction, interracial contact,
involvement in campus protest, etc.) serve as mediators between the climate and
outcomes? Finally, what do the general patterns of relationships reveal? Do

results support a resistance theory perspective?

Hypotheses
The study was built upon sequential testing of hiypotheses based on prior

research. It also tes.ed sets of open-ended hypotheses where prior research provided little
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or no guidance. These hypotheses are stated in general terms here and are detailed in the
subsequent discussion. They are:

1. There is no significant difference among groups (black, Chicano, and white
students) in the factor structure of the racial climate measures,

2. There are significant relationships between the siructural characteristics of a
college and student perceptions of the racial climate.

3. The racial climate has a significant direct effect on the following educational
outcomes: Academic self-concept, social self-concept, undergraduate
achievement (grades and persistence), and changes in student goal
commitment to helping to achieve racial undeisianding.

4. Specific social interaction measures (e.g., interracial contact, student
involvement) mediate the effect of the racial climate, as well as have a
positive direct effect on ouicomes.

5. Proximal measures (perceptions of the racial climate and social interaction
measures) are expected to have stronger positive relationships with
student outcomes than the distal measures representing institutional
characteristics.

6. Campus protest (as a form of student resistance) is expected to mediate the
effects of the racial climate, producing positive outcomes for students.

The first hypothesis was tested prior to assessing the effect of the racial climate

measurs in outcomes analyses. Too often researchers have assumed that the construction
of particular scales, developed through factor analysis, constitute the same constructs
across groups (Pascarella, Smart, Ethington, & Nettles, 1987; Tracey & Sedlacek, 1989),
This assumption can lead to a misinterpretation of results in comparison group analyses.

Observed effects (regression coefficients) of the factor may be different because such a



variable (a) is essentially a different construct, or (b) has measurement error that varies by
group. Measurement error has been known to vary according to race, providing biased
regression coefficients among comparison groups (Wolfle & Robertshaw, 1983). Itis
important to establish that constructs can be validly used in different racial/ethnic
populations, allowing the researcher to directly compare results across groups.

Testing the second hypothesis permitted further development of the racial climate
constructs by exploring their relationship to other college environmental characteristics.
These included structural characteristics of the college (size, type, region, etc.) as well as
diversity measures that reflected the ethnic mix of the student body. Based on prior
research and recent events in higher education, universities were expected to show the
biggest contradiction in terms of racial climate. That is, they were expected to have poor
(negative) campus race relations but good (positive) institutional commitment (El-
Khawas, 1989). At this point, the competing theories (see Chapter 2) representing
diversity measures such as absolute numbers (Astin et al., 1975), proportion (Kanter,
1977) and increases of minority enrollment (Blalock, 1967) were tested simultaneously
to determine which theory may be applicable to college environments today.

It was useful to conduct these environmental analyses for several reasons. First,
they constituted a partial construct validation of the racial climate measures by exploring
the relationship between an institution's diversity characteristics (expressed as minority
enrollment) and the campus racial climate. Second, the structural characteristics of
institutions helped to locaie problems in the American higher education system by
determining the types of institutions that have poor racial climates. It has also been

suggested that certain structural characteristics may serve as proxies for other processes

that may be more amenable to change, elements that are formally related to the types of

policies set by educational institutions (Hurtado & Dey, 1990). Results from this stage
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of the study were useful in examining incidences of multicollinearity among institutional
characteristics. In the case where two environmental measures had substantial shared
variance, attention was given to those measures most amenable to change by institutional
policies. Studies of these environmental characteristics provide information for campus
administrators regarding aspects that are within their control, and can be manipulated in
order to improve the college environment (Menne, 1967).

Hypothesis number three represented the most important stage of the study. It
tested the association between the racial climate and several educational outcomes. Since
studies reviewed in the previous chapter suggest that the effects of the racial climate on
outcomes are either inconclusive or unexpected (Hurtado, 1989), no direction of effects
was hypothesized. The rationale for this approach was that if a significant relationship
exists between the racial climate and educational outcomes, it would be quite possible for
such an effect to be negative on some types of outcomes and positive with regard to
others. This set of analyses provided important evidence regarding the effect of racial
climates on several educational outcomes at once, indicating possible contradictions
between a campus's racial climate and goals for student development. Results were
expected to qualify or support specific studies reviewed in the previous chapter.

Investigating the fourth hypothesis provided an opportunity to understand the
student response to the racial climate. College experience variables were expected to play
a mediating roie in relation to racial climate and student outcomes (Tinto, 1987); that is,
the “indirect” effects of the racial climate can be ascertained from these results. These
mediating variables were also expected to have direct positive effects on outcomes (Astin,
1984). The fifth hypothesis tested the theory that these proximal measures of student

experiences, along with the perceived racial climate, were expected to have stronger
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effects than distal institutional characteristics on student outcomes (Astin, 1990a; Dusek
& Flaherty, 1981; Jessor 1979; Stoecker et al., 1988).

Testing the sixth and final hypothesis is particularly relevant to student
experiences with campus protest from 1985-89, when overt racial incidents and campus
demonstrations were prominent. Based on a resistance theory perspective (Giroux,
1983), this hypothesis proposed that campus protest as student resistance was important
and beneficial to students both in counteracting racial tension on campus and in
improving their educational outcomes. Other aspects of resistance theory were examined
through the pattern of relationships that emerged between the racial climate and
educational outcomes, particularly in the case where students develop an interest in

promoting racial understanding as a result of an adverse climate (resistance).

Data Sources

The current study draws upon several major sources of data. Student enrollment
data came from the U.S. Department of Education’s Integrated Postsecondary Data
Systems (IPEDS, formerly HEGIS), providing information on basic institutional
Characteristics and ethnic undergraduate enrollments that served as campus diversity
measures. Black, Hispanic, and white student enrollment data for 1982, 1986, and 1988
at each institution were obtained from this national source. Financial data on 1985
institutional expenditures reported to the Department of Education were similarly
obtained for this analysis. Other institutional characteristics were taken from a study of
college catalogs conducted in 1988 on academic programs and policies at 300 institutions
(Dey, Hurtado, & Astin, 1989). An additional source of data came from the Educational

Testing Service. The Scholastic Aptitude Test (SAT) scores were obtained for a
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subsample of students (58 %) for use with analyses of academic achievement outcomes.
All institutional and test score data were merged with student survey data.

The primary sources of student data came from responses to a four-year
longitudinal survey, the 1989 Follow-up (FUS) of the 1985 Freshman Survey, a project
of the Cooperative Institutional Research Program (CIRP) and the Higher Education
Research Institute at UCLA. The CIRP is the longest running (24 years) national survey
of American college students. The 1989 FUS was designed to address student
experiences inside and outside the classroom, perceptions of the coilege environment,
college activities, and a wide array of educational outcomes, Student responses on the
FUS are linked with the Freshman Survey to conduct longitudinal analyses of college
student development. (Copies of the survey instruments used in 1985 and in 1989 are in
Appendix A).

The 1985 Freshman Survey was administered during freshman orientation and
the FUS was sent to the student's home address in the summer and fall of 1989, four
years after college entry. The FUS was administered accordixg to two different sampling
techniques for a variety of studies currently underway at the Higher Education Research
Institute (HERI). The first student sample was drawn from full-time freshman
responding the the 1985 Survey using a stratified, random procedure to ensure
representation of the different types of institutions in higher education. (Stratification
involved 23 cells reflecting selectivity, conirol, race, sex, and the type of institution).
Based on patterns of response observed in earlier FUS studies, a sample size of 20,317
was selected to yield a minimal number (175) of respondents in each stratification celi.
The response rate to the FUS for this group was 23 %.

A second sample involved the collection of data from full cohorts of students

attending 53 institutions with distinct types of general education curricula. The purpose
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of this sampling design was to maximize variability in four-year institutions according to
student academic experiences (curriculum) and minority enrollment. This sample
included 34,323 students, 31% of which responded to the survey. All students received
two waves of questionnaires; those from the second sampling procedure received one
additional mailing. The majority of data for this study came from the larger cohorts of

students attending institutions in this second sample.

Student Sample and Non-Respondents

Students were selected from respondents representing three ethnic groups (black,
Chicano, and white students) that participated in the Follow-up Survey. Additional
sampling criteria included representation according to institutional type, control, and
selectivity. The sample included 328 black and 340 Chicano students attending
approximately 116 four-year colleges and universities. A sample of 1,825 white students
were selected from among 11,326 white respondents attending the same institutions with
minority respondents. Each institution was considered as a separate stratum with
stratified random sampling conducted on a 3; 1 white/minority ratio. The purpose of this
procedure was to yield a sample of white students that was distributed across institutions
in a2 manner similar to the distribution of minority students.

Table 4.1 provides a description of the sample selected for study. On the average,
Chicano students were most likely to be first generation college students and come from
families with incomes lower than black and white students. Moreover, the distribution of
Chicano students across institutional types revealed that more than half (54 %) attended
public institutions, particularly public universities. Approximately 25 % attended Roman
Catholic institutions. These sample statistics show that Chicanos were attending large,

low cost, or somewhat less selective institutions.
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In contrast, more than half of the black students attended private institutions.
They were most likely to be in private-nonsectarian four-year colleges (30 %). This is
particularly interesting since predominantly black institutions were excluded from this
study. Black students were more likely than Chicanos to be attending smaller and more
selective, predominantly white institutions. Although black students were also more
likely to have mothers who had attended college, both minority groups came from
households with substantially lower parental incomes than their white classmates.

The white student sample represents a compromise between the black and
Chicano student samples in terms of where they went to college, since they were
randomly selected within each institution that had minority respondents. Still, the
differences between white and minority students attending the same institutions suggest
that white students are more likely to have college-educated parents and higher incomes.
On the average, they also earned somewhat higher grades in high school than minority
students. An additional feature of the sample for this study was that more women than
men were represented in the sample of each of the racial/ethnic groups. This latter result
may be primarily attributed to the slightly higher response rates of women.

It is well known that response rates to surveys vary according to student
characteristics (i.e., race, ability, etc.) and the Follow-up Survéy is no exception. The
advantage of using this longitudinal survey is that the 1985 Freshman Survey (baseline
year) provides extensive information on non-respondents. Since a primary interest of
this study is to compare ethnic groups, survey data were analyzed for non-response bias
according to ethnic group. The means of key variables were tested (using t-tests) to
determine significant differences. The characteristics of respondents and non-
respondents are reported in Appendix C. Significant differences were found among the

three groups on demographic, ability, and pretest measures, these differences were taken
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into account in the interpretation of results. It interesting to note, however, that the

Chicano sample most resembles its non-respondent counterpart.

Research Design

The major research design used here is similar to those used in previous studies
of the influence of college on students (Astin, 1975, 1977, 1982; Lacy, 1978; Pascarella,
1980; Smith & Allen, 1984; Tinto, 1975). The basic purpose of this panel design is to
assess the impact of college environmental variables on student outcomes. Since the
distribution of students across different college environments is never random, one of the
basic features of this design is to control for student characteristics at the point of initial
exposure to the environment. In the case of this particular study, this means that entering
student characteristics (inputs) were controlied using the 1985 student data prior to any
attempt at examining the effects of environmental factors (i.e., racial climate) on outcome
measures taken four years later. Measures of educational outcomes, student background

characteristics, and college environments are described below.

Outcome Measures

Multiple outcome measures were selected because research has shown that any
college environmental variable of interest can affect a variety of student outcomes (Astin
& Panos, 1971). 1 chose to focus on the performance of the racial climate in relation to
five educational outcomes. Three of these outcomes were selected because of their
relevance to minority achievement in higher education and because they would represent
an attempt to replicate findings in the research literature (i.e., student persistence, college
GPA, and social self-concept). The other two outcomes were selected because they have
never been empirically tested in campus racial climate studies (academic self-concept and

student goal commitment to helping to promote racial understanding). Therefore, the
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results of this study build on prior research on minorities and develop new paths for
investigation. Survey items representing each educational outcome are detailed in Table
4.2,

The first set of items reflecis dimensions of a student's self-concept (academic
and social). These measures were drawn from an item set in which students were asked
to rate themselves on traits in comparison to the average person their age. Students had
five response alternatives on each self-rating, ranging from highest 10% (scored 5) to
lowest 10% (scored 1). An identical set of items was included in the 1985 Freshman
Survey, thereby allowing for control of “pretest” measures.

Academic achievement during college was measured by student self-reports of
undergraduate grade point average (GPA). Studies have indicated that student self-
reports of college grades are fairly accurate (Baird, 1976), and “self-reported grades
predict future grades as well as or better than college entrance tests of academic ability”
(Pace, 1985, pp. 12-13). Students were asked to indicate on the survey a value that best
describes their undergraduate grade point average. This measure is on a six-point scale
ranging from A (3.75-4.0) to C- or less (below 1.75). High school grades reported in the
Freshman questionnaire constitute the equivalent of a pretest on this particular outcome.

An inhospitable racial climate could cause a student to transfer to another college,
take time off, or stop attending college altogether. Therefore, the measure of student
persistence included a combination of two measures: Students who remained
continuously enrolled in their first institution for four years and students who earned a
bachelor’s degree were both considered “persisters.” Both measures were dichotomous
variables that were combined into a single classificatory variable. Somc groups of
students, depending on major (. g., engineering) and ethnic group (Chicanos), are

considered to be persisting in college, but are taking longer than four years to earn a
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Table 4.2
Outcome Measures and Pretests

Outcome Measure
(1989 Follow-up Survey)

Pretests
(1985 Freshman Survey)

Self-Concept
Academic Self-Concept?
Self-ratings:
academic ability
drive to achieve*
math ability*
writing ability*
intellectual self-confidence*

Social Self-Concept?
Self-ratings:
social self-confidence

popularity
leadership ability

College Achievement
Undergraduate Grade Point Average

Student Persistence
Earned a bachelor’s degress or above
Student did not withdraw, transfer
or take a leave of absence

Racial Awareness/iTolerance
Important Goals:

Helping to promote racial understanding®

Self-Reported Growth:

Academic Self-Concept
Identical Self-ratings

Social Self-Concept
Identical Self-ratings

High School Achievement:
High School GPA

Pretest
Students best guess as to
the chances they will:
Drop out temporarily
Eamn a BA

Identical measure

*Coded as a five point scale: 5 = “Highest 10%" to 1 = “Lowest 10%".

bCoded as a four point scale: 4 = “Essential” to 1 =
*Variables were used for exploratory factor analyses
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degree. The persistence measure used for this study takes such differences in student
experiences into accouni by allowing a more liberal measure on time to degree, but it also
has more stringent criteria in that it classified students who have left their institution for
any reason as nonpersisters.

Finally, in the area of racial/cultural awareness or tolerance, one item was selected
as a dependent variable. The item, pretested in 1985, asked students to indicate the
importance of the following goal: “Helping to promote racial understanding." Students
rated the item from not important (scored 1) to essential (scored 4). This outcome was
intended to directly address the question of whether colleges were increasing student

awareness and appreciation among different racial groups.

Student Background Characteristics

Pretest measures of each of the outcome measures represent the most important
student background characteristics to control when evaluating change in student
development (Astin, 1977). Pretests available on the 1985 Freshman Survey are shown
in Table 4.2. Simulated pretest measures were also available for the persistence measure.
Students were asked to make their best guess in 1985 regarding the chances that they
would obtain a bachelor’s degree or drop out of their freshmen college temporarily.
These items were on a four-point scale from very good chance to no chance.

The importance of student background characteristics to educational outcomes has
long been established by researchers (Astin, 1977; Feldman & Newcomb, 1969),
particularly with regard to the socioeconomic status of ethnic groups (Astin, 1982;
Featherman & Hauser, 1978; Ortiz, 1986). Background “control” variables included
socioeconomic status, gender, and measures of student ability. Socioeconomic status

was measured by parental income, and mother's and father's education. Student ability
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measures included high school GPA and, for a limited sample of students, performance
cn the SAT.

A numbser of attitude and value measures were included in the analyses to control
for any predispositions in student perceptions of the racial climate. These items included
student agreement with the following statements (four-point scale): “Busing is O.K. if it
helps to achieve racial balance in the schools”, and “Realistically, an individual person
can do little to bring about changes in our society.” Students were asked to indicate the
personal importance of each of the following items: Influencing the political structure;
Infuencing social values; and Participating in a community action program. These items
were rated on a four-point scale ranging from not important to essential. Students were
also asked to characterize their political views along a five-point continuum from farright
(scored 1) to far lejt (scored 5). In addition to political views, students were asked in
1985 to estimate the chances that they would become involved in campus protest at their
freshman college. This item was scored on a four-point scale from very little chance (1)
to very good chance (4). These variables helped detect predispositions in student
perceptions prior to any significant influence of a particular college environment.

To test independent effects of religiously-affiliated institutions, a student’s
religious affiliation was included in the analysis. Students were asked to identify their
own religious preference among 17 types of religions. Categories were collapsed to
develop dichotomous variables for Catholic, Jewish, Protestant, other religion, and no

religion.
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Table 4.3
Racial Climate Measures (1989 Follow-up Survey)
% —

Student Perceptions of the Campus Racial Climate

Statements about the Freshmen College?*
Most faculty here are sensitive to the issues of minorities
Many courses include minority group perspectives
There is a lot of campus racial conflict here (recoded positively)
Students of different racial/ethnic origins communicate well with one another
There is little trust between minority student groups and administrators (recoded positively)

Priorities of the Freshman Collegeb*
To increase the representation of minorities in the faculty and administration
To develop among students and faculty an appreciation for a multicultural society
To recruit more minority students
To create a diverse multicultural environment on campus

Student Racial Contact Behaviors

College activities®
Enrolled in an ethnic studies course
Attended a racial/cultural awareness workshop

College activitiesd
Discussed racial/ethnic issrag
Socialized with someone of another racial/ethnic group
Participation in campus protests/demonstrations

Structural Aspects—Diversity Measures (HEGIS/IPEDS data)

Absolute numbers of Blacks and Hispanics in each institution in 1986
Change in Black and Hispanic enrollments (absolute numbers), 1982-1988
Change in White enroliment (absolute numbers), 1982-1988

Proportion of Black and Hispanic on campus in 1986

?Coded as a four point scale: 4 = “Agree strongly” to 1 = “Disagree strongly”.
5Coded as a four point scale: 4 = “Highest priority” to 1 = “Low Priority™.
“*Coded as a dichotomous variable: 2 = “Yes"”, 1 = “No".

dCoded as a three point scale: 3 = “Frequently” 10 1 = “Not at all”,

*Items used in factor analyses and subsequent regression equations.
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Measures of the College Environment

Racial Climate Measures

Survey items that raeasured the campus racial climate are detailed in Table 4.3,
The majority of these items reflect the perceived environment, the environment that is
presumably most likely to affect the student in a psychoiogical and behavioral sense. The
first group of items are campus descriptions that address basic issues regarding campus
relations between minority students and administrators, faculty, and other students, The
second group of items represents student perceptions of institutional priorities that are
related to minority issues. These two sets were used to develop racial climate constructs,

Student reports of their own race-related behaviors were also included in analyses,
hypothesizing that such behaviors tend to mediate the effect of the racial climate. These
included measures that reflect interracial contact, exposure to minority perspectives
through an ethnic studies course, and involvement in racial/cultural awareness activities
(i.e., workshops and discussion of race-related issues).

The final group of measures represented the diversity measures, or numerical
aspects of the racial climate, that may also affect student outcomes. Different measures
of minority student enrollment served as proxies for the competing theories offered by
Astin et al. (1975), Blalock (1967), and Kanter (1977) that were discussed in Chapter 2.
These measures included the absolute numbers of blacks and Chicanos on each campus
in 1986, the proportion of blacks and Chicanos enrolled in 1986, and changes in white
and minority enrollments from 1982 to 1988. These measures were tested
simultaneously in relation to the racial climate and student outcomes to determine which

theory best described the effects of enrollment diversification on campus,
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Other Measures of the Collegé Environment

Most college impact studies include several college characteristics that serve as
independent variables in an analysis. These distal characteristics (shown in Table 4.4)
generally served as controls, but they also helped identify sectors of the higher education
system that have the most adverse racial climates. Those variables selected for this study
included institutional size, location, type and control, religious affiliation, gender (coed or
single-sex), and the selectivity of the institution. Many of these distal or structural
characteristics of institutions have traditionally been included in studies on student
outcomes (Astin, 1977; Weidman, 1989). These institutional characteristics confirmed
and provided more detailed information on racial climate differences found at different
types institutions described in the ACE study (El-Khawas, 1989).

Another group of variables were included in the outcomes analyses involving
student descriptions of their institutions. These variables provided additional information
about the campus, from a student’s point of view, augmenting findings that emerged
from effects of the distal characteristics on the racial climate. These included students’
perceptions of competition among students, the impersonality of the environment, and
the behaviors of faculty at their institution.

To identify institutiona! policies that might be changed to improve racial climates,
several measures representing institutional policies were also obtained independent of
student observation. Variables from the 1985 Department of Education financial data
and individual college catalogs included: Financial expenditures per capita on student
services, instructional services, non-repayable aid awards ia the form of fellowships and
grants; and whether or not an institution offered an cthnic studies major. Student service

expenditures represented funds for admissions and all activities that are designed to
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contribute to the emotional, physical, intellectual, cultural, and social development of
students outside of the formal instructional program. Instructional expenditures included
funds for colleges, schools, and departments that cover general academic instruction and
special instructional activities (i.e., adult, vocational, remedial) conducted by the teaching
faculty. Scholarships and fellowship aid included only monies that were given in the
form of outright grants and stipends to students enrolled in formal coursework. College
Work Study, Pell grants, and tuition fee remissions were not included in this category.
Research on college catalogs for a general education project provided information on
whether individual institutions offered an ethnic studies major (Dey, Hurtado, & Astin,
1989). Although additional institutions offered ethnic studies programs, these were not
considered to have acquired the level of status or emphasis represented by institutions that
offered ethnic studies for a college degree.

Since many different forms of student involvement during the undergraduate
years are known to enhance educational outcomes (Astin, 1984), a number of college
experience measures were included. These college experience measures, which were also
hypothesized to mediste the cliivaship between the racial climate and educational
outcomes, included college residence, measures of student-faculty interactioi, and student
involvement in campus academic (study hours and remedial coursework) and social
(student clubs and fraternities/sororities) activities. One additional measure was included
that has been shown to have a negative effect on student outcomes, the amount of time a

student spends working for pay while attending college (Astin, 1977).
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Table 4.4
Other Environmental Measures

Structural Characteristics of Institutions {IPEDS Data)

College type and control
Private nonsectarian four-year college
Private University
Public four-year college
Public University
Religious Affiliation - Protestant, Catholic, Nonsectarian
Size of Institution (undergraduate and graduate FTE)
Selectivity of Institution
College location — South, East, West, Midwest
Size of city location
Distance from student’s home

Offerings/Expenditures (IPEDS Data; HERI Catalog Survey; Freshman Survey)

College offers ethnic studies major
Expenditures per stdent

Student services

Feliowships and non-repayable aid

Instructional expenditures
Availability of freshman campus housing

College Student Experiences/ Social Interaction (mediating variables) (1989 Followup Survey)

College residence:
Number of years in a college dormitory cr other campus student housing

Hours per week spent in the last year of college?
Working for pay
Talking with faculty outside of class
Participation in student groups/clubs
Studying/Homework

College activities in the last yeard
Been a guest in a professor’s home

Student involvement since entering college®
Joined or been a member of a fraternity or sorority
Taken remedial or developmental courses
Assisted faculty in teaching a course

Description of the college environmentd
There is keen competition among most of the students for high grades
Faculty are rewarded for being good teachers
Most students are treated like “numbers in a book”
There is little or nn contacs between students and faculty
Faculty here feel that most students are well-prepared academically
“Coded as an eight point scale: 1 = “None” 10 8 — “Over 20",
bCoded as a three point scale: 1 = “Not at all” to 3 = “Frequently™.
°Coded as a dichotomous variable: 2 = *Yes", 1 = “No".
d4Coded as a three point scale: 1 = “Not at all” 10 3 = “Frequently™.
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Analyses

Analyses proceeded in several stages. The first step was to identify dimensions
of the racial climate by factor analyzing (exploratory factor analyses) the items shown in
Table 4.3, and then to assess the adequacy of the resulting factor models. The number of
dimensions and factorial composition (items) were tested in one of the student samples
using confirmatory factor analysis (CFA). This technique helped to demonstrate the
extent to which survey items (measured variables) refiect the racial climate factors (latent
variables) in a statistically reliable manner, Next, further confirmatory analyses tested the
validity of the factor models in the two other student populations. The most efficient
method for conducting confirmatory factor analyses is through the use of covariance
structural analyses. Bentler (1989) has developed the computer software (EQS) that can
be used to test whether the constructs are similar across a number of populations.
Lagrange Multiplier Tests were used to determine the need for modifications in the model
and chi-square tests were used to determine if the factor models adequately describe the
data in each group. The interpretation here is that the chi-square statistic should be
nonsignificant if the hypothesized factor models fit the data for each student group.

In phase I, multiple regression analyses were conducted with two dimensions of
the racial climate serving as dependent variables. These factors were regressed on college
characteristics and student background characteristics for the total student sample and
each racial/ethnic group (eight regression equations). The effects of these variables
helped to identify patterns of relationships between the racial climate measures and other
college environmental characteristics in the study, controlling for student backgronnd
characteristics. It was at this point that theories regarding the numerical diversity

measures were aiso tested. These measures were entered in the same block in the
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regression in order to determine the measure that is most related to students’ perceptions
of the racial climate. This stage of analyses provided information regarding the student as
“perceiver” and the nature of the relationships among the racial climate and other college
characteristics.

Phase III of the study was conducted using stepwise multiple regression
techniyues to examine the relationships between the racial climate, outcomes, and the role
of mediating variables (college student experiences) in an exploratory fashion. The
conceptual framework for this stage of analyses is presented in Figure 1. Each of the five
Outcome measures were regressed on student background characteristics, racial climate
indices, and other college environmental measures. Beta coefficients for the racial climate
measures were observed after controlling for student background, and again after
controlling for college environments to determine if the racial climate measures made a
unique contribution over and above the effects of other environmental variables. This
process was replicated with the total sample and each of the ethnic groups, constituting 32
regressions. Twelve of the regressions were conducted with a smaller sample of
students (58 %) with SAT scores to verify that academic ability was adequately
controlled in analyses of academic achievement outcomes, Multiple regression results
were compared across groups to identify variables that were shared or unique to a

specific ethnic group.
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Controlling for all other input and environmental variables before assessing the
impact of the racial climate constitutes a very conservative test of the importance of the
climate. Since certain college experience variables may mediate racial climate effects, the
entry of certain measures (e.g, interracial contact, student-faculty interaction, campus
protest) into the regression could substantially reduce the coefficients for the racial climate
measures. In such an instance we would have evidence of a possible “indirect” effect of
the racial climate on outcomes (i.e., an effect that is mediated by these specific college
experiences). Attention was given to these unusual or complex relationships by
monitoring the performance of betas at each step in the equation. This monitoring was
possible through the use of special computer software, BetaView, developed at the Higher

Education Research Institute (Dey, 1990).

Analysis of Constructs and Development of Factor Scales

Researchers are confronted with the dilemma of searching for universal
characteristics while acknowledging the need to learn more about “culturally-specific
traits.” Some scholars strive to identify patterns shared across groups, while others focus
on understanding patterns particular to certain populations. The latter approach is often
the first step in developing new theories that describe the experience of speciai
populations, while the former tests established theories. Both approaches are critical to
the development of social science theory.

I'have attempted to resolve this dilemma by using the comparison groups to learn
what is common across groups, while devoting attention 1o the culturally-specific traits or
variables important to specific groups. Iexpected to find significant group differences at
every stage in the study, thus making comparisons problematic. The first phase of the

study showed some differences in student views of the climate. In order to resolve
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construct differences I used the followin g strategy: Survey items found, in exploratory
factor analyses, to be unique to one particular group were deleted from the common
factor models. The adequacy of these models were then tested u sing structural equation
modeling, confirming the existence of racial climate constructs in each group. I then
proceeded with a separate examination of those ethnic-specific items to understand how
such measures performed in the subsequent stages of regression analyses. This strategy
retaired the comparisorn groups without ignoring the important information obtained
from group differences. Reported below are results from analyses that led to the

development of constructs for the study.

Exploratory Factor Analyses

Exploratory factor analyses, using maximum likelihood estimation and oblique
rotation, were conducted with the items shown in Table 4.3 to determine the dimensions
of racial climate as interpreted by black, Chicano and white students. The results
provided in Table 4.5 indicate that student perceptions reflect at least two dimensions of
racial climate, one involving Institutional Commitment to race-related issues (Factor I)
and the other reflecting Racial Tension on Campus (Factor IT). These analyses indicate
that the pattern involving the first four items of Factor I is fairly consistent across groups.
However, there is disagreement among the groups with regard to two items: “Many
courses include minority group perspectives” and “Most faculty here are sensitive to the
issues of minorities.” Compared to the first four items, the minority perspective item
had relatively low loadings on Factor I with Chicano (.429) and white student samples

(.460), and the faculty sensitivity item had the lowest loading on Factor I for both groups.
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In fact, the faculty sensitivity item had marginal loadings on both factors for Chicano
students, suggesting this item merited examination apart from these two factors.

In contrast, the curriculum item (-.571) and the faculty sensitivity item (-.519)
loaded on Factor I in analyses of the black student sample. Black students apparently
tend to view these items as less reflective of institutional commitment than of the actual
quality of minority-majority relations on campus. Black students are apparently more
likely than whites or Chicanos to feel that less racial tension on campus is associated with
faculty sensitivity to minority issues and a curriculum that includes minority group
perspectives. These results suggest that a confirmatory analysis was indeed necessary

before developing the racial climate scales for use in subsequent analyses.

Confirmatory Factor Analyses

Confirmatory factor analyses were conducted, using maximum likelihood
estimation, without the two items which differed according to group. The objective here
was to obtain some statistical gauge that would determine (a) whether a correlated two-
factor model of the racial climate is in fact reflected in each student sample, (a) if the
Aelation of the two race-specific items results in a poor factor model, particularly for
black students, and (c) if accounting for measurement error changes the model
significantly.

The items of controversy were deleted and a model was tested, allowing the
estimation of parameters for specific items linked only to either the Institutional
Commitment or Racial Tension on Campus factor. That is, variables hypothesized to

load on Factor I had factor loadings that were constrained to zero on Factor II. This
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Table 4.6
Model Statistics: Confirmatory Factor Model of

Racial Climate for Black, Chicano and White Samples
Mﬁw\

White White
Black Chicano Sample 1 Sample 2

Sample size 327 338 1,824 340

Initial hypothesized model (Items constrained to load on one of two factors)

Chi-square with 12 degrees of freedom 18.48 35.54 125.03 41.51
Probability value .10 <001 <.001 <.001
Fit Indices
Bentler-Bor:net Normed Fit Index .98 96 .96 .94
Bentler-Bonnet Nonnormed Fit Index 99 95 94 92
Comparative Fit Index .99 97 97 96
Correlation between Factor I and II -39 -28 -07 -07

Final model (Racial conflict item allowed 10 load on both factors)

Chi-square with 11 degrees of freedom 10.58 16.85 68.92 18.21
Probability vaiue 48 A1 <.001 .08
Fit Indices
Bentler-Bonnet Normed Fit Index .99 98 98 97
Bentler-Bonnet Nonnormed Fit Index 1.00 99 97 98
Comparative Fit Index 1.00 99 .98 99
Correlation between Factor I and II -47 -43 -.20 -.24
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model is one which is essentially employed when constructing scales for regression
analysis. The model fit for each group is shown on Table 4.6. Since the chi-square
statistic and fit indices are extremely sensitive in large samples (Bollen, 1989), a smaller
sample of white students (n=340) was also randomly drawn to assist in assessing model
fit.

As indicated by the chi-square, probability values, and fit indices, this initial
model fits the data on black students well, but is somewhat marginal in the case of the
Chicano and white samples. Some values in the residual matrices of the reproduced
models indicated that particular variables were not well explained by the model. The
Lagrange Multiplier Test (LM) was used to investigate other possible relationships
among the variables. The LM test procedure is designed to test hypotheses on
restrictions in a model (Bentler, 1989). In this case, the test indicated that covariances or
paths that were set to zero were better treated as free parameters. Both the residual
matrices and LM test suggested that the model fit could be improved by (a) estimating a
relationship between the racial conflict item and Factor I, and (b) introducing a
relationship among the error variances (correlated error) between two items: Institutional
priorities to recruit more minority students and to increase the representation of the
minorities on the faculty and administration, Both these suggested changes fit within the
conceptual framework of the study and make theoretical sense. These modifications
were added to the model, Table 4.6 shows the results of these analyses.

The fit of the model was improved substantially for all groups. The chi-squares
were reduced to more than half of their value in the initial model for Chicano and white
students, and the probability value indicates a good fit for all student samples. The factor
loadings for this final model are shown on Table 4.7. Factor loadings for the racial

conflict item are higher for Racial Tension on Campus (Factor IT) than the Institutional
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Commitment factor (Factor D), indicating that it is reasonable to construct the Racial
Tension scale using this item for muliiple regression analyses with measured variables,
Further research using structural equation modeling with latent constructs, however,
should include parameter estimates of the racial conflict item for both constructs. (The
internal consistencies of all scales used in subsequent analyses are shown in Table 4.9).

