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ABSTRACT

The Impact of College on Students’ Racial Attitudes

and Levels of Racial Awareness and Acceptance
by

Jeffrey Frank Milem
Doctor of Philosophy in Education
University of California, Los Angeles, 1992
Professor Helen S. Astin, Chair

The focus of this study was on determining the impact of college on students’ racial
attitudes, commitment to issues of race, and levels of racial awareness and acceptance. The
primary goal of the study was two-fold. First, the study was designed to further inform
theory as it relates to the study of college impact. Guided by earlier research on the effects
of college peer groups and other reference groups on student development, this study tested
the relative importance of the effects of both peer and faculty normative groups on
students’ racial attitudes, commitment to promoting racial understanding, and levels of
racial awareness and acceptance. Second, the study was designed te further inform
educational practice. This was accomplished through analyses of the effects of different
college environments and the effeéts of participation in a variety of college experiences on
the outcomes in the study. Descriptive analyses of the dependent variables indicated that
the multivariate analyses should be conducted separately for white men and for white

women.
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While measures of the peer normative environment served as predictors of each of
the dependent variables, they did not carry the weight which was initially hypothesized.
This may be due to imprecision in the development of these measures and suggests the
need for the development of more precise measures of the peer environment. Measures of
the faculty normative environment also served as predictors of the outcomes suggesting
that faculty have a more important role in affecting the outcomes than was initially
hypothesized. These findings add further support to the findings of earlier theory and
research which indicated that student peer groups and other normative reference groups
play an important role in shaping students’ attitudes while in college.

Finally, a number of collegiate experiences served as significant predictors of the
outcomes serving to further inform educational practice. Collegiate experiences shown to
be positively associated with each of the dependent variables in the study included
participation in frequent discussions of racial and ethnic issues, socializing with people
from other racial groups, enrollment in ethnic studies courses, and attendance at racial

awareness workshops while in college.
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Chapter 1
Introduction to the Problem

“Civilized men have gained notable mastery over energy, matter, and
inanimate nature generally, and are rapidly learning to control physical suffering
and premature death. But, by contrast, we appear to be living in the Stone Age
so far as our handling of human relationships is concerned. Our deficit in social
knowledge seems to void at every step our progress in physical knowledge.
The surplus in wealth accumulating to the human race through applied natural
science is virtually canceled by the costs of armaments and war. Gains in
medical science are widely negated by the poverty that results from war and
from trade barriers erected largely by hatred and fear.

At a time when the world as a whole suffers from panic induced by the rival
ideologies of east and west, each corner of the earth has its own special burdens
of animosity. Moslems distrust non-Moslems. Jews who escaped
extermination in Central Europe find themselves in the new State of Israel
surrounded by anti-Semitism. Refugees roam in inhospitable lands. Many of
the colored people of the world suffer indignities at the hands of whites who
invent a fanciful racist doctrine to justify their condescension. The
checkerboard of prejudice in the United States is perhaps the most intricate of
all. While some of this endless antagonism seeins based upon a realistic
conflict of interests, most of it, we suspect, is a product of the fears of the
imagination. Yet imaginary fears can cause real suffering (Allport, 1954, 1958,
1979 p. xv).”

As the 1980s came to a close in American higher education, we observed an increase
in attention given to the topic of racial awareness and related attitudes and behaviors on
many college campuses across the nation. Many institutions of higher education included
as a part of their mission statements the goal of developing among members of the campus
community an zppreciation for issues of diversity. The college environment is supposed to
be one which encourages an appreciation for and commitment to diversity. Yet, despite
this, we have seen an increase in the number of hostile acts targeted at students of color on

our college campuses. News reports and other information document an increase in the



frequency and intensity of incidents relating to acts of racial intolerance and prejudice on
our college campuses (Farrell and Jones, 1988).

These “fears of the imagination” and the “real suffering” described by Allport in the
preface to his classic work in 1954 are very much part of our experience ioday, nearly four
decades later. On one hand, the fact that Allport’s book is a classic and is still widely used
and cited nearly forty years later speaks to the tremendous insight and intellect of the man.
However, the fact that these words still apply today, paints a rather dismal portrait of the
state of affairs in our nation. This predicament suggests that the higher education
community is not doing all that it could or should be doing in addressing the problems of
prejudice and racism. If institutions of higher education truly wish to achieve their stated
goal of promoting diversity, then a more thorough and thoughtful analysis of the problem
is desperately needed.

If we truly wish to provide educational environments which challenge students and
develop in them an increased appreciation for and commitment to issues relating to
diversity, then it is imperative that we better understand the factors that contribute to
increases or decreases in students’ commitment to issues and programs related to race.

The purpose of this study is to better understand the role of colleges and universities
in shaping the attitudes of students and in developing in them an increase in commitment to
issues of diversity. While it is largely exploratory in nature, it is guided by a theoretical
perspective rooted in the effects of college neer groups and reference groups in the
socialization of college students. Specifically, this study will analyze the relative
importance of the effects of the peer environment, the environment created by faculty, and
students’ involvement in a variety of college experiences on their attitudes toward race.

It is hypothesized that the single most important environmental predictor of students’
attitudes and commitment to issues of diversity is the peer environment in college. While

faculty play an important role in this process, it is believed that the effects of faculty
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influence are largely explained by the effects of the peer environment. Finally, the study
will test the significance of a variety of curricular and co—curricular experiences on changes

in student attitudes and level of commitment to diversity.



Chapter 2
A Review of the Literature

In order to fully understand the issues relevant to the questions raised by this study, it
is important to review the literature and findings of previous studies in a number of areas.
This review of the literature summarizes the findings from previous studies in three primary
areas: peer effects; the impact of college on students, and attitude formation and change.
Findings from these areas which relate to the questions posed in this study are summarized
in this chapter.

Reference Groups and College Peer Group Effects

Historically, many social scientists have recognized the importance of the groups to
which individuals belong in shaping the attitudes and behavior of people. In short, the
term “reference group” was coined to describe these groups and the effects that these
groups may have. Hence, the term reference group refers to a group to which an individual
orients him/herself, regardless of whether or not the individual is actually a member of the
group. The development of the reference group concept drew attention to the idea that the
attitudes and behaviors of an individual may be shaped by groups other than the
individual’s.

The link between reference group theory and the study of college students dates back
to the initial development of the reference group concept. While Hyman has been credited
with first introducing the concept of reference groups in 1942, one of the most widely cited
studies which illustrated the normative effects of reference groups was Newcomb’s study
of Bennington College women during the late 1930s (Singer. 1981). This pioneering
study explained the observed change in political attitudes of these women as the function of
their acceptance of and orientation to the college as a positive reference group (Newcomb,
1948). A follow-up study of these same women during the early 1960s indicated that the

changes attributed to the reference group were likely to persist over time (Newcomb,



1968). .A new follow-up study of these Bennington women (forty years after the initial
study) has recently been completed with the results to be published in March of 1992.
These findings might lend even further validity to the idea that these changes persist over
time.

Kelley (1968) further developed the concept of reference groups by defining two
distinct functions that reference groups can serve. The comparative function exists when
the referents serve as standards of comparison for an appraisal of some sort. The
normative function exists when the referents serve as a source of the individual’s norms,
attitudes, and/or values.

Kemper (1968) suggested three functions of reference groups which would all seem
to fall under the category of normative reference groups as defined by Kelley. An
individual must please normative reference groups either because of her/his membership in
them and her/his acceptance of their norms or because of the group’s power over her/him.
Each group provides the individual with information about what is expected and what the
consequences are for non-compliance. Comparison reference groups provide the
individual with a frame of reference by which she/he can test out her/his attitudes, beliefs,
etc.. or can learn a set of new skills. Role models can be important in this area by
demonstrating to the individual how something is done which can in turn provide the
individual with the skills which she/he lacks but desires to have. Finally, the individual
attributes certain values to audience reference groups which the individual then tries to
emulate. The audience group may or may not take notice of the individual, but she/he
nevertheless attempts to attract their attention and gain rewards from them much as an actor
performs for an audience, hence, the name.

Broadly conceived, the consequence of the normative influence of reference groups is

conformity (Singer, 1981). In most cases, this relates to conformity in attitudes and



behaviors. However, this conformity can also be used to understand other social processes
including social mobility, acculturation, and changes in attitudes (Singer, 1981).

Studies of the Effects of the College Peer environment on Student
Development

As was mentioned earlier, Newcomb’s study of Bennington College women served
as one of the pioneering studies of the effects of reference groups on college students.
Despite this early study, further interest in the study of reference groups or college peers
did not emerge again in higher education until the decade cf the 1560s. Newcomb has been
one of the strongest proponents of the need to consider the effects of peer influence on
student outcomes.

In the preface to their book College Peer Groups, Newcomb and Wilson (1966)
described what they pelieved to be the most important considerations when studying
college impact. The authors felt that the most important factor to be considered in
determining the final outcome in college impact studies was a term they labeled selection.
The term selection was used to define those characteristics which students possess at the
time of college entry. Newcomb and Wilson asseried that the second most important factor
in determining the impact of college was related to peer influences.

In addition, the authors felt that students’ attitudes were most sensitive to the
influence of peers. This has particular relevance to educational research given that many of
the attitudes of interest to educators and educational researchers are attitudes which are
firmly rooted in group membership. It has particular relevance to this study given that
racial attitudes are often directly related to being a member of a particular group.

In a later volume co-authored by Newcomb, the concept of peer influence was further
developed as it related to college impact (Feldman and Newcomb, 1969a). An assumption
inherent in their discussion was the fact that colleges and universities serve the role of

socializing agents for the larger society.



“As socializing institutions, colleges and universities have the task of
influencing students so that they leave the campus with improved or different
knowledge, skills, attitudes, and values. Designated socializing agents
(primarily the faculty) act on behalf of the organization to train, develop,
modify, or in some way “act upon” the individuals (students) who enter it, in

more or less formal ways.” (pp. 227-228)

In discussing the importance of student sub-groups and peers, they acknowledged
that while faculty may be the designated agents of socialization, students are likely to be
directly responsible for much of the socialization which takes place. Arthur Chickering
offered support for this view when he wrote that “A student’s most important teacher is
another student.” (Chickering, 1969, p. 253). This is not to minimize the role that faculty
play, but, rather to point out that much of the influence of faculty is often amplified or
attenuated by the interactions students have with their peers.

In describing his theory of college student development, Chickering acknowledged
the importance of identifying and understanding the effects of peer influence by writing
that: “The evidence clearly indicates that friends, reference groups, and the general student
culture clearly have an impact on studcnt development.” (1969, p. 269) He later wrote that
“The force of friendships, reference groups, and the student culture is amplified as
frequency and intensity of contacts increase.” (Chickering, 1969, p. 278)

Feldman and Newcomb proposed seven functions that college peer groups serve.

“1.  As part of the intermediate stage between the family and larger post-college
world, the college peer group may help the individual student through the
crisis of achieving independence from home.

Under certain conditions......the peer group can support and facilitate the
academic-intellectual goals of the college.

[

3. The peer group offers general emotional support to the students; it fulfills
needs not met by the curriculum, the classroom, or the faculty.



4. The college peer group can provide for the student an occasion for and
practice in getting along with people whose background, interests, and
observations differ from his cwn.

5. Through value reinforcement, the peer group can provide support for not
changing. Yet, it can also challenge old values, provide intellectual
stimulation, and act as a sounding board for new points of view, present
new information and new experiences to the student, help to clarify new
self-definitions, suggest new career possibilities, and provide emotional
support for students who are changing.

6. The peer group can offer an alternative source of gratification and of
positive self-image, along with rewarding a variety of non-academic
interests, for students who are disappointed or not completely successful
academically. Friends and social ties may also serve to discourage
voluntary withdrawal from college for other than academic reasons.

7. College peer group relations can be significant to students in their post-
college careers—not only because they provide general social training, but
also because of the development of personal ties that may reappear later in
the career of the former student.” (Feldman and Newcomb, 1969, pp.
236-237)

In their follow-up of the earlier work by Feldman and Newcomb, Pascarella and
Terenzini provided an analysis of the more recent research on college impact. Their
findings lend support to the position of Chickering when they noted that “the influence of
peers may be as great or greater than that of faculty” (1991, p. 313). Pascarella and
Terenzini found this to be even more significant when changes in student attitudes and
values are considered. While the authors indicated that previous research has suggested
that there is a relationship between student-faculty contact and attitude and value change,
the magnitude of this influence is not clear. Pascarella and Terenzini suggest that the
effects of student-faculty contact may vary based upon the student sub-groups to which
they belong and to the types of faculty with which students interact. In addition, they

indicate that students who live cn-campus are likely to show greater change in their



attitudes due to greater exposure to the effects of interaction with their peers and other
aspects of the college environment.

Given the important role that peers have in affecting the educational outcomes of the
student, it is important to consider both why and how these groups come into being.
Chickering provides perhaps the most succinct explanation in the context of reference
group theory for why students are attracted to these peer groups.

“Human beings are strongly prompted to establish social ties for two reasons.

First, secure social ties provide a dependabie basis for a consistent and stable

self-picture, a firm sense of ideatity.....Second, social ties provide both

instrumental and emotional support as the business of living is carried out.” (p.
226)

In College Peer Groups, Newcomb described how these groups come into being by
providing three conditions which facilitate peer group formation. Precollege acquaintances
generally apply to groups formed in high school which carry over into college. While these
groups don’t often carry over into the coliege years, those that do are more likely to
reinforce attitudes and values than to mediate new ones acquired through the college
experience. Propinquity refers to the fact that essentially the closer you are to people, the
more likely you are to develop friendships with them. Finally, students are more likely to
become involved with people and groups of people with which they share similar attitudes
and interesis. This concept is also echoed by other researchers including Guskin and
Guskin who wrote that: “friends are selected on the basis of the actual and perceived
similarity of attitudes, interests, and values” (1970 p.133).

In addition to determining how these groups are formed, it is also important to
understand under what conditions these groups function best. Newcomb described what
he believed to be four conditions for peer group influence. These included (1) the size of
the group, (2) the homogeneity of the group, (3) the isolation of the group, and, (4) the

importance to individuals of group-supported attitudes (Newcomb, 1967).



Newcomb argued that smaller groups tend to have stronger effects on attitudes. He
did not discount the effects of larger groups, particularly when the smaller group is a part
of the larger group. If the attitudes developed by the smaller group are consistent with
those of the larger group, then the two join to mrake for an effective and potent combination
on the individual.

However, when the smaller group and its attitudes are in conflict with the larger
group, the smaller group can often serve to insulate its members from the effects of the
larger group norms. This phenomenon is particularly important in the context of the
questions included in this study. While the larger environment may be one which actively
encourages more liberal racial attitudes and increased commitment to issues of diversity,
there may be smaller sub—groups within the larger environment which insulate students
from the effects of the larger group (i.e., fraternity or sorority membership, study in a
particular discipline or major).