The model statistics and factor loadings indicate that the model is actually best
descriptive of the black student data, bat is also accurately reflected in the data of the other
student groups. In most cases the factor loadings are slightly lower for white students,
suggesting perhaps that racial climate issues are more salient for blacks and Chicanos
than they are for white students. It is also interesting to note that the correlation between
the factors, Institutional Commitment and Racial Tension on Campus, are lowest among
white students (-.20) and fairly similar for blacks and Chicanos (-.47 and -43,
respectively). Apparently, there is a stronger interconnection between the quality of race
relations and institutional commitment in the minds of minority students. In contrast,
white students perceive a greater distinction between these two constructs.

The weaker connection between the two racial climate constructs for whites
parallels similar gaps found in national attitude surveys and previous research on college
campuses. Schuman, Steeh, & Bobo (1988) found that white attitudes are most
favorable when asked questions on general principles of race relations but less favorable
on items that reflect actual implementation of these principles on a more personal level.
At the institutional level Peterson et al. (1978) found that during the period of minority
influx into higher education, Campus energy and money was indicative of general
institutional commitment to affirmative action goals, but little attention was devoted to
campus race relations. Similarly, the results here show that white students are less likely

to see a relationship between institutional commitment to diversity issues and
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interpersonal relations on campus. This finding provides helpful insights regarding key
differences in student views that may impact improvement of the racial climate in college
environments. For example, is it possible that white students are less likely to see
institutional commitment as a solution to campus race relations? This is difficult to
deduce from a single correlation. However, it does appear to indicate that institutional
interventions and commitment to diversity are critical, as many believe, to improving
minority student perceptions of campus racial tensions. Minority student interpersonal
relations with faculty, students, and administrators may be much more affected by the

overall commitment of the institution or the environment of support.

The Development of Self- Concept Measures

Previous research studies have used the student self-rating items from the
Freshman CIRP and FUS surveys to develop academic and social self-concept factors to
study changes in self-concept during the college years (Astin, 1977; Pascarella, Smart,
Ethington, & Nettles, 1987; Smart & Pascarella,1986). These studies have used
principal components analyses, a technique which has been shown to significantly and
systematically inflate factor Joadings (Snook & Gorsuch, 1989). Maximum likelihood
estimation was conducted to obtain more valid estimates. The results from these
analyses are shown in Table 4.8.

Although prior studies have identified two underlying factors, analyses with the
1989 self-rating items produced results that were quite different from previous werk.
Three factors emerged for white students with one item, self-confidence (intellectual),
loading with other social self-concept items rather than with academic sclf-concept items
as previous studies have shown. Principal axis factoring (orthogonal and oblique) was

also conducted in an attempt to replicate the results of previous studies, yet neither of
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these techniques yielded a successful replication. A second maximum likelihood
estimation procedure was conducted again with the white sample, this time forcing a two-
factor solution. The intellectual self-confidence item loaded with the academic factor in
this instance. The results from this second analysis for white studenis are shown on
Table 4.8 along with two-factor solutions obtained for black and Chicano student
samples.

Several important poinis are worth noting since these analyses suggest the use of
dependent variables that represent a departure from prior research. First, a coherent
academic self-concept factor could not be found in the data for use within or across
groups. Table 4.8 shows, for example, that the writing ability item merits examination
apart from other items and constructs. The intellectual self-confidence item also shared
substantial variance with both Factor I and Factor I. As a matter of fact, the intellectual
self-confidence item had the lowest loading with Astin’s (1977) intellectual self-esteem
factor and had substantial shared variance with other self-concept factors in the Smart &
Pascarella (1986) study. It may well be that a clear three-item academic self-concept
factor may not exist in the data, indicating that academic self-concept is best examined
using single-item variables until construct differences can be resolved in future research.

In contrast, the factor loadings of three other items ( social self-confidence,
popularity, and leadership self-ratings) suggest that a social self-confidence factor would
constitute a useful construct. These same three self-ratings were part of a social self-
esteem factor (Astin, 1977) and social self-concept factor (Smart & Pascarella, 1986) in

previous studies. Two other items were also included in the factor in previous studies,

but were not available in the 1989 survey.,
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Factor scaies

The results from these exploratory and confirmatory factor analyses were used in
constructing variables for use in subsequent analyses. Since all items composing each
construct were on the same scale, new variables were created by adding together
responses on each item to construct a factor scale. Items that were in reverse order were
recoded to match the direction of the other items composing the scale. All the scales have
fairly high reliabilities (Table 4.9.) that are very similar across groups. Tkcse statistics
provide some assurance that the constructs developed for the study will be reliable for

interpretation across groups.

Table 4.9
Factor Scales
mates 0

Factor Scale Number
of items Black Chicano  White

Institutional Commitment to

Diversity 4 .88 .86 80
Racial Tension or: Campus 3 .66 .66 .64
1985 Social Self-Confidence 3 76 75 73
1989 Social Self-Confidence 3 71 .76 75

76



CHAPTER 5

THE RACIAL CLIMATE: 1985 FRESHMEN CHARACTERISTICS AND
COLLEGE ENVIRONMENTS

This phase of the analyses examined the relationships among the student’s
background, attitudes and values in 1985, distal measures of the college environment, and
two racial climate measures: Racial ’fension on Campus and Institutional Commitment
to Diversity Issues. The student data were taken from the 1985 freshmen survey,
administered during freshmen orientation, and student responses to racial climate
measures on the 1989 Follow-up Survey (FUS). The racial climate measures served as
dependent variables in this phase of the study, which was conducted in two stages. The
first stage explored the extent to which perceptions of the racial climate were a function of
the cultural and psychological baggage that students bring with them to college, including
demographic attributes and tendencies that might suggest a precollege bias in their views
regarding the climate. A student with such precollege biases may have perceptions
reinforced in college, or a particular environment may actually cause students without
these tendencies to develop distinctly negative or positive views of the racial climate on
campus. In any case, examining freshman characteristics helped to identify student
characteristics that should serve as controls in subsequent outcomes analyses, allowing
one to more definitively attribute causation to a particular environmental variable. Thus,
these first stage analyses provide important information on the “perceiver” prior to any

significant influence of college.
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The second stage examined the possible influences of environmental factors on
the racial climate. Distal measures of the college environment, obtained primarily from
data sources independent of student observation (i.e., U.S. Department of Education and
college catalogs), were used in these analyses to examine the nature of the racial climate
in different college environments. These distal measures represent structural
characteristics or conditions of the college environment that existed prior to and during a
student’s assessment of the racial climate. The purpose of including only distal measures
after controls for student characteristics was to (a) vtilize measures that would serve to
locate problems in the higher education system, discovering how the racial climate differs
between types of institutions; (b) identify policy-relevant measures that have a direct
relationship to the racial climate; and (c) understand the relationships among these
“between” institution measures and the racial climate prior to examining more proximal
environmental measures that are likely to affect variation in student response within
institutions. The results based on these institutional characteristics represent the first

overview of racial climate issues across a variety of campus settings.

Racial Tension on Campus

The quality of race relations on college campuses has received a good deat of
media attention in recent years. However, the common characteristics of institutions with
“inhospitable” environments have not been identified or discussed at any great length.
Accounts of racial harassment incidents suggest that many of the institutions with poor
clirates arc public and private universities (Farrell & Jones, 1988), but aside from these
incidents, there has been little speculation about other structural indicators of a tense racial
climate. This section provides resulis from an analysis of the relationships among

student and institutional variables and the quality of race relations on campus. The
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dependent measure, Racial Tension on Campus, is based on student responses regarding
the existence of racial conflict, poor communication among various student groups, and
low trust between minorities and campus administrators.

Table 5.1 shows results from a regression analysis using the entire student
sample. Betas are reported at step one and from step 10 until the final step to show how
the effects of these variables change once all student characteristics are controlled. All
institutional characteristics have an equal chance of entering the equation, based on their
significant relationships with the dependent variable, immediately after the block
containing significant student characteristics (step 10). Showing the performance of
environmental variables prior to and subsequent to entering the equation also allows one
to examine multicollinearity, suppressor effects, and other complex relationships among
institutional characteristics. This approach has been recommended in exploratory

analyses using stepwise multiple regression (Astin, 1990).

Student Characteristics
Since minority students have often been the targets of harassment on campuses, it
is not surprising to find that being a member of a minority group is associated with
perceptions of a tense racial climate. Black students are more likely than white students
to perceive campus racial tensions, as indicated by the strong effect size (step 10, .22),

regardless of the type of college they attend. The effect of being a Chicano student on the

- dependent variable was suppressed by parental income, as Chicanos tended to come from

lower income levels than the other student groups in the sample. After controlling for
parental income, results show that Chicanos are alse more likely than white students to
perceive a tense racial climate. Minorities may be more likely to perceive tensions

because it is difficult to buffer or isolate themselves from racial tension on predominantly
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white campuses. Minorities have to interact with white faculty and students daily, while
white students are more likely to have a choice as to the extent and nature of their
interracial contact. Additional results on the characteristics of these particular student
populations are presented in the discussior on comparison groups.

Students who entered college expecting to participate in campus demonstrations
and freshmen who characterized themselves as having a liberal political view in 1985 are
more likely to perceive a tense racial climate. Both these groups tend to view the racial
climate critically and perhaps are more politically attuned to climate issues than students
who label themselves as conservatives or are less motivated toward social activism. It
may also be that these students have some prior knowledge about the racial climate on
campus from pre-matriculation visits, discussions with students, or media reports. In
any case, these variables appear to be important student characteristics to control in
subsequent analyses, since these may predispose students to view the college

environment in particular ways.

Institutional Characteristics
With the exception of the minority group membership, politicai views, and

expeciations to become involved in protest during college, virtually all other student
characteristics become nonsigrificant after controlling for institution type. Institutional
characteristics account for approximately 12 % of the variance in the Racial Tension
measure, while student characteristics account for 9 %. This suggests that perceptions of
the degree of racial tension on campus have more to do with where students £0 to school
than with their demographic or psychological make-up. For example, measures of
student academic ability (self-rating and high school GPA) and parental income are

significantly related to perceptions of racial tension at step 10, but controlling for
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institutional selectivity reduces these effects to nonsignificance. This indicates that the
effects of ability and income are really attributable to college selectivity, an institutional
characteristic that turns out to be the strongest positive indicator of Racial Tension in the
final equation.

Selective institutions may have tense racial climates because their environments
tend to represent an extreme in American wealth, ability, and privilege. They tend to
attract high income students from predominantly white, conservative circles of society.
They also attract bright students and higkly successful professors, many of whom are of
a progressive or liberal bent. Tradition and privilege are staunchly promoted at selective
institutions and, at the same time, they are birthplaces for progressive thought. This swirl
of competing ideologies and tension manifests itself in a variety of contradictions. For
example, although selective institutions spend time vigorously recruiting minorities, their
admissions policies prevent them from admitting large numbers of minorities. There are
other contradictions in these environments that will be further explored in this study. For
now, it is sufficient to say that students perceive poor campus race relations at colleges
that are largely identified with an admissions policy that has historically favored
privileged groups. Recent accounts have documented some of the overt manifestations
of racism at these elite institutions (Sudarkasa, 1988).

In contrast, students attending a Catholic four-year college are least likely to report
campus racial tensions. Although two of the Catholic institutions in the sample have a
high proportion of Chicano students (approaching 50 %), it is noteworthy that controlling
for ethnic origin and religion does not substantially reduce this environmental effect (step
10, .26). Private-nonsectarian colleges also seem to have relatively low racial tension
(step 10, -.05 and final step, -.08). The performance of the beta weights throughout the

regression suggest that given the types of students these colleges have (high ability), their
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size (small), and other aspects of the environment, these institutions have less racial
tension than the Protestant or public institutions. Both Catholic and private-nonsectarian
colleges are perhaps more attentive to student needs and the general psychological climate
on campus. Further research on these colleges may help determine how they maintain
greater racial harmony relative to other types of institutions,

The betas for the institutional types manifest a complex set of relationships that
include multicollinearity and suppressor effects with other institutional measures,
Multicollinearity among institutional characteristics is inevitable, given that certain
characteristics (e.g. size, financial expenditures, enrollment characteristics, etc.) are often
strongly associated with particular college types. The effects of some of the gross
measures of institutional type can perhaps never be separated from a configuration of
conditions that characterize their environments, Thus, reviewing only the final step in the
regression equation can be misleading, whereas the performance of betas at earlier stages
of the regression provides a better understanding of why particular environments may
produce more or less racial tension. Some variables have significant relationships with
the dependent variable but do not enter the equation because of shared variance with
another institutional measure. In these cases, multicollinearity becomes a source of
interest. For this reason, the betas of some important variables that do not enter the
equation are shown in Table 5.1. Such is the case with the dichotomous variable for
public university.

Public universities demonstrate a positive relationship with Racial Tension after
controlling for student characteristics (step 10, .19), but since there are few public
universities that are small, institutional size serves as a possible explanatory variable.
This means that public universities may not have significantly more racial tension in

comparison to other institutional types; rather, there is an inherent condition of a public
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university environment (large size) that contributes positively to racial tension.
Nevertheless, even after controlling for size and all other institutional characteristics, the
positive effect of public universities on Racial Tension remains significant by the final
step of the equation (.09). This effect is even stronger among white and Chicano
students, as demonstrated in the discussion of the subgroup analyses that follows Table
5.2.

Attending a private university also demonstrates a complex relationship with the
dependent variable, since this institution type apparently has both positive and negative
conditions that contribute to the racial climate. Although this variable has a simple
correlation of .07 with racial tension, this effect drops in significance when student
characteristics are controlled, suggesting that this college environment has no unique
effect over and above the characteristics of its student body. On the other hand, given the
relative size of private universities, these institutions tend to have more racial tension than
other types of private institutions. Indeed, changes in the beta coefficients suggest that
students at private universities perceive more racial tension than at private-nonsectarian
colleges but less racial tension when compared to the public institutions. Other elements,
such as campus spending practices (i.e., student services), reflect conditions of the private
university environment that make it less racially tense. The changing beta weights also
suggest that students attending private universities where student services are financially-
well supported are less likely to report poor racial climates. The dichotomous variable for
private university maintains a beta of -.08 in the final step of the equation.

Institutional size is a strong indicator of Racial Tension on Campus (step 10, .22).
Such an effect may be due to the largely bureaucratic and impersonal environment
coupled with a broad mix of student types and belief systems represented at such

institutions. This is indicated by the fact that the effect of size is diminished substantially
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when controlling for campus expenditures and white enrollment changes (1982-88).
Large institutions spend more on administrative structures associated with instruction and
less on student services and fellowship aid per student, factors that make large institutions
impersonal and less attentive to a student’s developmental needs.

One might assume that there is a positive correlation between institutional size
(based on graduate and undergraduate FTE) and the growth in white undergraduate
enrollment at predominantly white institutions. However, the correlation is -.33 and
further investigation revealed that the correlations between size and growth in black (.76)
and Hispanic (.87) enrollments are extremely high. These results suggest the white
enrollment variable is a continuum—moving from increasing white enrollment to a
racially diverse enrollment—that supports an alternative conclusion: Large institutions
had the most change in diversification of undergraduate enrollments in the last six years,
and these changes are associated with the perception of racial tension on campus. This
perception of a tense racial climate may be directly related to a more diverse student
clientele, since a variety of perspectives and cultural modes find expression and conflict in
these large environments.

These results also indicate that more white students may be attending small
institutions while more minorities are attending larger, and presumably less expensive,
institutions. Trends in black freshmen over the last 20 years show that blacks have
increasingly chosen colleges because they are low cost, and that they are now less likely
to be attending their first choice institution (Astin, 1990b). This could be taken to mean
that diversification of student enrollments is occurring primarily in certain types of
institutions. Although the racial stratification of the system of higher education has been
noted by varions researchers (Astin, 1982; Browi, Rosen, Hill & Olivas, 1980;

Verdugo, 1986), these changes may suggest we could be moving toward an increasingly
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racially-segregated higher education system. Since this sample of students is limited to
institutions where minority respondents have returned follow-up surveys, this cannot be
confirmed in the present study. Future research on enrollment changes across all
instituticas will provide a more definitive answer.

Once institutional type characteristics were controlled, growth in black enrollment
had the strongest and most consistent effect on the dependent variable of all ethnic
enrollment measures (step 10, .18 and final step, .07). The percentage of black students
in 1986 and the absolute numbers of black students (not in the equation) are also
associated with campus racial tension. The latter variable maintains a strong positive
effect until growth in white enrollment is controlled (step 10, .21).

Since Latino students are concentrated in a relatively liiiied variety of institutional
types, i.e., large public institutions and Catholic colleges (Hurtado, 1990; Brown et al.,
1980), it is not surprising to find that institutional types account for the effects of all
measures of Hispanic enroliment. All the enrolluuent measures for Latino students had
significant betas at step 10 that were reduced to nonsignificance once college type
measures entered the regression equation. Itis interesting to note, however, that the
percentage of Hispanics is the only enrollment characteristic that had a negative
relationship with racial tension at step 10 (-.11). This effect is maintained until a control
for attending a Catholic college is introduced, indicating that several of these institutions
in the sample have both a high percentage of Hispanics and a relatively positive racial
climate,

These initial results provide partial support for Blalock’s theory (1967) of racial
tension in communities. He suggests that discriminatory behaviors increase as minority
numbers increase, since more minority individuals are in direct and potential competition

with individuals of the dominant group. Such is certainly the pattern observed with
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changes in enrollments: Tension is greatest where there has been declining white and
increasing minority enrollment. While the relationship between increases in a minority
presence and racial tension is supported, there is insufficient information to specify the
cause of such a pattern. Moreover, it appears that some colleges with high proportions of
minorities (e.g., Catholic colleges) have favorable racial climates, Without further
measures of student behaviors, one can only speculate at this point.

Campus spending practices were investigated to begin to explore some
institutional characteristics that may be policy-relevant. These results provide some
reason for optimism about the possibilities for improvement of the racial climate.
Specifically, it appears that the more an institution spends on financial aid per student in
the form of fellowship and scholarship awards, the less likely they are to have racial
tension on their campuses. This finding is especially significant because it holds true
regardless of institutional type. Student services expenditures also maintain an unique
negative effect on racial tension (final step,-.11) when other institutional characteristics are
controlled. The effects of these campus expenditure measures suggest that more
institutional support provided in the form of college services to students, from the stage
of admission through coliege completion, may actually serve to reduce racial tensions,

The amount of monies expended on instructional activities has a strong positive
effect on Racial Tension after controlling for student characteristics (.26) and at the final
step of the equation (.15). This variable incluces expenditures of the colleges, schools,
and departments that include both general academic instruction, adult, and remedial
education. Higher instructional expenditures per student may not necessarily mean that
an institution gives a priority to teaching; rather, it may reflect the opposite scenario.
Presuming that faculty salaries constitute the bulk of instructional expenditures, the more

that the faculty are paid, the more likely they are to be involved in research. This often

87



results in a lower teaching load which must be compensated for by hiring additional part-
time staff (lecturers and graduate teaching assistants) to teach courses, further inflating the
per student instructional costs. Such an environment would be less student-oriented,
more impersonal, more research-focused, and perhaps more racially tense. These
assumptions are supported, in part, by the fact that this variable may be serving as a
proxy for institutional affluence. (Controlling for selectivity and institution type reduce
the effect of instructional expenditures slightly). Thus, instructional expenditures may
Tepresent ca.ipus prictities thai are quite different from student-centered priorities.

It appears that where a student attends college is perhaps not as significant, in
terms of racial climate, as the type of coliege he or she chooses. Most of the location
characteristics of the institution yielded very little information in this analysis. Still, once
size and selectivity were controlled, attending college in the Midwest tends to be a
positive indicator of tense campus race relations (final step, .07).

Given the relative paucity of information about racial tension on college
campuses, this analysis represents a substantial addition to our understanding of the
correlates of campus racial tension. Freshman and institutional characteristics accounted
for 21 % of the variance (Multiple R =.457) in the dependent measure. These results
provide a starting point on which to build further research on the determinants of racial

tension.

Results by Comparison Group
Table 5.2 highlights the results from regressions conducted on separate student
Populations—white, black and Chicano students. All variables that are significant in any
regression after controlling for student Characteristics are reported here to show effects

across groups. These include variables that maintain their effect until the final step
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(designated with a superscript a), variables that are reduced to nonsignificance by the final
step, and variables that did not enter the equation due to multicollinearity (designated with
a superscript b). Finally, the table includes variables that became significant due to
suppressor effecis, entering the equation after the block of student characteristics.

Many of the results reported here confirm results found in the total group
regressions. However, the assumption here is that these groups constitute distinct
populations. In such cases where a broad categorical variable is included in a regression
(race), separate regressions are recommended to assure that such results hold true across
groups (Pedhazur, 1973). The multiple correlations (R) for the equations across the three
equations indicate that student and institutional characteristics explain between 13 %
(blacks) and 23 % (Chicanos) of the variance in the racial tension measure. The
differences in statistical explanation reveal that, for even the two groups with a similar
sample size, the populations have distinct characteristics.

What are the freshman characteristics of students who reported racial tension on
their campuses? White students tend to be of high ability, socially self-confident, and to
come from affluent families. Chicanos who tend to perceive a tense environment also
have a high degree of academic self-confidence. White students who identify
themselves as either Catholic or Protestant are least likely to report racial tension. None
of these student characteristics, however, maintains a unique effect over and above the
type of institution attended.

Comparison group results confirm that it is important to control for those
students who are motivated, at the level of action and ideology, to view the racial climate
negatively at college entry. White and Chicano students who enter college expecting to
become involved in protest are most likely to report that their campuses have poor race

relations. For black freshmen, a liberal political view apparently serves as a proxy for
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Table 5.2
Regression of Campus Racial Tension on Student
and Institutional Characteristics by Ethnic Group

Simple Correlations and Standardized Coefficients for

Whites (n=1.820) Blacks (n=324) Chicanos (n=339)

r Beta FinalB r Beta FinalB r __Beta Final B

Student Characteristics

Academic Ability (self-rating) .14 .07+ .00 .04 .04 .00 A3 12+ L06
High School GPA .11 .06+ .00 .06 .04 .00 .04 04 -04
Mother's education .10 .04 .02 01 -.01 -.05 -03 -07 -a20
Income .08 .05 .00 .03 .02 -.03 .05 -.03 .04
Catholic -.08 -.06+ .01 -03 -03 -03 -03 -01 -.02
Protestant -01 -.03 .00 -08 .05 .04 -04 -05 -.07
Social self-confidence 1985 .08 .05+ .03 .00 .00 .01 .07 .01 -.01
Expect to protest A7 15 12t 14 .07 .05 22 21+ 143
Political view 1985 (liberal) .06 .02 .00 25 25+ 232 12 .08 .06
Institutional Characteristics
Type:
Size 21 20+ 132 A5 14+ 00 36 35+s 262
Selectivity 21 14+ 222 A3 .10 143 30 .26+ 162
Catholic four-year -.24 20+ 070 -11 -10*% .06 -40 .38+ - 153
Coeducational -00 .01 -.092 05 .03 .02 A3 1isp .01
Protestant four-year -.06 -05¢ 04 -04 .03 .05 -07 -10 .07
Nonsectarian -02 -05 -.02 -03 -.11s¢ .01 -04 .08 -.09
Public four-year -05 -.01 .05 -12 -11 .05 02 .04 -06
Public university 16 17ss 222 .10 .09 .03 35 34». 252
Location:
South =10 -.07+sb _ 04 -04 -.02 .02 -02 -02 .02
Midwest .01 .04 .138 -08 -05 -03 -.01 -.01 -.01
Distance from home .06 .02 082 .03 .05 -03 -01 -05 -.03
Offerings/Expenditures: :
Offers ethnic studies majors .14 ,13esb 0 1008 -.01 24 22445 _ 07
Instructional expenditures 30 2640 140 150 11t 20 40 38+« 112
Student services expenditures -.06 -.10+s -1]° =15 -15e« . 172 -06 -.06 -.01
Aid expenditures =02 -.09-» . 123 -08 -09 .08 -.16  -.20%+b - 09
Enrollment Characteristics:
Black FTE in 1986 22 21es -152 .14 [14seb g7 34 317" 05
Black percent in 1986 .07 .07+« 092 -05 -04 .02 =13 .11+ .02
Hispanic FTE in 1986 .16 .15+« 00 .09 .07 .05 30 30+ 222
Hispanic percent in 1986 -.08 ..07=b 01 -02 -03 .02 -.32  -.28es Q4s
Growth white FTE (1982-88) =17  -14+« 03 =17 -17ss 152 =12 10 -.02
Growth black FTE (1982-88) .20 .18ss 122 .08 .05 -.06 31 30-» 152
Growth Hispanic FTE (1982-88) .16 .164s -(094 .09 .07 -05 31 .30== 152
Multiple R 44 .36 48

NOTE: Betas are reported at the step where all student characteristics have been controlled and at final step.
* Significant at final step; ® did not enter equation due to shared variance with another institutional
variable. * p.<.05, ** p.<.01.
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expecting to protest in college. Black freshmen who expected to protest in 1985 also
described themselves as liberal and reported racial tension on campus in 1989, In
comparison to the other groups, however, liberalism is an important predisposition of
black students (.23) that will be necessary to control in subsequent analyses.

Across all groups, both institutional size and selectivity are indicators of a tense
racial environment. Students of all racial/ethnic groups attending selective institutions
agree that these institutions have racially tense environments. Chicanos at large
institutions perceive poor race relations on campus, as evidenced by the consistently
positive association of institutional size with racial tension (.26). White students at large
institutions also report racial tension, not only because of the institution’s size but perhaps
also because these institutions tend to have increased minority enrollments in the last six
years. (Minority enrollment growth measures reverse the direction of effects for
institutional size at the final step). This high degree of multicollinearity also appears to
indicate that black students report tense race relations at large campuses that have
increased minority enrollments in the last six years and did not allocate substantial
financial support for student services in 1985. The black student regression equation
shows that the effects of both institutional size and minority enrollment growth are
diminiched by expenditures for student services and white enrollment growth, which are
negatively related to racial tension. In fact, both black and white students tend to report
better race relations at institutions where student services were well-supported financially
(-.17,-.11, respectively). These results have important policy implications for college
administrators at large institutions. Attending to the specific needs of an increasingly
diverse clientele may ameliorate the racial tension that may accompany rapid growth in
minority enrollment. In particular, a policy measure such as spending for student

services reflects an institutional priority within their centrol that may improve the climate
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for students. What cannot be ascertained at this point is thé precise mechanism whereby
spending for student services reduces racial tension. Clearly, this is a potentially rich area
for further research.

The data on aid expenditures further support the notion that racial tension may be
associated with institutional priorities that neglect student-oriented priorities. Chicano and
white students perceive better race relations at institutions that provide more fellowship
and scholarship awards per student. This relationship is particularly true among white
students, regardless of the type of institution attended (-.12). Race relations may be more
harmonious primarily because institutions provide the general type of student support that
addresses student needs. Financial concems, inadequate counseling, and lack of college-
sponsored activities to foster student interaction, are potential sources of stress for
students. Perhaps at a more basic level, if a student feels valued by the institution, he/she
is more likely to trust college administrators and perceive that all student groups are
equitably treated at the institution.

These results can also be interpreted from a conflict perspective. If one adopts
Blalock’s (1967) theory of competition among the races, results from these resource
variables would suggest that making sure each group perceives they have a “piece of the
pie” prevents them from viewing each other as competitors for limited institutional
resources. Thisis primarily an economic perspective within race relations theory that
suggest that resentment among groups emerges out of a struggle for resources, While a
plausible explanation, this view reduces the matter of racial issues to greed. Other issues
such as respect and understanding of different cultural perspectives and misconceptions
about group practices and intents also Play a part in the racial tension on campus.
Regardless of the interpretation, these results show that some variations in financial

support may be related to racial tension on campus. Further research needs to be
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conducted on the programs that constitute the types of services and aid students receive at
campuses with good racial climates.

In contrast, large instructional expenditures appear to reflect different institutional
priorities. This variable is associated with racial tension in the black and Chicano
samples, and it has a strong independent effect on racial tension in the white student
sample (.14). These findings suggest that institutions with a high bureaucratic mesh of
colleges and departments, high faculty salaries, and perhaps a research emphasis are less
conducive environments for racial harmony.

Catholic institutions have less tense racial environments according to both
Chicano and white students ( -.15, -07, respectively). Black and white students attending
private-nonsectarian institutions and black students at Catholic institutions also report less
racial tension, although these effects are diminished by controlling for size and selectivity.
Such institutions may be more attuned to the development of students on their campus.
In contrast, public universities appear to be troublesome environinents for Chicano and
white students, as this institution type demonstrates a substantial and unique effect over
and above other college characteristics (25, .22, respectively). Public universities
represent large environments, with competing priorities, that are less attentive to the
psychological climate for undergraduates on campus. However, these low cost
institutions are also attracting larger numbers of minorities, in part, because of changing
demographics and external political pressures. Results here suggest possibilities for
further research focused primarily on the racial climate of public universitics.

White students perceived greater racial tensions if they went to college away from
home or attended a large midwestern institution. The further away from home a white
freshman attended college in 1985, the more likely he/she was to report racial tension

(.08). A college’s distance from home is negatively correlated with size (r=-21)
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makmg the distance variable a significant indicator of racial tension when size was
com:rolled thte students rerorted racial tension 1:1 tile Midwest (.13), while thelr
counterparts in the South report less racial tension (-.07). Once controlling for selectivity,
however, attending school in the South has no significant relationship with racial tension.
These effects suggest that white students who went away to smaller, less selective
colleges in these regions perhaps had more of an opportunity to get to know students of
other races.

The general pattern for measures of diversity in student enrollments reveals that
the absolute numbers of blacks and Hispanics and their enrollment changes in the iast six
years are associated with tense racial climates, with only a few variations among groups.
For example, Chicano students tend to report better race relations only at institutions with
a high percentage of black and Hispanic students in 1986 (-.11, -.28). These are
primarily Catholic colleges, since controlling for this institution type reduces these
coefficients to nonsignificance. White students attending institutions with a high
percentage of Hispanics also to report low racial tension, but aguin, this relationship can
be primarily attributed to attendance at a Catholic college. Other than these exceptions,
white students tend to perceive racial tension on campuses where student enroliment has
undergone substantial diversificatics; this is demonstrated by ilie percentage (.09)
absclute numbers (.21), and growth measures of black student enrollment (.12). For
Black students, only the absolute numbers (FTE) of black undergraduates in 1986, and
declines in white enrollment are related to Racial Tension. These findings on the
numerical aspects of diversity support Astin’s (1971) hypothesis that the absolute
numbers of black students on campus, or a critical mass, were found to be most closely

associated with campus unrest. Racial tension appears to be associated more with the
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absolute numbers of minorities, or a critical mass, than with the percentage of minorities
in the student body.

What patterns do these enrollment variables generally suggest? First, contrary to
popular belief, having large numbers of blacks and Hispanics and increases in minority
enrollments does not necessarily translate into less racial tension on campus. Second, a
curvilinear relationship between minority enrollment and racial tension may be possible.
For example, it may be that Hispanic enrollment numbeis are no longer related to racial
tension beyond a threshold level. There is some evidence that in particular institutional
contexts (Catholic colleges), high percentages of minorities begin to be associated with
less racial tension in a student body. Furthermore, rapid diversification of enrollments in
the last six years appears to be a strong indicator of racial tension.

These points should not be taken to suggest that increasing minority enrollment is
the cause of racial tension. Campus racial tension is not created solely in the mix of
students, nor does it exist enly in the minds of particular types of students. Itis created
in the mix of people, policies, and belief systems that prevail on campuses. These
analyses have shown that there are a web of issues that must be addressed that include
institutional policies, financial decisions, and campus priorities. Institutions that attend to
these issues with a concern for different cultural groups may reduce racial tension and

successfully restructure their campuses for learning in a multicultural environment,
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Institutional Commitment to Diversity

A natural extension of research on campus race relations is to examine an
institution’s commitment to diversity. Institutions have a variety of priorities that they
address on a daily basis. These priorities have been transformed into policies and actions
that communicate values to students and faculty. In some cases, however, the link
between institutional policy and action is weak. For example, as a result of pressure from
various groups such as the NAACP and MALDEEF and from federal regulations (Title
VI), affirmative action policies have been institutionalized in colleges for the past two
decades. Although these policies are designed to prevent overt forms of discrimination,
many campuses has been slow in producing real change in the ethnic make-up of their
faculty and student body. Despite legal constraints on institutions, affirmative action has
been challenged in the last decade and the hiring of minority personnel at colleges and
universities appears to continue on a “replacement only” basis (Reyes and Halcén, 1988).
This institutional inertia conveys the idea that campus commitment to a diverse
multicultural environment is neither a high priority nor of educational value to students.