Generally speaking, groups which are more homogeneous in terms of age, sex,
social class, and/or religious beliefs (racial/ethnic background could be added here)
contribute to effective peer group influence primarily because of the homogeneity of
attitudes that tend to correspond with these other similarities. People with similar
backgrounds and similar experiences are more likely to share similar attitudes and ideas.

The relative isolation of a group from other groups having differing views and
attitudes serves to strengthen the belief that the group’s views are “right.” This helps to
explain the phenomenon described above where group membership can serve to insulate its
members from the influences of the larger peer enviranment. Even though the smaller
group deviates from the norms of the larger group, if 1t can successfully isolate itself from
the larger group, the small group and its attitudes may remain in tact.

Finally, the greater the importance to individuals in the group of the attitudes for

which the group stands, the greater the solidarity of the group. Conversely, when
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identification by the individual shifts away from the group and its prevailing attitudes, the
group’s influence is diminished.

As was mentioned earlier, Newcomb’s study was the first empirically based study of
peer effects. A number of the early studies on college impact were guided by the work of
Newcomb and were designed to investigate the effects of the peer environment on students.

Perhaps one of the most widely known and tested studies of the time was suggested
by Clark and Trow (1966). They proposed four types of student groups {academics, non-
conformists, collegiate, and vocational) which they believed represented the four dominant
sub-cultures within the college environment. These groups were distinguished by the
interaction of two variables: (a) the degree to which students were involved with ideas, and
(b) the extent to which students identified with their college.

The two groups involved with ideas were characterized as the academics and the non-
conformists. However, the academics also identified with the college while the non-
conformists did not. The academics tended to identify with the concerns of the faculty and
pursued their ideas within the curriculum of the college. In addition, they worked hard, got
the best grades, and talked about their course work out of class. On the other hand, the
non-conformists tended to pursue their ideas outside of the classroom or outside of the
college. The detachment they felt from the college was extended to their relationships with
faculty. In addition, they tended to be hostile to the administration.

The collegiate and the vocational groups were not particularly involved with ideas.
The collegiate group was strongly loyal to the college while tiie vocational group was not.
The collegiate group was resistant or indifferent to intellectual demands. Their values and
activities tended to focus on their social life and extra-curricular activities. The vocational
group was neither intellectually oriented nor attached to the college. They viewed college
attendance as a diploma or credentialing vehicle that would lead to a better job for them after

graduation.
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While Feldman and Newcomb (1969) reported that there were a number of empirical
studies which attempted to quantify the group types suggested by Clark and Trow, none
were able to provide any conclusive evidence to either support or contradict their existence.

However, there were a nuriber of early studies which suggested that student groups
do function as both comparative and normative reference groups for students. Feldman
and Newcomb provided the following description of the comparative reference group
function as it directly applies to the college environment:

“The group can serve as a comparative reference group for students to the extent

that the behaviors, attitudes, circumstances, or other characteristics of its

members represent standards or comparison points against which the student

makes judgements and evaluations, including judgements and self-evaluations.”
(p- 237)

Astin (1963) found that the higher the intelligence level of the student body, the more
likely the high ability students were to see themselves as having decreased in ambition and
self-confidence. Students with similar abilities in a less intellectually competitive
environment were more likely to report increases in the same areas. Davis (1966) and
Spady (1967) explored the concept of relative deprivation and reported that success in their
samples was judged by the relative standing of their subjects in the local student group, not
by their standing in the total student population which existed across campuses.

In describing the dynamics of the normative function of reference groups on

campuses, Feldman and Newcomb stated that:
“students have mutual and reciprocal influence on each other. In the interaction
they develop consensual and shared sets of expectations regarding each others’
behavior and regarding important aspects of their common environment. These
consensual and shared expectations—known as norms and standards—form the
basis of the student peer group’s power over individual members.” (p. 240)

In a study of cheating Bowers (1964) found that as the peer climates became more

disapproving of cheating, the behavior became much less prevalent. Other studies



conducted during the 1960s investigated the impact of peer norms on students’ desire for
post-graduate training and attitudes toward grades and found similar effects supporting the
importance of the impact of normative reference groups on these behaviors and attitudes.
These early studies of the impact of peers suggested that when students did change, they
changed in the direction of the actual or perceived value and/or attitude positions held by
their friends.

Research on the Impact of College on Students

The basic question of research on college impact originally posed by Feldman and
Newcomb (1969a) is under what conditions do what kinds of studenis change in what
ways? The “conditions™ that Feldman and Newcomb describe can be defined as the aspects
of the college environment that affect a set of outcomes under investigation. Astin (1970a,
1970b) believes that these “conditions” or aspects of the college environment are critical in
that they provide the researcher with an “interpretive frame of reference” which can be used
to explain the observed changes in outcome variables.

One of the major weaknesses of most of the early studies of college impact, however,
including the majority of studies which dealt with peer effects, was that they did not
necessarily measure impact. Instead, they were studies of change in students over time.
While there were observed changes in the populations studied, there was no way o assess
whether the changes could be attributed to the college environment or to maturation.

This was true primarily for two reasons. Both stem from the fact that these studies
generally used samples of students from single institutions. The researchers had no way to
adequately control for the input characteristics of the students involved. This presents
problems of self-selection given that particular colleges tend to attract particular types of
students. In addition, most of these studies did not include those students who had left

college early on. As a result, there was really no way to determine whether the differences
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observed were the result of maturational effects or the result of attendance at the college or
university.

In addition, even if there had been controls for the input characteristics of the students
involved, there was no way to generalize these findings to other campuses. In these single
institution studies, only one institution was included in the study. In the absence of data
from multiple institutions, there was no way to determine whether the observed changes
were unique to the particular campus being studied. (see Astin, 1970a, 1970b, 1977).

The first large scale study that included controls for input characteristics and an
environmental variable for analysis was conducted by Trent and Medsker (1968). The
study compared college attenders to non-attenders, hence, providing a dichotomous
measure of the college environment. By comparing high achieving non-attenders to college
attenders, Trent and Medsker were able to better determine change which resulted from
maturational effects and change which could be uniquely attributed to the college
environment. In this study student experiences were not measured, but, rather were
implicitly assumed to be different from those who did not attend college.

While this study was an improvement over the previous college impact studies, it,
too, was not without its shortcomings. By grouping the entire range of college and
university types into one measure, it was impossible to determine what effects could be
uniquely attributed to different types of colleges. By doing this, the variability of differing
college types and related effects were ignored.

The college impact studies of Alexander Astin are perhaps the most widely cited in
recent years. His Input-Output-Environment (I-E-O) methed of studying college impact
provides for adequate control of input characteristics and for measuring the effects of a host
of environmental variables (see Astin, 1970a, 1970b, 1977, 1991). Step-wise multiple
regression techniques are used in the modei. The effects of input characteristics are

controlled for by entering the variables in blocks in temporal sequence to approximate the
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order in which they are believed to have occurred. Environmental variables enter the
equation after all relevant input characteristics which are related to the outcome measures
have been controlled. While these studies lack a control group of non-attenders, this can be
compensated for by measuring the magnitude of exposure to the college environment. The
rationale Astin offers for this method is that “if certain outcomes are facilitated by the
experience of attending college, the likelihood of such outcomes should be greater for those
students who have had the greatest exposure to the college environment” (Astin, 1977).

The environmental measures utilized in these analyses include measures of different
environments both between and within institutions. Between institution differences are
measured by a host of variables which include measures of selectivity, size, control type,
funding, expenditures, facuity/student ratios, region, level of federal support, etc. Peer
effects are often inferred based upon differing effects of these variables and the distribution
of student types and backgrounds among these differing institutions.

The environmental measures of within institution differences include measures of
student involvement with programs, activities, and/or ideas (i.e., majors). These
involvement based measures have helped to describe student experiences by identifying and
emphasizing institutional sub-environments and student sub-culturss. However, while
these variables identify the existence of these groups, they do not directly measure the
normative messages and expectations which are communicated in these groups. Again,
this must be inferred by the researcher.

When researchers rely strictly on structural characteristics to measure the college
environment, they may introduce imprecision into the analysis. As a result, it is easier to
misinterpret the findings. It is also likely that they underestimate the true effects of the
coliege environment. By grouping institutions into broader structural variables, the
variability within these groupings is ignored. Much of this variability may be explained by

the differences in peer environments from campus to campus.
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However, there have been a few recent attempts at more directly measuring and
assessing the impact of the student peer groups. Dey’s (1988) study of the effects of the
college environment on political views is one such study. An array of earlier studies had
indicated the effect of the college environment in making students more politically liberal.
This trend had remained relatively constant over time.

However, in an analysis of trends data on college freshmen, Dey noticed that entering
students were increasingly more likely to characterize their political views as being
moderate or conservative. In addition, trends data on students four years after entering
college indicated that increases in student liberalism were not as marked as in previous
years. Dey hypothesized that this might be the result of the effects of a peer environment
which was becoming increasingly more conservative.

In order to test this hypothesis, he constructed three factors related to political
attitudes for which he had both pre-test and post-test information. In addition to the
structural environmental measures normally used in college impact research, he also
devised an institutional measure of political liberalism for each college represented in the
sample. After the input characteristics entered the regression equation, none of the
structural environmental characteristics entered as significant predictors of the outcome.
Schools which fell within the lowest quintile of the measure of the peer environment
indicated a negative relationship with liberalism. The other measures of the environment
which entered were measures which spoke to the importance of the student’s social system
and peer environment. Dey concluded that the changing characteristics of students and the
peer environment may have resulted in college producing a moderating effect, rather than a
liberalizing effect on student political attitudes.

Dey recognized that these results should be viewed with caution. In particular, he
acknowledged that the peer environment measure used in the analysis was a rough

approximation of the normative messages a student might receive in a given college

16



environment. In addition, as the size of the institution increases, the measure of the peer
environment becomes less representative due to the variety of normative peer groups which
can exist on larger campuses.

Finally, Weidman (1989) provided a useful conceptual framework for understanding
the undergraduate socialization process. He defined undergraduate socialization as “a
process that results from the student’s interaction with other members of the college
community in groups or other settings characterized by varying degrees of normative
pressure” (Weidman, 1989, p. 304).

Weidman is critical of much of the research on college impact which he described as
being “intuitive” in nature. While this “intuitive” approach is helpful in describing the types
of effects that occur, in identifying the types of colleges where these effects are most likely
to occur, and in discovering the types of students who are most likely to be affected by
attending college, this approach does not “clarify and explain in any systematic fashion the
reasons why effects occur” (Weidman, 1989, p. 293). Weidman felt that if knowledge of
how college influences students was to be expanded, then research should give more
attention to “identifying and operationalizing the specific social and interpersonal
mechanisms that transmit and mediate the influences of the college environment”
(Weidman, 1988, p. 293).

Weidman’s framework provides for consideration of the three main components he
considers to be important in studying undergraduate socialization: (1) student background
characteristics, (2) the influences of the academic and social structure of the college, and,
(3) the impact of parental socialization and non-college references groups in the
socialization of students.

Research on Racial Attitudes
In conducting a review of the literature on attitudes and attitude measurement, it is

possible to conclude that there may be as many different definitions of attitude as there are
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attitude theorists. Some attitude theorists have even developed more than one definition.
Louis Thurstone is recognized by many as being the first social psychologist to develop
and popularize an attitude-measurement methodology. In 1928 he defined attitude as *“the
sum total of man’s inclinations and feelings, prejudice and bias, preconceived notions,
ideas, fears, threats, and convictions about any specific topic”. However by 1931 he had
simplified his definition by saying “Attitude is the affect for or against a psychological
object.” Later he indicated that he wished that he had used the definition contained in an
earlier version of his 1928 article: “the intensity of positive or negative affect for or against
a psychological object” (Thurstone, 1946).

The debate over what constitutes a definition of racial attitudes is no exception. While
the debate as to what precisely constitutes a racial attitude is sure to continue for some
time, there are a number of helpful guidelines for consideration for the purposes of this
study.

The vast majority of research that has been conducted regarding racial attitudes has
been targeted at analyzing the relationship between blacks and whites in our country.
While this has some limitations when trying to analyze the dynamics of racial attitudes
involving other groups, it is helpful in providing important variables for consideration in
conducting such research.

Schuman, Steeh, and Bobo (1985) provide thoughtful trends analysis and offer
interpretations of studies of racial attitudes in the United States. The authors define an

attitude as:
“consisting of positive or negative responses toward an object, whether that
object be another individual, a group, or whatever. More precisely, the
attitudes are assumed to underlie the responses expressed in actual surveys,
rather than to be the responses themselves.”

In providing an historical analysis of the study of racial attitudes, they report that

evidence of national survey data measuring racial attitudes first appeared in 1942. Similar
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items appeared again in 1946, but, then not again until 1956. During the mid-1960s, racial
attitude items began to appear with increasing regularity on nationa! public opinion surveys.

The authors’ analyses suggest the importance of including several variables in any
study of racial attitudes. First and foremost, controls for the racial background of the
respondent must be included. Second, time is an important variable given that the historical
context can prove to have an effect on attitudes toward race. Third, the geographic region
of the respondent has traditionally played a determining factor in racial attitudes.
Respondents from certain parts of the country have historically been identified as being
more racially conservative than those from other parts of the country. Fourth, age is an
important variable to be included in an analysis. Younger cohorts of respondents tend to be
more racially liberal than older respondents. Finally, education is important as both a
psychological and social indicator in racial attitude analysis. Most researchers contend that
those with higher levels of education tend to be more racially “progressive.”

In addition io these variables, sex is widely considered to be an important predictor of
racial attitudes. Women tend to be more liberal than do men in their attitudes. However,
the findings of Smith and Allen and Haniff challenge this finding for African American
college women. In their studies of African American men and women enrolled in college,
they found that African American women were more conservative in their racial attitudes
than were men (Allen and Haniff, 1991). Women in their sample were less likely to
indicate support for interraciai dating or to report that their was unity among Black students
on their respective campuses. Allen and Haniff also found that students from higher
socioeconomic backgrounds were more likely to indicate support for interracial dating.

The importance of considering the socioeconomic background of respondents
indirectly relates to the work of another group of racial attitude researchers. Jackman,
Jackman and Muha argue that higher levels of education do not indicate increased

“progressiveness” in racial attitudes (1978, 1984). They assert that while those with higher
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levels of education tend to express more agreement with the abstract principles of equality,
their class interests override this stated agreement. The authors contend that this
commitment to equality is not represented by an increased likelihood to agree with
statements which push for a more applied or concrete implementation of these abstract
principles.

The discussion of abstract and concrete attitudes has also been developed in the work
of other researchers (McConahay, Hardee, and Batts, 1981, and, Kinder and Sears, 1981,
Sears, 1988). They present a concept labeled as “symbolic” or “modern” racism. The
authors contend that while segregationist statements and biological racismi have essentially
vanished, over time, these prejudiced attitudes have been replaced and are expressed in a
more abstract, moralistic resentment toward blacks. This new racism has its foundation in
a belief that blacks violate such traditional American values as individualism and self-
reliance, the work ethic, obedience, and discipline. This sentiment is most evident in white
opposition to busing, affirmative action, and in white unwillingness to vote for black
political candidates. This group of researchers attribute these prejudicial attitudes to a
negative predisposition toward blacks which has been developed during childhood
socialization.