Exploring the student’s perception of instituticnal commitment to diversity may
shed light on the complex matter of the racial climate on college campuses. Students
were asked to respond to questions regarding the extent to which they felt their college
placed a high priority on increasing minorities in the faculty and administration,
developing an appreciation of a multicultural society, recruiting more minority students,
and creating a diverse multicultural environment on campus. Table 5.3 shows results
from a regression of the Institutional Commitment factor on entering student and
institutional characteristics. This discussion will focus on variables that were significant
after completion of calculations for regression blocks containing student characteristics

(step 5) and on the subsequent performance of these variables. SPSSX prevents
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variables from entering the regression equation that become significant late in the
calculation process (after their original block is controlled). To override this software
problem, one final forward command was executed to examine additional variables that
have significant relationships with the dependent variable after both student and
institutional characteristics were controlled. (This technique was also used in regressions
for Racial Tension, but provided significant results only in the regression for Institutional

Commitment),

Student Characteristics

Swdents expressing a strong interest in the goal of promoting racial
understanding in 1985 report, four years later, that their campuses had an institutional
commitment to diversity (step 5, .10). Jewish students (.05), students who were older
(.06), and students who rated themselves highly on social self-confidence as college
freshmen (.05) are also likely to report that their institution is committed to diversity. In
contrast, Black siudents are least likely to report their institution is committed to diversity
(-.09; final step -.11). Most of these student characteristics maintain a significant effect
on the dependent variable, regardless of institution type.

The effect of several other student characteristics became significant after
controlling for insiitutional type, revealing additional precollege biases. As one would
expect, those students who entered college expecting to participate in campus
demonstrations were likely to be most critical of institutional commitment (at final step,
-.07). In contrast, entering students who expected to become involved in community
action programs reported a high commitment to diversity on their campuses (final step,
.06). These attitudes predispose students to view the commitment of an institution in a

negative or positive way and are controlled in subsequent regressions on student
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outcomes. The marginal effects of student ability, religious affiliation, and mother’s
education shown in Table 5.3 are discussed as group differences in the comparison group

regressions shown in Table 5.4.

Institutional Characteristics

Despite the number of entering student characteristics that remained significant in
the final equation, the cumulative effects of environmental variables on Institutional
Commitment to Diversity were greater than was with the case of Racial Tension: less
than 3 % of the variance in Institutional Commitment is attributable to entering student
characteristics, in contrast to about 8 % attributable to environmental variables. This
suggests that changes in an institution’s commitment to diversity are more likely to be
due to specific environmental elements, some of which can be changed by institutional
policies and are directly related to student views of the environment. However, the
relations among the institutional variables are even more complex in this regression than
in the regression of Racial Tension. A high degree of multicollinearity is observed here,
particularly among the diversity measures. In many cases the effects are best reviewed at
step 5, when all student characteristics are controlled. Fewer variables maintain
consistent effects throughout the equation than was the case with the Racial Tension
regression. Those institutional variables that maintain unique effects on Institutional
Commitment to Diversity are particularly noteworthy.

With this in mind, it should be noted that students at private-nonsectarian colleges
see diversity as a high priority on their campuses. This is the only type of institution that
corroborates student reports of better race relations discussed in the previous section.
Attending a private-nonsectarian institution maintains a strong positive effect on

Institutional Commitment (. 19), diminishing the effect of many other institutional
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characteristics (i.e., selectivity, size, and location). Before controlling for this dummy
variable, selective institutions show a high campus priority on diversity (step 5, .07),
while large institutions tend to show low institutional commitment to diversity (step 5, -
{06). Both public and private universities have significant negative effects on institutional
commitment at the stage where all student characteristics are controlled (step S, -.04 and -
.09, respectively). However, controlling for the effects of private-nonsectarian
institutions, black enrollment, and size reverses this effect for both types of institutions.
This suggests that if all institutions were of similar size with similar black enroilments,
universities would show a higher commitment to diversity—a near impossibility given
current instituiional conditions. In contrast, a consistent effect is shown by students at
coeducational institutions. They are less likely to view diversity as a top campus priority
(step S, -.13).

The location of the college reveals some interesting results. Students attending
college in larger cities judged their Campuses as having a low commitment to diversity
(final step, -.12). Despite the concentration of tuinority populations in large cities, the
student bodies of urban institutions often do not reflect the ethnic make-up of urban
populations. This contrast between the campus population and neighboring communities
may lead students to recognize a gap between institutional rhetoric and commitment to
action on diversity issues. Only one other location variable yielded significant results:
Students attending college in the Midwest are least likely to perceive diversity as a high
campus priority. The effect of this location variable is diminished, however, by
controlling for the percentage of black and Hispanic students and for institutional
selectivity.

Students tend to report that commitment to diversity is a high priority on

campuses where ethnic studies is offered as a major for a college degree (final step, .09).
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Institutionalizing alternative perspectives in the curriculum, and the creation of faculty
positions that come wath such an action, signals to students that the institution is
committed to developing a multicultural environment. For many years minority
perspectives were excluded from the curriculum., Campuses with ethnic studies majors
communicate the idea that such knowledge deserves a rightful academic home. It
suggests that such knowledge is of educational (and perhaps economic) value and is
central to developing an appreciation of other cultures in our society.

The enrollment characteristics developed for this study constitute a partial
validation of student views on campus commitment to diversity. If an institution is
committed to diversity, it seems that such a commitment should be manifested in the
make-up of its student body. Students judged that institutions placed a high priority on
diversity on campuses with declining white enrollments, a high percentage of black or
Hispanic students in 1986, and growth in black enrollment over the last six years. These
variables maintained strong and fairly consistent effects throughout the regression
equation. This shows that according to at least one objective measure of the college
environment (enrollment statistics reported to the Department of Education), student

perceptions of institutional commitment are consistent with objective reality.

Comparison Group Results
Table 5.4 shows comparison group resulis. Although the regression model
accounts for a similar amount of variance in the Institutional Commitment to Diversity
factor for all groups (approximately 13 %), there are interesting group differences.
Factors that influence student Jjudgement on institutional commitment to diversity are
more race specific than factors that influence student perceptions of racial tension. Black

students who were academically successful in 1985 (high school GPA) tended to be
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Table 5.4
Regression of Institutional Commitment on Student and Institutional Characteristics by
Ethnic Grou

Simple Correlations and Standardized Coefﬁgients for

= Blacks (n=324) i =
r__Beta Final r Beta Final # r _Beta Final #
Student Characteristics
High School Gra -.01 -.02 .02 =15 -13« - 132 -02 .09 .08
Age -.01 .03 .03 A5 120 09 .08 .06 .03
Jewish .06 .05+ .05 -.04 -03 -05 01 .02 -.03
Promote racial understanding A1 (11++ (102 .03 .06 .02 .02 .03 .04
Social self-confidence 1985 .07 .06+ 062 .06 .05 .04 .02 .04 .04
Mother’s education .01 -.01  -.062 -.01 .00 .01 -08 -05 -.04
No religion -.02 -.02 -.062 -07 -.09 -.10 -07 -05 -.09
Expect to protest -.02 -.03 -06% -05 -.03 -.03 -07 -10 -.10
Participate in community
action program .08 .03 .05 .04 .04 .06 14 13- 132
Academic ability (self-rating) .03 .02 .00 -.06 .03 .04 -120 .11 .10
Institutional Characteristics
Type:
Nonsectarian four-year .23 22+ 16% 19 20+ 243 .04 .05 .06
Coeducational =15 -16%+ ..11% -.08 -.09 -.01 -03 .00 .03
Public university -05 -.04 23 -.05 -.06 .06 -.06 -.04 .02
Selectivity A3 11es 110 -.08 .01 .00 .00 .05 .05
Institutional size -.07 -.06es .30% -.09 -.09 .06 -07 -03 -.02
Private university -07 -.08s+ .07% =20 -.16%+b_ 04 01 .02 .01
Public four year -.07 -.06+- .00 .11 .08 .16% -07 -06 -.09
Protestant four-year -.06 -.06%b_03 -.08 -.09 .01 -.09 -.09 -.09
Location:
City size -.09 ..09++ -09* -.14 -11+ -13¢ .01 .01 -30°
East .10 .08+t 00 -04 -01 -.02 03 .03 .02
Midwest -07 -.06++® .00 -04 -07 -02 .09 -09 .13
South -02 -02 -01 .09 .07 .09 -12 12« 162
Distance from home 07 064> 02 .07 .09 .03 .08 .09 .06
Offerings/Expenditures
Offers ethnic studies major .06 .06++ 082 .04 .03 .05 -.01 .02 .06
Freshman residence on campus .11 .09+« 062 -01 .00 -.03 .04 .05 .05
Student services expenditures .12 .11+s® .00 .06 .08 -.01 .04 .04 .04
Aid expenditures 130 (1240b 01 .04 .08 .04 .10 .09 .04
Instructional expenditures .09  .08++® 01 -09 -.03 .01 -04 00 .01
Enrollment characteristics:
Growth in white FTE (‘82-88) -.10 -.10* -.10 .03 .03 .01 - 11 -12« - 192
Hispanic percent 1986 .00 .01 .072 00 11 212 17 .14esb 02
Growth in black FTE ('82-88) .05 .06es .154 .05 -.05 .04 .02 .05 -.03
Black percent 1986 .05 .05- 07 .09 .04 .06 200 .19=» 252
Hispanic FTE 1986 -.05 -.05® -.09 -04 -05 -.04 .03 .01 .02
Multiple R 37 37 .36

NOTE: Betas are reported at the step where all student characteristics have been conmolled.

A Significant at final step: b significant but did not enter equation due to shared variance.
*p.<.05 ** p.<.01.
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especially critical of their institution’s commitment tg creating a multicultural
environment in 1989 (-.13). Chicanos who rated themselves highly on academic ability
(-.11) in 1985 tend to report lower institutional commitment, regardless of institution
type. In contrast, neither measure was related to perceptions of institutional commitment
among white students. Perhaps it is because minorities entering college with high ability
are more critical and aware of the contradictions in an institution that they see their
campuses as less committed to diversity. Administrators at institutions may promise to
hire more minority faculty, but explain there are no available candidates. Promises to
increase recruitment efforts for minority students are also met with institutional decisions
to adopt tougher admissions standards. The next phase of analyses will provide more
information about the experiences of these students in relation to college outcomes.

Older black students and Chicanos who expected to become involved in
community action programs during college judged their institutions favorably with regard
1o commitment to diversity (.12 and .13, respectively). White students who expected in
1985 to become involved in community action (.05), those who were interested in the
goal of promoting racial understanding (.10), and those who rated themselves highly in
social self-confidence as freshmen (.06) also believe the institution has a commitment to
diversity. The majority of these student characteristics maintain a significant and unique
effect on the dependent variable. Institutions should consider some of the freshman
interests (e.g., participation in cominunity action programs) common across racial groups
as potential areas for activities that can strengthen both institutional commitment to
diversity and improve student perceptions of the environment.

Both black and white students attending private-nonsectarian colleges report their
institutions have an institutional commitment to diversity (.24 and .16, respectively).

Results from the previous racial climate measure indicated that students also perceived
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these environments to have better race relations. Institutional size is negatively associated
with perceived institutional commitment among white students. Results from black and
white students are similar in terms of other institutional types (negative relationships),
with one exception: Black students at public four-year institutions tend to see their
institutions as having made commitment to diversity a high priority (final step, .16),
while white students at these institutions perceive them to be less committed to this goal
(-.06). Itis not clear why these groups should differ in their views, especially since
public four-year colleges have tended to attract large numbsers of black students. These
differences clearly require further investigation,

Institutional selectivity is positively related to institutional commitment to
diversity among white students, but not among minority students. What can account for
this difference in student views? From the standpoint of some white students, they may
feel that more than enough has been done for diversity at these institutions. On the other
hand, minorities may feel that their perspectives continue to be sysiematically excluded
from the curriculum, among the faculty, the student body, or other aspects of the
institution. If racial tension among groups are high at selective institutions, as all students
have reported, this tension may stem in part from these differences in student perception.
These views among racial groups at the institution represent another potential area for
research emerging from results on institutional type characteristics.

Across all groups, the Separate analyses confirmed that institutions located in
larger cities were perceived to place a low priority cn diversity. A contributing factor to
this perception among students is believed to be the relative differences in the ethnic
make-up of two populations, “town” and “gown”. Chicanos at institutions in the
Midwest (-.13) and in the South (-.16) felt that their institutions placed the development

of a multicultural environment as a low priority. Given that institutions in the Midwest
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were also considered to have tense race relations, it may be that both Chicano and white
students feel that such tension may have an institutional basis. Students feel that these
institutions have little interest in creating a multicultural environment. However, a
conflicting pattern of relations emerges for students in the South. White students ir the
South felt that their institutions lacked racial tension, while results here show that
Chicanos attending institutions in the South feel that these institutions place a low priority
on diversity. The lack of racial tension could be due to the continued segregation of
higher education institutions in the South, While racial tension does not appear to be any
greater than other campus locations, the small numbers of Chicanos attending institutions
in this region perceive that these institutions have yet to make a substantial commitment
to diversify the faculty and student body.

White students attending institutions that offer ethnic studies majors (.08) and
freshmen residence on campus (.06) perceive these institutions as more committed to
diversity. Institutions with higher campus expenditures per FTE in student services
(-11), non-repayable student aid (.12), and instruction (.08) are also perceived by whites
to have a high commitment to diversity. The effects of these campus expenditures
largely disappear when the effects of private-nonsectarian institutions are controiled,
indicating that these are positive characteristics typical to this type of institution.

Since the Institutional Commitment to Diversity factor is composed of several
items, one of which serves as a measure of the extent to which institutions place a priority
on minority recruitment, the diversity measures appear to validais this factor. The
percentage of Hispanic students is positively associated with institutional commitment to
diversity among all racial groups. Declining white enrollments and the percentage of
black students are positively associated with institutional commitment in analyses of

white and Chicano data. White students attending institutions with rapidly increasing
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black enrollment from 1982-88 also tend to perceive diversity is a high institutional
priority. However, the absolute number of Hispanics in 1986 is negatively associated
with perceived institutional commitment to diversity among whites. These results differ
somewhat from the results for Racial Tension. Institutional commitiment to diversity
appears to be more related to the proportion of Hispanics in an institution, positive
growth in black enrollment, and declines in white enrollment rather than the absolute

numbers of minorities according to separate group analyses shown in Table 5.4.

Summary of Effects Across Racial Climate Measures
Examining the correlates of twc measures of the racial climate, Racial Tension on
Campus and Institutional Commitment to Diversity, has helped define a portrait of the
raciel climaic (2 oollege campuses. Student characteristics revealed aspects of the
perceiver, while the structural characteristics of institutions identified contexts in which
racial harmony or conflict takes place. A review of the results in relation to both climate

measures is presented here.

Academic Achievement, Self-concept, and Socioeconomic status

High school GPA and academic self-concept are significantly related to both
measures of the racial climate. Black students entering college with high GPAs and
Chicanos with high academic self concept are less likely to perceive institutional
commitment; white and Chicano students with high academic self concepts are more
likely to perceive racial tension. Students with these characteristics may perceive their
campuses to have tense racial climates because they attend institutions that are
characterized by affluence and selective admissions policies. It may well be that high
ability minority students and white students from highly educated families (indicated by

mother’s education) have high standards for creating a multicultural environment that
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make them more likely to be critical of the environment, Thus, high ability students are

perhaps more cynical and less inclined to accept institutional rhetoric on diversity.

Religion
Students with no religious affiliation were less inclined o think that their
institutions were committed to diversity. Only Jewish students rated their institutions
positively on institutional commitment, whereas white students and Catholic students
were less likely to perceive racial tension. The effects of religious affiliation (or non-
affiliation) suggest that religious beliefs may influence perceptions of the racial climate.
Moreover, it appears that colleges with a religious affiliation (Catholic institutions) may
actually have more positive racial climates, perhaps because religion provides a set of

common values that are shared across groups.

Attitudes and Values

Freshmen attitudes were significantly related to institutional commitment and
racial tensicn. These attitudes suggest that some student characieristics help form
perceptions of the racial climate, perhaps pre-disposing students to view the climate in a
negative or positive light. If a black student reported a liberal political view in 1985,
he/she was likely to perceive racial tension on campus. Chicano and white students who
reported, as entering freshmen, that they expected to become involved in campus protest
were alse likely to perceive racial tension. These same studenss also report less
institutional commitment to diversity four years later, indicating they are generally more
critical of the racial climate. In contrast, Chicano and white students who value
participation in community action programs and white students interested in promoting
racial understanding rated their institution high on commitment to diversity. The extent to

which these attitudes are actually the cause of the racial climate on campus is still a matter
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of speculation at this stage of research, especially since there is a strong selection effect
operating in matters of college choice. It is not known if students prone to protest choose
adverse environments, nor do we know if students committed to community and

interracial goals are choosing colleges where they can pursue these interests.

Characteristics of a Positive Racial Climate

Several patterns of environmental variables were observed across both racial
climate measures. As distinct conceptual measures, they can operate in a mutually
reinforcing or contradictory fashion. Chapter 4 revealed that student perceptions of Racial
Tension and Institutional Commitment to Diversity were negatively correlated, from-.20
(whites) to -.47 (blacks) depending on the racial group. Minorities’ views of these two
racial climate dimensions were more highly correlated than were white students’ views.
Therefore, it is more likely that these groups would view the measures as mutually
reinforcing. Minority students may be more likely to interpret racial tension as stemming
from a lack of institutional commitment, or it may be that minorities are more likely to
view the climate in holistic terms, Regardless of the reason for this difference, a positive
racial climate pattern would be an environment in which students perceived low racial
tension and high institutional commitment.

Private-nonsectarian colleges represented the only institutional type that
consistently showed both strong institutional commitment and low racial tension., Both
black and white students attending these institutions reported such a pattern. Campus
spending practices that favored student support in the form of student services and non-
repayable student aid represent campus priorities and policies that were also related to
both white and minority students’ perceptions of a consistently positive racial climate.

Less racial tension was also reported at Catholic institutions by all groups. Institutional
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priorities for commitment to diversity are apparently reflected in practice and in the nature
of social relations at campuses with these characteristics. Research conducted in the early
1970s, when minority enrollments were reaching a peak, suggested that racial policies
changed more quickly at smaller institutions (Astin & Bayer, 1971). Research on the
racial climate here shows evidence that institutional characteristics that also reflect a

distinct student-orientation play an important role in bringing about a positive racial
climate.

Conflict-Prone and Contradictory Environments

A second pattern was observed across the climate measures, reflecting high racial
tension and low institutional commitment, Institutional size was associated with this
consistently negative racial climate pattern in all racial groups. Several explanations have
been suggested for these findings: The impersonality and the propensity of larger
environments to have a greater representation of different types of studenis, belief
systems, and competing institutional priorities. Thus, there are a variety of conditions in
these large environments that make it particularly prone to student perceptions of low
commitment and high racial tension.

Situations in which the racial climate measures operated in a contradictory fashion
are of considerable interest. This pattern is one in which both high racial tension and high
institutional commitment is detected by students. Changes in minority enrollments
patterns over the last six years were perhaps the only measures that were associated with
white and minority students perceptions of a paradoxical pattern of high conunitment and
high racial tension. This may be one of the stumbling blocks that institutions encounter
when efforts are limited to improving the racial climate through increases minority

enrollments, Without other institutional changes or attention to the psychological climate
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on campus, these enrollment changes may result in racial tensions on campus. Since this
finding has implications for the diversification of college campuses, this will be further
discussed along with the theories regarding the impact of minority enrollment at the end
of this chapter.

In general, white students were more likely than minorities to perceive a
contradictory pattern of high institutional commitment and high racial tension in their
college environments. This is consistent, with the finding that the relationship (negative
correlation) between the two racial climate measures is weaker among white students.
For example, institutional selectivity was the strongest correlate of racial tension among
all groups but only white students at these institutions tend to perceive a strong
commitment to diversity. White students also tended to perceive high racial tension and
high institutional commitment at institutions with the following characteristics: Colleges
that were some distance from home; institutions that offered ethnic studies majors;
institutions that had high instructional expenditures, a high percentage of black students,
or had recently increased black enrollment. Given the relative increases in income
disparities among groups and segregation in the schools, a white student’s first exposure
to different racial/ethnic cultures away from home can mean exposure to values and
perspectives that challenge his/her own. These measures may represent exposure to
people and perspectives with a completely different view of the world. They may
contribute to white students’ perception that their institution is considerably committed to
diversity, relative to their experiences in environments prior to college, while also
perceiving elements of racial tension on campus.

The combination of high commitment and high racial tension represents one of a
variety of social situations that pose problems for campuses interested in improving the

racial climate. As Peterson et al. found in the mid 1970s, even though many programs
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were instituted to accommodate the changes in black enrollment, relations among groups
or the psychological climate on campuses were characterized by hostility. These
programs may constitute institutional commitment in the minds of white students, but
they may have little bearing on their relations with minorities. Indeed, such programs or
special attention from the institution for minorities, may generate resentment among
some white students. This represents another possible situation: There may be high
racial tension because white students feel too much has been done in the way of
institutional commitment, and/or minority students fec! that not enough has been done.
The former situation reflects the backlash on affirmative action and cries of reverse
discrimination that emerged during the beginning of the decade; the latter reflects the
phenomenon of “rising expectations.” Finally, it may also be that high commitment has
been instituted precisely to counteract high racial tension, and that the two are recognized
by white students as operating simultaneously. Minorities, on the other hand, may be
inclined to believe that racial tensions reflect an inadequate level of institutional
commitment to diversity. Since this paradoxical pattern may due to a number of
alternative explanaticrs, {urther research using a variety of methodologies may help

clarify the processes actually involved in such contradictory patterns.

Location
Including the location of a college in these analyses was a way of extending some
of the work conducted on the relationship between region, urbanization, and racial
tolerance. Tuch (1987) confirmed prior research that found that urbanites and non-
Southerners were more racially tolerant than their nonurban and Southern counterparts.
While these findings may be true with regard to communities, the results were quite

different for college campuses. Urbanites may have been more racially tolerant in Tuch’s
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study because cities have high proportions of minority groups today. The fact that these
large minority populations are often not proportionally represented in the campus
populations at four-year institutions was posited as a possible explanation for the finding
that four-year institutions located in large cities are perceived as having a relatively weak
campus commitment to diversity. Another result from these analyses further qualifies
the Tuch study: White students attending institutions in the South reported less racial
tension, but Chicanos reported less interest on the part of these institutions io make
commitment to diversity a high priority. A plausible explanation for this combination of
results is that the higher education institutions in this region are still racially segregated,
with fewer minorities at the predominantly white institutions. Indeed, some of the Texas
institutions involved in the Adams case have not met their target goals for diversifying
their student bodies or faculty (Vera, 1989). Both the MALDETF and the NAACP are

taking up these cases with renewed vigor.

Enrollment Characteristics and Theory

The results from tests of the various theories concerning the numerical
representation of minorities are more complex than originally considered, but also more
interesting. The data support each theory in one way or another, depending on the
environmental measure, the direction of effects, and on the dependent variable. For
example, the critical mass theory is supported primarily in situations related to racial
tension and black students. Astin and Bayer (1971) found that the absolute numbers of
black students, rather than the percentage, was related to campus piviest and conglict., ‘The
current study shows that the absolute numbers of blacks in 1986 are a far more important
factor in racial tension than black percentages across all groups. Hispanic FTE was also

positively related to racial tension in the white student sample. These findings suggest
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that it takes only a critical mass of minority students to raise a critique of institutional
racial policies, as campus protest research shows. These actions may have contributed to
percepidons of racial tension on campus.

Kanter’s (1977) theory of proportions is partially supported by the results on
institutional commitment rather than with results on racial tension. Kanter hypothesized
that the proportions of socially and culturally different people are central to shaping the
dynamics of interaction. The percentage of black students was negatively related to racial
tension among the black and Chicano student groups, but the effects disappeared when
type characteristics were controlled. Data on all three groups confirmed that the
percentage of Hispanics students was negatively related to racial tension, but this effect
also disappears with controls for college type. More support for Kantor’s theory (1977)
comes from the findings on institutional commitment. The percentages of black and
Hispanic studenis were positively associated with institutional commitment to diversity
across all groups, regardless of institution type. It follows that perceptions of institutional
commitment are favorabie in environments where the proportions of minorities are
substaniial. These perceptions may also be indicative of less tokenism in environments
with a high proportion of minorities; minority students and faculty are less likely to be
circumscribed to limited roles in such campus settings.

Rapid changes in undergraduate enrollments that result in declines in white
enrollment and increases in minority enrollment had strong and consistent effects on
racial tension. These results support Blalock’s (1967) theory of discrimination and
increasing minority numbers. At the same time, however, these same changes—declines
in white enrollment and increases in black enrollment—are associated with high
institutional commitment in the minds of white and Chicano students. This constitutes a

paradox for institutions interested in improving racial climates. Do institutions run the
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risk of greater racial tension by attempting to improve institutional commitment to
diversity through increasing minority enrollments? These effects are disturbing since it
indicates, as shown in earlier studies (Peterson et al., 1975), that predominantly white
institutions may be relatively unprepared for some of the problems that may accompany
changes in the composition of their student bodies—particularly in the wake of
impending demographic changes.

While the causal relations here are still a matter of speculation, it is important to
understand how these changes in minority enrollments contribute to racial tension on
predominantly white campuses. Several scenarios are possible: Increases in minority
enrollments bring students on campus that may call into question certain institutional
policies and social practices. Since minorities first began entering higher education in
significant numbers, they have been involved in struggles to make their institutions more
responsive to their communities. Most types of institutions in American society have a
history of exclusionary and racist (and sexist) policies, with educational institutions
among them. External events over the last years have also contributed to the reversals in
commitments to equal opportunity for low income and minority individuals (Chapter 1).
Since our institutions of higher education are not immune to these societal changes,
vestiges of racism may be called to life in institutions where there have been rapid
increases in minority enrollments. In addition, other explanations have been offered by
some theorists. Race rclations thecrists (Blalock, 1967) propose that the different racial
groups are in competition for economic resources, while other theorists propose that it is
really a competition among ideologies or world views, one more dominant than the other
(Giroux, 1983). In both cases, these theories suggest that increases in minorities may

provoke white fears that they are “losing ground” and, consequently, lead to racial

tension.
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Whether the effects of these enrollment changes represent competing ideologies,
competition among the races for instituticnal resources, or a struggle against the vestiges
of racism is still a matter of speculation. What is important is that these enrollment
changes do not function alone. Results from other measures of the college environment
suggest that it is a configuration of institutional conditions and contexts that can work
with these enrollment changes to produce poor or harmonious racial climates. Several
environmental characteristics have been identified that may make a difference in
improving the climate (e.g., student-oriented priorities). The next chapter identifies

additional factors that may be important to both the racial climate and student outcomes.
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CHAPTER 6

EFFECTS OF THE RACIAL CLIMATE ON STUDENT OUTCOMES

Years of research on minority education have shown that students enter college
differing considerably in their student backgrounds (inputs) and leave college perhaps
equally variable in their educational outcomes (Astin, 1982; Durén, 1983; Sedlacek,
1987). Many believe that these inequalities in outcomes may be attributed, in part, to the
adverse racial climates encountered by minority students in college. Such a conclusion is
difficult to substantiate, however, given unequal student backgrounds and differential
effects of various institutional types. Analyses described in this chapter address the
central question regarding the relationship of racial climates to educational outcormes.
Although similar institutional characteristics are related to Racial Tension and
Institutional Commitment to Diversity across racial/ethnic groups (Chapter 5), these
racial climate measures were expected to have distinct effects on educational outcomes
for each group.

Results presented in this phase of analyses combine student background, racial
climate, college type characteristics, and student experiences with educational outcomes
in a single analytical model (see Chagter 4). In order to link what was learned in
previous analyses, student perceptions of the climate that served as dependent variables
in Chapter 5 (Racial Tension and Institutional Commitment to Diversity) were used as
independent variables in these student outcomes analyses. Additional racial climate
measures that served as independent variables included two additional perception
measures (“Most faculty are sensitive the issues of minorities” and “Many courses

include minority group perspectives”), student reports of race-relation behaviors, as well
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as the diversity measures (enrollments). Thus, the racial climate was conceptualized as
an environment made up of many elements that generally include: Relations among
various campus groups (students, faculty, administrators) measured by student
perceptions and student behaviors; student perceptions of institutional intent or
commitment to diversity, and structural aspects that reflect institutional policies (offering
ethnic studies courses or majors, diversity measures).

The results from these regressions addressed the final three hypotheses proposed
in Chapter 4 regarding (a) the effects of the climate on outcomes, (b) the relative
importance of distal and proximal environments as mediating variables, and (c) the
effects of campus protest as a highly visible form of student resistance. Stepwise
multiple regression was used to examine these hypotheses in an exploratory fashion on
three academic and two affective outcome measures. These outcomes included:
Academic self-concept (self-rating on academic ability), college grade point average
(GPA), persistence, social self-concept, and commitment to helping promote racial
understanding. Because multicollinearity among environmental measures occuss, beta
coefficients for the racial climate measures were observed first after controlling for
student background and again after controlling for other college environmental
characteristics. These analyses were carried out with the tota] sample and replicated for
each of the three ethnic groups. Significant betas of independent variables are generally
reported in the text at the point just after all entering student characteristics are controlled,
unless otherwise noted. Since results are reported across several regressions,
institutional characteristics that reduce the effect of racial climate variables are referred to
in the text with these data reported in the full regression tables in Appendix C.

Since prior student ability plays such a strong role in college academic

achievement, regression analyses of academic outcomes were conducted in two ways,
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once using all students and a second time with smaller samples using the SAT as an
additional control variable. (The SAT was not available for all students). Coefficients
with this control are not reported in the tables of separate group analyses because the
SAT substantially reduced student sample sizes in regressions, and the majority of
effects show a similar pattern of relationships with and without the SAT. Student
sampies were reduced by nearly one third for blacks and by more than one half for
Chicano students in anzlyses with controls for the SAT, These differential patterns of
missing SAT scores suggest that there are systematic differences in students’
backgrounds and the types of colleges they attend. That is, students at less selective
colleges (mostly Chicanos and their white classmates) tend to be differentially ‘excluded
from analyses with the SAT. Thus, reference is given to SAT analyses in this chapter to
confirm results when there was doubt that high school GPA had adequately controlled
for the effects of student ability prior to college entry. Regression results for the racial
climate variables, using SAT as a control, are available in Table C.2 in Appendix C.

It should be noted at the outset that other variables related to student ability
performed just about as well as standardized test scores in determining student academic
outcomes. For example, in the overall group analysis of persistence, both parental
income and high school grade point average had substantial shared variance with
combined verbal and math SAT scores. As a consequence, SAT scores did not enter
the regression equation. This indicates that parental income and high school GPA are
equal or better predictors of timely degree attainment and persistence in college. Other
educational researchers have reached similar conclusions about standardized test scores
in studies on student retention (Astin, 1977) and college grades ( Pace, 1985).

Overall, the SAT analyses confirmed the relationships between the racial climate

measures and academic outcomes observed in the analyses without SAT scores.
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Differences in the two sets of analyses were noted only in a few cases. Any differences
that substantially altered interpretations of results are reported in the discussions that
follow. While high school GPA remained the most important predictor of academic
achievement, including SAT as a control altered the effects of some institutional type
variables (i.e., selectivity) in the college GPA and academic self-concept analyses. These
effects can be reviewed in the regression tables in Appendix C.

Table 6.1 shows the amounii of variance explained in outcomes analyses for each
of the student samples. The results from 23 regressions of five academic and social
outcomes are shown according to the amount of variance explained by student
background or input characteristics (I) and environmental characteristics (E). Several
general points can be made about the current analyses of student outcomes that may
impact racial climate results. First, the general pattern of results show that entering
student characteristics account for a large proportion of the variance in academic and
social measures that had pre- and post tests (i.e., academic self-concept, social self-
concept, college grades, and Helping to Promote Racial Understanding). Pretests
account for a substantial portion of the input contribution to the variance. These findings
are consistent with research conducted at HERI on the absolute and relative change
reported by students from the freshman to the second and fourth year in college on ..
wide range of outcomes (Astin, 1977; Hurtado, Astin, Korn, & Dey, 1989).

In contrast, environmental characteristics show more of a unique contribution to
the variance in regressions of college student persistence. Environmental characteristics
account for at least twice as much of the variance in the persistence measure &5 do
student background characteristics for black and white students. These analyses imply
that it is not so much the type of student who enters college but the college experience

itself that can make a difference in student persistence. Analyses of the student goal,
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Helping to Promote Racial Understandin g also show that the college experience may
have much to do with change in student values of racial tolerance, particularly for
Chicano and white students. 1hese results will be further investigated at the end of this
Chapter.