However, other researchers take exception with this description of symbolic racism
and its origins. Bobo (1983) argues that white opposition to busing or affirmative action
programs and policies is better explained through an understanding of group conflict
theory. Under group conflict theory, white opposition to these programs is expressed
because it threatens the social status of whites. In short, whites view these policies as “a
threat to their life-styles, as well as other valued resources and accepted practices” (Bobo,
1983, p. 1198). Bobo argues that the resistance that whites express to these programs and

policies is not necessarily a rejection of blacks in and of itself. Rather, this opposition is



expressed in defense of “a lifestyle and position they think they have earned and do not
question” (Bobo, 1983, p. 1208).

Recently published research findings suggest another way to analyze the effects of
education on racial attitudes (Sidanius, Pratto, Martin, and Stallworth, 1991). In a test of
the implications of Social Dominance Theory, the authors examined the relationship
between career choice of undergraduate and graduate students and consensual racial
attitudes. In a nutshell, “Social Dominance Theory is a theory of the psychological and
social forces which contribute to the formation and maintenance of social hierarchies and
caste-systems” (Sidanius, et al, 1991, p.692). These hierarchies result from institutional
and individual discrimination. Resources are aliocated based upon group membership.

According to Social Dominance Theory (Sidanius, et al, 1991), consensual racial
attitudes are those attitudes which different racial groups share in common. These are
differentiated from dissensual racial attitudes which are those “racial attitudes which
distinguish or separate one group from the other, the myths which one group propagates
and which the other group finds degrading and humiliating” (Sidanius, et al, 1991, p.
694). Dissensual racial attitudes are viewed to be socially destabilizing under Social
Dominance Theory. On the other hand, consensual racial attitudes work to reinforce or
sustain the hierarchy proposed in the theory.

The authors reported that while students who attend college do tend to become more
liberal in their attitudes, those students who were pursuing careers within the “power”
professions (i.e., business and law) were found to have higher levels of consensual racial
attitudes than students who were preparing for careers in other areas. These findings held
even after providing for controls of race, gender, and grade point average.

In the context of Social Dominance Theory it makes sense that individuals in the
“power” professions will be more likely to hold consensual racial attitudes given the fact

that these groups are responsible for the allocation of resources and access to these
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resources (Sidanius, Pratto, Martin, and Stallworth, 1991). There is evidence to suggest
that individuals who are more likely to discriminate against members of negative reference
groups and/or who hold negative racial attitudes are more likely to choose the “power”
professions when entering college.

Two other recently completed studies that I have recently completed also indicate
differences in racial attitudes by discipline (Milem, 1991a, 1991b). While the sample
included in these studies was drawn from college and university faculty, the findings are
informative for research on college students as well. Faculty who received their graduate
degrees and/or had academic appointments in the disciplines of business, physical and
natural sciences, engineering, and agriculture were found to be more conservative in their
racial attitudes than were faculty in other disciplines. Faculty who had been educated in the
disciplines of history/political science, the social sciences, the humanities, and education
fields were found to be more liberal in their racial attitudes than were faculty in other
disciplines.

The findings of these studies indicate the importance of including controls for a
students’ initial and final choice of major. Each indicates that their may be differing
processes of socialization which take place within different academic environments as they
relate to students’ racial attitudes.

Allport's (1954) discussion of the effects of contact on racial attitudes and the
findings that he suggests are directly relevant to college impact studies relating to racial
attitudes. Allport contended that contact among groups can either serve to lessen or to
increase prejudice depending on the nature and quality of the contact. He offered six
primary methodological suggestions for any study of the effects of contact on attitudes.
These included the need to obtain measures of: (1) the quantitative aspects of contact (i.e.,
frequency, duration, number of people involved), (2) the status aspects of contact (i.e.,

inferior, equal, superior), (3) the role aspects of contact (competitive vs. cooperative), (4)
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the social atmosphere involved in the contact (i.e., voluntary vs. involuntary contact,
contact important or intimate vs. trivial or transient), (5) the personality of the people
involved (i.e., how firmly rooted is prejudice), and, (6) the area of contact (i.e., casual,
residential, occupational, etc.).

Allport went on to discuss varying types of contact and their possible effects. Casual
contact does not dispel prejudice and it is more likely to reenforce it. He also asserted that
the prejudice varies with the density of the minority group(s). The more casual contact in
high density situations, the more likely to bring negative results.

Acquaintance contaci in the sense of true acquaintance is more likely to lessen
prejudice. Allport asserted that contacts that bring about knowledge and understanding are
likely to bring about more accurate and stable beliefs concerning minority groups, and, as a
result, tend to contribute to the reduction of prejudice.

Residential contact tends to operate on two different levels. For those whites who
lived with blacks, Allport stated that prejudice was lessened. This did not happen merely
by circumstance, but, rather, as a result of increased communication. On the other hand,
those whites who viewed residential contact as an approaching phenomenon (i.e., about to
be confronted with integrated living situations), viewed this as a threat and were very
hesitant. The level of complaints varied according to the immediacy of the perceived threat.

Allport stated that differential occupational status was an active factor in promoting
prejudice. However, he found that occupational contacts of equal status (or higher status
on the part of blacks) tended to lessen prejudice.

In order for any of these types of contact to have a profound effect, Allport believed
that the contact must reach below the surface. He characterized contacts that facilitated this
as being the types of contact that caused people to do things together. While the effects of
contact cannot always overcome the effects of personal variables in prejudice, Allport

believed that contact could lessen prejudice if any of ihree (and ideally all of them)



conditions were met: (1) having equal status contacts between majority and minority groups
in pursuit of common goals, (2) the effect is greatly enhanced if contact is sanctioned by
institutional supports, (3) the contact is of the sort that leads to a perception of common
interests and common humanity between members of the groups.

This study provides measures for testing some, but not all, of the facets of contact
described by Allport. The quantitative aspects of contact are best measured by items
included in the study. Measures will be included of how frequently students socialized
with someone of a different race, as well as often they discussed racial/ethnic issues. In
addition, measures will included of percentages of student enrollment at the institutional
level by different racial groups. There will also be controls for how deeply rooted the
students” attitudes are through the use of pretests from students’ responses to the freshmen
survey instrument. The effects of residential contact will be indirectly assessed though
information on students’ living arrangements during their college experience. For a more
detailed description of these variables, please see chapter 3.

Until recently there has been little longitudinal research on the impact of different
college environments on students’ attitudes toward race. One exception is a recently
completed study by Sylvia Hurtado (1990). Hurtado’s study analyzed differences on
commitment to the goal of promoting racial understanding between African—American,
Chicano, and White students . She found that racial tension on campus was positively
associated with increases in students’ interest in promoting racial understanding. Also,
student perceptions of institutional commitment to diversity were positively associated with
the goal of promoting racial understanding for Chicano and White students. White students
who perceived that most faculty at their institutions were sensitive to the issues of minority
students also showed greater increases in their commitment to promote racial

understanding.



In addition to issues of climate, there were a numnber of student behaviors which were
significant in increasing students’ commitment to promoting racial understanding. These
included socializing with someone of a different racial group, discussing issues related to
race and ethnicity, attending racial awareness workshops, enrolling in ethnic studies
classes, and participating in campus demonstrations. Time spent ialking with faculty
outside of class, being a guest in a professor’s home, and time spent in student
organizations were also positive predictors of increased commitment to this goal. Being
involved as a member of a {raternity or sorority was shown to be negatively related to
increased commitment to the goal of promoting racial understanding.

Hurtado’s study is ground breaking in that it provided an in—depth anzlysis of the
process of student socialization while in college as it relates to racial attitudes. However,
while she did include some aggregate measures of the peer environment, her study focused
on the effects of students’ perceptions of the campus climate on student outcomes. In
addition, her study did not include measures of the environment created by faculty on
college campuses. The study I propose compliments the findings of Hurtado and adds to
our understanding of the questions posed by focusing on the relative importance of the peer
environment and the environment created by faculty at the institution.

A Summary of the Relevant Literature

The findings reported in previous research in each of the three areas provide helpful
suggestions as to the types of variables which should be included in this study. These will
be summarized based upon the following categories: (1) research on reference groups and
peer group effects, (2) research on college impact, and (3) research on racial attitudes.

The shortcomings apparent in earlier research on college peer group effects indicate
the need to include data from a number of institutions. As was mentioned, most of these
studies involved single institutions. In addition, it is important to develop as many

different measures that depict possible peer influences as is possible. This is important
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given that a variety of peer groups or peer sub-groups is likely to exist within a given
institution. If significant peer effects are found to exist in a sample with multiple
institutions and multiple measures of the peer environment, this will add further strength to
the argument that college peer groups have an important role in the socialization of college
students.

As was mentioned, many of the earlier studies of college impact revealed significant
differences in a variety of student outcomes based upon measures of the
institutional/structural characteristics of colleges and universities. One hypothesis of this
stud’ is that many of these findings are actually explained by the influence of the college
environment. Hence, it is important that measures of these institutional/structural
characteristics be included in this study so that this hypothesis can be tested.

In order to answer the question of college impact raised nearly two and one half
decades ago by Feldman and Newcomb, it is important that this study be tongitudinal.
Longitudinal studies allow the researcher to attribute with more confidence the changes that
they observe in students to the effects of different colleges and different college
experiences.

The findings of research on racial attitudes indicate the importance of including a
number of control variables in these analyses. These include controls for race, gender,
geographic region, age, educational level or aspirations, socioeconomic status, and career
or major aspirations of the respondents.

Finally, Allport’s synthesis of the work on racial attitude formation suggests variables
of importance to this study. These include measures of degree of contact with different
types of people and different ideas. Therefore, measures of opportunities for these contacts
and the frequency of these contacts are important to these analyses.

This study attempts to draw upon the findings of these earlier studies and is reflected

in both the model for studying impact chosen and in the variables which will be included in
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the analyses. The method selected for studying the impact of college on students’ racial
attitudes and their levels of racial awareness and the variables proposed for these analyses

are described in the following chapter.
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Chapter 3
Methodology

Study Hypotheses
As mentioned in chapter one, this study is exploratory in nature. However, it is
guided by the body of theory and research in the area of student peer group effects and

reference group theory.

Hypothesis 1: It is hypothesized that the peer normative environment will be the most
significant predictor of change in students’ racial attitudes, commitment to racial
issues, and level of racial awareness and acceptance. While the role of the faculty
normative environment is critical in this process, particuiarly in helping to “set the
tone” regarding the importance of issues of race and diversity on a given campus, the
effects of the peer normative environment will be stronger than the effects of the
faculty normative environment.

Hypothesis 2: While the peer normative environment is the most significant predictor of
students’ racial attitudes, commitment to racial issues, and levels of racial awareness
and acceptance, participation in specific collegiate experiences and activities will be
shown to either reinforce or to challenge the effects of the peer environment.

Overview

This swudy utilizes the conceptual framework and methodology used in the college
impact studies of Alexander Astin (1970a, 1970b, 1977, 1991). Astin’s Input-Output-
Environment (1-E-O) model provides for a tangible means of assessing college impact in the
absence of a true experimental design. It is essentially impossible to design an
experimental study of college impact given that students do not distribute themselves
randomly to all different types of institutions available to them. This makes it very difficult
to control for the entering characteristics of students included in the study. Essentially, the
model proposed by Astin is centered around the idea that “the college can be seen as

comprising three conceptually different components: student outputs, student inputs, and

the college environment” (Astin, 1970a, p. 224).



Student inputs are those characteristics which the students brings with them when
they first enter college. The college environment describes those aspects of colleges and
universities that are capable of having some influence on the student. Studeni outpuis are
those elements of students’ development that the college either influences or wishes to
influence (Astin, 1970a).

The 1-E-O model of studying college impact provides for control of input
characteristics and for measuring the effects of a host of environmental variables (see Astin,
1970a, 1970b, 1977, 1991). Step-wise multiple regression techniques comprise the
statistical method of analysis in this model. The effects of input characteristics are
controlled for by entering the variables in blocks in temporal sequence to approximate the
order in which they are believed to have occurred. Environmental variables enter the
equation after all relevant input characteristics which are related to the outcome have been
allowed to enter the regression equation.

While these studies lack a control group of non-attenders, Astin contends that one can
compensate for this by measuring the magnitude of exposure a student has in the college
environment. The rationale he offers for this method is that “if certain outcomes are
facilitated by the experience of attending college, the likelihood of such outcomes should be
greater for those students who have the greatest exposure to the college environment.”

The environmental measures included in this model are characteristics of different
college environments both between and within the institutions studied. Between institution
differences are measured by a host of variables which include measures of college
selectivity (measured by the averége SAT scores of the entering class), size, control type
(public vs. private), funding, expenditures, faculty/student ratios, geographic region, level
of federal support, etc. Peer effects are often inferred based upon differing effects of these
variables and the distribution of student types and backgrounds among these differing

institutions. For example, the findings of earlier studies have shown us that students who



attend more selective institutions tend to be more politically liberal than those students who
attend institutions of lower selectivity. Hence, while the political views of the peer
environment are not directly measured and included in the analysis, peer effects at these
institutions are inferred based upon the selectivity level of the institutiors. This study will
seek to improve upon earlier studies by including measures of aspects of the peer
environment (as between institution measures of college environments) using information
from the entering student body at each institution.

Environmental measures of within institution differences include measures of student
involvement with co-curricular and extra-curricular programs, activities, and curricula (i.e.,
majors). These variables include measures of how students spent their time during their
last year of college, course-taking patterns, and measures of participation in a variety of
activities (fraternity/sorority membership, participation in intercollegiate athletics, amount
of student/student contact, amount of student/faculty contact, etc.). These involvement
based measures have helped to describe student experiences by identifying and
emphasizing institutional sub-environments and studeni sub-cultures.

Data Source

The data to be used in this study were collected as part of the Cooperative Institutional
Research Program (CIRP) that is sponsored by the American Council on Education and
conducted by the Higher Education Research Institute (HERI) at UCLA. The CIRP freshman
survey is designed to annually collect a broad range of information on entering studerits that
can later be used in longitudinal analyses of college impact. The data for these analyses
came from the 1985 Student Information Form (SIF) which was administered to all
freshmen at participating institutions, the 1989 Follow-up Survey of the entering class of
1985 (FUS), a 1989 National Survey of College and University Faculty conducted by HERI,

as well as institutional level information from federal government agencies.
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There are distinct advantages to using this data set for these analyses. First, the SIF
and FUS provide information that can be used for longitudinal analyses of college impact.
This allows for measurement of student change rather than having to infer change based
upon cross-sectional data. Second, each of the data sets are multi-institutional. There are
approximately 150 institutions represented in the data base yielding a final sample of over
15,000 potential respondents. This allows for the assessment of institutional affects across
a variety of environmental measures (Astin, 1970b).

The Student Information Form (SIF)

The SIF was sent to campuses during the spring and summer of 1985 for distribution
to entering freshmen during summer orientation programs and/or during the first few
weeks of the fall term (A copy of the SIFis contained in Appendix A). The Cooperative
Institutional Research Program invited 2,741 institutions to participate for the 1985
academic year. From: this group, 546 institutions agreed to participate which yielded a final
sample of 279, 985 students who completed the SIF. Of these 546 institutions,
approximately 200 of them represent the stratified random sample that was originally
created in 1966 (Astin, Green, Korn, and Schalit, 1985).

The responses of participants from 181 institutions were excluded from the SIF
normative population because of low response rates from the college as a whole (less than
75%3. This resulted in a final sample of 192,453 students from 372 institutions which
comprised the national normative population of college students (Astin, Green, Ko, &
Schalit, 1985, p. 97). The number of institutions and student respondents in the 1985

CIRP normative population are shown in Table 3.1.
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Table 3.1
Number of Participating Institutions and Students by Institutional Type,
1985 CIRP Normative Population (Four-year institutions only)

Number of Number of
Institutional Type Institutions Students
Public universities 27 61,994
Private universities 24 21,384
Public four-year colleges 35 25,715
Private nonsectarian colleges 103 32,827
Private denominational colleges 120 30,235
Historically Black colleges 9 2,972
All institutions 318 175,127

Source: Dey, (1991).
The Followup Survey (FUS)

The Higher Education Research Institute has been conducting regular follow-up
surveys of entering classes of college freshmen since 1982 in both two year and four year
increments (A copy of the FUS is contained in Appendix A). When combined with the SIF,
the FUS provides for longitudinal analyses of a broad range of studeni experiences,
accomplishments, and activities while in college enabling the researcher to learn a great deal
regarding college impact and student development (Hurtado, Astin, Korn, & Dey, 1989).
The SIF provides for baseline data on students at the time of college entry. The FUS
provides for add:tional data on these same students four years after they first entered
college.

The students included in this study were drawn from three different samples of
students who were sent the Freshmen Survey and the Follow-up Survey. The first of these
is the HERI random sample. This sample was drawn from the original sample of 175,127
students who completed the SIF using a stratified random sample designed to insure
representation of student respondents from a variety of different institutional types. Using
a stratification scheme which classifies institutions by their type (public vs private,

university vs college) and level of selectivity (average SAT scores of their entering class), a



sample of 20,317 students was drawn from those CIRPinstitutions contained in the national
norms (Astin, et al, 1985). This sample was selected based upon knowledge of earlier FUS
response rates and was designed to yield at least 175 respondents from each stratification
cell (Dey, 1991). The random sample was designed to provide a representative sample of
students for research on college impact. The FUS was sent to students in the random
sample in late June of 1989. A second wave of surveys was sent to non—respondents in
mid-August. The response rate of the random sample to the FUS was 21.6 percent. For
information regarding the random sample, please see table 3.2.

Table 3.2

Response Rate by Institutional Type, 1989 Follow-up Survey of 1985 Freshmen,
HERI Random Sample

Original Returned Response
Institutional Type N N Rate
Public universities 2,824 679 24%
Private universities 2,244 647 29
Public four-year colleges 2,763 615 22
Private nonsectarian colleges 2,777 751 27
Private denominational colleges 4,191 1067 25
Two-year colleges 3,659 463 13
Historically black colleges 1,859 157 8
All institutions 20,317 4,379 22

Source: Dey (1991)

A second sample of respondents to the FUS was drawn as a part of a national study of
the outcomes of general education conducted by the Higher Education Research Institute
sponsored by the Exxon Education Foundation. Students included in this sample were
selected based upon the structure of the undergraduate curriculum at their institution (Astin,
1988, Dey, Hurtado, and Astin, 1989). There were 52 institutions with a possible sample
of 34,323 students included in the general education sample. Students in this sample were

also sent surveys in two waves concurrently with students from the random sample. A
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third wave of surveys was sent to all minority non-respondents and to non-respondents
from institutions in the general education study sample with response rates of less than 25
percent. In addition to the standard form letter included with the Follow-up Survey,
institutions participating in the general education study also included an introductory letter
from either the president or other ranking college administrator at the institution
encouraging their students to respond. In an attempt to decrease the number of non-
deliverables sent to students thereby increasing the response rate, the registrars from each
of these institutions provided HERI with updated addresses for ali students who entered the
institution as freshmen in 1985. Table 3.3 shows the response rates for students from the
Exxon general education sample.

Table 3.3

Response Rate by Institutional Type, 1989 Follow-up of 1985 Freshmen,
Exxon General Education Sample

Number of Original Number of  Percent

Institutional Type Institutions Sample Respondents Returned
Public universities 8 17,402 4,768 27
Private universities 4 3,654 1,537 42
Public four-year colleges 4 1,878 459 24
Private nonsectarian colleges 15 5,464 2,195 40
Private denominational colleges 18 4,501 1,546 34
Historically black colleges 3 1,424 299 21
All institutions 52 34,323 10,804 31

Source: Dey (1991)

A third and final sample of institutions was sent the FUS when the Higher Education
Research Institute received a grant from the National Science Foundation to study
undergraduate science education. The NSF provided funds intended to supplement the
general education sample so as to correct for an underrepresentation of certain institutional
types (primarily public four year institutions). Table 3.4 shows the distribution of

institutions in the CIRP, Exxon, and NSF samples. The FUS surveys were sent to students
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in the NSF sample in two waves during January and March of 1990. For student response
rates in the NSF sample, please see table 3.5. For student response rates to the combined
Exxon and NSF samples, please see table 3.6.

Table 3.4

Institutional Characteristics of the CIRP Freshman,
Exxon Follow-up, and NSF Follow-up Survey Samples

Follow-Up Survey

1985 Exxon NSF  Combined
Institutional Type CIRP' Sample Sample  Samples
Public universities 41 8 9 17
Private universities 33 4 17 21
Public four-year colleges 64 4 15 19
Private nonsectarian colleges 146 15 18 33
Private denominational colleges 170 18 34 52
Historically Black colleges 19 3 5 8
All institutions 473 52 100 150

N ncludes institutions not in the norms.
Source: Dey (1991)

Table 3.5
Response Rate by Institutional Type, 1989 Follow-up of 1985 Freshmen,
National Science Foundation Sample

Number of Original Numberof  Percent

Institutional Type Institutions Sample Respondents Returned
Public universities 9 7,343 2,164 29
Private universities 17 11,738 3,875 33
Public four-year colleges 15 9,503 2,853 30
Private nonsectarian colleges 18 7,371 2,387 32
Private denominational colleges 34 5,275 1,579 30
Historically black colleges 5 1,252 144 12
All institutions 98 42,482 13,002 31

Source: Dey (1991)
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Table 3.6
Response Rate by Institutional Type, 1939 Follow-up of 1985 Freshmen,
Combined Samples

Number of Original Number of  Percent

Institutional Type Institutions Sample Respondents Retumned
Public universities 17 24,745 6,932 28
Private universities 21 15,392 5,412 35
Public four-year colleges 19 11,381 3,312 29
Private nonsectarian colleges 32 12,835 4,582 36
Private denominational colleges 52 9,776 3,125 32
Historically black colleges 8 2,676 443 17
All institutions 150 76,805 23,806 31

Adapted from: Dey (1991)

The Faculty Survey

The Exxon and NSF projects also inciuded a faculty survey component (A copy of the
HERI Faculty Survey is contained in Appendix A). The HERI Faculty Survey was designed
so that faculty at the institutions included in the Exxon and NSF student samples could be
surveyed as well. The survey gathered information regarding the attitudes and values of
faculty, the pedagogical practices utilized by faculty, the research activities of faculty,
faculty perceptions regarding the institutions in which they were employed, and other
assorted information regarding faculty roles at their institutions (For more detailed
information on the HER! Faculty Survey, see Astin, Korn, and Dey, 1990).

For schools included in the general education study, individual institutions mailed a
copy of the survey to all undergraduate faculty in October, 1989. A second wave of
surveys was sent to non-respondents in mid-December. Faculty from the NSF sampie
were sent the surveys directly from the Higher Education Research Institute using address
lists obtained from a private vendor. Two waves of surveys (the second wave to non-

respondents) were mailed in January and March of 1990. The faculty survey had a

36



response rate of 55 percent yielding a final sample of 51,574. Response rates to the faculty

survey by institutional type are presented in table 3.7.

Table 3.7
Institutional and Faculty Participation by Institutional Type, 1989 HERI Faculty Survey
Institutions Faculty

Stratification Cell Total Participating  Total Respondents
Public universities

Low selectivity 56 13 36,298 4,609

Medium selectivity 38 4 38,779 1,363

High selectivity 23 6 23,083 1,779
Private universities

Low selectivity 25 5 10,355 1,146

Medium selectivity 19 2 10,637 338

High selectivity 25 4 15,790 745
Public four-year colleges

Low selectivity! 209 36 46,871 3,700

Medium selectivity 96 18 34,276 2,920

High selectivity 42 8 14,533 1,343
Nonsectarian four-year colleges

Low selectivity! 183 19 9,369 935

Medium selectivity 61 10 6,737 523

High selectivity 83 28 8,254 1,969

Very high selectivity 48 16 6,892 1,382
Catholic four-year colleges

Low selectivity! 81 18 4,420 853

Medium selectivity 59 16 4,713 933

High selectivity 33 7 3,857 526
Protestant four-year colleges

Low selectivity! 218 35 11,566 1,557

Medium selectivity 70 20 5,620 1,068

Eigh selectivity 46 21 4,778 1,474
Two-year colleges

Public 866 85 84,674 5,351

Private 132 4 3,578 116
Black colleges

Public 59 5 9,634 357

Private 56 12 3,717 491
All institutions 2,528 392 401,431 35,478

IIncludes institutions of unknown selectivity.
Note: Adapted from Dey (1991)
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Sample Size and Characteristics

The sample included in the present study utilized respondents from the Exxon and
NSF samples and from students in the random sample for which there was also faculty data.
Students from institutions with fewer than 15 respondents to the FUS were excluded from
the sample. This step was taken to insure that a student’s individual score would not have
an adverse effect cn the peer aggregate scores which were computed. In addition, an upper
cap of no more than approximately 150 students per institution (approximately 1% of the
total sample) was also be placed on the sample. This upper cap was used so that no single
institution (i.e., large universities) would have an inappropriate influence on the findings
due to their overrepresentation in the sample. Based upon these corrections, the final
sample included approximately 159 institutions and 15,000 students.
Variables Included in the Study
Dependent Variables

The three dependent variables used in this study that depict racial attitudes and
sensitivity include an opinion item, a personal goal item, and a factor developed to measure

self-reported growth in cultural awareness:
oA greement with the statement “Busing is OK if it helps to achieve racial balance in the

schools.”

Importance to the student of the personal goal “Helping to promote racial
understanding.”

«Self-reported growth since entering college in the area of cultural awareness and

acceptance.
The first dependent variable (the busing item) was included on both the SIF and the
FUS providing both a pretest and post-test for the item. This item is clearly an attitude item.
Items similar to it have been included on past surveys of racial attitudes. The second item
(goal to promote racial understanding) was also included on both the SIF and the FUS and

also provides both a pretest and post-test. This item represents the level of personal
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commitment that students have to issues of race and diversity. The last item is a factor
developed in an earlier analysis of this data (Milem, 1990) which measures the amount of
relative growth that students reported in the area of racial awareness and sensitivity (The
paper describing the factor analysis is contained in Appendix B). As part of the analyses
for the study of the outcomes of general education funded by the Exxon Education
Foundation, a series of factor analyses were performed on items measuring reported
growth among students in a number of different areas. This factor emerged as one of four
factors used in the general education analyses. While there is no pretest for the item, it is
worded in such a way that asks students to assess the amount of change that they believe
had occurred since they first entered college.

While it could be argued that each of these items is part of a higher order construct
and could be combined to form a single dependent variable for the study, each of the
proposed dependent variables represents a unique and distinct aspect relating to the topic of
racial attitudes and race relations which warrants individual analysis (see correlations for
dependent variables in table 3.8). The busing item represents an aspect of the racial
attitudes of students. The personal goal item measures the degree of commitment that
students had toward issues of racial diversity. The cultural awareness and acceptance
factor represents an assessment by students of the amount of self-growth in these areas
students attributed to their college experience. Given that each dependent variable
measured unique aspects of this broader topic, the analyses were conducted separately for

each of the three items.
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Table 3.8
Correlations among Dependent Variables

View: Busing OK to Goal: Promote racial Cultural Awareness

achieve racial balance understanding and Appreciation
View: Busing OK to achieve racial balance 1.00 .28 .36
Goal: Promote racial understanding 1.00 .14
Cultural awareness and acceptance 1.00

Source: Higher Education Research Institute, ucLA
Descriptive Analyses

As was mentioned in chapter two, the results of previous research on racial attitudes
have shown that there are often significant differences in attitudes based upon the racial
background of respondents (Schuman, Steeh, and Bobo, 1985). In addition, previous
results of studies of college impact have shown differences in college impact for students
from different racial backgrounds as well (Astin, 1977, Astin, 1981, Feldman and
Newcomb, 1969, Pascarella and Terenzini, 1991). Given this fact, descriptive analyses
for each of the dependent variables were performed for each of the dependent variables in
the study based upon the different racial backgrounds of students in the sample.

Studems’ views with respect to their attitudes toward school busing and to the
importance of the goal of helping to promote racial understanding were examined at the
time that they entered coliege and four years later. By doing a series of crosstabulations of
these items, one can develop a sense of how students from different racial groups changed
with respect to these items over four years. In addition, students’ levels of self-reported
growth were also be examined. These descriptive analyses were done to determine
whether there were significant differences among students from different racial groups in
the study. Significant differences in each of the dependent variables were found in the
analyses of descriptive change. White students differed dramatically from their peers from
other racial groups on each of the dependent variables. In addition, white women differed

from white men regarding each of the outcomes.



Mudtivariate Analyses

As was mentioned, the Input-Environment-Output model of studying college impact
was used for the multivariate analyscs in this study. For the reasons previously cited, this
model was selected as the most appropriate for use in this study of the impact of college on
students’ racial attitudes and levels of racial awareness. Based upon the findings from the
descriptive analyses, the multivariate analyses were conducted for white men and white
women on each of the three dependent variables. The reasons for this decision are
presented in greater detail at the beginning of chapter five.

Independent Variables

The independent variables were entered into the regression analyses in blocks
consistent with Astin’s I-E-O model (Astin, 1970a, 1970b, 1977,1991) described earlier in
this chapter and in chapter two. A schematic diagram of the proposed analyses is presented
in figure 3.1. This model is infiuenced by the work of Astin (1970a, 1970b, 1977, 1991)
and Wiedman (1988).