Table 6.1

Proportions of Variance in Five Student Outcomes Explained by Input and
Environmental Variables

Student Samnles

Student Outcomes Black Chicano White All Al (with SAT)*
(Dependent Variables) I E I E 1E 1 E I E
Academic self-concept 25 02 25.14 31 .04 34 .03 39 01
College grade point average .18 .03 .15 .11 24 08 29 06 .33 .07
Persistence/Attained B.A. 06 .14 0705 04 08 .06.13 .05.07
Social self-concept 4 05 32 .12 36 .05 37 .4
Goal: Helping to promote :

racial understanding J4 11 17 28 2020 .26 .18

* Only 1,363 students had SAT scores, approximately 58 % of the sample used in other
regression analyses,

I= Input or student background characteristics

E= College environmental characteristics

Group differences in these overall regression statistics suggested that separate
group analyses should be a central focus of this chapter. Even though the sample sizes
were nearly the same for the two minority groups, outcomes for Chicanos were
consistently more determined by environmental characteristics (with the exception of
persistence) than outcomes for the other student groups. When compared to results for
the other groups, a better level of explained variance (20 %) was clearly achieved in the
persistence analysis for black students. These initial differences among ethnic groups
represent distinct research issues that merit close investigation.

The higher education literature contains a great deal written on the determinants of

outcomes for students and has provided many clues regarding important student and
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institutional characteristics related to cognitive and affective areas of student development
(Astin 1977; Feldman & Newcomb,1969; Pascarella, 1985). However, with the
exception of the few studies reviewed in Chapter 2, relatively little is known about
campus racial climates and their relationships to college student success. Therefore, less
attention in this chapter will be devoted to personal and environmental variables typically
described in the college impact literature in order to focus on the racial climate effects
across groups. The sheer volume of analyses requires summary presentations for racial
climate measures in the tables that accompany the text in this Chapter. Those interested
in more details about student background characteristics and other environmental
characteristics that are significantly related to each of the outcomes in this study may
review full regression tables in Appendix C.

Since measures of the climate were taken at the same point in time as outcome
measures, the causal conclusions involving the racial climate measures should be
regarded with some caution. Those variables that were known to exist prior to a
student’s exposure to the environment include the 1985 pretest measures, background
characteristics, and all institutional characteristics (including diversity measures). The
conclusions regarding the possible effects of these variables can be drawn wiih
somewhat greater confidence. These precollege independent variables were entered first
in separate blocks in the regression equation. The temporal priority of the remaining
variables, however, is less clear. Student perceptions, race-relation behaviors, and other
college experiences were entered (respectively) in the equation to determine which
variables in each category were significantly related to each outcome. I shall offer
tentative speculation into possible causal relationships, invoiving these latter variables,

that can be tested in future research.
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Academic Achievement and the Racial Climate

Student Perceptions

While the effect sizes of student perceptions of the racial climate are generally
small, it is unlikely that they can be attributable to chance. Given the number of
replications of the regression models (9) and the numbser of racial climate perceptions
(4), one would expect to find only about two relationships to reach significance (p =
<.C5} by chiaiice. Tabie 6.2 shows that eight of the 36 relationships are actually
significant after inputs were controlled, and five of these relationships remain significant
at the final step of the equations.

The specific results involving student perceptions of the racial climate, however,
Suggest complexities that may appear initially counterintuitive, until one considers them
within the framework of prior research and theories proposed for this study. Perhaps the
most salient finding is that student perceptions of racial tension on campus are positively
associated with high academic self-concept among black students (-10), and positively
associaied with persistence among Chicanc students (.14) (see Table 6.2). The evidence
suggests that neither white nor minority students are negatively affected by racial tension;
indeed, racial tension is posttively associated with certain academic outcomes among
blacks and Chicanos. These data do not appear to confirm some of the popular
assumptions regarding the negative effects of racial tension on educational outcomes.

Several explanations that might account for these results have been suggested by
previous studies. First, desegregation studies in the mid 1970s revealed that students in a
peaceably integrated school demonstrated lower self-esteem than did students in a de

Jacto segregated school or a school where hostility accompanied integration (Meketon

cited in Katz,1976). Meketon proposed that support in the black community for students
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in the more racially tense environment enhanced (or maintained) student self-esteem. It
is quite possibie that college students receive similar support from family, peers, ethnic
student organizations, and sympathetic counselors in some of the more tense
environments. Although tentative support for such an interpretation is suggested by
results on student involvement, the existence of a supportive network in adverse climates
is a tenable explanation that would need to be empirically examined in future research
studies.

Other studies present alternative explanations for the effects of racial tension
observed here. One study concluded that successfil Latino students develop “strategies”
throughout their schooling that allow them to function in what they perceive as adverse
environments (Walsh, 1987). Since in higher education we are essentially looking at
students who have “made it” in the educational system, there may be some truth in the
fact that students who develop such “survival” skills at an early stage can be successful
academically. Similariy, studies of minority student retention have shown that an
understanding of racism is significantly related to persistence up to the eighth semester or
late in a student’s college career ( Sedlacek 1987; Tracey % Sedlacek, 1985).1 This
evidence suggests that the minority student response to the racial climate, at least for
some students, is not one of resignation but of resistance.

A more recent research example, the study on minority graduate students
conducted as a pilot project for this study, revealed a similar effect of tense campus race
relations using a similar construct (See Appendix B). Tense race relations among

faculty, students, and administrators in the student’s graduate school appeared to have a

1 It may well be that student perceptions of the racial climate were found to have a
positive effect on outcomes in these studies, but the authors neglect to report the direction
of effects in most cases. Their interpretation of results, however, suggest that an
understanding of racism reflects a hostile climate and positive outcome pattern.
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positive effect on academic self-concept for minority graduate students (Hurtado, 1989).
At the time of the study, several alternative explanations for this finding were offered
which can be empirically examined here. It was suggested that the minorities who
developed the highest academic self-concept (and perhaps abilities) were located in the
most alienating environments——predonﬁnantly white, elite institutions. Since high ability
students were shown to be more critical of the racial climate than students of lesser
ability (Chapter 5), we might expect a positive relationship between abiiity and racial
tension. The data reveal some element of truth to this explanation.

Controliing for student ability and institutional characteristics generally appears to
weaken the positive effect of racial tension on academic outcomes, however, these other
variables cannot be entirely supported as rival explanations. Controls for prior academic
self-concept reduce the effect of racial tension on 1989 academic self-concept, and the
length of time a student lived on campus accounts for the remainder of the effect among
blacks. (The beta becomes nonsignificant, see Table C.4). This result suggests that it is
not racial tension per se, but rather living on campus that may positively affect academic
self-concept. Such a conciusion is consistent with Astin (1977), who found that the
student residential experience was positively associated with most educational outcomes.

In contrast, neither prior student ability nor living on campus could account for
the positive effects of racial tension on persistence among Chicano students, Moreover,
analyses conducted with controls for the SAT show that the effects of racial tension
remain significant, both for academic self-concept among black students and for
persistence among Chicano students, Since student ability and environmenta) effects are
closely linked in the measure of institutional selectivity, this variable was entered (forced)
as a control in the persistence equation to further test the results for Chicanos.

Institutional selectivity reduced the effect of the racial tension coefficient on persistence
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from .14 to .09. This examination of the minority student data suggests that students
who enter college with higher abilities, live on campus, and attend selectlve institutions,
have higher academic self-concepts and persist in college. However, since these campus
environments were also judged to have tense race relations, these results suggest that
student perceptions of racial tension do not appear to interfere with the academic self-
concept or persistence among white or minority students.

Additional results show a general pattern suggesting that favorable academic
outcomes (high academic self-concepts, high college grades, and persistence) are
associated with perceptions of a poor racial climate. For example, perceptions of
institutional commitment to diversity are negatively associated with college grades
among Chicano students. Once the number of hours spent studying per week is
controlled, the negative effect of institutional commitment to diversity on college grades
becomes even stronger, increasing from -.10 to -.14 at the final step. Similarly, black
students’ academic self-concept (-.13) and the college GPAs of white students (final
step, -.06) are negatively associated with the perception that many courses at their college
include minority perspectives. (The effect of the latter variable on college grades for
white students was initially suppressed by perceptions regarding faculty sensitivity to
minority issues). While these findings could be taken to mean that certain positive
outcomes are enhanced by an adverse racial climate, the ambiguity regarding causation
mentioned at the beginning of this chapter may suggest that the direction of causation has
been reversed. Thus, these results might be an indication that students are more critical
of the institution because many predominantly white institutions have been slow to
change. These institutions still have very few minority faculty, and they have yet to
create sufficient faculty interest in integrating minority and women’s perspectives into the

curriculum. It may be that students who are more secure academically (by their own
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standards and standards of the institution) are more attuned to these issues, and perhaps
they are also more critical of their institution than students who are doubtful about their
own academic ability and future at an institution.

One of the basic premises that was set forth a the beginning of this study was
that there is a residue of racism that remains in our institutions of higher education
(Chapter 2). Racist ideology has resurfaced in the last decade, not only in educational
institutions but also in urban communities, The racial climate constitutes an
environmental context and a process whereby this ideology is mediated. It is a context
that reflects how racial issues are resolved on a campus—through social relations among
various grougs, institutional intent, and among competing ideologies or perspectives.
Data here suggest that students serve as critical observers of this mediation of racial
issues reflected in social relations, curriculum, and institutional practices. The degree to
which they are able to remain critical may, in part, contribute to their academic success.
That is, adverse racial climates may stimulate students to unite and become involved in
activities to change the instimtion, as evidenced by recent student protests on college
campuses (Vellela, 1988). As one student said in a campus racial climate report, “As a
Black student, you had to unite, be willing to help and be helped” (McBay, 1986).

College administrators may often face the dilemma of having to deal with certain
unintended side effects of their racial climate policies. That is, the slow movement
toward improving the environment for multicultural learning at predominantly white
institutions has elicited a variety of student responses to the racial climate, A degree of
racial tension may serve to promote better educational outcomes among those who
choose to engage in some type of resistance behavior. These might include participation
in ethnic group activities, student protest, and initiation of alternative student clubs or

newspapers to represent their perspectives. These may be the activities that, initiated in
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response to the racial climate, facilitate student success. (If the racial climate is favorable,
it is unlikely that these students will find cause to develop alternative activities to
represent their perspectives). Although these student responses may counteract the
effects of a poor racial climate, these results should not be taken mean that responsibility
for change and adaptation rests solely with the student. Nor should these results be taken
as a recommendation to abandon institutional commitments to diversity, or to increase
racial tension. Both of these actions would run counter to current practice and the values
of many of the participants in higher education. Instead, it is important for college
administrators to recognize the many avenues that students use toward successful

cademic outcomes. These mechanisms of student response are discussed further in the
results for student race-related behaviors.

Not all measures of student perceptions of the racial climate have uniform effects
on educational outcomes for students. In particular, results on one measure in academic
outcomes analyses differs from the general pattern described thus far. Students who
perceive that most faculty at their institution are sensitive to the issues of minorities show
better academic outcomes. This is shown in the case of college GPA (.07) and academic
self-concept (.06) for white students, and persistence among black students (.12). The
latter effects were weakened by student reports of having been a guest in a professor’s
home (white students) and attending a nonsectarian institution (black students). These
results suggest that faculty who are more sensitive to the issues of minorities may also
tend to be more student-oriented and that, consequently, these attitudes translate into
better academic outcomes for students. Indeed, the higher education literature indicates
that faculty-student interaction is key to better educational outcomes (Astin, 1977; Astin,
1988; Pascarella, 1980). This exception to the pattern observed with other perception

measures may be indicative of the centrality of faculty to student academic achievement.
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The evidence on student perceptions of faculty sensitivity reaffirms the importance of
campus activities to improve faculty attitudes regarding minority issues, recruit minority

faculty, and most importantly, improve overall student-faculty contact on campus.

Student Race-related Behaviors

Although the causal relations are tentative, if we assume that student perceptions
of poor racial climates actually leads to improved retention and academic self-concept,
we still do nnt know why or how this occurs. Are students s complacent in a
favorable racial climate? Does a poor racial climate spur sorue interactions on campus
that relate to better student outcomes? Examining the social interaction or race-related
behaviors may provide some clues in answering such questions, since these proximal
measures were expected to mediate the effects of the student perceptions of the racial
climate on student outcomes.

The one activity that is positively associated with academic self-concept among
minorities is student participation in campus protest and demonstrations. For white
students, prior academic ability accounts for most of this variable’s positive relationship
with academic achievement (college GPA). However, for black and Chicano students,
participating in campus protests remains positively associated (p<.01) with academic
self-concept regardless of controls for ability (.13, and .12, respectively). Participation in
campus protest maintained unique effects with academic self-concept regardless of the
type of institution attended for blacks (:13) in the large sample, but not in analyses in
which SAT was controlled. For Chicanos, however, controlling for the SAT did not
diminish the positive effects of participating in campus protest (.28) (Table C.2).
Moreover, participating in campus protest turns out to the strongest racial climate

correlate of persistence among black students (.26), even after of controlling for the SAT.
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Blacks and Chicanos have a history of resistance to domination and racism in
their communities (¥istrada et al., 1985; Branch, 1988). The importance of what Martin
Luther King called “direct action” as a mode of acquiring fundamental privileges, and
achieving recognition for these groups, was demonstrated most clearly during the civil
rights movement (Branch, 1988). Results here show that involvement ir campus protest
carries with it a better sense of self among minority students and bears a positive
relationship with persistence in college for black students. It may well be that
participation in protest today serves as an effective defense against potentially
inhospitable racial climates. Protest is a form of collective resistance (Giroux, 1983) that
appears to be empowering for students—the institution becomes theirs and they reaffirm
their importance in relationship to the institution. This may also be a clue as to how an
wdverse racial ciimate may unintentionally produce positive effects. That is, a possible
causal order may be: Conflict (racial tension) spurs activism or resistance,which creates
student involvement and mutual support from peers that, in turn, leads to better academic
outcomes. This preliminary causal model can be tested in future research.

Students who frequently discussed racial/ethnic issues also tended to have better
academic outcomes. The coefficients after controlling for student input characteristics are
significant on all three outcomes for white students. Even though the coefficients reach
statistical significance only in the case of persistence for black students, the absolute size
of the two nonsignificant coefficients for blacks is actually larger than the parallel
coefficients for white students. The coefficients for Chicanos, just failing to reach
significance, were also greater in absolute size than the white students’ coefficients. This
suggests that perhaps with larger samples, the coefficients for discussion of racial/ethnic
issues might well be significant for all groups on all academic outcome measures. Both

participation in campus protest and discussion of racial issues suggest two activities that
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students engage in as a response to an adverse climate, They are involved in a dialogue
with other students, faculty, and the administration, and learn to work out solutions
among themselves. Frequent discussion of racial/issues appears to be more prevalent in
the private nonsectarian and residential colleges, as evidenced by a reduction in the size of
the betas when these institutional characteristics are controlled. (See full regression tables
in Appendix C).

Data suggest that residential environments are related to interracial interactions
that lead to better outcomes. The frequency with which black students socialize with
someone of a different racial/ethnic group is positively associated with their persistence
in college (.17). Controlling for living on campus weakens this effect, suggesting that
black stdent persistence is facilitated by students” becoming socially and racially
integrated in a residential campus environment. While this supports both Tinto’s theory
(1975) of social integration and Astin’s (1984) theory of student involvement , this
finding adds the important dimension of interracial contact (Allport, 1954) that has been
omitted from most studies of student departure. In addition, white students who
frequently socialized with someone from another racial/ethnic group tend to be more
academically self-confident (.06) and tend to persist in college (.07). The latter effect was
also diminished when living on campus was controlled. These results suggest that
interracial contact, facilitated by the residential experience, has positive academic results
for students.

Attending a racial awareness workshop is positively associated with Chicano
students’ grade point averages (.14) and persistence in college (.13). Although this
activity is not significantly diminished by controls for ability, it is more likely to occur in
selective institutions and residential colleges (indicated by beta changes). One of the

ambiguities about the causal order of these variables is that we do not know if the
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academically successful students actually initiated this activity, whether the workshops
promote perceptions of racial tension, or if racially tense environments cause college
administrators to initiate race awareness workshops. For example, the coefficient for
attending a racial awareness workshop in relation to Chicano student persistence is
diminished by controlling for racial tension and living on campus. This means that
Chicanos are more likely to attend a racial awareness workshop if they live on campus
anc perceive racial tension in the environment. However, there are multiple possibilities
for causal ordering of these variables: Did Chicano students on campus initiate these
workshops in response to racial tension? Is persistence in college enhanced by racial
tension, attending a workshop, or both? Did attending a race awareness workshop make
Chicanos perceive there was more racial tension? The only way to resolve these
questions within a particular institutional context is to have behaviors measured in at least
three time points so that student perceptions of racial tension could be determined
immediately prior to their participation in a workshop, and workshop participation could
be assessed before any students drop out of college. Without these additional measures,
generally speaking, the sequence that is most likely to occur is that awareness workshops
are initiated in response to some racial tension on campus, and student persistence is both
a product and a necessary precondition of attending such a workshop.

In any case, attending a racial awareness workshop is associated with positive
outcomes for other students. White students who have attended a racial awareness
workshop are also more likely to persist in college (.09) than students who did not
attend. Once enrolling in an ethnic studies course was controlled, this effect became
nonsignificant. This suggests that white students who attend racial awareness
workshops are also likely to have taken courses in ethnic studies. Both activities are

indicators of being open to learning about racial/ethnic issues. Other results from the
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data show that taking an ethnic studies course is positively associated with persistence
for white students (.07). As stated earlier, it may be that persistence in college is a
necessary precondition for participation in all these student race relation behaviors. That
is, the longer students stay in college, the more likely they are to participate in these
interracial activities. If this is the case, these findings support the notion that the college
environment is an impoertant arena in which students learn to understand and deal with

people from other cultures and perspectives.

Diversity Measures

Since it may be that diversity measures are serving as proxies for institutional
types at the stage where all student characteristics are controlled, betas were reviewed at
the end of the block after institutional characteristics were controlled. Diversity measures
maintained significant relationships with academic cutcomes in two general cases. In
analyses with SAT controls, black enrollment growth is positively associated with
college GPA for black students (.13). Thus, in colleges that required the SAT and had
increasing black enrollments, black students received higher grades. Although the causal
connections here are unclear, it could be that increasing black enrollments is a general
measure of institutional programmatic support and commitment that have resulted in
better overall achievement among black students. These minority enrollment changes in
relationship to academic achievement require further investigation.

In the case of the white student samgle, a curious pattern emerged: The
percentage of Hispanics in the student body is positively associated with college grades
for white students (.05), but is negatively associated with persistence (-.05). This means
that white students were earning better grades at institutions with a high percentage of

Hispanics, yet they were also more likely to leave such institutions, It may be that white
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students initially attend institutions that have large Hispanic enrollments as a stepping to
stone, improving their grades before transferring to ancther institution. The percentage
of black students is negatively associated with white student persistence (-.07), regardless
of institution type. Other minority enrollment measures are also negatively associated
with persistence among white students, but since size and selectivity can account for the
effects of these measures, it suggests that large and less selective institutions (where
many minorities are located) may have poor overall retention rates. Still, it is not clear
why white students leave institutions with high percentages of black and Hispanic
students. Could this indicate a “white flight”” or a migration pattern? This potential
student migration and demographic pattern provides a substantial area for continuing
research on minority enrollments and student outcomes.

Regression results for the other diversity measures {(Hispanic FTE, percentages,
and black and Hispanic enrollment growth) suggest that other environmental variables
primarily account for their negative effects on academic outcomes for minority students.
These results suggest that large minority enrollments are in institutions that are less
selective, public universities, and institutions where students are less likely to live on
campus. Each of these institutional characteristics has been identified as being associated
with poor academic outcomes in the research literature (Astin, 1977). This result also
refers to the possible ethnic stratification of the system of higher education (Astin, 1982;
Verdugo, 1986), where minorities are concentrated at the institutions with the least
resources and where they are least likely to emerge with positive student outcomes.
Thus, it is not so much a function of the diversity of the student body, than of general

institutional conditions that account for these negative outcomes.
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Affective Outcomes

Student Perceptions

Table 6.3 shows the effects of the racial climate on two affective outcomes, social
self-concept and student interest in helping to promote racial understandin g. An
interesting pattern emerged from analyses of affective outcomes that was unexpected, but
can be logically explained. Two negatively correlated dimensions of the perceived racial
climate, Racial Tension and Institutional Commitment to Diversity, can work to produce
the positive effects on the same outcome. Across all groups, racial tension is positively
associated with increases in the student’s interest in helping to promote racial
understanding. It may be that such tension or conflict may encourage students to reflect
on racial issues, or motivate them to develop their views on racial issues. This is
supported by the fact that, in all student samples, the effect of racial tension is weakened
by controlling for discussion of racial/ethnic issues. Racial tension may be working
indirectly, provoking discussion on racial/ethnic issues and related activities that heighten
a student’s sense of the need for racial understanding. At the same time, institutional
commitment to diversity is associated with increases in student goal commitment to
helping to promote racial understanding for Chicano (.14) and white students 07).
Thus, what initially appears to be a Paradoxical finding, two negatively related measures
of the climate producing positive results on the same outcome, can be explained by the
effects of some of the mediating behavior variables. These inroads in increasing
commitinent to promote racial understanding in individuals may eventually result in
collective efforts to socially construct better racial climates.

Commitments on the part of the institution are also associated with student

development of social self-concept during the college years. Although these coefficients
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reach significance for only Chicano (-12) and white students (.08), institutional
comzuiment to diversity is positively associated with social self-concept for all three
racial groups. In related results, white students who perceive that most faculty at their
institution are sensitive to the issues of minorities increase their social self-concept and
their interest in helping to promote racial understanding (.07). Since the two perceptions
are highly related, controlling for Institutional Commitment to Diversity weakens the
effect of student perceptions of faculty. This could indicate that institutions that have a
clear commitment to diversity and faculty who communicate these values to students are
creating a more culturally-sensitive student body at predominantly white institutions.

(See Tables C.12, C.15, for changes in coefficients).

Student Race-related Behaviors

All student behaviors are positively associated with affective outcomes, showing
especially strong effects on commitment to helping to promote racial understanding. The
results demonstrate that these student behaviors were more important to affective
outcomes than student perceptions of the climate. Students who reported frequently
socializing with someone from another race/ethnic group are more committed to the goal
of helping to promote racial understanding (Chicano, .25; white, .22) and have higher
self-concepts (Chicano, .16; white, .08) four years after college entry. Although this
pattern appears to be true for black students, much of the effect is attributed to these
students’ levels of social self-concept and commitment to promoting racial
understanding as entering freshman. It should be noted that while social self-concept
served as the dependent variabie in these analyses, and its connection with interracial
contact has been demonstrated, it is difficult to say whether a lower social self-concept is

a product of avoiding opporiunities to socialize with someone from another racial group.
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It may also be that the social insecurities of students decrease their chances of interracial
contact. Both these relationships are possibilities in the strange mix of sources aid
effects of racial climates on campus. Results based on these and other race-related
behavior measures suggest that having a positive social self-concept is not only a product
of a positive racial climate, but perhaps a factor that affects a student’s inclination to
interact with other races. This would be congruent with Allen’s (1988) hypothesis that
states that a sense of interpersonal accomplishment is important to student involvement.

Among black students, the activity of discussing racial/ethnic issues is positively
associated with social self-concept (.11) and helping to promote racial understanding
(.31). Although the effect on racial understanding remains strong throughout the
regression, the effect on self-concept is weakened by controlling for attendance at a racial
awareness workshop and participation in student clubs and organizations. It may be that
black students’ social self-concept is enhanced by activities that may be important to a
collective ethnic identity. Ethnic student organizations have long been a source of group
support and collective action since minorities first began entering higher education in
significant numbers. While there is no independent measure of participation in an ethnic
student organization in this study, this cluster of variables (discussion of racial issues,
participation in student organizations) may be serving as a proxy for this form of
involvement. Further research on student pariicipation on ethnic student organizations
would be necessary to verify this interpretation.

Discussion of racial issues has a strong positive relationship with student
commitment to promoting racial understanding among all groups. Controlling for
discussion of racial/ethnic issues weakens the effects of most other behavioral variables
including: enrolled in a ethnic studies course, participated in campus protest, attended a

racial awareness workshop, and student perception of faculty sensitivity to the issues of
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minorities. In all likelihood, discussion is a key element in each of these activities that
heightens awareness and enhances understanding among groups, not unlike the
consciousness-raising activities that have helped change people’s beliefs about the role of
women in society.

Perhaps more importantly, the fact that controllin g for discussion of racial/ethnic
issues weakens the positive effect of racial tension on promoting racial understanding
confirms the notion that racial tension may provoke some intermediate activity that can
lead to positive outcomes. Campus discussion on racial issues, which is associated with
all the student race-related behaviors, may be the mediating force that strengthens student
commitment to promoting racial understanding. Conflict is turned into dialogue, self-
examination, and heightened awareness regarding racial issues. Discussions of racial
issues may be a primary mode by which students increase their understanding of other
racial/ethnic groups. This is further evidenced by the fact that attending a racial
awareness workshop is associated with increases in student goal commitment to
promote raciai understanding (black .22, white .25). In addition, attending a racial
awareness workshnp had its own effect independent of discussion of racial issucs on
increases in black and white students’ social self-concept (.12, .07, respectively). Given
the large size of the white student sample, the positive effects on commitment to
promoting racial understanding attributed to all the student race-related behaviors are
quite remarkable. This suggests that each of these activities is important in improving
white students’ commitment to promoting racial understanding,

Finally, an important finding regarding ethnic studies courses should be
mentioned here. Generally, the idea has been that students who enroll in ethnic studies
courses are already interested in such issues. In scientific terms, a “selection effect”

argument was often used to counter student and faculty arguments that such courses
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could improve racial awareness and cultural understanding. Since student predisposition
was taken into account by controlling for the 1985 pretest and other input variables,
results here seem to counter the selection effect argument. Enrolling in an ethnic studies
course maintains a significant positive effect on student commitment to promoting racial
understanding. Indeed, among both Chicano (.31) and white students (.22), the effect
remains significant even after controlling for student background characteristics and the
type of institution attended. Given the large number of control variables (24) and the
large number of campuses (116), these results provide substantial support for the value
of ethnic studies courses in the curriculum. (See also Table 6.4 for regression results for

the total group).

Diversity Measures

The minority enrollment variables show no significant unique effects on affective
outcomes after controlling for student and institutional characteristics. The negative
effects of Hispanic enrollraents on social self-concept for black students are accounted
for by institutional size. That is, black students in large institutions report lower social
self-concept, not so much because of the ethnic enrollment, but because of the large
institutional environment where such enrollments are most likely. Controls for living on
campus, frequent discussion on racial issues, and attending a private nonsectarian
institution diminished the negative effect of black student enrollments on affective

outcomes in a similar manner for black and white students.

Proximal versus Distal Measures of the Environment:
Helping to Promote Racial Understandin g
To illustrate the relationships and effects of proximal as opposed to distal

measures of the environment, Table 6.4 shows the total group regression for the
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outcome, commitment to promoting racial understanding. Distal characteristics of
institutions and the different types of social interaction on campus are featured here, since
it is by understanding the effects of these measures that institutions will be in a better
position to increase racial understanding at the level of the individual student, and thereby
improve their campus racial climate.

In the case of this particular outcome, the proximal measures have the strongest
effects. Distal measures of the environment—institutional selectivity, privaie-
nonsectarian control, public four-year college, institutional size, location in the east, and
offering an ethnic studies major—account for less than 2 % of the variance in the
dependent variable. In contrast, proximal measures of the environment account for 18 %
of the vairiance, leaving student background characteristics (particularly the pretest) to
account for 26 %. These results are especially significant, since distal characteristics
were given priority over proximal measures in the regression blocks (after student
background). Many of the proximal social interaction variables also maintain significant
betas at the final step. For example, discussion of racial/ethnic issues maintains the
strongest weight in the equation (.25), rivaling the pretest for its effects on the dependent
variable (.23). This constitutes powerful evidence that frequent discussion of
racial/ethnic issues within the college environment can help to promote raciai
understanding and tolerance.

All measures of student race-related behavior are positively associated with
helping to promote racial understanding. Many of these variables were identified as
having positive direct effects on other academic and affective student outcomes reviewed
earlier. In order of importance, these variables include: Frequently discussed racial/ethnic
issues (.38), attended a race awareness workshop (.25), participated in campus protests

or demonstrations (.24), took an ethnic studies course (.22), and frequently socialized
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with someone of another race/ethnic group (.21). Two of these measures, participation
in racial awareness workshops and ethnic studies courses, reflect activities that can be
initiated by campus administrators as a steps toward promoting racial awareness and
understanding,

It is noteworthy that the effect of racial tension on helping to promote racial
understanding is weakened substantially by controlling for discussing racial issues and
participating in campus protests. This result suggests that racial tension may primarily
work indirectly to produce increases in student commitment to promoting racial
understanding. In other words, racial tension may give rise to both campus protests and
to discussions of racial issues. These activities, in turn, serve 1o strengthen student
interest in promoting racial understandin g. Discussion of racial issues and participation in
campus protest are two strategies that students have used to deal with racial tension,
collective activities that allow them to solidify their views and work together to help
change their environments. Although racial tension may be a catalyst, these other
intervening activities are of key importance. In fact, the coefficients for the these
intervening variables are much stronger than those for racial tension, indicatin g that there
may be many ways (other than through racial tension) that such activities are initiated in
the college environment.

The importance of several additional involvement variables should be mentioned
here, since they are related to changes in commitment to racial understanding. Being a
member of a fratemnity or sorority is negatively associated with student interest in
promoting racial understandin g (-.08). These results are not surprising, given the
number of racial incidents and antics associated with these selective membership clubs
reported in recent campus and national newspapers. In many ways it appears that these

organizations have become problematic for campuses with regard to racism, sexism, and

143



a host of other issues. Fraternities may actually serve to maintain traditional views that
once dominated higher education, vestiges of ideologies that run counter to the plurality
of perspectives now represented on college campuses. In contrast, each of the following
activities is positively associated with student interest in helping to promote racial
understanding: Time spent talking with faculty outside of class (.15), having been a guest
in a professor’s home (.11), and time spent in other student clubs and organizations
(-10). The latter two variables did not enter the equation because of substantial shared
variance with students who reported being involved in campus protest. Overall these
results suggest that particular tvpes of student involvements are likely to increase student
interest in promoting racial understanding, while at least one other activity (membership
in fraternities) has been identified as associated with decreases in the importance that
students attribute to this value.

Results from this analysis provide additional information regarding the effects of
other (distal) institutional characteristics. Recall from Chapter S that selective institutions
maintained a seemingly contradictory environment: high racial tension coupled with high
institutional commitment. Table 6.4 shows that both these climate perceptions are
positively associated with commitment to promoting racial understanding. Similarly,
attending a selective institution is associated (.09) with positive changes in this outcome.
However, the coefficient for institutional selectivity becomes nonsignificant when
controlling for discussion of racial/ethnic issues. Thus, it appears that the seemingly
contradictory environment at many selective institutions serves to heighten student
awareness about racial issues by creating an environment which encourages discussion
of racial/ethnic issues.

Private nonsectarian institutions were identified in the previous chapter as having

positive racial climates. This analysis provides additional evidence that students at these
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types of institutions also increase their interest in helping to promote racial understanding
(.07). In contrast, institutional size (--06) and public four-year institutions (-.05) are both
negatively associated with student change in this area. Perceiving that students are treated
like “numbers in a book” is also negatively associated with interest in promoting racial
understanding. Thus, it appears that large cr impersonal college environments not only
have less favorable racial climates (Chapter 5), but they also tend to have negative effects

on student interest in promoting racial understanding.

Summary and Implications

The original intention of this phase of the study was to resolve some 3£ the
controversies in the research literature; instead, it appears the results here raise new
questions regarding the effects of the racial climate. Results show that the effect of
campus racial climates depend on the type of outcome, the climate measure, and the
ethnic group. Moreover, some of the effects of the racial climate alter popular
assumptions held in higher education. Thus, the uninterded outcomes of the racial
climate suggest complexities that call for new models,

Perhaps the most salient finding that may impact future research in this area is
that perceived racial tension on the campus is positively associated with persistence
among Chicanos, a positive academic self-concept among black students, and a
commitment to promoting racial understanding for all students. In addition, other results
support a negative racial climate and positive outcome pattern for students. For example,
a negative relationship was found between perceptions of Institutional Commitment to
Diversity and college grade point averages among Chicanos. Similarly, black students
who disagreed with the statement that many courses included minority group

perspectives at their institution had high academic self-concepts. This pattern of results
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does not support popular assumptions regarding the student response to poor racial
climates. However, what appears at first glance to be a paradoxical pattern can explained
either by other elements in the environment or by understandir_lg some of the complex
ways that students respond to their environments {coiiective resistance).

The results suggest that academically successful students may be more critical of
the racial climate. If one presumes that perception s reality to the student (Tierney,
1987), these results alone cannot account for how positive student outcomes emerge
under real or imagined adverse conditions. Related research suggests that an
understanding of racism (Sedlacek, 1987), peer and community support networks
(Meketon, cited in Katz, 1976), and adaptive strategies or “survival skills” thag minority
students develop throughout their schooling can allow them to succeed in adverse
environments (Walsh, 1987). Moreover, in the majority of cases, the positive effects of
racial climate perceptions can be accounted for by mediating variables such as discussing
racial/ethnic issues, living on campus, and campus protest in the current study. Thus,
this earlier research combined with the current data suggest a research focus on the subtle
and not 50 subiie (student protest) responses to the racial climate.

Campus protest is perhaps the most highly visible adaptive strategy that students
have developed in response to the racial climate. Both minority and white students are
motivated to resist inequities in the environment. Protest is a form of student resistance
that is positively associated with increased commitment to helping to promote racial
understanding for all students. This form of collective resistance is also associated with
increases in academic self-concept among minorities, and it is an important correlate of
black student persistence. Students, as critical observers, use protest as a collective
attempt to empower themselves and bring to light injustices at the institution that require

attention (e.g., racial harassment, mishandled tenure cases, discriminatory admissions
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practices, etc.). Although racial tension may spark campus protest, student involvement
in protest serves as an impetus for change and critical examination of campus racial
climates (Farrell & Jones, 1988).

Student reports of race-related behaviors were all positively associated with
student outcomes. Regression results using the dependent variable of Helping to
Promote Racial Understanding also show tha these proximal involvement measures
were much more important than distal measures, or perceptions, in affecting changes in
student values on racial issues. The most important activity that serves to increase
student goal commitment to promote racial understanding is frequent discussion of racial
issues. Asa matter of fact, it appears to be a key mediating element in the majority of
the race relations behaviors reported here. Finally, taking an ethnic studies course and
attending a racial awareness workshop is positively associated with increases in student

initerest in helping to promote racial understanding,

Racial Climate Research

Results from this study augment current research findings on the effects of the
racial climate. For example, Hughes (1987) reported that both black men and women
felt that they must defer their social, emotional, and personal development until they have
left predominantly white institutions, While black colleges were not included in this
study for comparison, the data do not support the notion that social self-concept in black
students is affected one way or the other by perceptions of the racial climate. On the
other hand, Chicano students’ 1989 social self-concept reveal positive relationships with
only one perception measure, Institutional Commitment to Diversity. This result
supports Hughes (1987) results observed in qualitative studies, but only in part.

Although social self-concept development is not “deferred”, this affective outcome is
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enhanced by institutional commitments to improve the racial climate at least in the case
of Chicano students.

Allen (1988) suggests that a sense of interpersonal accomplishment is necessary
for student involvement. Althou gh this represents a reversal of causal effects studied
here, the pattern of results suggests that a more positive social self-concept may be a
product and an important antecedent for interracial social interaction and, hence, a better
racial climate. This possibility is supported by the findings involving white students,
where social self-concept is negatively associated with racial tension but positively
associated with interracial activities (i.e., attending a racial awareness workshop and
socializing with someone of another race). Thus, the extent to which colleges attend to
the affective dimension of student development may actually translate into improved
racial climates.

The racial tension measure, which is similar to measures used in previous
research, shows no significant relationship with college grades for black students. Allen
(1985) and Oliver et al. (1985) also found no significant relationship between their
measure of campus race relatic:s and college grades. Other racial climate measures in
the form of institutional commitment to diversity, minority enrollments, and student
race-related behaviors in the current study show no significant relationship with college
grades among black students. In contrast, Nettles (1988) found that his Feeling of
Discrimination factor was negatively associated with college grade point average for
black students in white institutions. The squared multiple correlation (R2) for black
students in the SAT analysis is .27 in the current study, while Nettles’ R 2 (also using
SAT) was .32 for black students in predominantly white institutions. The major
difference between the two studies is that the current one uses two time points

(longitudinal control) for changes in grades from high school to the fourth year of
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college, while Nettles’ crossectional design includes several classes of black students.
Grades for college freshman and sophomores differ dramatically from those of upper
division students (Astin, Green, Korn, Schalit, Dey & Hurtado, 1988; Hurtado et al.,
1989). Perhaps lower stadent attrition, due to a crossectional design, and variation in
college grades obtained by using more than one grade level may have provided enough
variability in the Nettles study to find effects attributed to the racial climate measure
(Feelings of Discrimination). In addition, the differences in results may be attributed to a
measure of the racial climate factor, Feelings of Discrimination, that is based both on
student perceptions of the environment and on the studeat’s own personal feeling of
being discriminated against.

This comparison of results provides insights into the different approaches
researchers have taken to examine elements of the racial climate in relation to academic
achievement. First, this suggests that slight differences in the racial climate measures
may result in quite different results in attempts to establish the relationship of the climate
to academic achievement. Second, significant attention to sample and study design is
necessary to allow future replications of results. In addition, differences in ethnic groups
may provide additional information that will help us arrive at more conclusive facts
regarding the effects of the racial climate. Although significant relationships between
racial climate measures and college grades could not be found among black students,
significant relationships (after controlling for inputs) were observed for Chicanos
students in at least four different measures of the climate. Further examination of results
reported here may provide some insights into racial climate effects on different groups.

Finally, in the area of black student retention, Sedlacek’s (1987) work has
suggested that an understanding of racism is vital to black students’ success, particularly

for those who persisted until the eighth semester in college. These data appear to
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confirm his findings. Persistence among Chicanos is positively associated with
perceptions of racial tension. In addition, black students who perceived that faculty were
sensitive to minority issues, participated in campus protest, frequently discussed
racial/ethnic issues, and who frequently socialized with someone of anothe: race were
most likely to persist in college. These independent variables suggest that a minority
student’s ability 10 be critical and aware of the the racial climate, as a process that

mediates racist ideology in their environments, impacts educational outcomes.

Practical Implications

College administrators face the dilemma of dealing with unintended effects of the
racial climate. The gradual movement toward improving the environment for
multicultural learning at predominantly white institutions has elicited a variety of student
responses. However, these results should not be taken as a recommendation to abandon
efforts to improve institutional commitment to diversity, nor that racial tension should be
increased, for several reasons. First, the results here speak to the importance of student
behaviors and involvements. For most outcomes, the important aspects of the racial
climate were those that were proximal to the student, involvement in race-related
behaviors. These student behaviors usually have equal or stronger effects on studernt
outcomes than did student perception of the climate. This means that the student
response (participation in campus protest, discussion of racial issues, participation in
alternative organizations) can make a big difference in climates that students judge to be
poor. Thus, it is of primary importance for college administrators to recognize the many
avenues that students use toward successful educational outcomes and support them.

Following this logic, it is important to note that if the racial climate is perceived to be
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favorable, it is less likely that students will find the need to develop resistance behaviors
or to develop alternative activities to represent their perspectives.

Second, if the goal is to improve outcomes via improvements in the racial
climate, some fairly obvious recommendations emerge from the data. Institutions can
have a direct impact by encouraging open campus discussion of racial/ethnic issues
among students, offering race awareness workshops, and encouraging (or requiring)
ethnic studies courses. These are all activities that can be initiated on campuses to
heighten student awareness and promote better educational ouicomes (rac:al
undersianding, social and academic self-concept, persistence, etc.).

What data, if any, support the popular notiong that improving the racial climate is
essential for better student outcomes? Several findings across analyses support the
importance of continuing to recruit minority faculty, recruiting minority students, and
improving overall race relations on campus. Campus case studics of the racial climate
have reported that positive and supportive faculty attitudes are critical to the academic
success of students (McBay, 1986). Results here indicate that perceptions of faculty
sensitivity to the issues of minorities are positively associated with persistence among
black students and with two positive outcomes for white students, academic self-concept
and college GPA. Faculty sensitivity is believed to be associated with an overall student-
orientation among faculty, supporting previous research that indicates that the student-
faculty relationship is key to improving student outcomes (Astin, 1977; Pascarella,
1980).

Positive outcomes are also associated with socializing with someone from
another racial group. These outcomes included: Persistence for black and white
students; social self-concept for Chicano and white students, and student commitment to

helping to promote racial understanding among Chicano and white students. This
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supports the common belief that harmonious racial relations on campus are related to
better educational outcomes for students. In a third example, institutional commitment to
diversity is associated with positive social self-concept among all groups and the value of
promoting racial understanding among Chicano and white students. These results
suggest some concrete areas that college personnc! aiay consider in their development of

programs and policy.

152



CHAPTER 7

CONCLUSION

This study has been an exploration into the multiple sources and multiple effects
of the racial climate on college campuses. The first section of this chapter reviews the
study’s conceptualization and design, initial hypotheses, and general results. Since many
issues were covered in this broad study, a synthesis of the major findings reported in
Chapter 5 and Chapter 6 are summarized in detail under two broad themes. The final
section deals with practical and theoretical issues and provides recommendations for

future research.

Review of Approach

This study of campus racial climates and student outcomes covers 1985 to 1989,
a period of time in which racial incidents, protests, and campus discussions on racial
issues were prevalent on the national scene. The principal goals of the study were to
obtain a gauge of the racial climate and its correlates on college campuses, and to assess
the effects of the racial climate on student academic and affective outcomes. The primary
sources of data were student responses to a longitudinal survey of 328 black, 340
Chicano, and 1,825 white students attendin g 116 four-year colleges and universities.
Since the idea was to examine multiple dimensions of the racial climate in relationship to
students in a wide range of environmental conditions, several major sources of national
data were merged with student data. These included: Institutional enrollment data from
1982-88, institutional financial data, and curriculum data from college catalogs. Analyses

proceeded in three phases, the results of which have been described in the three preceding
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chapters. Chapter 4 describes the use of factor analysis and structural equal modeling in
developing two racial climate constructs based on student perceptions. Chapter 5
explores student background characteristics and the structural characteristics of
institutions that affect students’ perceptions of the racial climate, with stepwise multiple
regression as the primary technique in the analyses. Chapter 6 presents the results,
derived from the same technique, of the racial climate effects on five outcomes within a
conceptual framework developed from a general model of college influence studies
(Astin, 1977; Pascarella, 1980; Smith & Allen, 1984; Tinto, 1975). The interpretative
framework for the study criginates from Giroux’s (1983) theory of resistance in

education.

General Summary
Results are discussed below under separate headings representing each major

hypothesis:

Consistency of Racial Climate Factors Across Ethnic Groups

Initial exploratory factor analyses of racial climate items revealed differences in
the factors among the comparison groups. In order to produce comparable factors for the
regression, two items that were found to be unique to one group (black students) were
removed from the factor model. These items were used as separate measures in
subsequent outcomes investigations. Confirmatory Factor Analyses (using structural
equation modeling) conducted with the remaining items demonstrated that a correlated,
two-factor model of the racial climate was represented in the data for each group. Factors
representing student perceptions of Racial Tension and Institutional Commitment to

Diversity emerged as constructs from this first phase of analyses.
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Relationships Between the Structural Characteristics of theCollege, Entering
Student Characteristics andStudent Perceptions of the Racial Climate

Phase II of the study addressed the extent to which student characteristics and the
structural (distal) characteristics of a college were related to constructs of the racial
climate. Racial Tension and Institutional Commitment to Diversity were each regressed
on student and college characteristics. Results for both measures demonstrated that
structural characteristics explained a higher proportion of the variance than did student
characteristics, indicating that the “perceived” climate was primarily a function of
institutional characteristics measured independently of the student’s own personal
characteristics. Thus, it appears that perceptions of the climate represent, to a large extent,
a “shared reality” based on environmental characteristics. (Highlights of the most salient
structural characteristics and their effects on student perceptions of the racial climate are

discussed in the concluding portion of this chapter).

The Effects of the Racial Climate on Student Outcomes

Five outcomes served as dependent variables in these analyses: Academic self-
concept, sccial self-concept, college GPA, persistence to the baccalaureate degree and
student commitment to promoting racial understanding. In phase III, each dependent
variable was regressed on the racial climate measures, entering student characteristics,
institutional characteristics, and student involvement measures in a single analytical
model. The racial climate was operationalized as consisting of: Relations among various
campus groups (students, faculty, administrators) measured by student perceptions and
student behaviors; student perceptions of institutional intent or commitment to diversity,
and structural aspects that reflect institutional policies (offering ethnic studies courses or

majors, diversity measures). Racial climate measures proved to have significant direct
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effects on student outcomes. However, these effects were not uniform. The effects
depended on the type of racial climate measure used (student perception, student-reported
behaviors, or diversity measure), the racial/ethnic group, and the educational outcome.
Student perceptions of the climate had significant effects, but these proved to be just as
important (and in some cases weaker) in comparison to the effects of student race-relaied

behaviors. (Details of these findings are highlighted in the conclusion of this chapter).

The Mediating Effects of Social Interaction

The mediating effects of the various student involvement or race relation
behaviors were examined by noting changes in beta coefficients for all racial climate
measures throughout the regression equations in Phase III. In inore than one instance,
the measures of student social interaction and involvement appeared to serve as important
mediating variables. For example, the positive effect of racial tension on student interest
in helping to promote racial understanding appears to be mediated by frequent discussion
of racial/ethnic issues and by participation in campus protest. While these activities may
be triggered by racial tension, these variables also maintain unique independent effects on
student outcomies. These and other mediating variables may serve as key components

for future research using a causal model framework.

The Relative Importance of Proximal Measures and Distal Measures
One dependent variable, student interest in Helping to Promote Racial
Understanding, was selected to illustrate the relative effects of proximal and distal
measures. When this dependent variable was regressed on all independent variables,
distal measures accounted for less than 2 % of the total variance while proximal measures
of the environment accounted for 16 %. These results are especially significant, since

distal characteristics were given priority in the regression blocks (entered just after student
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background characteristics). The student perception measures, however, were not as
powerful predictors of student values in promoting racial understanding as were
measures of student race-related behaviors, indicating that actual behavior is more
important than perception. Many of the proximal race relation behaviors (particularly the
activity of having discussed racial/ethnic issues) maintained the strongest coefficients at
the final step of the equation. In addition, participation in student clubs and organizations
tend to increase, while participation in fraternities tend to decrease student commitment to
promoting racial understanding. These proximal environments appear to be key to

promoting change in student values.

Farticipation in Campus Protest (as a Jform of student resistance)
and Its Effects on Student Qutcomes

Participation in campus protest appears to mediate the effect of Racial Tension on
student interest in helping to promote racial understanding. Campus protest also has a
direct positive effect on academic self-concept for black and Chicano students. This
activity was also the best racial climate correlate of persistence among black stidents.
(The effect of protest was weakened only by controlling for participation in student clubs
and organizations). These results indicate that participation in campus protest is
associated with generally positive outcomes for minority students. The effects of campus
protest were weaker but still generally positive for white students as well. These results
show the positive effects of student resistance behaviors in relation to educational

outcomes.
Detailed Summary and Conclusion

Several of the major findings are summarized under two broad themes, Students

as Critical Observers, and Environments: Valuing Students and Perspectives. It is
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believed that many of these empirical results can be of use to both students and
institutions in helping them to understand and improve racial climates and educational

outcomes for all students.

Students as Critical Observers

Since survey data come from student responses, the story of the condition of the
racial climate is told from their perspective. Analyses of these “perceivers” revealed that
certain types of students were more likely than others to report poor racial climates.
Specifically, students who were prone toward social activism at the time of college entry
are most likely to perceive that their institution had an unfavorable racial climate. These
included white and Chicano students who entered college expecting to become involved
in campus protest. Similarly, black students who characterized themselves as having a
liberal political view in 1985 tend to report more racial tension on campus in 1989,
Freshman minority students enterin g college in 1985 with high ability (measured by
grades or academic self-concept) also report that their institution was relatively
uncommitted to diversity in 1989,

Perhaps more importantly, even after controlling for all these student
predispositions, the data suggest that the most academically successful students were
likely to view their institutions as racially tense. Perceived racial tension is positively
related to persistence among Chicano students and to academic self-concept amcag black
students. In addition, institutional commitment to diversity is negatively related to college
GPA among Chicanos; and student agreement with the statement that many courses at
their institution included minority group perspectives is negatively related to academic
self-concept among blacks. Although freshman student ability (measured by SAT and

institutional selectivity) is linked to both positive academic outcomes and tense racial
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environments, muitivariate analyses show that differences in student ability cannot
entirely explain these results.

These results suggest that academically successful students may be more critical
of the racial climate than other students. However, if one presumes that perception is
reality to the student (Tierney, 1987), these results do not acccunt for how positive
student outcomes emerge under real or imagined adverse conditions. Moreover, this
pattern of effects does not support the assumption that an inhospitable racial climate
necessarily leads to poor outcomes among minority students; the student response to the
climate is apparently more complex. Related research suggests that students develop
adaptive strategies that allow them to succeed in adverse environments. (Sedlacek, 1987,
Meketon, cited iin Kaiz, 1976, Walsh, 1987). Psychologists call these activities coping
strategies, while some sociologists call these “resistance” strategies because they are
developed in opposition to a dominant or “dominating” cultural mode or ideology
(Giroux 1983). These strategies may explain why some students do not internalize
messages that demean their culture. Giroux (1983) suggests that the resistance behavior
stands in opposition to and represents a critique of the dominant ideology. Strategies that
are of particular interest are those that are group-based, represent collective action, and
suggest the possibility for transforming the institution.

Along these lines, student protest stands as perhaps the most salient critique of the
institution and its policies. Participating in campus protest turns out to be the most
important activity associated with persistence among black students, and it is positively
associated with high academic self-concept among both minority groups. The
transformative possibilities of campus protest are demonstrated by the fact that it is also
positively associated with increases in student interest in promoting racial understanding.

Thus, by first calling attention to problems in the college environment through campus
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protest, these students increase the personal importance they attribute to the goal of
helping to promote racial understanding. (Although the direction of causality is not
Clearly established here, even if one assumes that students had increased their interest in
promoting racial understanding before protesting, one can also reason that their belief in
such a goal may increase because of their actions. This is a possible example of a
nonrecursive relationship that will be discussed in the section on future research).

The other activity that perhaps has the most potential for strengthening student
commitment to promoting racial understanding, at lezst at the individual level, is frequent
discussion of racial/ethnic issues. This measure has a powerful positive effect on this
outcome for all the student groups, on persistence among black students, and on all
academic measures for white students. Frequent and open discussions of racial issues
that occur formally and informally through various activities (race awareness workshops
and course work) are important in heightening student awareness of issues and dealing
with subtle racial problems in a constructive manner,

Students stand as critical observers of the environment, identifying issues that
require attention in the college commurnity and detecting the contradictions in institutions.
Students may operate from at least three different perspectives: they see the contradictions
involving institutional support of general principles of equality and inertia when it comes
1o affirmative action (rhetoric and action), they may have first hand experience with
cultural disparities among groups, or they may observe and be party to competing
ideologies (conservative and progressive) in the environment. It may be that maintaining
this critical stance on the institution (e.g., regarding commitments to diversity) is
precisely what has allowed these students to be successful. This response to the climate
Tepresents an aspect of a phenomenon, student involvement, that is known to produce

successful educational ontcomes (Astin, 1984). Thus, the results here augment the
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general principle of student involvement by revealin g that a specific type of involvement,
occurring in opposition to institutional policies or ideologies (represented by other groups

on campus, i.e., fraternities), is also pcsitively associated with student outcomes.

Environments: Valuing Students and Perspectives

This study’s focus on college environments contributes to our understanding
about critical environmental components of the racial climate. Results on the effects of
structural characteristics of institutions augment previous research (El-Khawas, 1989)
and help identify types of institutions in the higher education system that merit further
investigation. For example, the ACE study (El-Khawas, 1989) found that doctoral
institutions report the most programmatic activity to improve minority participation at all
levels of ihe university. Aitndugh this may be the case, results here show that particular
types of universities (public universities and selective institutions) are perceived to have
the most racially tense environments in comparison to other types of institutions. Other
results suggest areas of institutional priority and policy that merit evaluation or re-
evaluation for improvement of the racial climate. Institutional characteristics were
cxamined in relation to two dimensions of the racial climate, racial tension and
institutional commitment to diversity. Outcomes analyses provided additional
information that validated the effect of these characteristics on student outcomes. Results
appear to indicate that institutions that value students, or have distinct student-oriented
priorities, and value different perspectives may have better racial climates. These results
are shown both in the institutional commitment to diversity that is communicated to
students and in the actual quality of race relations on campus.

Specifically, both Catholic and private nonsectarian colleges appear to be most

attentive to students and to the general psychological climate on campus. Black and white
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students attending private nonsectarian colleges perceive that these institutions have a
consistently positive pattern of race relations, low racial tension and high institutional
commitment to diversity. Outcomes analyses also revealed that studens at these
institutions tended to increase their commitment to the goal of helping to promote racial
understanding. Thus, the positive racial climate of these institutions is reflected in
positive outcomes for students. While these institutions appeared to produce generally
favorable effects on black students’ academic and social development, another
institutional type was identified as a particularly hospitable environment for Chicano
students. Students at Catholic four-year colleges were least likely to report campus racial
tension. Although further research is necessary to determine how these institutions
maintain relatively favorable racial climates, two hypotheses are offered here. First, since
many Chicanos have been raised in the Roman Catholic tradition, they are likely to find
many of their cultural values reflected in the traditions of Catholic colleges. Thus, many
of the cultural perspeciives of Chicano students may be congruent with the values of
these institutions. Second, both types of colleges are small and have a commitment to
student development.

Institutions with substaniial expenditures on student services and financial aid
(primarily scholarships and non-repayable grants) also have a consistently positive racial
climate. Spending on student services and generous scholarship aid both reflect
institutional priorities that are student-criented. These are priorities that communicate to
students that they are valued by the institution. In contrast, since expenditures on
instructional services are dominated by faculty salaries and the administrative bureaucracy
of schools and departments, substantial expenditures in this area apparently reflect a
different institutional priority than one would expect (research as opposed to teaching).

Data show that the larger the instructional expenditures, the less likely the institution is
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perceived to have a favorabie riizl climate. Since these policy-related variables seem to
be significantly associated with perceptions of the racial climate, it would be important to
investigate in future studies the kind of funding configurations and programmatic
activities that are supported by monies at campuses with student-oriented priorities.

A positive racial climate pattern also emerged for the outcome of social self-
concept. Measures of 1989 social self-concept were negatively associated with
perceptions of racial tension in white students, but positively associated with perceptions
of institutional commitment for Chicano and white students. Moreover, student reports
of participation in interracial activities (e.g., socializing with someone from another race)
suggest that a positive social self-concept may facilitate the development of a favorable
racial climate. If a positive social self-concept is both a product and an important
precursor of a favorable racial climate, it stands to reason that college efforts to attend to
the affective dimension of student development may actually translate into improved
racial climates.

Results concerning student race relations further support the idea that colleges can
improve the racial climate, at least at the individual level, by providing opportunities for
involving students in valuing the perspectives of others. Chicano and white students who
reported frequently socializing with someone of another racial/ethnic group show
stronger than expected social self-concepts and larger increases in their commitment to
promote racial understanding. Inteiracial contact is aiso positively associated with
persistence in the black student sample. (This interracial contact is also associated with
living on campus and being involved in campus activities for black students). In all
student groups, attending a race awareness workshop is positively related to student
interest in helping to promote racial understanding. Finally, Chicano and white students

who took an ethnic studies course increased their interest in helping to promote racial
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understanding. This finding is important since few researchers are able to o test the
effect of taking an ethnic studies course, while also controlling for the numerous
confounding student and institutional characteristics observed in this study. Colleges
desiring to increase this value in student development may want to consider encouraging
(or requiring) ethnic studies courses. This is may be an important step to take since
academically successful students are critical of the general curriculum; most courses still
do not include minority group perspectives.

Perhaps the strongest evidence supporting the general notion of valuing students,
and valuing the different perspectives they may bring to a campus, comes from those
institutions that had consistently negative or contradictory environments. Institutional
selectivity is the strongest positive indicator of racial iension. Since selective institutions
Tepresent an extreme in American wealth, ability, and privilege, tensions are manifested
in a variety of contradictions. These campuses harbor a swirl of competing ideologies
that include tadition and innovation, progressive and conservative philosophies, and
differences between action and rhetoric. Their very own elitist policies prevent the
admission of large numbers of minorities, yet they purport to vigorously recruit these
students. These contradictions are perhaps reflected in the contradictory pattern of siudent
perceptions of the racial climate. All three student groups reported high racial tension at
these institutions, but only white students reported high institutional commitment to
diversity. Despite this difference, outcomes analyses revealed that attending a selective
institution tends to increase student commitment to promoting racial understanding,
These different group perspectives and contradictions in the environment may serve to
heighten student awareness about racial issues.

Institutional size is negatively associated with institutional commitment and

positively related to racial tension. This may be because of the impersonality and
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propensity of larger environments to have a greater representation of competing
institutional priorities, different belief systems or ideologies, and different types of
students. This interpretation is supported by the fact that white students tend to associate
racial tension with large campuses that have undergone substantial diversification in
undergraduate enrollment. Black students report tense racial climates at large campuses
that have increased minority enrollments in the last six years. Large campuses also
indicate lower expenditures for student services in 1985. These findings suggest that
racial tension may arise from a mix of institutional conditions, including less attention to
student development and an increasingly diverse student clientele. In addition, earlier
studies on campus protest on racial issues found that large institutions were slower to
change racial policies than small campuses (Astin, 1971). These results suggest some of
the conditions in which campus racial tensions may be formed.

The diversity or ethnic mix of the study body was found to be significantly related
to both dimensions of the racial climate. The general pattern for measures of diversity in
student enrollments reveals that both the absolute numbers of blacks and Hispanics and
growth in their numbers during the last six years are associated with tense racial climates,
with only a few variations among groups. The only enrollment characteristic that is
associated with lower racial tension is the percentage of Hispanic students, and these
effects are accounted for by the Catholic college environment. On the other hand, the
percentage of minority students (black and Hispanic) and increases in minority
enrollment over the last six years are positively associated with institutional commitment
to diversity. To add to these results, outcomes analyses show that white students are less
likely to persist at institutions that have a high percentage of black or Hispanic students.

This pattern of results constitutes a paradox for institutions interested in

improving the racial climate, and it is disturbing in a number of ways. First, it indicates
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that some institutions that have recently increased their minority enrollments as part of an
institutional commitment to diversity have also experienced racial tension on campus.
This is not a new problem since, some 15 years ago, the Peterson et al. (1975) study of
institutional adjustments o increasing black student enrollments found hostilities among
racial groups on campus. At that time, the authors suggested that campus’ inattention to
any of the multiple dimensions of the racial climate, particularly the psychological
dimension, may lead to problems with minority students. What the study did not
foresee, however, were the problems that would be initiated by white students on
campus. Several actions of harassment have shown a particular mean-spiritedness on the
part of a few white students; and for the most part, minority students have chosen not to
let such affronts go uncontested. Vestiges of racism may become active in environments
where white students feel they are “losin g ground” or feel that affirmative action should
be discontinued. These may be the attitudes underlying cries of reverse discrimination
that have been heard since the beginning of the 1980s, even though the numbers of
minorities entering institutions remained relatively small (e.g., Bakke). This pattern of
events is congruent with the critical mass theory, where the absolute number of
minorities were related to campus conflict (Astin & Bayer, 1971). In this case, however,
it may be that it only takes a few white students to cause conflict and/or only a few
minority students to raise a critique of institutional practices regarding the racia! climate
on campus.

Second, this relationship between minority enrollments and racial tension may
Cause concern among some institutions—perhaps enough concern to cause campuses to
abandon their commitment to diversity in order to reduce racial tension. Unfortunately,
this response would only serve to exacerbate problems. Diversification of student

enrollments may be occur at only certain types of colleges, since minorities attend larger,
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less selective, and presumably less expensive institutions. The higher education system
is already racially stratified, as noted by various researchers (Astin, 1982; Verdugo,
1986). Particular types of institutions may continue what Estrada (1988) calls “ethnic
restructuring” of their student bodies only because economic solvency or state policy
demand it. These actions may be taken without restructuring the curriculum, institutional
policies and priorities, or other aspects of the environment. Such steps would serve only
to perpetuate inequalities among racial groups, continue to marginalize minorities on
campus, and consequently, prevent the improvement of both the racial climate and
educational outcomes.

Clearly, the results of this study show thar these minority enrollment changes,
while potential coutributors, are not the sole cause of campus racial tension. There are a
mix of internal conditions and external influences on institutions that have accompanied
these enrollment changes, not the least of which have been a resurgence of racism in
urban communities, competition amon g different ideologies, and the economic events of
our time. The general pattern of results from the study suggests that internal conditions
that reflect a student-oriented environment and the support of activities that highlight the
value of different perspectives (e.g., in the curriculum, interracial activities) may help to
promote both a more favorable racial climate and better student outcomes. These
changes in minority enrollment and the monitoring of institutional response and
conditions provide a substantial area for continuin g research on the development of

multicultural learning environments.



Implications for Theory, Research, and Practice
The breadth of this study provides many new areas for research and theory
development. Each stage of research also offers practical recommendations for the

.y

improvement of campus racial climates and student outcomes.

Theory

By adding the dimension of race relations to studies of college influence, the
current work augments Astin’s (1984) basic principle of student involvement and raises
some questions regarding Tinto’s (1975) model of student departure. As stated carlier,
certain types of student involvement that are oppositional in nature (student protest) can
lead to positive student outcomes. Results from this study support the idea that student
involvement in activities that are not part of the mainstream of college life can be just as
beneficial, in terms of educational outcomes, as more traditional forms of student
involvement. Participating in campus protest, as compared to socializing with someone
of another race, has a greater impact on student commitment to promoiing racial
understanding among all three racial/ethnic groups. At the same time, participation in
campus protest can inieract with race: invoivement in student protest has a positive
impact on academic self-concept among blacks and Chicanos, and college grades and
persistence among black students, Participation in campus protest, however, has no
effect on these outcomes among white students. This suggests that participation in
oppositional activiiies, compared to other activities such as socializing with someone of
another race. are often more important to educational outcomes for minority students than
for white students.

While elements of this study appear to confirm aspects of Tinto’s model (1975;

1987), results also support the development of new models to understand minority
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student experiences in higher education. Specifically, Tinto’s (1975) theory of student
departure may be less applicable to the minority student experience because it relies on
the constructs of institutional commitment and social integration. Protesting against
college policies would appear to represent the antithesis of both constructs. The Tinto
model implies a process that posits conformity to institutional values and focuses on
student involvement in mainstream college activities as the central modes by which
students are retained in college. However, the model does not account for the facy thai
some successful students choose to attempt to change the institution instead of
reaffirming its constraints. Apparently, these students are able convert their feelings of
marginality into a motivating force for involvement in oppositional activities. This allows
them to maintain a critical stance on the institution, develop mechanisms for dealing with
the environment, and come together to try to change their environments. Such resistance
activities have been proposed as important to group identity development (Giroux, 1983)
as well as to individual success. Yet, protest activities are usually discouraged by college
administrators or other students because they call into question the condition of the
institution. Thus, while protesting is an important form of student involvement, it is
clearly not the conforming process implied by Tinto’s constructs of social integration and
student institutional commitment. Further research on these issues that speak to the
minority experience in higher education is necessary to develop new models that explore
the complex ways in which students respond to their environments.

Giroux’s (1983) work, as an alternative to other interpretative frameworks, was a
springboard for understanding the experience of minorities in the educational process.
The cultural reproduction framework (Bourdieu, 1979) proposes that it is only those
students who possess the cultural keys that can succeed in a dominant culture, a culture

which is confirmed by institutions while other cultures are “disconfirmed.” This
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determinism of the cultural reproduction model does not account for why some students
succeed despite cultural differences, how and why they maintain a critical stance on their
environment, and how they reject messages that demean their culture. In a similér vein,
some educators may be taken aback because results from this study go against their
typical conceptions (or misconceptions) of minorities. (Recall from Chapter 2 Taylor’s
notion that black students have not developed sufficient coping mechanisms to deal with
the resurgence of racist acts on college campuses). These concepticns are equivalent to
the cultural deficit perspective prevalent in educational research. Deficit models suggest
that there is some fundamental characteristic in the background of the student that is the
cause of their lack of success. While the data here show that prior student characteristics
play a role, environmental conditions significantly influence all student outcomes and in
some instances, are more important than the characteristics that students bring with them
to college . If educators continue to operate from a cultural deficit perspective, it will be
difficult to improve the educational status of culturally different groups. Giroux’s work
(1983) was used in this study as a departure from these perspectives.

The use of resistance theory herz suggests that the minority student experience
and campus disruptions need to be looked at in new ways. Minority students who have
overcome adversities to reach higher education did not do so through learned
helplessness. Campus protests can affect student outcomes in a positive way, and they
can also serve to jolt institutions into considering issues of social justice. Further
development of resistance theory may help us understand just how protesting and other
forms of oppositional behaviors can actually enhance the student development process.

With regards to other areas of theory, several perspectives regarding the effects of
a numerical representation of minorities on campus were explored (Astin & Bayer, 1971;

Blalock, 1967; Kanter, 1977). The theory that the absolute numbers of minority of
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students were associated with racial tension on campus (Astin & Bayer, 1971) are
supported by the current study. However, the positive findings with regard to Hispanics
in Catholic colleges raises the intriguing possibility that there may be enrollment numbers
beyond which racial tension diminishes. Blalock (1967) has proposed that there is a
curvilinear relationship between increasing minority numbers and discrimination. This
possibility merits in depth investigation in future research, particularly as it relates to the

development of a general model of the racial climate on college campuses.