The first block of variables invoived measures of students’ input characteristics (the
characteristics they bring with them upon entry to college). These included variables
measuring:

*Pretests for dependent variables

*High school academic achievement (high school grade point average and academic
rank)

*Degree aspirations

*Measures of socioeconomic background of students (parental education, parental
occupation, parental income)

*Religious background

*Age

*Political view

*Students’ social and political attitudes

Students’ reasons for attending college

*Students’ career aspirations

Students’ entering choice of college major
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The second block of independent variables included variables measuring students’
living arrangements during their first year of college (with parents; private home,
apartment, or room; college dormitory; fraternity or sorority house; or other campus student
housing). These variables provided information regarding the degree of exposure to the
college environment for students in the sample.

The third block of variables included items measuring the structural characteristics of

the institutions in the sample:

e[nstitutional selectivity (average SAT of the entering class)
oI nstitutional size (enrollment at the institution)

eInstitutional type (Public or Private University, Public or Private college,
Nonsectarian, Catholic, or Protestant Institution)

eInstitutional race (historically black college or predominantly white college)
sGeographic region of the institution

«Size of the city where the institution is located

sInstitutional sex (men’s college, women'’s college, coeducational)
sPercentages of enrollment by racial group

ePercentages of enrollment of women

«Percentages of bachelor’s degrees awarded by discipline

The fourth block of variables included those items which represented the peer
normative environment and the normative environment created by faculty at the various
institutions in the sample. A series of exploratory factor analyses were undertaken to
determine whether there were factor constructs which would emerge that could be used to
characterize these normative environments. The factor analyses were performed based
upon al! entering student responses to personal goal items and opinion items from the 1985
freshman survey. All freshmen responses were used so as to better approximate measures
of the peer normative environment at each institution represented in the sample.

The factors were extracted using the principal axis factoring method. The extracted
factor matrix was rotated both orthogonally and obliquely. After a number of rotations of
the extracted factor matrix, a six factor solution emerged as the most descriptive and

parsimonious for this study. The orthogonal and oblique rotation methods yielded the
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same factor solution. The peer normative constructs identified through the factor analysis
were: (1) Humanism, (2) Materialism, (3) Social Liberalism, (4) Libertarianism, (5)
Authoritarianism, and, (6) Artistic Orientation. The peer normative factors and their
loadings are presented in table 3.9.

Peer normative environments represented by the label humanism were characterized
by students who tended to be more altruistic in their orientations. They valued participation
in programs and activities designed to help others as well as having a desire to influence
social values and the political structure. Environments represented by the label of
materialism were characterized by students who were more concerned with issues relating
to money and status. Peer normative environments with the label of social liberalism were
represented by students who expressed desires for programs and activities designed !0
make the society more equitable and just. Normative environments represented by the label
of liberturianism were characterized by students who tended to be supportive of the rights
of individual self-expression and choice. Environments with the label of authoritarianism
were characterized by students who very conservative in their views toward women,
homosexuality, and individual behavior. Finally, normative environments characterized by
the label of artistic orientation tended to have students who valued the goals of making

artistic and literary contributions.



Table 3.9
Results of Factor Analysis—Peer Normative Factors

Factors

Factor Loading

Factor 1 - Humanism

Goal: Participate in community action program
Goal: Promote racial understanding

Goal: Influence social values

Goal: Influence political structure

Goal: Develop meaningful philosophy of life
Goal: Be involved in environmental clean-up
Goal: Help others in difficulty

Factor 2 - Materialism

Goal: Be well-off financially

Goal: Have administrative responsibility for others
Goal: Be successful in own business

Goal: Be expert in finance/commerce

Goal: Obtain recognition from colleagues

Goal: Become authority in own field

View: College increases earning, power

Factor 3 - Social Liberalism

View: Government not doing enough to promote disarmament
View: Government not doing enough to control pollution
View: Increase federal military spending

View: Nuclear disarmament is attainable

View: Government not doing enough to protect consumer
View: National health care plan needed

View: Government should discourage energy use

View: Wealthy should pay more taxes

View: Death penalty should be abolished

View: Busing is OK to achieve racial balance in the schools

Factor 4 - Libertarianism

View: It is alright to live together out of marriage
View: Abortion should be legalized

View: Marijuana should be legalized

Factor 5 - Authoritarianism

View: Prohibit homosexual relations

View: Married women are best at home

View: Colleges ban extreme speakers

View: Equal Opportunity for women

View: Colleges have right to regulate off-campus behavior

Factor 6 - Artistic Orientation

Goal: Create original works

Goal: Write original works

Goal: Achieve in the performing arts

Source: Higher Education Research Institute, UCLA
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Another factor analysis was undertaken using similar personal goal and opinion items

from the 1989 survey of faculty. The same factor extraction and rotation methods used

with the student data were also used with the faculty data. After a number of rotations of

the extracted factor matrix, a five factor solution was selected and included: (1) Humanism,

(2) Social Liberalism, (3) Careerism, (4) Activism, and, (5) Materialism. The Factors and

their loadings are presented in table 3.10.

Table 3.10
Results of Factor Analysis—Faculty Normative Factors

Factors Factor Loading
Factor 1 - Humanism

Goal: Promote racial understanding .70
Goal: Help others in difficulty .65
Goal: Develop meaningful philosophy of life .56
Goal: Be involved in environmental clean-up .49
Factor 2 - Social Liberalism

Opinion: National health care plan needed .65
Opinion: Wealthy should pay more taxes .52
Opinion: Abortion should be legalized .50
Opinion: Death penalty should be abolished .49
Opinion: Colleges should be active in solving social problems .36
Opinion: Faculty unionization has enhanced teaching 35
Opinion: Colleges ban extreme speakers -.35
Opinion: Racial discrimination still a problems in America .30
Factor 3 - Careerism

Goal: Obtain recognition from my colleagues 72
Goal: Become authority in my own field .54
Factor 4 - Activism

Goal: Influence political structure .52
Goal: Influence social structure .69
Factor 5 - Materialism

Opinion: College increases earning power .58
Goal: Be well-off financially .45
Goal: Have administrative responsibility for others .29

Source: Higher Education Research Institute, UCLA

The faculty normative factors representing humanism, social liberalism, and

materialism are similar in meaning to those peer normative factors with the same labels
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described above. Faculty normative environments with the label of careerism were
characterized by faculty who had greater concern with obtaining recognition from their
colleagues and with being recogrized as authorities in their respective fields. Faculty
normative environments with the label of activism were characterized by faculty who
valued the goals of influencing the political structure and social values. While these two
items loaded on the student peer factor of kumanism, they clearly emerged as a distinct and
different factor in the analysis of faculty data.

Aggregate measures (institutional means) for each factor were computed at the
instiwutional level and merged with the data base. The peer aggregate measures were
computed using all students who completed a freshmen survey (SIF) at the institutions
contained in the sample. This was done so that a more accurate measure of the peer
normative environment could be be computed and included in the survey. The faculty
aggregate measures were computed for all faculty who reported that they had taught
undergraduate courses at the institution in the year prior to completing the survey. Faculty
who were involved in activities which excluded them from classroom contact with
undergraduates (i.e., exclusively administrative responsibilities, exclusively research) were
not used to compute the faculty normative aggregates.

In addition to the peer factors and the faculty factors described above, measures of the
socioeconomic siatus and political view for the students’ peer group at each institution were
included in the fourth block of variables. Aggregate measures of the political view of

faculty at each institution were also calculated and included in this block.
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The fifth block of independent variables included in the analysis were measures of the
college experiences of students which represent a range of selected curricular, co-
curricular, and extra-curricular activities in which students were involved during the college

years. These included variables measuring:

*Enrollment in an ethnic studies course

eEnroliment in an interdisciplinary course

*Enrollment in a women’s studies course

eAttendance at racial/cultural awareness workshop

sMembership in a fraternity or sorority

eParticipation in intercollegiate athletics

sWorking on a professor’s research project

eAssisting faculty in teaching a class

°Being elected to a student office

eHours per week spent socializing with friends

sHours per week attending classes/labs

*Hours per week studying/doing homework

*Hours per week working

eHours per week talking with faculty out of class

sHours per week attending religious services/meetings

oFrequency with which the student had discussed course content with other students

sFrequency with which the student had been a guest in a professor’s home

Frequency with which student had discussed racial/ethnic issues

eFrequency with which the student had participated in campus demonstrations

«Frequency with which the student had socialized with someone of a different ethnic
group

«Frequency with which the student had discussed political/social issues

«Student’s final major choice

Student’s final career aspirations

The sixth block of variables included in the analyses were variables that measured the
magnitude of exposure students’ had to the college environment. Independent variables
measuring between one and four years of enrollment at the institution were developed and
included in this block. If college does have an impact on students’ attitudes and levels of

awareness, then those students who have had greater exposure (i.e., four years) to the



college environment should show greater change on the outcome variables. These
variables were developed to test this question.
Student Interviews

In addition to the quantitative analyses that were conducted as a part of this study of
the impact of college on students’ racial attitudes and levels of racial awareness and
acceptance, a small number of interviews were conducted with four white students (two
white women and two white men). This was a small non-random sample of students
selected to participate in the interviews. The interviews were not intended to provide
further data for the analyses. Rather, the goal of these interviews was to provide
information from the experiences of students which would serve to further illustrate the
quantitative findings of the study. The results of these interviews are presented with the
summary and implications of the study in chapter six.

Importance of the study

As was mentioned in chapter one, this study while exploratory in nature, was guided
by theory and earlier research on college peer effects. Thus, it is believed that the findings
of this study will be useful by informing both theory and practice.

From a theoretical perspective, these analyses provided for a test of the importance of
the relative effects of the peer normative environment and the normative environment
created by faculty at a given institution. The study attempts to answer the following
questions: (1) Does the peer normative environment serve as a significant predictor of
students’ racial attitudes and/or their level of racial awareness?; (2) Do faculty have a
unique and significant role in this process or are the effects of the faculty normative
environment largely mediated by the peer environment?; (3) Are the findings of earlier
research on college impact which attribute the effects of institutional characteristics to peer
environmental effects actually explained when the researcher includes measures of the peer

environment in the analyses?
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This study hoped to inform educational practice by identifying those types of college
experiences which tend to produce relative increases (or decreases) in students’ racial
attitudes and awareness. If this is the case, institutions which are interested in inculcating
in students more accepting racial attitudes and increase their levels of racial awareness and
commitment to racial issues can look to the findings of this study for guidance in the
planning of curricular, co-curricular, and extra-curricular experiences which facilitate this

desired growth.



Chapter 4
Descriptive Changes in Dependent Variables

As was mentioned in chapter three, there were three dependent variables included in
this study: (1) level of agreement with the statement “Busing is OK if it helps to achieve
racial balance in the schools”; (2) Importance to the individual of the personal goal
“Helping to promote racial understanding”; and (3) Amount of self-reported growth since
entering college in the area of cultural awareness and acceptance. Before undertaking a
series of multivariate analyses to identify what predicts changes with respect to these
attitudes and beliefs among college students, descriptive analyses of the dependent
variables were performed to determine whether or not there were signif; icant differences
between white students and students of color and between men and women.

Students’ views with respect to their attitudes toward school busing and to the
importance of the goal of helping to promote racial understanding were examined at the
time that they entered college and four years later. By doing a series of crosstabulations of
these items, one can develop a sense of how students from different racial groups changed
with respect to these items over four years. The factor measuring self-reported growth in
cultural awareness and acceptance did not have a pre-test. Analysis of differences by racial
background for this item were done by examining how students were distributed in their
levels of reported growth four years after entering college.

Given that the results of earlier studies of racial attitudes have shown that there are
significant differences in racial attitudes based upon differences in racial background, it was
important to determine how students {from different racial backgrounds changed regarding
each of the dependent variables. Findings are reported for all students, for white students,
for African American students, for Mexican American/Chicano students, and for Asian

American students (see tables 4.1, 4.2, and 4.3). While the data set also had responses for
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Table 4.3
Differences in Self-Rating for Cultural Awareness Jor All Students by Race (Percentages)

All White African American  Chicano Asian American
Students Students Students Students Students
Scale Range (N=15418) (N=13698) (N=809) (N=231) (N=517)
2-5 (Weaker/Much Weaker) 2.3 2.4 0.6 1.7 1.2
6 (No Change) 14.9 15.2 10.1 13.4 14.9
7-8 (Stronger) 49.0 49.1 49.9 42.4 46.7
9-10 (Much Stronger) 33.8 33.2 39.3 42.4 37.3

American-Indian and Puerto Rican-American students, the sizes of these populations in the
data base were so low as to prohibit any meaningful interpretation of results.
Change in Students’ Views about School Busing
All Students

This item was included in both the entering student survey and in the follow-up
survey completed by students four years after college entry. The item was an opinion
statement scored on a four point scale (disagree strongly, disagree somewhat, agree
somewhat, agree strongly). There was a moderate positive correlation between the pretest
and the post-test for the attitude on busing (.391). However, the simple correlation was
not as high as might be expected. Change seemed in students’ attitudes appeared to run
toward the two extremes of scale of agreement with this item (agreeing strongly or
disagreeing strongly). The disagree strongly category showed an increase of 0.5 percent
while the strongly agree category showed an increase of 0.3 percent. For the busing item,
50.3 percent of students in 1985 reported that they either disagreed somewhat or disagreed
strongly with this item. Their level of agreement with the item increased by only 0.1
percent by 1989 (50.4 percent).

Another way to examine change in this item is to look at how students in the two
extremes of the scale of agreement with the item responded in 1985 and in 1989. By

looking at those students who moved from an extreme opinion to the opposite opinion on
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the item (i.e., strongly disagree to agree or strongly agree to disagree). Over one quarter
(26.3 percent) of those students who indicated that they agreed strongly with the busing
statement in 1985 reported that they either disagreed somewhat or disagreed strongly with
the same statement in 1989 (see table 4.4). Change from the other extreme was somewhat
less pronounced. Only 22.9 percent of students who strongly disagreed with the statement
in 1985 reported that they agreed or strongly agreed with the busing statement in 1989.
Hence, after four years of college, it was more likely for students to change from high
levels of support for busing to opposition toward busing than it was for students to change

from high opposition toward busing to support of busing.

Table 4.4
Large Changes in Dependent Variables by Racial Group (in percentages)
All White African American Chicano Asian American
Students Students Students Students Students

Gains Losses Gains lLosses Gains Losses Gains Losses Gains Losses
Busing Item 229 263 21.6 294 493 163 182 143 284 152

Goal Item 16.7 229 157 275 640 9.1 458 69 225 234

Note: For the busing item, gains are defined as those students who reported that they
strongly disagreed with the busing item in 1985 and reported that they agreed
somewhat or agreed strongly in 1989. Losses are those students who reported that
they strongly agreed with the item in 1985 and reported that they disagreed
somewhat or disagreed strongly in 1989. For the goal item, gains are defined as
those students who reported that the geal was not important to them in 1985 and
later reported that the goal had become very important or essential to them in 1989.
Losses are those students who reported that the goal was essential to them in 1985
and later reported that the item had become somewhat important or not important to
them in 1989.

White students

For white students, the direction of the observed changes were similar to those
presented for all students. This was expected given that white students comprise 89.3
percent of the total sample. White students were more likely to disagree somewhat or
disagree strongly with the busing item in both years, 1985 and 1989 (51.7 percent and

52.2 percent respectively). Again, we see movement toward each extreme in scale of



agreement with the busing item, but there was slightly more movement toward
disagreement with the statement than with agreement (see table 4.1).