Future Research: Causal Models

One of the aims of the study was to gain a better understanding of relationships
among environmental variables and student development to provide a foundation for the
development of more definitive models for use in future research. Since there was some
ambiguity in the temporal order of the outcomes and the racial climate measures
observed in 1989, it is impossible to say with total assurance which variable affected the
other. Given that 1985 pretests were available for all dependent variables, we can be sure
that these changes actually occurred during the college years, and that other student
characteristics and institutional characteristics preceded these changes in time. Thus, the
foundation has been laid in the way of identifying various components to be tested in the
form of a causal model.

In some ways the entire study was conducted in a causal framework, with
Chapter 5 representing the first part of the model, identifying student and distal
characteristics that influence student perceptions of the climate. Using several variables
as an example, one can propose the following: Increases in minority enrollment,
representing exogenous variables, have direct effects on student perceptions of the climate

(e.g., racial tension). Results from Chapter 6 provide additional steps to the model: The
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effects of student perceptions of racial tension on outcomes are mediated, in part, by
student race-related behaviors such as student protest and discussion of racial issues.

However, in many cases, results from Chapter 6 indicated that several variations
in the final part of the model were plausible. It appeared as if certain outcomes, such as
positive social self-concept, were important precursors of student race-related behavior.
These student race-related behaviors, in turn, have further effects on social self-concept.
Such a pattern of relationships suggests a social constructionist viewpoint, where such
race-related behaviors as part of the racial climate, create outcomes that may further
constrain future behavior and outcomes. These social constructionist interpretations can
be tested using nonrecursive medcls in future research (Pfeffer, 1982).

Competing models can also be tested. For example, since student protest appears
to mediate the effect of racial tension on student commitment to promote racial
understanding, it can be said that racial tension provokes student protest that, in turn,
heightens student awareness on racial issues. At the same time, it is quite possible that
participation in student protest increases student perceptions of racial tension, also leading
to greater commitment to promoting racial understanding. Thus, there are numerous

competing models that can be posited as equally valid models within particular

institutional contexts.

Practical Implications
The slow movement toward improving the environment for multicultural learning
at predominantly white institutions has elicited a variety of student responses. College
administrators now face the dilemma of dealing with the positive and negative effects of
their action or inaction. Throughout this study I have alluded to some concrete

recommendations for practice that may result in more favorable racial climates and
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unprovements in student outcomes. Although there are some institutional characteristics
that cannot be changed, the focus here is on those Characteristics that can be instituted on
just about any campus.

The extent to which institutions can convey the notion that they value students and
value different student perspectives may have some impact on both the racial climate and
student outcomes in general. This is a general philosophy that can cut across all
institutional actions, priorities, and social relations. For example, financial aid and
support for student services are both aspects of fiscal policy that appear to have positive
effects on the racial climate. (The exact programmatic configurations of these
expenditures is a subject of future research). In addition, the most potent aspects of the
racial climate that can affect student outcomes are those that are proximal to the student.
Specifically, campuses may improve racial understanding and facilitate positive student
outcomes by encouraging open campus discussion of racial/ethnic issues among
students, offering race awareness workshops, and encouraging (or requiring) ethnic
studies courses. These activiiies can be initiated on campuses to heighten student
awareness and promote better educational outcomes (racial understanding, social and
academic self-concept, persistence, etc.). Finally, activities to improve both faculty
sensitivity to minority issues and overall student-faculty contact are also a promising
means to both improve the racial climate and promote positive educational outcomes.

It is also important for college administrators and faculty to recognize the value of
and support the many avenues that students can use toward successful educational
outcomes. These may include activities that are not within the mainstream of college
activity (such as work on alternative newspapers, minority student organizations) that
both engage the student in campus issues and enhance ethnic pride. Although campus

protest is a sore point for many administrators, there are important messages that are
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conveyed through such student activity. Students often bring up issues that are of moral
concern, issues the institution should be addressing, and they highlight inequities that
may help reorient institutional priorities. Moreover, campus protest may be a signal that
students do not feel valued and are trying to reassert their recognition as a vital part of the
institution. Thus, while campus protests may be temporarily disruptive, this type of
student activity can have positive effects on outcomes for both the student and the

institution.

Limitations of the Study

Two limitations of the study that may alter interpretations are that a) longitudinal
data had only two time pcints and, b) there is the possibility of non-response bias. The
approach here to the racial climate was to review environmental effects in an exploratory
fashion. Since many of the causal links were somewhat ambiguous, all of these
interpretations and conclusions should be tempered with a recognition that the key
independent variables—measures of perceptions of the racial climate and race-related
behaviors—were measured concurrently with all the dependent variables. Under these
circumstances, as shown in the discussion of causal models, some of the causal
connections may actually operate in a reverse manner. For example, it stands to reason
that students who increase their interest in promoting racial understanding would be more
likely to take an ethnic studies course, discuss racial issues, participate in a race awareness
workshop, participate in campus protests, and socialize with other races than students
whose interest in this goal declined shortly after entering college. Such reversals of
causation are especially likely when it comes to the dependent variable of persistence,
since staying in college increases one’s opportunities to participate in such race-related

activities. Clearly, such ambiguities can be resolved only in future research that is able to
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use at least three time points, where the presence or absence of behaviors can be
established at the second time point and final performance on the dependent variable
measured at the third time point. Still, this study has laid substantial groundwork for
identifying the key components needed to develop and test more definitive causal models
when such data become available in the future.

Although the study covers student experiences at 116 institutions, it was limited
to institutions where there were minority respondents. All mailed surveys face the
problem: of non-response, with minority students among those who are least likely to
return mailed surveys. Therefore, there is the possibility that negative perceptions of the
climate may have caused some students either to drop out of college or refuse to answer
the survey. That is, it could be argued that the most dissatisfied students have been
underrepresented in the data. However, the results suggest that minority students who
were the mosi negative about the racial climate were actually more likely to be retained.
One way to check these results in future research is to use respondents’ perceptions of
racial tension on each campus to examine possible climate influences on the non-
respondent group. Since information on college outcomes is not available for such
students, one can obtain retention data from college registrars for a subsample of non-
respondents and combine this dependent variable with controls for their student
background characteristics and most institutional characteristics. These analyses would
help determine if, for example, racial tension maintains a positive effect on persistence
and academic achievement among non-respondents. A second way to test these effects
would be to try various weighting techniques to see if results differ significantly. These
extensive analyses should have priority in future research projects.

A final limitation of the study is that, despite the large and diverse sample of

institutions represented, there was lack of specific information on some aspects of
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institutional context. Specifically, campus histories regarding race-related issues, and
student participation in specific programs or ethnic student organizations provide
important information about the immediate context of the campus racial climates. Thus,
in many cases, the actual mechanisms whereby environmental or structural characteristics
affect campus racial climates were left open for interpretation. Results here suggest
specific areas for future areas of in depth research including: fiscal policies that represent
programs that promote favorable racial climates, historical changes at the institution that
accompany enrollment diversification, the role and nature of student activities that are
outside the mainstream of college activities, and other proximal environments (peer and

faculty environments) that affect the campus racial climate and educational outcomes,
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UNIVERSITY OF CALIFORNIA, LOS ANGELES UCLA

BENKELEY - DAVIS - IRVINE - LOS ANGELES + RIVERSIDE + sAN DIECO + saN FRANCISCO SANTUBAHBARA - SANTACGRUZ

HICHER EDUCATION RESEARCH INSTITUTE CRADUATE SCHOOL OF EDUCATION
405 HILCARD AVENUE

LOS ANCELES, CALIFORNIA 20024.1831
(213) 825.1928

FOLLOW-UP SURVEY OF COLLEGE FRESHMEN
June, 1989

You may recall that when you first entered college you participated in a national research project by
completing a questionnaire at the beginning of your freshman year. We are now conducting a new
survey to follow-up students who responded to this freshman survey in 1985 and 1987. We want
1o know about your experiences over the past few years, especially your experiences in college.
The results of this survey will help to improve higher education programs at campuses across the
country. ’

We ask that you help us by completing the enclosed questionnaire and retumming it in the enclosed
postage reply envelope. Please complete the questionnaire even if you witivirew from college or
changed schools. We are very interested in learning about your experiences in college, no matter
how long you attended. The information you provide is confidential and will be used only in
group comparisons for research purposes.

Some of the colleges that participated in the original freshman surveys have asked us to include
additional questions designed specifically for their students. If your college is among this group,
you will find an additional page with supplemental questions enclosed in this envelope. Please
mark your answers 1o these supplemental questions at the end of the survey fonn, as directed.
Again, please be assured that yourresponses are confidential and will be used only for research.

We will be pleased to send you a summary of the findings when they become available. Just mark
the appropriate box on the questionnaire.

Your participation is very important to the success of this project. We thank you in advance for
your assistance and cooperation. :

Sincerely,

W&Lﬁ:é’ V724 M

Alexander W. Astin
Professor and Director



OIRECTIONS:
Your responses will be read by an optical mark reader.
Your observance of these few directions wiil be most
appreciated.

® Use anly a black lead pencil (No. 2 is ideal).

® Make heavy black marks that fill the oval.

® Erase cleanly any answer you wish to change.

© Make no stray markings of any kind.

EXAMPLE: Will marks made with a batl-point or
felt-tip pen be properly read?

Q Yes @& No < aimimeceow =1 1B

1. 1 you couid make your coflege choica over agan. would
you stuilt chaose to enroll at the college you entered as
a frashman?
)
-,

O Don't know

T Detinutety yes
—~
‘o Probabiy | would

Probably not
O Detiniteiy not

~N

. Since entenng coliege have you:

Enrolled 1n Nonors or advanced courses
Entotird in an IMerdisc:phnary courss . ..

T2 Uf bewn 3 member of a traterniy
W 30NNy

Had 2 part ime job on campus ...

Had 3 port-ume 10b oft campus.. ..
Worked full ime while attending schoal
Paticipaied in 8 study abroad program . ..
Pasncipated in & coilege 10teINSTIp program . ..

Participated «a campus protests. demonstrations
Bean stecind 10 a student otfice

Voted = ixe 1963 elecion
Graduaivd with honors
Taten reacing Study skills classes . . ...
Pan ed in 9 this

Warked on 2 orotessor 3 research project ........ ..®..
Played footbait or b
Taken remedial o deveiopmentat coursas

Putchaswd & paesonal computer

3. Which option listed below best describes your enroliment
$tatus each year since you entered college?

{Mark ong in each column) YEAR
1:2 3 3
Attenuey my tirst college tull-tme ..., lmm oD
Attended my tust Collwge part-time ...........,.. . ‘®:® DD
Attended 3 ittereni college full-ime e l@ DT
Alteniied @ Uilterent college part-time . ,(D CD @ G)
Notearoited .. elololn
4. Your sex: Mae O Femae O
[ X X ] [ ]

5. Which option usted below bes? descnbes where you lived
durina each year you attended coliega?

(Mark one tn each column) TYEAR .
1 I 213 ' 4
With parents or relatves . . T DT @
Other private home. apartment. room . CRDD
College gormitory ..., . COO®
Fratcemty of soronity house .................. QDD
Other campus stugent housing . ... .. e, QDO @
Other 'Q‘QG):Q'
6. Since ent. g colieqge as a fresh have you taken a isave

of absunce, withdrawn from school, or transferred te another
college? !!f more than one apphes, mark only the mosi receny)
O No ~= Please go 12 question 8.

C Took 2 leave of absence
O wirrew tram scnoo
Or before

Plesse snawer
Quesvon 7

7. Hews imoortent ware each of the reasons
listed below in your dacision ¢ 1ake a
leave ot absence, withdraw from
school. or transter?

{Mark one answer for each reason)

Wanted 10 reconsicer my goals and interests
Changed my career plans

Wanted 10 9o 10 a school with a better academic
reputaon ... ... ... PR .

Wanied a belter sociaiile ................

Had 2 gard 10b otter
Wasn't doing a3 well academically as 1 hag expected. . .
Family responsibiities
Tired of being a studens.

Hada money probiems and could no longer alforg to

attend cottege......... e timrisenttrnriaraianaaans DO®'

Wanied 10 4o 10 3 school ihat offered a3 wider seiechion l " ! ,
of courses or more major held choices ............... () DD

8. What do vou plan to be doing in the fall of 19897
(Mark ait that appiy)
o Allending unuergraduate coliege fuil-lime
O Altending undergraduate collegye part-ume

Allending yraduate of professional school

A 94 training prog
Working full-ttme

Working part-uime

Serving in the Armed Forces

Traveling Nostening, or backpacking

Doing volunteer work

S13y1ng ot home 1o be wah {or start) my tamily

00000000

9. Mark the one circle that best describes your undergraduate
grade average.

O Aaars s O 8- €225 278
QO A B-1325 374, O cnrrs22a
QO B275-324) QO C or tess ibetow 1 75,
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12. Indicate the importance to you H
personaily of each of the : 5 .
10. Please rate your satisfaction with the following: § 53
llege you as a fresh :"f'i

on each of the aspects of campus {Mark one for each em) N H

life listad below. Becoming accomplished in one of the perlorming R

.................. FETED

(Mark one for each item) a3 (acting, dancing. etc ) ... ..... : i
Becoming an authonity In my field . ...... ....... ... L BB D

Science and mathematics courses ........ Ob from my

connibutions 10 my special hela ., .

SOCIM SCIBNCO COUMBES...ovvuenirnriiannenn.., Influencing tne political struciure

Courses in your major field ...................... intluencing social values
General education requirements.................. : Raising & tanwty ... D L T TP
Relovance of coursework 10 everyday hile Having adrmunisiratve responsibiity for the work of others .. £ Z.(5 8]
Ovwrail quality of instruction . . Aeing very well off LAINCAIlY ......eveinenniiinns., EDE®
L vt and Helping Others Wwho 2r@ N ditticulty .. ovoveersnen. ... EDE®
Library tacilives ... . Making a theoretical cantnibution to science............ EZTE®
DIO®; £ TE®M®.
Computer lacilities .................. Prrerraneinad WrIiNG original works (DOSMS, navels, short storres. etc .. & i

’ T YTy 8
O 1o take Y courses. .. .. D@D Creaung artistic work iparmting, scuipture. decorating. ete). = D& B
i

Opportunities 10 discuss coursework and i P! Being successtul in 2 business of myown .. ... fTED
a33:gnments outsice of class with prolessors . . ... ‘&)l@; @' Becoming invoived tn programs to clean up .
o t n . ; 1 b the environment  ...........oiiiiiiiiiiiniiia... DLW
BEIVINES . eesieetieet e, DETO®O I Developing a g othle.....ooov... LoHE R
Campus social e . ............ccooeviiirnnnn.., VEO®®O Py gina acuon program ........... B DIE B
Regulaticns govorning campus Iife......... PR 3!@'@'@:@: Helping 1o promate racial ungersisncing E & &
Tutorial help or other academc assistance . . ...... J‘:G)"E‘@'@' Becoming an expert on tinance and commerce RO TR
Academic advising .. . D@D
Carser counsuling and advising @;@:@'@fo. 13. How many undergraduate courses
Fetsonat counseling . D EDS have you taken that emphasized:
Student housing ...... e e DRERETO.
. . | (Mark one for eacn item}
Financial aid services ...........o.oeeiunnn..... DPTEDD -
Amount of contact wilh faculty and admenisteators., .. 2 (D » T WOUng Shalls . ..o, e
Overail relationships with taculty and agminuirators. 2 @ & @ & . Math/Unaersiand:ng numencal data
On-campus opportunities 16 attend films, | l , ! ' Sciences Scienuhe 10QUINY .. ...l h
concens, erc ......... [T [T e ®|’D‘®"E o) History, Hisioncal Analysis ... PN
Job pl services for students .............. DB Foregn language siills .. ...... ... ... .. ...
Campus health services................. e OB B B
Overali coliege expenence . ........ e, . l@'@ NTCZ

14. Indicate how well each of the
following describes the coilegs
you enterzsd »s a Ireshman.

11. Compared with when you entared
college as a freshman, how
would you now describe your:

{Mark one far each item)

{Mark one for each item)

it13 easy 10 see facuity outside of oihice hours.. . ..... Cevins RS OR

There 13 a great cea) of contormity amang the studen:

General knawindge ... ..., e
Most of the siudents ate very baght ... ...

The adminisiranon 1s open about its policies .

Analytical ang problem-soiving skills. ........ eenn
Knowledge of 2 particular haid or ascipline .......

There 1s keen competilion among most of Ine ! ' '

Ability to think critically
students for hign grades . .................... [T @D

Wanng skils ...,
Course work 13 cetinitely more theoreticat Ihan praciical. . .

Forewgn language skulls .. o~
,,,,,,,,,,,,,,,,, L OO Faculty are rewarded lor (new agvising skuls ... . oy
Religiaus beirels and conv-crions |G}G TID Students have hilie CONTACT with aach other cutsice of class. . :D"é: &
interest in gag LR DT D The faculty 2re Ivpieaily a1 ogds with the campus i I )
Pr for ot pi . COHTO® RAMIMSIEBNON . ..ot iiiiaisienninnre i, Aa‘cs n
Leadership abilites. . . ... O ) Qily sports are i eiereiaa ,@Q ~
Absiity to work (ndependently. .. .. . :@;@ P The classes ara usually inlormal .......o.ooueeennienn..., ,@ )
Interpersonat skills ..................... FTSUU ®TTO Facully Nere respect €ach other . ....................... DD
Cultural awareness and appreciation ............. !@'@ DT Most stuoents are Ireated ke numbers i a book LEE Y
Acceptance of persons liom diflecent racessculiures. & T [esRes] SocCIal activities are overemorasized L TERD
Competitiveness .. IKD [OFe T erges] Thete 15 Litte of no CONLACT Hatween stutents and faculty DEN
Contidence in your academec abiiies .. DTz The student boay 15 30athenc and has lutle  schoot sput DE X
Public speaning abity . ... Slucents rere o not usually sociaiize with rne another . ., 2 & .9
Ability 10 wOIk COODRIAIVENY ...\ eueinre.,... T T T Facully are rewaraea for being goos tedcners ............. DE N
-3 = ® ooe
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15. Please indicate your agresment with
sach of the foliowing statements.

(Mark one for each item)

17. During your last year in

———
| Hours Par Week !

college, how ruch ume
did you spend dunng a
typical week doing the
following activities?

{Mark one for each item)

ooococa

‘“& Fecaral government 1s not doing enough (o promate dizermament . . .
'*® Federal yovernment 13 not doing enough to control < O:OAOiC'OfO':'
vAvwonmental pollution....... Sreteensaneca et tanran., Peereresnaas Soctalaing with friencs .. C?OTOO:0.0}O.’:;
e Federal qovernmant should raise taxes 1o hetp reduce the dehart ... . Talking with faculty outsiie of class. TOOOCTIOS
s deaih penaity should be abolished . . EYTTIrN ExerciSINg/sports. . ...o.oooevueinn.., COEOO;G-O{C jo’
A natonai healih care plan 1s needad 10 cover avervbody's medical cats . Reading fof pleasure.................. [olelalelele/ele
Abortion should be legaiized. . ....... .. [ Using a personat compulter ... ......... OO:O'O}OOECO
tieading in colleges nas become 100 essy.............. Partying ... SO0OoCcOO
The actrvinies of Married women are best confined [0 the home and amty. DDID® Working {for pay) .. C.OIOOEOD;O,C
~“amen should recerve the same salary and opportunities for ‘ I Volunteer work..... cooco O;O O
Idvancement as men in comparable positions ... ... e (D DDD Student clubs/groups T O O QOO0
“nalthy Doopie should pay a larger share of taxes than they do now. ‘G)rQ/.(E Tl Watching TV ..., N - 0,0 [elele]ele)
“130uana should be tegatized . ...... .. e e, .G) DD Commuting 10 CaMPuUS ................ D.0,0.D.OOi0.0
Husng 15 O K it 1t Neips to sctieve racial balance in the schools. ,.GJ DT T Reiigious services. mestings ........... oooocooCn

Cullege othicidls have the nght to regulate student behavior off campus.

Cullege ollicials have the nght to ban Personz with estrume views ' ] [
tram speaking on campus .. s e G)(DCCG)|
Hestisiicaily, an indwidual person can do hittle to bring about ‘ , ‘ I ’
< hanNGes 1N our soCiety .. ... .. .. Creeeeri e @@ T Q)I

" e chiet benefn of a cotlege education s that it increases
nes edoing power . ,........

"t Lest way 1o control the spread ol AIDS s inrougn widespread
NI IESINg .. ... ..., e

“uM beCause & man leels & woman has “led him on * does not

‘@ G).CE (.DI Hobbr

18. For the activitias listed below, pleases

' Worked on an independent research project . .

Discussed course content wih students

220CO000C

indicate how ottan — Frequently,
Qccasionally. or Not at all —
you sngaged in each during

the past year.

{Mark one for each item)

- nuitig hum to han sex with her ....... Ceemreaiinal. renaes . outside of 1SS .. ... ......i.iiilii...,. '<D‘@ ®!
i
Worked on group projects for aclass ................... 1 DT D!
16. Balow are some statements about the Been a guest in a protessorshome....,............. ... bl@ O

ge you as afr
Indicate the extent to which you
agree or disagres.

Tuok 2 mulliple-choce enam
Tutored another stugem

Smoked cigarettes ...................
{Mark ona for each item)
- Falt depressed ............................ L,
. wully here are inieresied in students’ perscnal problams ...... Felt overwnetmed by ait | had to do
*'ust facully here are sensitive [0 the issues of munonles . ...... . Staved up all night
*l.@ curnculum hare has sulfered from taculty over-specisiizsuon. ... .. A Gave a presentanon in claas
“lany students fee! Iike they do not “fit «n” on this campus. ...... veese CD}@KZ)CD. Participated 1n intramurad sports . ..
¢ nulty are committed 1o the welisre of this insutution DT Diszussed racials etnnic issues ........
“liny courses include minosity group perspectives . . B 3’@[ Attended a recual or concen .............
student e [DOD @' Missed classes because ol diness . .....................

Lacuity bere are sirongly i Felt like teaving callege

P URGEIGRABUBICS ...ttt L O D @: Failed 1o ]
Trere 13 a lot of campus racial conthct here . ......... FETURN feee ®|G:'$ O Orank beer. ... .......
Sludents here resent 1akis 9 ISTUHEE Courses outside thewr major ..., . DL D! Orank wine or Iquos .. ..., .
2ludents of wilferent racial. ethnic orniging communicate well , l i ' Recaived career vocanana! counseling

with one another .., cereareean Peerase it e, e @KD.@.Q} Received personal psychological counseing.. . .....,..
Camuus agministralors care hitie about what happens 1o students . @3 Ta. Partiipated 1n campus protests, demorstratians . .. ... ...
Irere i3 itite trust betwean minordy student groups and campus i Took an essay exam

BSOS . i [T PPN e OO D Received tutoning in courses .
Faculty here are positive about the genersl education program. .., ... .., @@ D i Redd the student newspaper ........
“luny COUISAs include feminist perspectives . DOT D Socialized with sameone of another racial. ethnic groug.
tere are many opportunities for facuity and students 1o | i ! Discussed panncal socal wsues. . . ...,

TUCIANIE Wlh ONE UNOINEr L. | OlerkésYar) Had a class paper crinqued by an sttuctor . L.
- UmasIratons consuder tacully concerns when maong poley . .., DCSCZTO

KUty fewd N3t most students here are well prepared academicaly . . BT,

L X X J [ ] — 4
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19. Please indicats /A) the highest
degres you Fave earnsd as of
June 1989 and (8) the highest
degres you plan to complets.

(Mark one in each column)

None ......... ettt e et eaaa,
Vocatonal certifieate ................ ITTTTIN
As$30Ciale 8 degree (A A or equivalent) .........

Bachelor's degree (BA, B S, etc.) ...,

Master s degree (MA.. M S, etc.
PhD orEdD ....... eeeeiaaaes .
MD.DO.DDS,0rOVM.....cvene.n....
WB.orJd0 (awh......ouvvan.n... PETRPIN
80. ur MDIV. (Dwinnty). ...,

20. How would you characterize your political views?
{Mark one)

Far teft O
Liberal PP (]
Middie-of-the-rosd ... OO
Conservative ......... o
Farrght ............4 Q

21. Rate yourself on each of the toilowing
traits as compared with the average
pearson your age. We want the ———
most accurate estumate of ; !
how you see yourseif.

(Mark one for each ttem)
Academic abdity....... IETTTON PP
Artestic atriaty .
Onive 1o achiav

25. Please mark your
probable careers
occupation below:
{Mark one}

Accountant or acwary ... O

Actor or entertaner . ..., (o)
Archutect or urban planner . O
Artist ..O
Business (clercal) O
Business executive

{managcment,

admivistrater) ... ... )
Business ovrner or

peoprietor ... e O

Business salesperson
or buyer .

Clergy (minster, priest) .. .O
Ciergy (other religious) . . . Q
Chinical psychotogist ... .., o
College tescher ..........00

Computer programmer
of anaiyst .,

Canservatontst o forester. O

Oenust including
orthodontisy) ....... O

Owetitian or home
#conomist

Engineer ., .

Foregn service worker
bincluading dipiomay. ... .. o

Homemaker (tull-ume) .... O
interior decorator

{ncluding designer). ... .. o
Interpreter tiransiator) ... QO
Lad technician or hvg»emsl.c)
Law enforcement ofiicar .. O
Lawver {attorney) or judge. . O

26. How important are each
of the following reasons
for your career choice
or career preference?

(Mark one for each item
Job cpportunites are
generaity avavable .. ............

§ enjoy working with the kind
of pecple invotved In ttus held. . .

The work would be interesting

This 1s & well-paving career

This choice satisties my
parents hopes ... ... ...,

| fea! this enables me 10 mase
3 CONENDUNION tO SoCiely . .

Thate are ooporiunities for

fapud career advancemeni.... ...,

There are coportunities

tor freesom ol action . ...........

27. Indicate how important
you betigva each prionty
listed below is at the
college or university you
antered as a freshman,

{Mark one for each item)

To the d

of students

To help students examine and undersiand

their personal vetues

To the
" e facully and samn

To deveiop 4 sense of community a
students anu tuculty ... .

mang

|

§. 2 .5".‘
.‘: £
£ 5!

o 3 8,2
.z ¥ 2.

Mathematical abitity Military service (career) .. ‘O To develop lesuership abiily 4Mong studenis.
Physical heatth ... ..., Musician fperformer, To conduci basic and apphied resesrch ... .. [olo]lol
Populanity .. .., . composer) . Ol taise monay for the wnsulution ..., ,,,,,, QOT D
Sall-contigence untelleciuat) Nurse ....... Ol develop ieadership abinty among taculty . @ D@ ©

3 i
Seit-confisence (s0ciai) Ootomatriss ... o To iicrease (he representation of women b
Wewing ability .. ..., Pharmacist............... o N the faculty 3nd admimisiraton ., .., | DD (]
i . i
Ustening abaluy Physician .. .......... =) To tacit.qate student invoivement in | ' ' |
School counselor ......... o COMMunily service achivities ........,...,,, @D QD
22. Your religi f. o: (Mark on - T
¥ {Mark one) School principal or To hein students learn how 10 Bring about Pt :
Bapust . o] Meihodist .. ........ O supenniendent change «n Amencansociely . .............. :G) [#2] ©
. o
Buddhist . . QO Prestytenan . ... <. QY Scwntic reswarcner To heip soive major social and R U
nal . | 1 . .

Congregational (UCC) O  Quaker............ o Socsal, waitare o environmental problems . .l(D G);Q’@,
Eastern Orthodox ..., .., .. O Roman Cathatic. ... O recreaon worker .......Q To mantain 3 camous etlimare whern P! I !
Egiscopat .......... . L.O Seventn Day Stavstcian, . . .. I O | uiMerances of opinion can be aredopenty.... @ DD D
Istamic . Q Advanust......... O rheravist pnysicar, To o presige. DD D ©
Jewsh .., O othere . Q - speecn) ... O To devetop among stugents and facuity an I !
tanter Day Saints (Morman)... O Orher Raligion .. ..., O tescner o sdmIsiratorn 25TCCIANGN Tor 3 Mulih-Culturas socicty ... QDD
Lutheran ..., v, Q None......... e O teremantaryy ......... N Ta tute taculty “stars .., N olnlaio)
Teacher or To and cut costs.. QDD D

23. Are you a born-again Christian? O Yes O Ne

248, Are you: (Mark one)

Not presenily marniea, Q
Marnied. wing with spause o
Married. not Teving with spouse . ..., (@}

lsecondary)
Veterinanan . .,

Writer or journatist . ..

Shulied traces ............ (@]

Other.........oooen.. ., Q

Undecded ... ... .......,. (]
—5—
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To tecrut more minority students

Ta enhance the insutution s national image

TuLrcate & posiive undergraguate experence.

Ta create 3 divarse muit cultural

vnviroAment on campus ... ...

L @@TD

TDCTD
DD
o I
jaJesTeaken)



1Mark oniy ane in each column)

‘D Undergracuate major (hnal or most recent)
2 Graduate maor (omit of you do not plan to go 10 graduate school)

ARTS AND HUMANITIES

Al Line ana applied .. ..., W@ Asuonomy ....oeeneenenn.... @

Atmosphenic Science

{ngush {lanquage ana
tinch. Meteoralogy) .......... DO

1faturey .
reniory L Chemstry ...,
- winatism Earth Science, .

Manne Science (incl.
Oceanography).............. (]

Mathematics.

1unaudge and Literalure
«weaept Enghsh) .,

e .,

Other Physical Science ..

PROFESSIONAL
Architecture or Urban Plznning. D@

“thes Ans and

HuUMdnities .. @ Home Economics............. QD
BIOLOGICAL SCIENCE Health Technology (medi-
Wiy igeneral ... ... @@  cal. denral, taboratory) ... oD
- vhemistry of Law ., @
TNYSICS L, D@ Library, Archivat Sciance ... .. Q@
Nursing

Pharmacy

Predental. Premedicine,
Preveterinary ............... oD

*lorotioloqy of

Pacletiogy
Hhia LIRS Thetapy (occupational,
o Biological phvsical. speech)............ DD
PR L, @G Other Prolessional ........... Q@
AUSINESS
A counuing

rviiess Adminigiration

Cenatal) .- Ethare Studies ...,
P NINCE e W@ Geograpny
Maeing L. D@ Political Science igov't
Sansgement ...l (] @ international relations) ... ., QT
suretanal Studies .. ..., @ paycnoiogy
et Business ..., @D socrar Work
EOUCATION
< wness Education ......, DD women s Siudies
~ . mentary Education ..., @@ Orher Soctal Science ...
i of Ast Educaton ... D@ TECHNICAL
Buiding Trades .............. DO

Fovacal Education of

rredton. . Data Frocessing or
Lecungary Education Compuier Programmung . .. ... [en]er]
Liecidl Education . .. . Dratting or Design ........... [151es]
totter Educanon ., ........ @@ eecrronics .................. (]}
Mech.
ENGINEERING ehames
Other Tachnicai, . ..
Avranautical of
Astnnautical OTHER FIELDS
(.-.,.ng»nnq ............. [ X ] Agricuiture .., ,,,,,. e D@
et Engineenng L., oD Communicanons
Cremcal Enginewning . ... . D@ vadio. V. eic)..............

Fleciniedl of Electrome Computer Sciencs

Cugneenng L @@ Forestey ............
st Enuineening ..., QD @  Law Entorcement DD
St hanieat Enginenning .. @@ Miitary Science @
! Engineering .. Q@@ oter Freig . ..... L. D@
Undecided . ............... oD
L X X J [ X ) e

28. Below is a list of ditfersnt major fialds. 29,

PHYSICAL SCIENCE 30.

............... 32.

. The Higher Education

if you have attended rmore than ono_undergraduate coliege. please
write in the name and location of the current (or most recent)
college attendsd. (Please print)

Institution

if you have besn admitted to a graduate or professional school, please

write in the name of the nstitution and its location. {Please print}

State

institution

. Please provide ihs following information about yYour scores on the

tests listed beiow:

GRE: Verbai U:D GRE: Quantitative D]]
wsar [ [} mear (] ]

Would you like to receive a copy of the resuits of this survey?

QO Yes G Ne

34. Pleass provide your Social
Research Institute at UCLA Secunity Number:

activély encourages the

colleges that participate in DO DOD
this survay to conduct local ooCicoicmoo®
studies ot their stuganre it
your colleqge asks for a tape CODRTDDDD
copy of the data and signs DDOIPDDDO®
an agreemant to uss 1t only GOOPOOIPOE®
for research purposes. do DOSCIODOETOD®
we have your permission
to include your ID number DOOOOOVPED®
in such a tape? COOTTDTDD®
QO Yes O No [olofolIOIHIONOIO)
[OJOIBOIO] OINTOTO)

ADDITIONAL QUESTIONS: If you received an additional page of
questions, please mark your answers below:

35.
36.
37.
38.
39.
40.
41.