The movement ioward increased disagreement with the item “Busing is OK if it heips
to achieve racial balance in the schools” is further illustrated when we examine how those
students who were located at each extreme in the scale of agreement with the item (those
strongly disagreeing or strongly agreeing) in 1985 responded after four years (table 4.4).
Nearly one third of white students (29.4 percent) who strongly agreed with the statement in
1985 underwent a rather dramatic change and either disagreed somewhat or disagreed
strongly with the statement in 1989. Conversely, less than one quarter (21.6 percent) of
white students who reported that they strongly disagreed with the busing statement in 1985
reported that they had become more liberal in their views regarding school busing by
agreeing strongly or somewhat with the statement in 1989.

African American students

African American studeitts were much more likely than were white students to report
that they agreed strongly or somewhat with the busing item than were white students in
both 1985 and in 1989 (71.6 percent and 69.5 percent for African Americans respectively
as compared to 48.3 percent and 47.8 percent for whites). In addition, African American
students were more than three times as likely to strongly agree with the statement in both
1985 and 1989 than were students who were white (27.0 percent and 24.8 percent
respectively for African Americans as compared to 7.5 percent and 7.9 percent for white
students). As can be seen from these figures, African Americans were slightly less likely
to agree with the busing item in 1989 than they were in 1985 when they first entered
college.

The simple correlation between the pretest and the post-test was lower for African
American students than it was for all students or for students from other racial backgrounds

(.302). This indicates that there was greater change after four years in the attitudes toward
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school busing among African American students than for students from other racial
backgrounds.
Mexican American/Chicano students

Chicano students were also more likely than were white students to report that they
either agreed strongly or somewhat with the busing item in both 1985 and in 1989. In
addition, these differences were even more pronounced in 1989 than in 1985 (54.5 percent
and 60.5 percent respectively for Chicanos compared to 48.3 percent and 47.8 percent for
whites). The pretest served as a much better predictor of the post-test for Chicanos than for
the rest of the population (r=.495).

Most of the change for Chicano students was toward increased agreement with the
busing item. Of those students who reported that they strongly disagreed with the busing
item in 1985, 18.2 percent reported that they agreed somewhat or agreed strongly with the
statement in 1989. Conversely, of those Chicano students who agreed strongly with the
statement in 1985, only 14.5 percent reported that they either disagreed somewhat or
strongly with the statement in 1989 (table 4.4).

Asian American students

Asian students were also more likely than were white students to report that they
agreed somewhat or strongly with the busing statement (55.6 percent and 57.3 percent in
1985 and 1989 respectively for Asian American students as compared to 48.3 percent and
47.8 percent for white students).

Change in Asian American students’ attitudes between 1985 and 1989 tended to be
toward slightly greater agreement with the item, and, specifically toward being more likely
to strongly agree with the statemeni#(a 3 percent increase). Of those Asian American
students who strongly disagreed with the item in 1985, 28.3 percent either agreed or

strongly agreed with the statement in 1989. Conversely, of those Asian American students



who strongly agreed with the statement in 1985, only 15.2 percent reported that they either
disagreed or strongly disagreed with the statement in 1989 (table 4.4).
Summary of Trends for all Groups

Overall, white students were less likely than were students from other racial groups to
express agreement with the statement “Busing is OK if it helps to achieve racial balance in
the schools”. African American students were most likely to report agreement with the
statement. This difference was most pronounced when African American students were
compared to white students. They were three times as likely to report that they agreed
strongly or somewhat with the statement than were white students.

The correlation between the pretest and the post-test was moderate for all students.
This indicates that there was a reasonably high degree of change that did not follow the
same pattern in students’ attitudes during their four years in college. The correlation
between the pretest and post-test was highest among Chicano students (.495) and lowest
among African American students (.302).

Change in the pretest and the post-test measures reveal some interesting trends. Both
whites and African Americans exhibited a trend toward slightly less agreement with the
busing item four years later. This trend among African American students may have to do
with the fact that so many African American students’ expressed agreement with the
statement initially. Hence, there was greater room for movement toward increased
conservatism as opposed to room for movement toward increased liberalism amonig African
American students. Movement away {from support for school busing programs may have
also been the result of the perceived failure among African American students of attempts at
integrationist policies and policies.

However, Chicano or Asian American students were more likely to report increased
agreement with the statement after four years. This change was most pronounced for

Chicano students (a 6 percent increase after four years).
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Perhaps the most interesting finding from this analysis of trends among students has
to do with the findings regarding white students. White students were less likely than
students from other racial groups to report that they agreed with school busing programs at
the time of college entry. In addition, four years after college entry, white students were
also less likely to report that they supported school busing than were students from other
racial groups. Finally, the change that did take place in white students’ attitudes tended to
be toward slightly greater conservatism in their attitudes regarding school busing programs.
Changes in Students’ Commitment to Promoting Racial Understanding
All Students

Level of commitment to the goal of helping to promote racial understanding was
assessed in 1985 as well as in 1989. The goal was included as 1 of 18 items which asked
students to indicate the importance of each goai on a four point scale (not important,
somewhat important, very important, essential). Specifically, the item was worded as
follows: “Indicate the importance to you personally of each of the following: . . .Helping
to promote racial understanding.”

As with the opinion item pertaining to school busing, there was a moderate
correlation between the pretest and post-test for this item (r=.427), although it was
somewhat stronger than the correlation for the busing item. Change again occurred toward
each extreme in scale of agreement with the goal (“not important” or “essential”).
However, most of the change observed took place toward attributing greater importance to
the goal. When first measured in 1985, 36.7 percent of all students surveyed reported that
the goal was either very important or essential to them. This percentage increased to 40.8
percent in 1989. The major increase in support for the goal was explained by those
students who reported the goal as being essential. The percentage of students who reported
the goal as essential in 1989 increased by 5 percent from the pretest in 1985 (14.7 percent

in 1989 as compared to 9.7 percent in 1985).



Of those students who reported that the goal was either not important or essential in
1985, only 43.4 percent reported that the goal had the same level of importance for them
four years later (table 4.4). In continuing to examine changes in each extreme in 1985, we
find that 16.7 percent of those students who reported that the goal was not important to
them in 1985, later reported that the goal was either very important or essential in 1989.
Conversely, of those students who reported that the goal was essential to them in 1985,
22.9 percent reported that the goal had decreased in importance to them by saying that the
goal was either not important or only somewhat important in 1989.

White Students

Among white students, we once again observe movement each toward extreme in the
scale of their commitment to the goal of promoting racial understanding. However, the
data indicate that the movement was toward a slight increase in commitment to the goal
among white students. While only 7.7 percent of white students indicated that this goal
was essential to them in 1989, this figure had increased to 12.2 percent four years later.
The correlation (r=.398) between the pretest and post-test was lower for whites than for the
whole sample indicating that greater levels of change took place regarding the relative
importance of this goal for white students after four years.

There were higher levels of change in the importance of this goal among those
students who initially identified the goal as being essential to them as compared to those
students who initially reported that the goal was not important to them. While 36.2 percent
of those white students who reported that the goal was essential to them in 1985 reported
the goal was still essential in 1989, 27.5 percent reported that the goal had greatly
decreased in importance after four years (by reporting that the goal was either not important
or somewhat important, see table 4.4).

Conversely, just less than one half (44.1 percent) of those students who reported that

the goal was not important to them in 1985 reported that the goal was still not important to
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them in 1989. Only 15.7 percent of these students reported that the goal of promoting
racial understanding had increased in importance to them by reporting that it was either very
important or essential in 1989.

African American Students

Perhaps the most striking finding of the data for African American students regarding
commitment to the goal of promoting racial understanding was the fact that African
American students were five times as likely to report the goal as being essential to them in
1985 as were white students. They were also four times as likely to report the goal as
being essential to them in 1989 as were white students. In addition, increase in the highest
level of commitment to this goal rose by nearly 11 percent for African American students as
opposed to an increase of 4.5 percent for whites after four years.

The correlation between the pretest and the post-test for African American students
was the lowest for all groups considered in the analyses (r=.310). This indicates a greater
degree of multi-directional change among African American students than for students from
other racial groups. The predominant change for African Americans was toward increased
importance of the goal after four years. For example, of those students who reported that
the goal was not important to them in 1985, 64 perceni reporied the goal as being very
important or essential when asked four years later. Conversely, of those students who
reported that the goal was essential to them in 1985, only 9.1 percent indicated that the goal
had decreased in its relative importance by reporting that it had become not important or
somewhat important four years later (table 4.4).

Mexican American/Chicano Students

The most dramatic finding regarding change among Chicano students regarding their
level of commitment to the goal of helping to promote racial understanding was in the
increase among those students who described the goal as essential in 1989 as compared to

1985 (an increase of 16.4 percent). As with African American students, Chicano students



were more likely to report the goal as being essential than were white students in both 1985
and in 1989, with a more pronounced difference in 1989 (12.8 percent and 29.2 percent
respectively for Chicanos compared to 7.7 percent and 12.2 percent for white students).

Change among Chicano students, like their African American peers, was toward
increased importance of this goal. Of those Chicano students who reported the goal as not
important in 1985, 45.8 percent reported the goal as very important or essential in 1989.
Conversely, of those students who reported that the goal was essential to them in 1985,
only 6.9 percent reported that the goal had become only somewhat important in 1989 (none
of these students indicated that the goal was not important to them in 1989).

Asian American Students

Like their African American and Chicano student peers, Asian American students
were more likely to report that the goal of promoting racial understanding was essential to
them than were white students. Asian American students were approximately twice as
likely to report the goal as being essential to them in both 1985 and 1989 as were white
students (18.9 percent and 23.6 percent for Asian Americans as compared to 7.7 percent
and 12.2 percent for whites).

The correlation between the pretest and the post-test for Asian American students was
lower than that for Chicanos, whites, and for all students indicating that there were higher
levels of change in commitment among this group of students. While the change was more
likely to move toward an increase in importance of the goal, the change for Asian American
students was not as pronounced as the change for African American and Chicano students.
Of those students who reported that the goal was not important to them in 1985, 22.5
percent of these students reported the goal as very important or essential in 1989.
Conversely, of those students who reported the goal as essential to them in 1985, 23.4
percent indicated that the goal had significantly decreased in importance (not important or

somewhat important) four years later.
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Surmmary of Trends for all Groups in Changes in Goal Commitment

As with the school busing item, the most striking difference apparent from the
analysis of change in commitment to the goal of helping to promote racial understanding
involved the differences between the level of commitment of white students and students
from other racial backgrounds. These differences were most striking when white students
were compared to African American and Chicano students. African American students and
Chicano students entered college with higher levels of commitment to the goal of promoting
racial understanding, and, after four years, showed greater increases in their commitment to
this goal than did white students. While there were also differences between whites and
Asian Americans, these differences were not as pronounced as were the differences
between whites and African American and Chicano students.

Once again, these findings suggest that white students go through a different process
of change than do students from other racial groups. Not only do they begin college
reporting lower levels of commitment to the goal of helping to promote racial
understanding, but, they also show lower levels of relative increase in the importance of
this goal than do students from other racial backgrounds.

Changes in Students’ Levels of Cultural Awareness and Acceptance

The third and final dependent variable included in this study involved students’
perceptions of their relative growth in cultural awareness and acceptance from the time that
they first entered college as freshmen until four years later when they completed the follow-
up survey. This dependent variable is a factor derived from responses to two items
included on the follow-up survey. While there was no pretest for the factor, the wording
of the two items was such that it asked the respondents to assess the amount of change they
had experienced during the previous four years. The specific wording of the items from
the survey were as follows: “Compared with when you first entered college as a freshman,

how would you now describe your: . . . Cultural awareness and appreciation, . . .



Acceptance of persons from different races/cultures.” The items were scored on a five
point scale (much weaker, weaker, no change, stronger, much stronger). Hence, when the
two items were combined to form a single factor, the possible scores ranged from a low of
2 to a high of 10 (see table 4.3).

All Students

In analyzing change for students in the area of cultural awareness and acceptance, it is
helpful to look at the distribution of the variable. The vast majcrity of students reportzd at
least some gains in their cultural awareness and acceptance (82.8 percent). The mean for
the variable was 7.98 and the mode was a score of eight. The modal score of 8 indicates
that most students reported that their cultural awareness and acceptance bad become
stronger from the time that they were first freshmen until four years later when assessed on
the follow-up survey. Only 2.3 percent of students reported that their cultural awareness
and acceptance had decreased from the time they had entered college until four years later.
Nearly fifteen percent (14.9 percent) reported that their appreciation and awareness had not
changed during this time period.

Comparisons by Racial Background

As with the first two dependent variables, whites differed from students of other
races in the level of change they reported in their cultural awareness and acceptance. While
the differences were not as dramatic as those described with the other two dependent
variables, they are worth noting. A summary of these differences for all students and for
students by racial background is presented in table 4.3.

White students were more likely than were students from other groups to report that
they experienced no change or a weakening in their cultural awareness and acceptance
(17.6 percent). African American students were the least likely to report a weakening or no
change (10.7 percent). African American students were followed by Chicano students

(15.1 percent) and Asian American students (16.1 percent) respectively. The modal
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response for all groups, with the exception of Chicanos, was a score of 8. For Chicano
students, the modal response was the maximum possible score (10).

Another way to examine differences in the level of increase in this dependent variable
is to look at what percentage of students from each group reported that their awareness and
acceptance had increased to become at least stronger or much stronger (this included those
students with scores on the factor of between 8 and 10). African American students were
the most likely to report gains in this higher end of the scale (71.4 percent), followed by
Chicano students (66.6 percent), Asian American students (65.2 percent) and white
students (63.9 percent) respectively.

Swmmary of Trends in Changes in Cultural Awareness and Acceptance

As with the two other dependent variables, significant differences were found when
white students were compared with students from other racial backgrounds. While the
general trend among all students surveyed was toward increased levels of awareness and
acceptance, white students differed from their peers from other raciai groups. Whites were
more likely to report that they experienced no growth or weakened growth in their cultural
awareness and acceptance than were students from other races. In addition, white students
were less likely to report increases at the higher end of the factor scale.

Differences by Gender among White Students

The differences in changes found when comparing white students to students from
other races suggest that it is important to study whites as a separate group. However,
merely using race as the single distinction in the analyses does not suffice. The results of
earlier studies on college impact and on racial attitudes indicate that there may be important
differences between men and women (e.g. see, Astin, 1977, Milem, 1991a, 1991b,
Pascarella and Terenzini, 1991). Hence, for the purposes of this study, it was important to

do analyses of change in the dependent variables among white male and female students to
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determine whether differences based upon gender existed regarding the dependent variables
included in this study as well (These results are summarized in tables 4.5, 4.6, and 4.7).
Gender Differences among White Students Pertaining to School Busing

As was mentioned earlier, there was a slight decrease in support for school busing
programs among white students after four years of college (48.3 percent in agreement in
1985 as compared to 47.8 percent in agreement in 1989). Earlier findings regarding
differences in racial attitudes based upon gender appear to hold for this item as well (see
Table 4.5). Women in this sample were more likely than were men to express support for
the busing item both at the time of the pretest and four years later (51.3 percent and 50.4
percent of women agreed somewhat or agreed strongly in 1985 and 1989 respectively as
compared to 43.8 percent and 43.9 percent of men in 1985 and 1989). As can be seen
from these figures, women as a group were slightly less likely to report that they agreed

with the statement after four years than were men whose views remained relatively stable.
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Table 4.5

Comparison of Views on School Busing for White Students by Gender between 1985 and

1989 (Percentages)
Whites White Men White Women
(N=12592) (N=5118) (N=7474)
85 89 Change 85 89 Change 85 89 Change
Strongly Disagree 17.9 18.7 +0.8 21.0 21.8 +0.8 158 16.6 +0.8
Disagree Somewhat 33.8 33.5 -0.3 35.1 343 -0.8 32.8 32,9 +0.1
Agree Somewhat 40.8 399 -09 36.7 36.7 0.0 43.5 420 -1.5
Strongly Agree 7.5 7.9 +0.4 7.1 7.2 +0.1 7.8 8.4 +0.6
r=.386 r=.377 r=.387

Table 4.6
Comparison of Goal Commitment for White Students by Gender between 1985 and 1989
(Percentages)
Whites White Men White Women
(N=13033) (N=5236) (N=7797)

85 89 Change 85 89 Change 85 89 Change
Not Important 18.5 20.7 +2.2 20.4 24.4 +4.0 17.2 18.2 +1.0
Somewhat Important 48.0 41.9 -6.1 48.2 43.1 -5.1 47.9 41.1 -6.8
Very Important 25.8 25.2 -0.6 243 230 -13 26.8 26.7 -0.1
Essential 7.7 12.2 +4.5 7.0 94 +2.4 8.2 140 +58

r=.396 r=.396 r=.396
Table 4.7
Differences in Self-Rating for Cultural Awareness for White Students and By Gender
(Percentages)
Whites White Men White Women
(N=13033) (N=5236) (N=7797)

10 (Much Stronger) 20.4 17.2 22.6
8-10 (Stronger/Much Stronger)  62.9 58.3 65.6
2-6 (No Change/Weaker) 17.7 20.6 15.6
2-5 (Weaker/Much Weaker) 2.4 3.5 1.7




This is not to say that there were not significant changes in white men’s views during
this four year period. For instance, of those men who reported that they agreed strongly
with the busing item in 1985, one third (33.6 percent) reported that they disagreed with the
statement in 1989 (see table 4.8). Conversely, of those men who reported that they
disagreed strongly with the busing item in 1985, 20.5 percent reported that they agreed
with the statement in 1989. The pattern among men indicates that it was more likely for
those men who were most supportive of school busing as freshmen to become opposed to
busing after four years than it was for men who were initially the most opposed to busing

to become supportive.

;I‘;E; L(l,.’lgzanges in Dependent Variables for White Students by Gender (in percentages)
White Women Men
Students Students Students
Gains__Losses Gains __Losses Gains__Losses
Busing Item 21.6 294 22.6 26.7 20.5 33.6
Goal Item 15.7 27.5 27.3 24.8 13.7 32.1

Note: For the busing item, gains are defined as those students who reported that they
strongly disagreed with the busing item in 1985 and reported that they agreed
somewhat or agreed strongly in 1989. Losses are those students who reported that
they strongly agreed with the item in 1985 and reported that they disagreed
somewhat or disagreed strongly in 1989. For the goal item, gains are defined as
those students who reported that the goal was not important io them in 1985 and
later reported that the goal had become very important or essential to them in 1589.
Losses are those students who reported that the goal was essential to them in 1985
and later reported that the item had become somewhat important or not important to
them in 1989.

A similar pattern of change was evident among women, but not nearly as dramatic as
that among men. Of those women who reported that they agreed strongly with the
statement in 1985, over one quarter (26.7 percent) reported that they disagreed with the
same item in 1989. Conversely, of those women who disagreed with the statement in
1985, 22.6 percent reported that they supported school busing by agreeing with the

statement in 19K9.
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Summaryv of Gender Differences Regarding Attitudes toward School Busing

The findings regarding gender differences among white students and their attitudes
toward school busing indicate important differences. First, as with other studies of racial
attitudes, in this study, women were more likely than were men to express support for
school busing both as entering students and four years after college entry. Second, while
women were more likely to support school busing than were men, women were also more
likely to show a slight decrease in their overall support after four years. Finally, men were
more likely to change from high support of school busing programs as entering students to
opposition of busing after four years than were women.

Gender Differences in the Goal of Helping to Promote Racial Understanding

As was mentioned earlier, there was a small relative increase in the importance among
, white students for the goal of helping to promote racial understanding (33.5 percent
| reporting it as very important or essential in 1985 as compared to 37.4 percent in 1989).
Another pattern evident among whites was movement toward both ext:emes regarding the
importance of this goal (increases in the percentage reporting the goal as not important and
in those reporting the goal as essential after four years).

As with the busing iiem, differences among white studenis were found based upon
gender with this item as well (see table 4.6). Women were more likely than were men to
report that they goal was essential to them (8.2 percent and 14.0 percent for women
respectively between 1985 and 1989 as compared to 7.0 percent and 9.4 percent for men)
both when they entered college and four years later. In addition, women showed a more
dramatic increase among those who reported that the goal was very important or essential to
them after four years (5.7 percent for women as compared to 1.1 percent for men).

Nearly one third (32.1 percent) of the men who reported that this goal was essential
to them in 1985, reported that the goal had significantly decreased in importance to them

four years later when they indicated that the goal had become either not important or



somewhat important to them. Only one quarter (24.8 percent) of the women surveyed
reported this same decrease in importance after four years (table 4.8).

Another way to view change in this item is to look at the percentage of students
whose views did not shift after four years. One half (50.1 percent) of white males who
reported that the goal was not important to them in 1985 reported that the goal still was not
important to them in 1989. However, less than one third (31.8 percent) of those men who
reported that the goal was essential to them in 1985 stated that the goal maintained this level
of importance in 1989.

Women tended to show a different trend when these same comparisons were made.
Women at each extreme of the goal were no more or less likely to view the goal with
increased or decreased importance after four years. Of those women who reported the goal
as not important in 1985, 39.3 percent continued to report the goal as not important to them
in 1989. Similarly, of those women who reported that the goal was essential to them in
1985, 38.7 percent of them indicated that the goal had maintained its importance in 198%5.

Summaryv of Gender Differences on Goal ltem

Again, as with differences by gender in support for school busing, interesting
differences between white men and white women regarding their belief in the importance of
the goal of helping to promote racial understanding were evident. Women were more likely
than were men to report that the goal was very important or essential to them both at the
time that they entered college as well as four years later. In addition, women as a group
showed greater relative increases in the importance of the goal than did men. This would
suggest that there may be different processes that occur during the college experience for
women and men which have an effect on the importance that they place on their role in
helping to promote racial understanding. These differences are explored through by the

multivariate analyses presented in the next chapter.
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Gender Differences Regarding Changes in Levels of Cultural Awareness and Acceptance

As was mentioned earlier in this chapter, while students as a whole reported that their
levels of cultural awareness and acceptance had increased after four years of college, white
students reported lower relative gains than did their peers from other racial backgrounds.
Consistent with the findings described above regarding gender differences between men
and women and the other dependent variables, differences were also found between white
men and women and changes in their levels of cultural awareness and acceptance (see table
4.7).

Nearly one quarter of the women surveyed (22.6 percent) indicated that their cultural
awareness and acceptance had become much stronger compared to when they had first
entered college (a score of 10). Fewer men (17.2 percent) reported the same maximum
increase. In addition, nearly two thirds (65.6 percent) of the women surveyed reported that
their awareness and acceptance had become stronger or much stronger as compared to 58.3
percent of the men surveyed (a score of between 8 and 10).

On the other hand, men were twice as likely as women to report that their levels of
cultural awareness had become weaker after four years of college (3.5 percent for men as
compared to 1.7 percent for women). Men were also more likely to report that their levels
of cultural awareness and acceptance had either not changed or had gotten weaker since the
time that they had first entered college in 1985 (20.6 percent as compared to 15.6 percent
for women).

The differences between men and women were not as pronounced with this
dependent variable as they were with the two other dependent variables in the study. This
probably has to do with the fact that there was not as much variability with this item as
there was with the previous items. Over three quarters of the men surveyed (79.4 percent)
and a slightly larger number of the women surveyed (84.3 percent) reported at least some

increase in their cultural awareness and acceptance after four years of college. The
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differences between men and women had more to do with the magnitude of these changes
as compared to the direction of these changes.

Summary of Gender Differences in Cultural Awareness and Acceptance

While gender differences among white students were not as dramatic as with the
previous two variables, they did still exist in the area of students’ levels of cultural
awareness and acceptance. Women were more likely than were men to report greater
relative increases in their levels of awareness and acceptance. In addition, although the
percentages for both men and women were small, men were more likely than were women
to report that their levels of awareness and acceptance did not change or became weaker
since the time that they had first entered college.

Implications of Gender Differences among White Students

The findings of previous research regarding differences in racial attitudes and on the
impact of college for women and men were also evident in analyses of the changes in the
three dependent variables included in this study. Women were more likely than were men
to express support for school busing both at the time that they entered college and four
years later. In addition, as is apparent from the tables summarizing the changes that men
and women experienced after four years, the change process appears to have differed
significantly for women and for men.

Women were slightly more likely to become more conservative in their attitudes
toward busing than were men after four years. Women were also more likely than were
men to report that the goal of helping to promote racial understanding was very important
or essential to them both at the time that they entered college and four years later. In
addition, women exhibited greater relative increases in the importance of this goal after a
four year period (an increase of 4.7 percent for women as compared to an increase of 1.1
percent for men). Women were more likely to report greater relative increases in their

levels of cultural awareness and acceptance from the time that they had first entered college
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than were men. Women were less likely to report that their levels of awareness and
acceptance had not increased or had weakened. Finally, men were twice as likely as were
women to report that their levels of racial awareness and acceptance had grown weaker

after four years.



Chapter §
Results and Discussion

Prologue

The most striking finding in the analyses of change in the dependent variables were
the differences between white students and students from other races. Whites were initially
Jess likely to report that they agreed with school busing. In addition, while students from
other races (with the exception of African American students) tended to express greater
agreement with the statement after four years of college, white students tended to show
decreased agreement with the school busing item over time. Regarding students’ support
of the goal of helping to promote racial understanding, white students were less likely to
report that the goal was essential to them, and, were likely to report lower levels of relative
increase in support for the goal after four years than were students from other races.
Finally, while the majority of students tended to report that they experienced increases in
cultural awareness and acceptance, white students again differed in the amount of change
they reported relative to the change reported by their peers from other races.

As is evident from the pattern of responses of white students to these items both at the
time of college entry and four years after they first entered college, whites as a group have
the most room for growth in their racial liberalism and in their commitment to issues of
racial diversity. Given this fact, the multivariate analyses were conducted for white
students only.

This decision was made for the following reasons. First, white students are the
predominant group enrolled in colleges and universities across the country. Hence, they
tend to comprise the predominant culture on most college and university campuses. In
order to better understand how to increase racial sensitivity and levels of commitment to
diversity issues on college campuses, it is imperative that change among members of the
predominant group be better understood. The second reason is closely related to the first

and clearly involves the values and biases of the author. At the heart of this reason is the
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belief that if meaningful strategies and interventions designed to eliminate, or at the very
least, to affect decreases in prejudice and racism are to occur in our society, then change
must begin with members of the predominant group. The third and final reason has to do
with methodological considerations in this study. Due to the fact that students from other
racial groups differ considerably from their white peers, to include members of these
groups in the analyses would very likely have confounded the findings from the regression
analyses.

The results of the analyses of differences in change between white men and white
women indicated that it was important to conduct the multivariate analyses for the
dependent variables separately for white women and for white men as well. Given that
women and men differed both at the time of college entry and four years after entering
college, this suggests that attending college might have had different affect on the attitudes,
goal commitment, and levels cf awareness and commitment for men and women students.
In order to test this assertion, the multivariate regression analyses were conducted
separately for white men and white women. The results of the analyses of each dependent
variable are reported separately for women and for men. Separate analyses for women and
men provided tests of the relative importance of the variables of particular interest to this
study. Specifically, these included variables measuring peer normative environments,
faculty normative environments, and an array of different college experiences. Dif; ferential
effects were found, as was expected, providing useful information regarding the types of
college environments and programmatic interventions which had the greatest impact on all
students, male students, and female students regarding their racial attitudes, commitment to

racial issues, and levels of racial awareness and acceptance.
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Introduction to the Regression Analyses

The multivariate analyses in this study were designed to examine the impact of
student background or input characteristics, institutional characteristics, peer and faculty
normative characteristics, and students’ college experiences on the three dependent
variables included in this study: (1) level of agreement with the statement “Busing is OK if it
helps to achieve racial balance in the schools”; (2) Importance to the individual of the
personal goal “Helping to promote racial understanding”; and (3) Amount of self-reported
growth since eniering coliege in ihe area of cuitural awareness and acceptance. Through
the use of longitudinal data from the entering class of 1985 who were followed-up in 1989,
regression analyses were undertaken separately for white men and for white women for
each of the dependent variables. The analyses were done by grouping sets of independent
variables in seven blocks which were then entered in a step-wise regression procedure.

The first block of variables included those variables which measure the characteristics
of students at the time that they entered college. This stage of the regression analyses
served two primary purposes. First, these variables were examined to determine what
relationship these student characteristics have with students’ racial attitudes, commitment to
promoting racial understanding, and iheir racial awareness and acceptance. Second, by
controlling for the entering characteristics of students, one can control for the non-random
distribution of students within different college environments. If these controls were not
present, incorrect conclusions regarding the effects of college environments would likely be
drawn (Astin, 1970a, 1970b, 1991).

The second block of variables measured the living arrangements of students during
their first year of college. Givei the established positive effect that living on-campus has
(as compared to other living options students have while in college), these dichotomous

variables were included to assess the effect of different living arrangements on the
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dependent variables (Feldman and Newcomb, 1969, Astin, 1977, Pascarclla and Terenzini,
1691).

The third block of variables included measures of the institutional or structural
characteristics of the colleges and universities in the sample (e.g., selectivity, institutional
type, percentage of racial enrollments). As was mentioned earlier in this study, these
characteristics have been shown through previous research to have important differential
effects on a variety of student outcomes. Often, these findings were used to infer peer
effects based upon the distribution of peer groups at different types of institutions. By first
controlling for these effects, this study sougitt to test the relative importance of variables
specifically created to measure aspects of the peer and facuity normative environment: these
included those constructs factorially derived that represent different types of peer and
faculty normative college environments. The variables in the fourth block of the analyses
were at the core of the theoretical framework which drove this study and were hypothesized
to have critical relationships with the three dependent variables. Peer normative factors
representing social liberalism, authoritarianism, materialism, humanism, artistic orientation,
and libertarianism were included in this block of variables. Faculty normative factors
included humanism, social liberalism, careerism, activism, and, materialism (for more
details about the construction of these variables, see chapter three).