56,

FirstNamn:L[ I l IWLI I
Last Naive: i_;_Ll | { l l ] [

D@ 2. PODE® 49. BDOO®O
DOODD 3. POCTD 5. D@DDD
DOO@® LI OIOIRIONO] 51 D@O@D
TOOO®D® 45 DOO®®D 52. DOXOD
BDOO@O® 8 OO 8l DDO@®
DOTDD 7. DOQTD 5. DOOO®

DOOD® 48. DOOB®O®

State

Please update the name and address information printed an the front

page of this questionnaire:

[ T[]
[T T

MI:D
T

J

|
I

Street Address,

(

NN LT

LTI

[
City: l l ]
State: ZIP Coda: |
Area Code: [ I ] Phona:[ J_l I 'I I [ m
Birthdate:  Month: ED Cay: D] Year: Dj
THANK YOuU!
Pt [5) W )] @ )] ()]
ease return
your complated o o O D o S
questionnaire in D [¢2] @ @ @D [e2]
the postage-paid f¢>) @ @ [¢] [e>] D
envelope to: @ @ @ @ @ @
Higher Education ® @ D @D ® D
Resaarch Institute ® [} @ @D @ @
2905 W. Service Rd. ~ .
Eagan. MN 65121 | - @» @ D D @
] @ @ @® @® @®
[ D 'D 3 kX 3)
-6 — @ ) @D 2996 Qurstar 950 24321

F1TT
LT TTTTT
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o
™

2LEASE PRINT: YOUR NAME When were you born?
- First Midd!e or Maiden Last
O HOME STREET ADDRESS | l II | || l l
) Month Dasy Year
STATE ZIP CODE Area Cods Haome Phone No,  (01-12) {01-3%)
I g AT T e 1985 STUDENT lNFORMATION FORM o e B At v R SR
- t EEEETERTN BTN

C =

AT

*fees . N S
Your responses wnubcrud by an optical
mark reader. Your carsful observance of
. these hwumplcrulumllbomonnppn-
clated.
-u..gﬁmmmmo zblduo
© Make heavy black maerks that fill the circla.
© Ercae clesnly any answer you wish to change.

"Dear Student:

e - ‘..;.-..

-« The information in this form is being collected as pln ofa conlinumg sludy ol hlgher
cduclllon conducted jaintly by the American Council on Education snd the Univenity of
. California at Los Angeles. Your voluntary participation in this resesrch is being solicited in *

r di

‘oeder (0 achieve a better

of how

are affected by their college experi- -

ences. Detailed information on the gosls and design of this research program are furnished
-in research reporis available from the Higher Education Research Institute at UCLA. , ,
identilying information has been requested in order to make subsequent mail follmv-up

- studles po«iblc. \our response will he held in the strictast professional conl‘idtnce. “‘_‘-

®Maka no stray marhings of sny kind. .. 1} - N . - ke mreas PN AL
. Dam e a i ey :
EXAMPLE: . . oy 1o vpmanmiadaiy . = Sincercly, (W MM‘ Rl
:"m":::""m ! 6" - ; PLEASE USE #2 PENCIL T\‘ - -i. # Alexander W, Astin, Director s
oroperty LqYes. . LMo . ! - Higher Education Research Instl
A — 8. Where did you get the monaey to pay for 13. What is the highest academic ; 3.
MARK IN THIS AREA - | GRP. college this year? (Writa in actual dollar degree that you intand to a ‘:‘i:'
ONLY iF DIRECTED CODE amounts; writs “0” )f none} obtain? s =
- s s
s § 2<
[olololololololo)e BIo) ,ﬁ"::‘" and scholarships. _— {Mark one in each column) F S
s
QOORCQVVOCDW| | Aoans ... | e L0000
blololololololnlamlo] Par . "l Vocational ceruticate . ... ....0..C
— P4 ants and/or spouse . .
2 ®@@®®®@€®@ Other sourcas .. ... .|8 (AA. or eq m ...0..0
;)@(.‘ w@@@@@@c Bachelor's degree (BA. BS, etc.} C O
P-4 7s. How many persons are currently depandent =
TLIBIROEIOY 20 your parents for support (include Master's degree (MA, MS. etcy . . . (). . )
DEOTORROTIOIOTORC 010 ¥ t and your p. o PhD.orEdD. . ........... Q.. 0
BACIOIOROTOIOTORG OO 10 20 3T ¢35 8o, = M.D.D.0.0DS.or DVM. . ... Q..C
A = S A -
2 LX ': ':.: :': HY -ﬂ@ @\!‘ : 7b. How many of these dapendents othar than LWB.orJO flaw ...... ...0..0
‘J LAT LT TAT 3T yourself are currently attending calleger 8.0. ot MDIV. Qwinuyy ......C.. 0
. N
Nene: 1Q) 22 3ormore Other . ........... ..0..0
8. What was vounvnuz-gudnmhigh school? 14. Whare do you plan to live during the fail
1. Your sex: Male. . O Femaln.\. O (Mark one) Aor A+ 8 O c O term? If you had a choice. where would

2. How old will you be on Decamber 31
. of thys year? {Mark oney

16oryounger . .. Q) 21-2¢ .....0O
17 .. 25-28 .....0Q
18 30-38 .....Q
19..........0 40-53 .....0
20..........0 Ssoroner...Q

3. Are you 2 twin? (Mark one)
No..........00 VYes. identcal.
Yes. fraternai.

O

)
]

4. In what year did you graduste from
high school? {Mark one)

19485 . O 0d not graduate but

1983 ......(Q0 passed G €D rest.
~

1983 ..... +\~ Never completed

1982 or earlier, ") high school .. ..

9. Are yuu ensolled (or enrolling) as »:

Mark ane
( 3 ) 3

(Note Pleasechack that your penci markings

Full-ime student?
Part-ume student? . .

a-Q 8-C

g+ ¢ Q

9. Where did you rank academically in your

high school graduating class? (Mark one)

Top20% ....0O Fourh20% .. QO

Second 20% . . (O Cowesi 20% .. O
Middle 20% .. QO

00O

10. Are you: (Mark one)
Not presently married
Married, living with spouse . . . . . .
Marrnied, not iving with spouse . . . .

11. Prior to this term. have you ever taken
courses for credit at this institution?

Yes....O No....Q

12. Since isaving high school. have you ever
taken courses at any other institution?
{Mark atl that apply
n each column) Credit Credit

No ...... OO

Yas, at a junior or comty. college . O e O

For Not tor

Yes, at a four-year college or
university

Yes. at some othar postsecondary

you have preferred to live?

(Mark cne in each column} ra

Play
To Live To Live
With parents or relatives . . . . o ..
Other private home, apt orrm, . |

College dormutory . . ., ., ..

000000

J

Fraternity or sorority house
Other campus student housing .
Other
15. Is this college your:
First choice? . . J
Second choice?.
Third choice? . . O

{Mark one)

00LOOK

Less than third
choice? .. ..

16. How many miles is this college from
your permanent home? (Mark one)

Sorless .} 11-50 .01 101-500

6-100 51-100 ) Morethan500

17. To how many colleqes other than this one
did you apply far admission this year?

Noolherlx) J.O 5 O

O 2.0 4.0 6ormoe.C

+
Note: It vou applied to no other college.
skip 10 1tem 19 un Ihe neat paqe

18. How many othar acerntances did you
recewve this year? (Mark ane)

X ~ -~
are compietely darkening the circles. Do not school {For ex . technical. None ._ 1. 3.0 08 ... O
use penormake « ‘s or X 's. Thank you.) vocational, business) . . .. ... ... 2.0 4.\ 6Gormore.._
3 CE) s e e . S v ko 0 a4 s a3 s 7 & vhe voa o2 a0y s 1 & ad3 s o4 . DD

IS GRS WS SN 2 CYn S M
> e 3 »
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wm 19. How much of your first year's educationai ex-

a. My Own or Family Resources ; _:
. -

b. Aid Which Need NotBe Repaid © <4

c. Ard Which Must Be Repaid

d.Other Than Above

penses (room, board, tuition, and fees) do you

expect tocover from esch of thesources

listed below? (Mark one answer >

for each possible source) s
b -

%09,
Soq.
%.J
vy

000000

Parents. other relstives or

friends O
Spouse .O
Savings from summer work . o
Other savings .........Q
Fuli-time job whilw in college .O

Parni-uma job while in college OO OO

PaHGum............‘
Supplemental Educationat <1 {4
Opportunity Grant . . ... OOOO
State Scholarship or Grant OOOO
College Work-Study Grant . O O
Collage Grant/Scholarship H

(other than sbove) . .. ...
Corparzia Tuition Assistance .

000.:.Q.

e

Other private grant . .. ...
Your Gl benefits . .. .....
Your parent’s Gl denelits . . O
Quner government ard (ROTC,
BIA, Social Secunity, etc.} . .

0000..
00000 O
O GOOO0O0

Federal Guaranteed Student
Loan ... .. i
National Direct Student Loan O

o0
cC
Other College Loan . .. .. OOO
019

Qther Loan . .

o0GO’

.....0COT000

i) vo:a are receiving any form of aid indicated in
sections b or ¢, ple answer Question No. 20.
Qtherwise go on to Question 21. .

—~—re o

20. Was the aid you are receiving awarded
on the basis of:
{Mark all that apply)

Academicment ........,...

Yes No
0..0
financai need OO
Q..0
0..0

Athtetictalent . ............
Other talent {music, art, atc.) . . .

Other OO

21. Were you last year, or will you be this year:

24, For the activitiss below, indicate which
ones you did during the past vear. If you
d in an activity { ntly, mark
®. H you angaged in an activity one or
more times, but not frequently, mark ©
(occasionally). Mark & (not at all)
if you have not performed the
activity during the past yveasr.
{Mark one for each item)

,

e, "
g,
" oy

O,
Mo,

Used a personal computer . .
Played a musical insirument .,
Attended a raligious ssrvice .
Participated in a speech of
debatecontest . . . .....

AP ® OG-
® 0w

Elected president of one or
more student organizations .
Was bored inclass . . .. ...
Had a major part in a play
Waon s varsity letter for sports . .
Failed to complete a homework
assignmentontime .. ....

@B 6 O
Blolala)

Ql
@
@

Won a prize or award in sn
art compattion .. ... ...

Edited the schooal paper, yaar-

®
5}
®

book, or literary magazine . . @@@
Tutored another student . .. .E G &

Asked a teacher for advice

afterclass .. ..........@C®
Par na RORORCY
Did extra (unassigned) work/

reading for acourse .. ... .@’§. =
Was a guest i a teacher's home . E ai .
Studied with ofher students . . . (&) S &

Oversiept and missed a class
or appointment [
Smoked cigarettes . . .. ... .
Performed volunteer work
Missed school because of iliness.
Attended a recital or concert
Drank beer ..........
Stayedup allnight . . .. ....
Felt overwhelmed by alt |
hadtodo .............

@
2" .2)

e

00 PRHMOHO®
@)

(31003103 ()
2,12,

@0
@,

©)0)
2°.12)

17

Felt depressed

25. Rate yourself on each of the following
traits as comparad with the average
parson your age. Wa want ths

26. In deciding to go to colleqe, how .
important to you was each v

the following reasons? I
$
s 2.
{Mark ane answer ror s &
€330 pO3siIoly reason) f& Fd
H

@®
i

To be adle 10 get a better job . .
To gain a general education and
apprecration of i1dess . . ... .
To improve my reading and
studvskils . . ..., ,....
Theee was nothing better to do .

@

To make me a more cultured
To be abie to make more monw.@
To learn more about things

thatnterestme . ........ 0@
To prepate myseit tor graduate

or prolessional school . . . . @C“ 3
My parents wanted me 10 go . @G/ @
lcouldnotfindaob...... @C
Wanted to get away trom home @ @ @

®© O ® Ow,
o0 60 ©
D OO

€

<

A
3

2,
2

27. Do you have any concern about your
abihity to finance vour college
education? (Marx one)

None | am contident that | will
have sulticient funas) . . ., ., . O
Sorme concern (but | will probably
have enougn funas) . . . . .....
Major concern (not sure | witl have
encu3h funds to co~plete college). =
28. How would you characterize your
political views? %lark one)
Fartelt Lo ..., [ERS
Liderat . .. ..

e

e .0

Miaz e-of-the-road . ... . [N c
O

O

Conservatve .. ........
Farrsat ., .,

29. What 1s vour best esttmate of your
parents’ total incomne last vear?
Consider income trom alt sources
before taxes, (Marx one}

D Less :man $6 000 ' $35.000-39 999
D $6020-9939 O $40,000-49,999
Ds1000-13999 T $50 000-59.999

C 515000-19999 1Y $60 €00-74 999
(2 520 000-24 933

2 375.000-99,999

1984 1985 most accurste estimate of E] & = =
Living with your parents {for more  Yes No|ves No how you see yoursel!. S 3 $ §1_s25000-29 993 T $100.000-149.999
than five consecutive weeks) . . . .G &{Y », {Mark one in each row) F s & 75 [Zs30:00-32099 2 $150,000 0 more
Listed asadependant on your parents’ & 3 v'. n:u ~2" 30. What is the highest level of tormal
Federal Income Tax Return . . ., @@ \f)'ﬁ' Academic ability . ., .. OOO‘: O a#ducation obtained by your parents?
Recerving assistance worth 8600 Artistic ability . ., , .. OO CQ 3 (Mazs one 1n each columny
or more from your parents . . .. . Q& Y'H Drive 1o achieve .OCCZTO Father  Mother
22, Are you: {Mark all that apply) Emactionat health , , . OG C C O Grammar scrool or less . : e O
White/Caucasian . .. .......00u0.. O Leadership abilety . . . OOO:O Somre ~gh school . . O
8lack, Negro/Afro-Amencan ., , e O Mathemancal abuity OCC‘)OO High school graduate . . :) e O
Amercanindian . . ... i i e s O Physical heaith , , . .. OOC OO Postsezondary school
Asian-American/0nental . . . ... ..., ., O Populanity . . ., ., . OOCCQ ather than college . O e
Mexican-Amernican/Chicano . . . .. ..., . O Sell.conhdence Somre college ., . .. .. C N C
Puerto Rican-Amernican . . .. ... ..., O (intellectual) . ... .. OOCG’) Conese gegrea ., . .., C :
Other ............. e e O Seif-conlidence {social). 3(/ : :: :‘ Some jracuate sehoct . . : . C
23. Are you a U.S. citizen? . . OYes :/ No Writing ability . ., . . . C‘OOC": Grac.ate cecree . . .., C‘ O
H O —2-
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1. Mark only three responses,
gne M each column.

@Vow mothar's occupation
@Vour father's i
® Your p e carear
“E. if your father or mother

( ~sased, please indicate his
of her last occupation.

Accountant or actuary . . .. ...
Actor or entertamner . . .. .. ...
Aschitect or urban planner |,
Artist . . oLt ee i et
Business (clercal) . .. .......

OO

Business executive

Q! Y.,

awnaer of p N
Business salesperson or buyer . .
Clergyman (mimster, priest) . .. .
Clergy tother religious) . . .,
Chnical psychologist . . . . ... ..
Covege teacher . . . .

Computer programmer or analyst. .
Conservationist or forester . .
Dentist including orthodontist) . .
Dtetician or home economist . . . .
Engineer . . .

HORNDDOIOOOD® OODOD

VIVIVIVIVIVIVILIOTOIVIOIV)

Farmer or rancher . . ... .. ... fod)
Fore:gn service worker
A
tincluding diplomaty . .. ... . (ANL4
Homemaker (full-time) . .. ... . @ ;‘:'
Interior ducorator
-~
*~tuding designer) . ...... ML

C

preter {translator)

1A
@)

N
‘

POARPLEIDVANG OO0 AAGRRNRARNAERNOO ARG

32. Below are some reasons that might have 34, Current religious preference:

RO
35. Are you 8 born-again Christian?
Yes. . O No. . O

36. During high school (grades 9-12) how
many years did you study each of the

A college rep. recruited me . . . .. None .

The athletic dept. recruited me . .

inﬂqcncod your decision to attend this i {Mark one in each columni . ;: '.:

particular colle °. How in}pq ant - & . i < 5
10 some herer(Mark one answer  § 5 & =i
::rc::’::‘r::o.sr::bla reason) 53 f.sg Bapust . ..o ®§':.l ‘.'-‘f,
NS Buddhist . .. ... NOLIE
fFEL Congregational (U.C.C) . . . @ & ™
My relatives wanted me tocome hera. ¢ (3) ') Eastern Orthodox . . . . . . D E) ()
My teacher advisedme .. .... @?@ Episcopal . ... ... @@@
This college has a very good istamic . ... .. @@@
academic reputation . . .. .. .. @@@ Jewish ... ........ @@@
This college has a good reputation Lanter Day Saints (Mormce:). @@@
for its social activities . . ......©@® Luthersn . .......... QD@
1 was offered financial assistance. @‘9@ Methodist . . . ..... @@@
This coltege offers special Presoyterian .. ....... QO D®
educationsl programs , . . .. .. @@@ Quaker (Saciety of Friends). @@@
This college has iow tuition . . . . @@@ Roman Cathans .. ..., @@@
My guidance counselor advised me @@@ Seventh Day Advenust . . . @@@
1 wanted to tive near home .. .. .@@"7 Other Protestant . . . . . . @@@
A friend suggested attending . . . ROXOIO)] Other Refigion . . . . (o101~}

(OJOI0)]

OIBIO)]

This colirga’'s graduztes gsin
admission to top graduate/
professional schools . . . ..... @@@

- ~ d
This college’s graduates get good obs. ¥ ‘S« (',“’4"',‘:‘:':,';,'-’, ]:,b'""’ o ‘é’
Not otfered financial aid by first each item) F . >

choice college . . ... .. e @ QQ‘) English . .. ... @@\?J
33. Do you have a disability? (Mark all that apply) Mathemaucs . . . @ % L
None . ...!D  Learning disabihity . . . . (D Foreign Language . O 1)L
Hearing O Heaith-retated . . . . .. Physical Science. . ‘e‘ﬂ‘@ I,
Speach. . O Partiaily sighted or blind . ‘3 Biotogrcal Science . O A \i
Orthopedic. <) Other ........... History/Am. Govt. . ' (v

LAV

) 8)8).2)
&
~

$ S

Lab technician or hygierust , . . . . ‘r, h.& 8E SURE TO‘ ANSWER QUESTIONS Computer Science. ) ~"/: !

Law enforcement officar . .. .. . (O 34, 35. AND 36 Art and/or Music . "0 %

X A~ . 35, .
Lavwyer (attornevior judge .. ... (D'EWw e e : - - Disagree Strongly
Military service {career) . . . . .. . 1w, M. | 37. Mark one in each row: ®® Disagres Sumewhat ——{
—- Agres Somewhat .—'

Musician (pertormer, composer) . . {JIM" The Federal governmant 1s not doing enough to protect the ®Aq'" Strangly q ~ -~
Nurse . ..... BRI (r) 6w consumer from faulty goods and services . . . . . . e @y
Optometrist . . ..o v vine el "){':‘ The Federal government 13 not doing enough to promote disarmament . . . .. .. .. @ml D
Pharmacist .. ... .00 i @’Kv The Federal government 1s not doing enough to control environmental pollution A 0
Physician . . ... ouivvnne s ‘-a M The Federal governmaent should do more to discourage energy consumption . . . .. . WO v
School counselor . . ...... @" The Federal government should raise taxes to help reduce the delicit . O DI
Schoot principal or superintendent . 9(;)@ Federal military spending should be increased e e . ;: l:
Scientilic researcher . ... ... @-;) | Nuclear disarmament 1s attainable . ... .. .. e e . T
Social, wellare or recreation worker. r‘n ""3 ;;‘ The death penalty should ba abolished . . . . .. . P Xy ;
Stausucian .. ... ... .. @@‘Ey A nauonal heaith care plan 1s needed (o cover everybody's madicd! costs ER
Therapist iphysical, Abortion shou!d be 1egalzed . . . . v v v v vt v it e e e ’{,’D

accupational, speech} PO @ 7’: @ Grading 1n the hegh schoois has become tooeasy . . . . . ... e e .2/ 3
Teacher or adminmistrator The activities of married women are best confined to the home and family [EYRH
{elementary) . . . .. e . @‘?} E; A couple should live together for some ume befors deciding fo get married . . . |3;, '\f,’uj
Teacher or admemistrator Woman should receiva the same salary and opportumties for advancement 3s

(seconddry) . .. ...... ... @@@ men «n comparable posiions . . .. ... . f e e e @G\ ;)'“
VeIennardn . .. ... 0. @'1’:"“_"' Wealthy people shouid pay a largur share of taxes than they do now . . . . .. e @ '1\' 2 )
Waiter or journabist . ... ., @ EJ ':9 Maryuana should be legabiged . . . . . . P T T N @\1‘ 1: o
Skilled trades . . . .. vn ... .. W Busing 1s Q.K. if it helps to achicve racial balance in the schools . . . ... oo v RORXEIRN
Otner L. B A 1t 1s important to have laws prohititing homosexual relationships . . .« « o o oo v e s @y 7
(! SN ® College officials have the right 10 regulate student behavior off-campus . . .. ... .. @ ? Z ';:
Nbarer tunskalled) . . . .. . L Faculty promotiens shouid be based 1n part on student evaludlions . . . . . « -« - - . . RO
Semi.skilied worker . ... . . Coulleqe otficiais have the right 1o ban persons with extreme views {rom speaking on campus . 7 Vo2 .
Other occupdtion . . . .o v v v v u .. Realistically, an individual person can da hittle to bring about changus in our SoCiLty., . . ) :’; 1 3
Unemployed . ., ... ... ... ... The chiet benehit ol a college education 15 that it increases one s earning power. . . . \._:J \"_3 b P
a b vEr o s . ey e @ odv v & 2 a3 & 3 @€ sba o voa 3 a 3w 1 e« sby 1 2 ©oa e e

. T SN A S0 SO G0 E
DR A )

. tyl n
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am 38. Below is a list of different undergraduate major

Mark only

leids grouped into

one circle to indicate your pmb:blc field of study.

ARTS AND HUMANITIES
Art. fine and applied . . . O
English (langua nd
literature) . . .
History . ..........
Journalism .

Langusgye and Literature

{except English) ... ..
Music ...,
Phiosophy . .
Speech .........
Theater or Orama . . .
Theology or Religion . . .
QOther Arts and Hi

0000 000

PHYSICAL SCIENCE
Astronomy .. ......
Atmospharic Science
{inct. Meteorology) . . .
Chamistry . .
Earth Scie
Marine Science (incl.
Ocesnography) . . ...

00000 000 O

BIOLOGICAL SCIENCE
Biology (ganaml). PR
Biochemistry or
Biophysics . .....
Botany .........
Marine (Lifs) Science .
Microbiology or
Bacteriology . ... .
Zoology¥ . . ... i.. ..
Qther Biological Science . O
BUSINESS
Accounung . .
Susiness Admin. (general).
Finance . ..........
‘arketing
“anagement ..,..
Secretanial Studres . .
Cther Business ., .,
EDUCATION
3usiness Education . , .
Zlementary Education . .
Music or Art Education . .

00 000 O 000

o)

000 00000

"Physical Education or

Recrestion .,
Secondary Educauon . , .
Special Educauon . . .
Other Education . . , ,
ENGINEERING
Aetonautical or

Astronauncal €ng. .. . . O
Civdl Engineering .. ... O

-0

cnamtecal Engineering

0000

Clectrical or Electronic
Engineerng . . . ... .
industrial Engineenng . . O
*fechanical Engineering . . O
Other Engineering . . , . O

Mathematics . . . .....
Physics . ..........
Statistics .. ... e
Other Physical Science .
PROFESSIONAL

Archi or Urban
Planning . .....,.

00

Home Economics .. ..

39. Indicate the importance to you @ Not impartant.

personally of each of the Somewhat importerrs.

following: (Mark one for each item) @vm Important ]
Becoming accomplished in one of the Essenuel ' iR
performing arts (acting, dancing, etc.) .......... e @@ oy N
Becoming an authority inmy field ................ 825 ®
Ob g recog from my g for conte (
tomyspecalfield . . ..................00... &
~;

Influencing the political structure . . .
Influencing social values . . .. ... ..
Rasingafamily . ..........
Having adi ative ¢ ibility for the work of others . .
Being very well off financially , .
Helping others who are indifficutty . . ... .........
Making a theorstical contribution (o science
Writing oniginal works (poems, novels, short stories, elc.). .
Craating artistic work (painting. scuipture, decorating, etc.). .

POOOOOOOO®
QOOOGOOAOEOEE

GOEOOOOOE®®

Heakh Technology
dental, laboratory) . . . .
Library or Archival S

EOOVOOROOOOOBAE

Being successful in a business of myown ... ........ @@

Becoming involved in programs to clesn up the environment, . @ 7‘@
Developing a gful philosophy ofife . . . .. ...... DT Z
. ) ~ =
Par gina yactonprogram . . ........ @Q& &
Helping to p racial under g ..... e @@@
8 IR0

Nursing . .
Pharmacy
Predental, Premedicine,
Preveterinazy . .. ...

0000

o

Therapy (occupational,
physical, speech) . . ., .
Other Professional . . .
SOC!AL SCIENCE
Anthropology
Economics . .
Ethnic Studies . . ...,
Geography . .......
Political Science (gov't.,
international relations), .
Psychelogy . . .
Social Work . . . .,
Sociology . . .. ....,.
Woman's Studies . . . .
Other Social Science
TECHNICAL
Building Trades . ... .

00

0000

000000

o}

Data Processing or

Computer Programming .
Orafting or Design . . .
Electronics . . . .
Mechanics ... ... ..
Other Techmical . . .. .
OTHER FIELDS

Agncuiture . . ... ...
Communications

{radio, TV, etc.} . . ...
Computer Science . . .
Forestry . . . ...

0000000 O 00000

ing an expert on finance and commerca e
No Chance
@ Very Little Chance.

@ Some Chance
@ Very Good Chanceme l

40. What is your best guess as to
the chances that you will:
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Live in a coeducational dorm? . .. . ... .... ... @gg'@
Play varsity/intercollegrate athleties? .. .. ....... e @S ) ';j
Be to an honor y? [ @ ? .
Make atieasta "B average? . . ... ..............@Q%
Nead extra ime to complete your degree requirements?. . . . ®E '
Get tutoring help in specific courses? . . ... ......... @r,:
Have 10 work at an outside job during college? . ....... @3;
Seek vocational counseling? . . ... ........... .. @’3:
Saek individual counseting on personal problems? . . . .. . (OFH
Get a bacheior's degree (BA.BS.etcll . ........... @&
Participate in student protests or demonstrations? . .., ., . @ Y
©
@

Q‘A‘ -
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V@OV ELRROR)TE, @)

Transter to another college before graduating? ., ., ..., @
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Racial Climates and Academic Self-Concept:

A Structural Equation Model for Minority Graduate Students

During the 1970s graduate institutions made significant strides in increasing
minority enrollments, making these predominantly white campuses alluring for the
opportunities they offered and perhaps alienating in the social adjustments they required
of students. Hispanic enrollments increased from 1.5 percent in 1974 to 2.6 percent of
full-time graduate enrollment in 1978 (Morris, 1981). Black enrollments in graduate
and professional schools reached a peak (6 percent) between 1976 and 1979 (Morris,
1981). While itis clear that increased minority enrollments in higher education durin g
this era led to a variety of institutional changes (Peterson, Blackburn, Gamscn, Arce,
Davenport, & Mingle, 1978), little is known about the effect campus racial climates had
on the students who entered these iﬁstitutions.

Part of the problem is that much of the research focusing on minorities on white
campuses has beeq descriptive (Brooks, Sedlacek, and Mindus, 1973; Sedlacek, 1987).
There are only a few studies that have actually used multivariate analyses to link
measures of campus racial attitudes with student outcomes. For example, Nettles,
Thoeny, and Gosman (1986) found that lower feelings of discrimination on campus
(i.e., students’ perceptions of the racial climate) contribute to higher grade point
averages for both Black and .White students. Tracey and Sedlacek (1985) aiso found
that an understanding and ability to deal with racism had a positive effect on persistence
for Black students. Allen ( 1988) also suggests that campus race relations can

significantly affect minority student involvement on campus. These studies provide
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initial evidence regarding the importance of racial climate to a variety of educational
outcomes for minority students in undergraduate institutions.

Although very little is known about the effects of the campus racial climate at
the graduate level, it is clear that interactions with faculty and other students in the
graduate program become more important to the academic achievement and career
development of minority students at this stage. Hall and Allen (1982) found that the
academic performance of Black graduate students was “clearly boosted by favorable
relations with faculty” (p. 60). Astir (1982) also found that faculty expectations and
attitudes constitute a significant part of the graduate and professional experience of
minority students. Astin concluded that an “inhospitable” environment of a graduate
institution has a major impact on minority participation and satisfaction with graduate
education. Thus, it is reasonable to suggest that the racial climate of the graduate school
may have as much of an effect on educational outcomes for minority students at this

level as it does for students pursuing a baccalaureate degree.

Academic Self-Concept

Since graduate studies typically demand more independence, inner-direction and
more resourcefulness than do undergraduate studies (Hedegard, 1972), one factor that
may be particularly important to the academic success of a minority graduate student is
his/her academic self-concept. Several studies have demonstrated that a positive self-
concept is related to minority adjustment and success in predominantly white
institutions (Bayer, 1972; Bohn, 1973; Stikes, 1975; Sedlacek, 1987). However, prior
to examining academic achievement, it is important to establish the link between the

racial climate and a student’s self-concept.
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Studies on integrated versus segregated school settings and minority self-
concept, an area of research similar to the current study, have presented contradictory
findings. Many studies suggest a negative self-concept is associated with integrated
environments while others have found ihai, when compared with students 1n segregated
settings, black students demonstrated a positive self-concept (see review in Katz, 1976).
Meketon (cited in Katz, 1976) found that intergroup contact in the school can have
different influences on the self-concept of minority students depending on the
environment. Students in a peaceably integrated school demonstrated lower self-esteem
than students in both a de facto segregated schoo! and a schioo! where nosiiiity
accompanied integration. Meketon attributed such results to the support in the black
community that rallied behind the latter group, thereby enhancing student self-esteem.

While these studies suggest associations, they have yet to propose a theoretical
model that could be used to test causal assumptions regarding the development of
academic self-concept and racial climates. These works also provide little guidance for
an examination of the effects of racial climates in graduate school, environments in
which Black and Chicano students have almost always been in the minority. The
current study proposes to test a model reflectin g the effect of the racial climate of the
graduate scheol on academic self-concept among graduate minority students. Figure 1
shows the proposed paths indicating the relationship of minority student background

characteristic and racial climate on academic self-concept in 1980.

Method
Data Source
Researchers recommend using longitudinal data to investigate causal influences,

such as socializing institutions (e.g., schools and colleges), on self-concept development
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(Dusek and Flaherty, 1981). Data for the present study comes from a longitudinal
survey, the 1980 Follow-up Survey of the 1971 American Freshmen, a project of the
Cooperative Institutional Research Program (CIRP) conducted by the Higher Education
Research Institute at UCLA. The data file includes a national representative sample of
students who entered colleges as freshmen in the Fail of 1971 and were followed up
nine years later in the Summer of 1980. The 1971 freshmen survey includes all first-
time, full-time freshmen; although, participation rates varied (80 - 90%) depending on
the institution type and their method of disseminating questionnaires. The Follow-up
Survey was conducted in conjunction with a national study of minorities funded by the
Ford Foundation. It included all American Indians, Chicanos, and Puerto Ricans; a
50% sample of all Blacks and a 10% sample of all White students from the 1971
survey. Undergraduate institutions provided updated student addresses for the 1980
survey, permitting two mailings of the questionnaire and a reminder postcard.
Approximately 11,500 completed questionnaires were returned, representing about
35% of the original sample who received mailed questionnaires. The survey measures
a wide variety of student characteristics (values, attitudes, demographics, and student
self-ratings) as well as information regarding college experiences at undergraduate and

graduate institutions.

Sample

Students who had either obtained or were working toward a masters, doctorate
or advanced professional degree at the time of the 1980 Follow-up Survey were
selected for the study. These students had experiences in graduate programs spanning
the years 1975 to 1980. Only subjects with valid responses on most of the critical items

were selected for the study, although imputation of within-group means was performed
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in a few cases. The sample consisted of 95 Chicano, 405 Black, and 1,304 White
students. The small number of American Indians, Asians, and Puerto Ricans were
excluded from this analysis. Black and Chicario students constituted one group who

were in the minority in most graduate programs. This group of 510 students formed

the basis on which to test the proposed model.

Variables

In order to evaluate the effect of the graduate school’s racial climate on 1980
academic self-concept, two latent constructs (socioeconomic status and 1971 academic
self-concept) and a measured variable (gender) were used as contrels. A student’s
socioeconomic (SES) is composed of 1971 parental income and the level of education
of the student’s mother and father, a six-point scale from “grammar school” or less to
“postgraduate degree”. Parental income was on a twelve-point scale with the low
representing earnings of “less than $4,000” and the high representing “$40,000 or
more”. Gender was an exogenous, dichotomous variable that was coded 1 for male
and 2 for female. Both SES and gender have proven to be important predictors of self-
coﬁcept in previous studies (Duesek and Flaherty, 1981) and studies on academic self-
concept conducted with data at HERI (Hurtado, Astin, Dey, 1989).

A student’s 1971 academic self-concept was composed of student self-ratings
of their abilities when they first entered college. Students were asked to rate themselves
on a series of traits in comparison with the average student of their own age. Academic
self-concept was a latent construct composed of three academic self-rating items, each
on a five-point scale from “lowest ten percent” to “highest ten percent”. The three

itemns included student self-ratings on academic ability, intellectual self-confidence, and
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writing ability. A preliminary factor analysis indicated that these items seemed to
represent a single construct.

According to Dusek and Flaherty (1981), the impact of a sociocultural event on
self-concept is a result of how thé experience is interpreted by the individual. Therefore,
the racial climate of the graduate campus was based on student perceptions of relations
between minority students, white students, and faculty. Students were asked to indicate
the extent to which a series of statements reflected minority and White relations on their
campus. The latent construct was composed of 4 items, each on a three-point scale
from “very little” to “substantial” (coded 1to 3). The measured variables included
student responses to the following items: Social interaction between minority and white
students, social interaction between faculty and minority students, trust between faculty
and minority students, and trust between minority and white students.

Academic self-concept in 1980 was a latent construct composed of the same
self-rating measures used in the 1971 survey. This construct represents a “posttest”
measure of academic self-concept taken nine years after college entry. A summary of
measured variable characteristics is presenfed in Table 1.

---Place Table 1 about here---

Analysis
Initial analyses were conducted with the full group, White and minority
students, with minority {Black and Chicano students) as a dichotomous, exogenous
control variable. Substantial modification of the model led me to realize that my
hypothesized model was actually built on minority student experiences on

predominantly white campuses. From that point forward I continued the analysis on
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the 510 Black and Chicano students in the sample. The results that I report are from
analysis of the minority data.

An inspection of Mardia’s normalized coefficient revealed that two cases
skewed the multivariate distribution in the sample of 510 minority students. After a
series of analyses with and without these cases, I decided to drop the cases as outliers in
the multidimensional space. Mardia’s normalized coefficient dropped from 4.097 to
0.213, an acceptable level for analysis using normal distribution theory.

Since the initial hypothesized model did not adequately reflect the data, I added
correlated residuals until an acceptable fit was achieved. These modifications were
conducted in accordance with techniques used in previous research (Newcomb and
Bentler, 1988). These changes did not disturb the critical features of the structural
model.

All factor analytic structural equation model analyses (FASEM) were conducted
using version 3.0 of the EQS computer program (Bentler, 1989). I generated a
structural model in which academic self-concept in 1980 is determined by student
background characteristics (academic self: concept in 1971, SES, gender) and the racial
climate of the graduate school. Figure 1 illustrates the model with designated fixed

paths for identification.
---Place Figure 1 about here---
Results and Discussion
The resulting model fits the data on minority graduate students quite well. The

chi-square statistic is 72.5 based on 67 degrees of freedom (p = .303) and the Bentler-

Bonett Normed Fit Index is .96 (CFI=.99). Parameter estimates of the model are
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presented in two separate tables for reasons of clarity. Standardized parameter
estimates are presented for both the measurement model (Table 2) and causal model
(Table 3) for comparison purposes according to the recommendations of previous
research (Bentler and Speckart, 1981). Information regarding tests of significance are
based on non-standardized values.

Table 2 provides information on the relationships of the measured variables to
the latent constructs. The standardized parameter estimates for the measurement model
are equivalent to factor loadings that indicate the regression of each measured variable
on its respective latent construct. The unique variances, or squared residuals, represent
the amount of each measured variable’s variance not accounted for by the latent
construct. Ail factor loadings were highly significant (p < .001), confirming the
hypothesized factor structure. However, it is interesting to note particular differences in
the relationships of measured variables to latent constructs. For example, SES explains
most of the variance in the level of mother’ education (V3)—over and above father’s
education and parental income. This is not unusual given the era under investigation.
Those women, with children in college, that were most educated in the early 1970s
came from high socioeconomic backgrounds. Women of more variant social classes
were just beginning to enter higher education in greater numbers during this era to
obtain baccalaureates and advanced degrees.

Another more striking difference iu relationships among the factor structures is
the relationship of a student’s self-rating of writﬁg ability to academic self-concept. A
student’s estimation of writing ability (V8 in 1971 and V15 in 1980) becomes more
integral to his/her academic self-concept in graduate school. This is to be expected,

given the skill demands of most graduate programs. These differences indicate that
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academic self-concept changes over time, suggesting that it can be influenced by

environmental situations.
---Place Table 2 about here---

Table 3 shows both across time and with-time parameter estimates for the
measured and latent variables in the causal model. Critical ratios, representing levels of
significance, corresponding to each parameter are also presented. Parameters with a
critical ratio of less than 1.96 are non-significant. In addition to the direct effects,
indirect causal influences of SES and gender are presented for interpretaticn. Finally, to
complete the model, correlations among residuals that were added during model
modification are presented in Table 3.

A measure of a students’ SES had a significant direct effect (. 15) on academic
self-concept as they began college in 1971. That is, the higher the socioeconomic
background of the student the more likely he/she is to have a high academic self-
concept. Although SES has an indirect effect (.09) on academic self-concept in 1980, it
has no significant direct effect across time. (Nor does it directly affect the racial climate
of the graduate school in 1980, indicating that racial climate may be entered as a
exogenous variable in future studies.) These results su ggest that more immediate
environmental influences on academic self-concept may take precedence, and nine years
may be considered sufficient time to change the life chances and opportunities for
minority students. Yet, undeniably, the significant indirect effect (.09) suggests that
social origins play a role in access to initial academic opportunities and feelings about
self.

In contrast, gender plays a persistent role in academic self-concept for minority

students across time. Female minority students tend to have a lower academic self-
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concept at college entry (-.20) and nine years later. After controlling for initial academic
self-concept in 1971, and although students are working toward or have already
obtained advanced degrees, gender maintains a negative direct effect (-.12) on academic
self-concept in 1980. Generally, females tend to outperform males on particular
academic outcomes such as cetention and college grades at the undergraduate level (Dey
and Astin, 1988) , yet it appears that minority females continue to be more critical of
themselves in terms of their intellectual abilities. Whether these feelings persist into

their professional careers remains to be seen.
---Place Table 3 about here---

. The hypothesis explicit in the model regarding the direct effect of the racial
climate of graduate school on acadeic self-concept for minority students is
confirmed. Racial climate has a small but significant direct effect (-.09), even after
controlling for prior academic self-concept and gender. This effect provides further
evidence that academic self-concept can be affected by environmental influences, as
perceived by students. However, the negative influence of more hospitable racial
climates on academic self-concept was an unexpected result.

How would adverse racial environments cause higher academic self-concept?
As stated earlier, black graduate enrollment peaked during this time period and Hispanic
enrollment was growing at a much more rapid pace. Interracial contact sharpens the
differences between groups (Hall and Allen, 1989), often promoting group solidarity.
Pride in one’s ethnic group was popular during this time period and may have been
translated into high academic self-concept in environments where social interaction and
trust between groups was low. This interpretation is consistent with some of the

research on integrated and segregated environments and minority self-concept (Katz,
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1976). It may be also be that, for the era in question, students at the most adverse
educational environments (elite, predominantly white institutions) also felt they were
among the top students academically precisely because they were admitted to such

racially and academically selective institutions.

Conclusion

The current study contributes to the research on self-concept development by
establishing that one particular type of self-concept, academic self-concept, changes
during young adulthood. First, longitudinal research on minority graduate students
demonstrates how elements that make up one’s conception of the academic self
changes. That is, writing ability appears to become much more central to academic
self-concept in educaticnal attainment beyond the baccalaureate degree. Second,
differences in the effect of student background characteristics (SES and gender) over
time also suggest the changing nature of academic self-concept. Finally, the most
important finding for educational settings is that certain types of environments can
affect academic self-concept. Further analyses using structural equation modeling can
be used to investigate the stability of academic self-concept over time.

The most consistent finding in this study is the negative effect of gender on
academic self-concept. Minority females were new arrivals to graduate education in the
mid-1970s. Perhaps fewer women, and even fewer minorities, made minority females
less likely to report high academic self-concept—despite their level of accomplishment
relative to their population. It would be interesting to note whether these feelings persist
in a more current sample of minority graduate students. This information will provide
new insights into whether minority women consistently underestimate their academic

abilides.
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The unexpected positive effects of an adverse racial climate on academic self-
concept suggests that further research is necessary to understand the complex ways in
which students mediate the effects of adverse environments, I suggest that this
unexpected effect may be particular to the era under study. Student may have had
collective support upon entsring environments in which faculty and students had very
little experience in dealing with minority students in the 1970s. There is much less
ethnic group cohesion among graduate students on predominantly white campuses
today. More legitimacy is attributed to “the system” than in previous eras, perhaps
contributing to more individualism. That is, students’ academic self-concept may be
much more dependent on the approval of others at the university. Further tests of the
model on a current group of graduate, or undergraduate, students at predominantly
white universities will test this aypothesis. If these results hold true, further
investigation will help determine the strategies minority students adopt in adverse
climates.

Since graduate school environments can affect a variety of academic outcomes,
including how minority students feel about themselves, clearly the next step in research
is to test a larger model linking academic self-concept to academic achievement
variables. This model can be used to investigate the relationships among campus racial
climates, academic self-concept and such educational outcomes as grade point average,

time to degree, and persistence in graduate school for minority students.
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TABLE 1
Summary of Variable Characteristics
(N=510)
Variable Name Mean Std. Dev Kurtosis Skewness
V1 Parental Income in 1971 4.161 2.309 474 806
V2 Father’s Education 2.957 1.565 -835 482
V3 Mother’s Education 3216 1.465 -7 277
V5 Student’s sex 1.559 497 -1951 -238
V6 1971 Self-rating: Academic
Ability 3.659 729 -597 291
V7 1971 Self-rating: Self-confidence
(Intellectual) 3.506 833 137 -.090
V8 1971 Self-rating: Writing
Ability 3.327 778 262 260
V9 Race Relations: Trust between minority
and white students 1.847 645 -.649 155
V10 Race Relations: Trust between minority
students and faculty 1.798 684 -.870 280
V11 Race Relations: Social interaction-
Minority and white students 1.841 678 -.839 206
V12 Race Relations: Social interaction-
Minority students and faculty 1.669 694 -814 550
V13 1980 Sclf-rating: Academic
Ability 4,124 691 554 -454
V14 1980 Self-rating: Self-confidence
(Intellectual) 4,055 748 -356 -373
V15 1980 Self-rating: Writing
Ability 3.888 779 -469 -.229
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Table 2

Standardized Parameter Estimates for Latent Constructs
(Measurement Model Parameters)

Factor Factor Loading Unique Variance*

Socioeconomic Status

V1 .61 .64
\2 79 37
V3 .86 27

Academic Self-Concept 1971

V6 .64 58
v7 72 .49
V8 40 .84

Racial Climate of Graduate Schee!
V9 .68 .55

V10 .86 27
Vi1l 78 .39
Vi2 .62 .62

Academic Self-Concept 1980

V13 .64 59
V14 a7 41
V15 .62 .62

*Coefficient associated with standardized residual has been squared.
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Table 3

Standardized Parameter Estimates for Causal Model

Direct Effects of Observed and Latent Regression Critical
Constructs On: Weights Ratio
Academic Self-Concept 1971
F1 SES 15 2.44
V5 Gender (female) -20 -3.70
Racial Climate of Graduate School
F1 SES -01 -1.06
Academic Self-Concept 1980
F1 SES 01 0.18
V5 Gender (female) -12 -2.51
F2 Academic Self-Concept 1971 .57 7.12
F3 Racial Climate -.09 -2.01

Indirect Effects on Academic Self-Concept in 1980

F1 SES .09 242
V5 Gender (female) - 12 -2.40
Correlations Among Residuals Simple r Critical Ratio
E6,E15 27 4.45
E8,E15 .26 5.00
E10,E11 -.94 -6.00
EI1,E12 21 2.13

Residual Variances of Endogenous Variables

Academic Self-Concept 1971 97 6.16
Racial Climate 99 8.90
Academic Self-Concept 1980 79 6.03
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Table C.4
Regression Predicting Academic Ability, Black Students (N= 297)

Mult. Simp. mmmmmmmm

Variable Steg R r 1 2 3 4
Academic ability (1985) 1 .5021 .50 50 49 47 47
Mother's education 2 .5126 .18 10 10 10 09
Lived on-campus (1985) 3 .5235 .19 11 11 11 11
Minority perspectives 4 5386 -.15 -13 -13 -13 -13
Variables not in equation

Growth White FTE 06 07 05 06
Black percent 1986 -02 -01 -00 00
Hispanic percent 1986 02 03 04 04
Black FTE 1986 -08 -08 -05 -06
Hispanic FTE 1986 -05 -05 -02 -01
Growth Black FTE -06 -07 -04 -03
Growth Hispanic FTE -07 -07 -04 -04
Racial tension 10 10 09 05
Institutional commitment -04 -04 -04 01
Faculty sensitivity 01 01 -00 09
Took ethnic studies 05 04 02 02
Racial workshops -01 -01 -04 -05
Discussed racial issues 11 09 07 05
Protested on campus 14 13 11 10
Socialized w/other races 00 -01 -03 -03

Noie: Decimals omitted from Beta coefficients.
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Table C.5

Regression Predicting Academic Ability, Chicano Students (N = 319)

Muit. Simp.

Variable Step R r 1 2 3 4 5 6 7 8 9
Academic ability (1985) 1 .5020 .50 50 37 34 30 31 27 28 29 28
High school GPA 2 .5329 .44 22 22 22 24 24 23 22 21 20
Father's education 3 5553 .25 16 16 16 16 18 16 14 14 14
Female student 4 5758 -25 -14 -16 -16 -16 -14 -11 -11 -12 -13
Student age 5 .5874 .04 10 11 14 12 12 13 13 13 13
Institutional selectivity 6 .5996 .36 19 18 15 12 14 14 957 07 06
Lived on-campus (1985) 7 .6153 .30 22 21 19 17 18 15 15 15 15
Talked w/faculty outside class 8 .6217 .05 12 10 10 11 11 10 09 09 11
Took remediai courses 9 .6279 -.19 -09 -08 -06 -07 .08 -07 -08 -GS -09
Variables not in equation

Growth White FTE -09 -08 -08 -07 -06 -04 -03 -03 -04
Black percent 1986 04 03 05 05 05 06 05 05 05
Hispanic percent 1986 -07 -08 -05 -02 -04 07 05 04 06
Black FTE 1986 00 00 01 -01 00 -01 02 04 04
Hispanic FTE 1986 -06 -05 -05 -05 -04 -02 04 05 04
Growth Black FTE 02 02 02 01 03 02 06 07 07
Growth Hispanic FTE -02 -02 -02 -02 01 00 05 06 05
Racial tension 00 00 02 01 01 -02 -01 -01 -02
Institutional com:mitment 06 05 06 06 05 04 04 03 04
Faculty sensitivity 08 07 05 05 05 05 04 03 04
Minority perspectives 01 01 00 01 00 00 01 -01 -00
Took ethnic studies 01 -0t -02 00 01 -02 -02 -03 -03
Racial workshops 07 06 06 06 07 04 01 -01 -01
Discussed racial issues 09 08 07 08 08 05 03 01 02
Protested on campus 13 13 14 13 12 10 08 06 07
Socialized w/other races 06 06 04 05 06 03 01 -01 -01

Note: Decimals omitted from Beta coefficients.
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Table C.7
Regression Predicting College Grade Point Average, Black Students (N = 305)

Mult. Simp. mwmmmmp_
Variable Ste R r 1 2 3 4
A | (-
High school GPA 1 .4088 .41 41 39 39 39

Father's education 2 4239 .17 11 11 10 10
Attended catholic college 3 4377 -.12 -12 -11 -11 <11
Competition among students 4 .4550 -.13 -13 -12 -12 -12
Variables not in equation

Growth White FTE 02 03 03 01
Black percent 1986 03 03 02 01
Hispanic percent 1986 -01 -01 04 05
Black FTE 1986 -03 -03 -05 -03
Hispanic FTE 1986 00 00 -00 02
Growth Black FTE 04 03 03 04
Growth Hispanic FTE -01 -01 -02 00
Racial tension 03 03 02 02
Institutional commitment -06 -06 -06 -07
Faculty sensitivity 05 05 06 05
Minority perspectives 02 02 01 00
Tock ethnic studies 05 05 04 05
Racial workshops -01 -01 -03 -03
Discussed racial issues 09 08 08 07
Protested on campus 07 06 05 05
Socialized w/other races 01 00 00 01

Note: Decimals omitted from Beta coefficients.



Table C.8
Regression Predicting College Grade Point Average, Chicano Students (N = 318)

Mult. Simp. Standardized Coefficients (Betas) at Each Step

Variable Steg R r 1l _2 3 4 5 6 7 8 9
High school GFA 1 .3390 .34 34 35 33 32 30 29 29 28 26
Female student 2 .3614 .10 13 13 14 15 18 18 18 18 18
Mother's education 3  .3860 .16 12 14 14 11 10 09 1 10 10
Attended nonsectarian college 4 4216 .20 17 19 17 17 13 14 13 13 11
Institutional selectivity 5 4336 .23 15 19 17 12 12 12 09 05 06
Institutional commitment 6 4464 -.11 -10 -10 -10 -11 -11 -11 -12 -14 -14
Racial workshops 7 .4587 .16 14 14 14 11 09 11 11 08 05
Hours spent studying 8 .4978 .27 23 24 23 22 21 22 20 20 20
Hours/week in student clubs 9 5131 .23 17 18 18 15 15 16 14 13 13
Variables not in equation

Growth White FTE 02 .03 .03 02 -01 -02 -03 -02 -04
Black percent 1986 06 -07 .05 -03 -02 00 01 -01 -01
Hispanic percent 1986 -12 -15 .13 .10 -05 .02 -02 -0§ -06
Black FTE 1986 03 02 -02 03 00 01 02 04 06
Hispanic FTE 1986 05 -05 -04 02 02 02 03 04 o6
Growth Black FTE 90 01 01 04 03 03 05 95 08
Growth Hispanic FTE 02 -02 01 04 03 03 04 05 07
Racial tension 06 07 07 08 05 02 00 00 01
Faculty sensitivity 02 -02 -02 -04 -04 01 01 -00 -00
Minority perspectives -05 -06 -06 -07 -07 -03 -03 -03 .03
Took ethnic studies 13 11 10 08 06 07 03 03 03
Discussed racial issues 10 09 08 07 04 06 01 -01 -02
Protested on campus 04 05 06 01 .02 -00 -04 -05 -09
Socialized w/other races 07 06 05 03 01 02 01 00 -02

Note: Decimals omitted f~om Beta coefficients.

215

Ve



“SIUDIOI1200 £19¢ WOLJ PINIWO S[EWId(] DI0N

¥0
LO-

10- 10- 10- 10- 10~ 10- 10- 10- 00- 00- 00 O
_— Y S U 0 U0 1

S0-
90
S0
LO-

L0-

S0
€0
(4}
S0
10-
[4Y

To-
v0-

S0-
v0

90
L0~

¥0
€0
0
131
10-
(4
10
(4t
L0~
10-
60-
L0

L0~

o
£0.
0
S0
10-

-

(2

0
£0-

or-
€l

L0

Lo~

L0 90-

90-

—Nomo_w_tﬁm_ﬁmﬁm_:o_omhcmvMN

90 LO LO LO LO 80 80 80 80 $9081 1Y10/M pazijelong
Y0 SO S0 S0 SO SO SO 90 99 sndutes uo parsarolg
Y0 SO SO SO 90 90 90 L0 L0 SONSSi [BI9B1 PISSNOSI(]
L0 60 60 60 O 01 O1 II 01 sdoysytom [etoey
10- 10- 10- 10- 00- 00- 10- Q0- 10- saanadsiad Kiuoutpy
<0 ¥0 ¥0 ¥0 t0 +0 ¥0 v0 PO Ananisuas  Kinoey
¢0 €0 €0 €0 €0 €0 Y0 YO €0 uauniwnued [euolninsuj
00 20~ T0- TO- Z0- Z0- 10- 00 00- uoisual [erory
10- 0I- OI- 60- O1- O1- 60- 80- LO- 414 ouedsiy yimorn
S0 90- 90- 90- 90- 90- SO- ¥0- $O- 9L Aoelq Yimorn
0t- T1- TI- 21- TI- ¢1- 11- O1- 60- 9861 JI4 otuedsiy
€0 80- 80- 80- 80- 80~ LO- LO- LO- 9861 JLd oelg
uononba u1 10u $3}qUIIVA
L= pI- PI- p1- vI- vI- b1- G1- SI- G1'- €£6€° 12 SIoQUINU 91 paiean SIUIPIG
IT €L €1 €1 v1 ¥1 $1 S1 G1  SI° 98pg" Qg owoy sJossojord ut 1son3 sep
LU= LI BE- T1- 11- 20- 210 #0- vU- o1 L1bE" 61 qof 1e Jupjiom doom/Inop
EL YL v1 v1 ST ST 91 L1 L1 (1" €bge 81 SQN{O 1UAPNIS UL YI3M/SINOH
LO L0 LO LO 80 LO LO 80 LO LO° 112§ LI Salpms dluy1d Yooj,
90~ LO- LO- LO- LO- LO- LO- LO- LO- LO'- 8SIE" 91 9861 1woosad owedsiy
80- £0- €0- ¥0- ¥0- ¥0- SO- 90- 90- 90 vTIE" GI 414 UM Yimoin
$0- §0- S0~ S0~ SO~ SO- ¥0- SO- SO- SO~ 180 ¥l 9861 woadsad yoryg
€0 60 60 60 Ol OF I TI T1 ZI' 1Z0€ £l sarnitpuadxa pre uopmg
61 0T 0T 0T 1T 1T TT €T €T €T S867° Tl (s861) sndurea-uo paarg
90 T0 €0 €0 €0 €0 PO Y0 SO SO° L6VT i azis L)
60 T TE €1 €1 €1 ST L1 91 LU L¥bT 01 Aitanas[as [euonmnsuy
V- 10 10 10- 100 T1- 01- 01- 60- 60" $Z€T° 6 9zIs [euonmuisu]
v0 S0 SO SO v0 90 SO YO YO PO 8L07° 8 aoyie) uoidifar wapmg
90 90 90 90 90 90 O Ol II Il SZOZ' ¢ VdO [00ydss y3iy
LO 80 LO LO LO 90 90 II 11 1T $961° 9 uonednpd sIayio
L0~ LO- 80~ 60- 80~ 80- LO- LO- LO- LO- 6881° ¢ auou :uoidtjal1 1uapmg
80 LO LO OT IT O1 O1 21 T1 ZI' 6691° ¢ (s861) Aujiqe onwopeoy
80 L0 L0 LO IT O1 ZU TI T T1' 60¥I € uoneanpa sJated
90- €0~ S0~ 90- SO~ 90- L0- LO- LO- LO- 1§L0° T Ajuerodwo; mo do1p 01 100dxg
0 10 00 00 10 10 10 2O €0 €0 €0° LIEO" I 32189p yg weo o1 spadxg
I Iy dag EIGEIIEIN

dutg iy

4915 [ TV (5ei3g) STarn] ZIPIEPUEIS

(PEL'T = N) Suapnig amyy 'IUISISI3 203)]0)) SUNIIPIIJ UOISSIATFY

60 19T

216



Table C.10

Regression Predicting College Persistence, Black 5tudents (N = 305)

Mult. Simp. Standardized Coefficients (Betas) at Each Step
Variable Ste R r 1 2 3 4 5 6 7 8 910 11 12
Expects to earn BA degree 1 .0061 -.01 -01 €O -02 -04 -04 -05 -04 -04 -04 -04 -05 -03
Drop out temporarily 2 .0413 .04 04 04 03 02 04 05 04 05 05 05 06 05
Student age 3 .1747 <17 17 -17 -17 -15 -15 -16 -16 -14 -13 -14 -14 -14
High school GPA 4 2250 .17 17 17 15 15 15 14 14 09 08 08 08 07
Social self-confidence (1985) 5 .2532 .10 10 11 12 12 12 12 10 10 09 08 08 07
Attended nonsectarian college 6 2969 .15 15 16 16 15 16 16 18 10 09 08 09 04
Attended protestant college 7 3164 .07 07 06 08 09 07 11 11 07 08 07 06 03
Lived on-campus (1985) 8 .3938 .33 33 33 31 30 29 27 26 26 23 21 18 15
Protested on campus .9 4136 .23 23 23 22 20 20 18 1R 13 13 12 08 08
Talked w/faculty outside class™ 10 .4299 .20 20 20 22 21 20 19 18 14 12 12 11 12
Hours/week in student ¢lubs 11 4431 .25 25 25 24 23 22 22 21 16 15 12 12 12
Students treated like numbers 12 4567 -.27 .27 -27 -26 -25 -24 -21 -19 -14 -13 -14 -13 -13
Variables not in equation
Growth White FTE 02 03 03 03 03 02 01 -01 -00 -02 -01 -03
Black percent 1986 -08 -08 -08 -08 -62 -08 -06 -06 -06 -06 -06 -07
Hispanic percent 1986 01 01 01 -00 -01 01 04 05 04 05 05 05
Black FTE 1986 -11 .11 .10 -09 -09 -03 03 06 05 06 06 12
Hispanic FTE 1986 -11 -11 -11 -11 -11 -07 -04 01 00 02 ©2 05
Growth Black FTE -17 -18 -17 -17 -16 -15 -14 -09 -09 -09 -09 -07
Growth Hispanic FTE -11 -12 -11 -11 -11 -08 -06 00 -00 01 O1 04
Racial tension 08 07 06 05 05 06 06 04 01 02 02 04
Institutional commitment -04 -04 -02 00 -01 -04 -03 -03 -03 -03 -03 -04
Faculty sensitivity 08 08 11 11 12 09 10 09 10 09 08 06
Minority perspectives -08 -07 -06 -05 -04 -06 -06 -06 -05 -05 -05 -06
Took ethnic studies 06 06 06 06 05 04 04 -00 -03 -05 -05 -04
Racial workshops 11 11 11 09 08 05 04 00 -04 -04 -06 -05
Discussed racial issues 16 15 15 14 12 10 09 06 02 01 -01 -02
Socialized w/other races 18 18 19 18 17 16 15 10 09 08 08 07

Note: Decimals omitted from Beta coeilicients.
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Table C.11
Regression Predicting College Persistence, Chicano Students (N = 320)

Mult. Simp. mrm&d_cﬂiﬁmsnxs_mmﬂ_n_ﬁgm_

Variable Step R r 1 2 3 4 5 6 7
Expects to earn BA degree 1 .0260 -.03 -03 03 -06 -08 -07 -07 .07
Drop out temporarily 2 .0592 -.05 05 05 -03 .03 -04 .05 -06
High school GPA 3 .2128 .20 21 21 21 19 17 16 15
Father's education 4 .2509 .15 15 16 13 13 10 11 12
Lived on-campus (1985) 5 .3034 .22 22 22 19 18 18 17 14
Racial tension 6 .3284 .13 13 14 13 14 13 13 12
Hours spent studying 7 .3487 .17 17 17 15 15 12 11 11
Variables not in equation

Growth White FTE -01 -02 -01 -01 02 03 03
Black percent 1986 03 -03 .03 .01 -02 00 -01
Hispanic percent 1986 -12 .13 .10 .07 -04 -00 -00
Black FTE 1986 094 04 03 03 06 02 02
Hispanic FTE 1986 03 04 03 03 11 07 07
Growth Black FTE 05 06 05 04 08 04 04
Growth Hispanic FTE 04 05 04 04 09 06 06
Institutional commitment 06 -05 .05 -04 -05 -02 -03
Faculty sensitivity 03 03 03 01 00 06 05
Minority perspectives 01 0t 00 00 00 04 04
Took ethnic studies 01 01 02 01 00 -02 -03
Racial workshops 14 14 13 13 09 06 04
Discussed racial issues 09 09 08 08 04 01 -01
Protested on campus 07 07 05 05 01 .01 -03
Socialized w/other races 05 05 05 03 -0t -01 .02

Note: Decimals omitted from Beta coefficients.
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Table C.13
Social Self-Confidence, Black Students (N = 300)

Mult. Simp. Standardized Coefficients (Betas) at Each Step

Variable Step R _ _

Social self-confidence (1985) 1 .6335 .63 63 62 64 62 62
Institutional size 2 6427 -.16 -11 -11 -29 -28 -27
Attended public university 3 6521 -.12 -04 21 21 21 21
Racial ‘workshops 4 6604 .19 12 11 11 11 07
Hours/week in student clubs 5 .6692 .20 14 13 13 11 11
Variables not in equation

Growth White FTE 01 -07 -10 -09 -09
Black percent 1986 03 02 03 03 3
Hispanic percent 1926 -06 -03 -02 -01 -02
Black FTE 1986 -07 05 04 04 03
Hispanic FTE 1986 -11 -06 -03 -02 -02
Growth Black FTE -06 01 03 03 04
Growth Hispanic FTE -10 -04 -01 00 00
Racial tension -04 -02 -02 -04 -05
Institutional commitment 07 § 06 06 07
Faculty sensitivity 06 05 06 07 07
Mirority perspectives -0t -01 -01 01 00
Took ethnic studies 09 09 09 07 07
Discussed racial issues 11 10 11 08 06
Protested on campus 09 08 08 05 02
Socialized w/other races 07 07 07 06 06

Note: Decimals omitted from Beta coefficients.
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Tabie C.14

Social Self-Confidence, Chicano Students (N = 319)

Mult. Simp.

Variable Ste R r 1 2 3 4 5 6 7 8 9 10
Social self-confidence (1985) 1 5384 .54 54 52 51 51 51 51 50 48 47 47
Female student 2 .5627 -.24 17 -17 -15 -15 -15 -15 -17 -16 -14 .15
Distance from home to college 3 .5762 .19 14 13 13 13 11 10 08 05 05 04
Attended midwestern college 4 .5844 .08 -08 -09 -10 -10 -09 -08 -07 -08 -07 -07
Well supported student serv. 5 .5960 .15 16 15 13 12 12 12 11 11 10 09
Institutional commitment 6 .6042 .10 11 12 11 10 10 10 09 09 09 07
Socialized w/other races 7 6156 .19 14 16 14 14 1 12 12 11 11 09
Member of frat/sorority 8 6371 .29 20 19 17 18 18 18 17 17 17 18
Was undergrad TA 9 6533 22 19 17 16 16 15 15 14 15 15 13
Talked w/faculty outside ciass 10 .6644 .17 17 18 17 17 17 16 14 15 3 13
Variables not in equation

Growth White FTE €2 -01 01 01 02 03 04 04 03 02
Black porcoit 1985 0: 03 03 02 01 -02 -02 -01 00 ot
Hispanic percent 1986 03 00 03 01 01 -01 01 03 03 03
Black FTE 1986 -03 -04 -03 -03 -01 -01 -02 -02 00 02
Hispanic FTE 1986 -05 -05 -01 -04 01 01 00 02 03 04
Growth Black ¥TE -02 -03 -01 -03 -01 -01 -02 -02 -01 01
Growth Hispanic FTE -04 -04 01 -03 00 00 -01 -00 01 03
Racial tension -06 -06 -06 -06 -06 -03 -04 -05 -04 -04
Faculty sensitivity 06 06 06 2% 04 00 -01 -01 -02 -03
Minority perspectives 03 63 02 »2 02 -03 -04 -05 -07 -08
Took ethnic studies -00 02 01 00 00 00 -02 -02 -03 -04
Racial workshops 09 08 07 07 06 04 02 02 01 -02
Discussed racial issues 05 06 04 04 04 93 .01 01 0: -5
Protested on campus 10 09 07 07 06 05 04 05 04 02

Note: Decimals omitted from Beta coefficients.
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Table C.15

Regression Predicting Student Commitment to Promoting
Racial Understanding, Black Students (N = 304)

Mult. Simp. ardj e
Variable Ste R r 1 2 3 4 S 6
Goal: Promote rac. understanding 1  .3191 .32 32 32 31 30 24 23
Student religion: none 2 .3486 -.15 -14 -14 -15 -15 -15 -15
Degree aspiration (1985) 3 3734 .3 12 13 13 12 08 07
Lived on-campus (1985) 4 .3915 .17 13 13 12 12 07 05
Discussed racial issues 5 .4833 .37 32 32 31 30 30 26
Racial workshops 6 .4998 .29 24 23 22 21 14 14
Variables not in equation
Growth White FTE 06 06 05 04 04 05
Black percent 1986 -05 -05 -04 -04 -03 -04
Hispanic percent 1986 -01 -01 -02 -01 -01 00
Black FTE 1986 -09 -09 -08 -05 -02 -03
Hispanic FTE 1986 -02 -01 -02 92 03 03
Growth Black FTE -02 -02 -02 01 01 02
Growth Hispanic FTE -04 -03 -04 00 00 01
Racial tension 10 11 11 10 03 02
Institutional commitment -01 -02 -01 -01 01 01
Faculty sensitivity -03 -02 -01 -02 ci 04
Minority perspectives -10 -10 -10 -10 -06 -05
Took ethnic studies 12 13 12 10 05 03
Protested on campus 21 19 19 17 09 07
Socialized w/other races 09 09 09 06 05 05

Note: Decimals omitted from Beta coefficients.
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