The fifth block of variables represented measures of a host of selected college
experiences in which students could become involved while in college (such as enrolling in
ethnic studies, discussing racial issues, socializing with someone of another race,
membership in a fraternity or sorority, etc.). These variables can have an important
influence on students’ racial attitudes, goal commitment, awareness and acceptance, and,
are perhaps among the most interesting regarding the potential they have for informing
educational practice. However, the effects of these variables must be interpreted with

caution, given that they were assessed at the same time as the dependent variables and can
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be regarded as intermediate outcomes (Astin, 1991). While the temporal sequence of
variables in the earlier blocks in relationship to the dependent variables can be clearly
established, the same does not hold true for the intermediate outcomes. Hence, it is not
possible to establish definitively which occurred first, the dependent variable or the
intermediate outcome. Nevertheless, these variables have the potential of playing an
important role with respect to the dependent variables and were included in the analyses.

The sixth block of variables measured how long students were exposed to the college
environment. These variables were included to test whether the changes observed over
time might simply have resulted from maturation, or, could be attributed to the fact that
these students attended college.

The seventh and final set of independent variables in the regression analyses included
variables designed to test whether the status of ethnic studies requirements on each campus
had an effect on those who enrolled in ethnic studies courses regarding the findings for
each dependent variable. These dichotomous variables indicated whether: () ethnic studies
courses were required of all students, (b) ethnic studies were required of some students,
or, (c) ethnic studies courses were not required of students.

I have broken the results chapter into three sections. Within each section, I first
present findings for white men and white women separately for each dependent variable. I
then report similarities and differences between white men and white women for each
variable in the analyses. I conclude with a summary and discussion of the relative effects

of variables in the analyses of each dependent variable.
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The Impact of College on White Men’s Attitudes toward School Busing

The final regression model yielded twenty variables which served as predictors of
white men’s attitudes toward school busing. The multiple R at the last step of the
regression equation was .4414. Hence, the regression model explained 19.49 percent of
the variance in the dependent variable. The regression results are presented and discussed
based upon the blocks in which they were entered into the equation.

The Effects of Student Background Characteristics

A total of nine student background characteristics entered the regression equation as
significant predictors of agreement with the statement “Busing is OK if it helps to achieve
racial balance in the schools” for white male students (A summary of variable effects is
presented in table 5.1. For a table summarizing effects of variables at each step of the
regression, please see table C.1 in Appendix C). For each of the regressions reported in
the study, independent variables had to be statistically significant at the p < .01 level to
enter the regression.

As was expected, the first variable to enter the equation as a predictor of white men’s
attitudes toward school busing was the pretest for the item from the 1985 entering student
survey. The pretest remained as the most significant predictor of students’ levels of
support for school busing programs after all other variabies had eniered ihe regression

equation.
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The next two variables to enter the regression equation were both measures of
students’ political and social views at the time that they entered college. The first item
related to men’s views regarding the death penalty. As you will recall, this variable loaded
as part of the Social Liberalism factor included in the group of constructs measuring the
peer normative environment. The second opinion item to enter the equation was an item
indicating that students supported increases in federal military spending. This item loaded
negatively on the Social Liberalism Factor. These {indings suggest that students who are
more socially liberal in their attitudes also are more supportive of school busing programs.

The fourth input characteristic to enter the equation for white men was the pretest for
the second dependent variable in this study which was the importance to the students of the
goal of helping to promote racial understanding. This finding was expected given that
students who placed higher value on the importance of promoting racial understanding
would also be expected to be more supportive of school busing.

Level of mothers’ education for white male students entered as a weak positive
predictor of support of school busing. Hence, men from households with mothers who
were more highly educated tended to be more supportive of school busing than did men
with mothers who had lower levels of education. This finding is supported by many of the
earlier findings of research on racial attitudes indicating that people who are more highly
educated and who are from higher socioeconomic backgrounds tend to be more liberal in
their attitudes (Schuman, Steeh, and Bobo, 1985).

Two of the next three variables to enter the equation were items which comprise part
of the Authoritarianism peer factor. The first of these included the statement that
homosexual relations should be prohibited. While this variable entered negatively and
remained significant throughout most of the regression equation, it was no longer
statistically significant after variables measuring the college experiences of students entered

the equation. This suggests that while students who held this view at the time of college
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entry were initially predisposed to not be in favor of school busing, there were aspects of
the college environment which served to mediate these effects. The second of the
“authoritarian” views to enter the equation included the belief that “the activities of married
women are best confined to the home and family.” While the effects of this variable
diminished slightly, it did remain statistically significant at the .05 level at the end of the
equation. These findings suggest that those students who held more “authoritarian” views
tended to oppose school busing programs even after four years of college. However, there
is evidence that suggests that the effects of this initial orientation can be mediated to some
extent by certain aspects of the college environment.

Prior 1o the entry of the item concerning the role of married women, an item
indicating students support for the idea of raising taxes to reduce the federal deficit entered
the regression equation. It was a weak positive predictor of support for school busing and
remained relatively constant in its effect throughout the analysis.

The last variable measuring background characteristics to enter the regression
equation was one which assessed white males’ reasons for attending college. Those
students who indicated that they had entered college “to gain a general education and
appreciation of ideas” tended to support school busing. The effects of this variable
gradually diminished as variables measuring the college experience of students entered the
regression equation and it was no longer statistically significant at the last step of the
equation.

The Effects of Campus Living Arrangements

None of the variables which measured the living arrangements of white male students
during their first year of college entered the regression equation as significant predictors of
support for schoo! busing. Living at home had a small negative simple correlation with
support for school busing. Living on-campus had a small positive correlation with the

outcome. However, after controlling for the input characteristics of students, neither of



these variables remained statistically significant and they did not enter the regression
equation.

The Effect of Institutional/Structural Characteristics

Only three variables measuring aspects of the structural characteristics of the
institutions attended by students in the sample entered the regression equation as predictors
of support for school busing. The first of these was a measure of the percentage of
American Indian students enrolled at the institution. It entered and remained as a significant
positive predictor of support for school busing programs. This would suggest that there
are beneficial aspects for white males enrolled in institutions with higher levels of American
Indian students. It is possible that through increased opportunities for greater amounts of
sustained meaningful contact with American Indian students that white males became more
liberal in their attitudes toward school busing. This interpretation is consistent with
Allport’s (1954) description of the positive aspects of prolonged contact between people of
different racial groups. The percentage of African American students enrolled was the only
other variable measuring percentages of students of color enrolled at institutions that was
significantly correlated with the outcome (r = -.04). However, it did not enter the
regression.

The second structural measure to enter the equation was the selectivity ievel of the
institution. Selectivity is an aggregate measure of the average score on the Scholastic
Aptitude Test of entering students at the institution. While the effects of institutional
selectivity remained significant throughout the equation, the Beta coefficient did drop
significantly at the time that the peer normative measure of Social Liberalism entered the
regression equation (the Beta dropped from .08 to .06). This would indicate that
institutions with higher selectivity levels also tended to have student bodies who were more
socially liberal. Hence, we observed a decrease in the relative effects of selectivity when

the peer normative measure for Social Liberalism entered the equation. However, since
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selectivity did not drop from statistically significance, there were aspects of more highly
selective environments not explained by other variables included in the study which had a
positive effect on white males support for school busing programs.

The last of the structural characteristics to enter the regression equation was a variable
which can also be viewed as a student peer group measure. The higher the percentage of
bachelor’s degrees an institution awarded in engineering, the less likely white male students
who attended those institutions were to support school busing programs. Evidence
supporting this variable as a measure of the peer environment is found when we observe
what happens to the Beta coefficient for the variable after the peer normative measure for
Social Liberalism entered the equation (the Beta dropped from -.04 to -.02). After the
normative measure entered, the variable measuring the percentage of bachelor’s degrees in
Engineening dropped from statistical significance in the equation. Those institutions which
awarded more engineering degrees were either less likely to provide many of the college
experiences positively associated with the outcome under study or students who attended
these institutions were less likely to become involved in such activities. This can be seen
from the final Beta for this variable after all of the college experiences measures entered the
equation (8 = .00).

The Effects of Peer and Faculty Normative Environments

Only one of the variables measuring aspects of the peer normative or facuity
normative environment entered the regression equation. Students who attended institutions
with higher levels of Social Liberalism in the peer environment tended to be more
supportive of school busing programs four years after entering college. Social Liberalism
is a peer factor that characterizes students who believe that the government is not doing
enough to promote disarmament, to control pollution, or to protect the consumer. In
addition, these students believe that the wealthy should pay more taxes, military spending

should be decreased, the death penalty should be abolished, nuclear disarmament is



attainable, and that busing is OK to achieve racial balance in the schools. After controlling
for student input characteristics and for the structural characteristics, this variable entered
the equation as a small positive predictor and remained significant throughout the
regression equation.

The Effects of College Experiences

As was mentioned at the beginning of this chapter, interpreting the results of variables
that measure the college experiences of students must be done with some caution given that
these variables were assessed at the same time as the dependent variable. Nonetheless, the
relationships of these variables to white male students’ views regarding school busing are
important and merit discussion.

The first variable to enter the equation was an item which indicated that students who
had participated in campus demonstrations while in college were more likely to be
supportive of school busing. The fact that the variable measuring participation in campus
demonstrations entered the equation may have to do with the fact that students who are
sensitive to social inequities are more likely to become involved in campus demonstrations.
Likewise, these students would also tend to be more likely to show support for school
busing programs.

Men who spent greater amounts of time exercising or playing sports tended to be
more supportive of school busing than those who did not. By engaging in these activities,
these men may have had greater opportunity to come in contact with people who
represented a variety of backgrounds and experiences. As a result, these students may
have had increased opportunity to interact with students of color on the campus. These
interactions may have facilitated the development of friendships and bonds with these
students which led to discussions of issues which tended to make students more liberal in

their attitudes.
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The next two college experience variables to enter the regression equation relate
directly to the questions at the heart of the study. Male students who reported that they had
socialized with someone from a different race and those students who reported that they
had spent more time discussing racial or ethnic issues tended to show increased support for
school busing. Each of these activities provided white male students with increased
opportunities for exposure to the culture, experiences, and ideas of people who were
different than they were. This increased exposure and coiitact to different people with
different outlooks and ideas may have resulted in increased sensitivity and concern to the
special issues and concerns of people of color. This interpretation would be consistent
with the positive role that contact can have on attitude development (Allport, 1954). This
increase in sensitivity might have been translated into an increase in commitment to school
busing.

The final three variables to enter the equation were all positively related to support for
school busing and measured the career aspirations of students four years after they entered
college. White male students who aspired to careers in elementary education, secondary
education, and art were more likely to express support for school busing than were other
students. These findings are consistent with the work of Sidanius, et. al. (1991) which
indicated different patterns of socialization relating to racial attitudes based upon differences
in major affiliation and career preparation. These findings suggest evidence of possible
peer group effects working within these sub-groups of students that served to liberalize
students’ racial attitudes in the form of increased support for school busing.

Evidence of a “Causal” Relationship between the College Experience Measures and Level
of Support for School Busing-White Men

As described at the beginning of this chapter in the discussion of the relationship
between college experiences or “intermediate outcomes” and the dependent variable, it is

not possible to determine which variable came first, the college experience or the racial
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beliefs or attitudes However, one way to test the value of using this set of variables as
predictors of the final outcome is to assess the relative relationship between the variables
measuring the college experiences with the pre-test measure, with the dependent variable,
and the Beta coefficient for the college experiences after the effects of all entering
characteristics have been controlled (These results are contained in table 5.2).

Table 5.2

Relationship of Intermediate Outcomes with Pre-test Measure and Dependent Variable of
Opinion Item: Busing is OK if it helps to achieve racial balance in the schools—-White Males

Simple r Simple r Beta after Beta after

Variable with pre-test with posi-test Inputs Environments
Participation in campus demonstrations .04* .14* .08 .07
Hours per week: exercising or
playing sports .04% .06* .06 .05
Socialized with someone of a

different race .01 .10* .07 .05
Discussed racial or ethnic tssues .03* 2% .07 .05
89 Career: Elementary education .00 .04%* .03 .03
89 Career: Secondary education .01 .04* .04 .03
89 Career: Artist .03* .07* .03 .03
Note: Asterisks indicate that the simple correlations were statistically significant at p < .05

level.

There is a weak relationship between students’ views toward school busing in 1985
and about one half of the college experience measures (see correlations with the pre-test).
However, the correlations between the college experience variables and the dependent
variable were much stronger in nearly every case. After controlling for these
predispositions (by controlling for the effects of student background characteristics), the
Beta coefficients for these college experiences remained strongly associated with the
dependent variable (see Beta after inputs). While it is still not possible to definitively
suggest a causal reiationship between the college experience measures and the dependent
variable, these findings do provide support for the contention that participation in these
college experiences had a significant role in affecting the level of support among white men

for school busing.
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The Impact of College on White Women’s Attitudes toward School Busing

The final regression model yielded thirty variables which served as predictors of
white women’s attitudes toward school busing. The multiple R at the last step of the
regression equation was .4434. Hence, the regression model explained 19.66 percent of
the variance in the dependent variable. The regression results are presented and discussed
based upon the blocks in which they were entered into the equation.

The Effects of Student Background Characteristics

Of the variables measuring the background characteristics of women students, eleven
entered the regression equation as significant predictors of the dependent variable. After all
variables had entered the equation, eight of the background characteristics remained
significant at least at the p < .05 level (A summary of variables and their effects are
included in table 5.3. For a complete listing of variable effects see table C.2 in Appendix
C).

As was expected, and, like the equation for white men, the pre-test measure entered
as the first predictor of support for school busing. The regression coefficient for women
followed a similar pattern to that of men by dropping slightly as other background
measures entered the equation, and, then remaining relatively constant throughout the
equation as variables measuring the college environment entered the equation. As with the
analysis for men, the pre-test remained as the most important predictor of the outcome
variable at the end of the equation (8 = .33).

The second variable to enter the equation was a measure of the political views of
women in the sample. Women who were more liberal in their political views tended to be
more supportive of school busing. This finding is consistent with the findings of earlier
research regarding the positive relationship between liberal political views and more liberal

racial attitudes (Schuman, Steeh, and Bobo, 1985).
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Two of the personal goal items from the entering student survey entered as significant
predictors of the outcome variable. As with their male peers, women who placed greater
value on the goal of helping to promote racial understanding at the time they entered college
tended to support school busing four years later. In addition, those women who placed
higher value on the goal of being very weli-off financially were inclined to show decreased
support for school busing four years after entering college.

One interesting finding regarding the goal orientations of women students involved
those women who reported that they valued the goal of participating in community action
programs at the time that they entered college. While this item had a small positive
correlation with the outcome, after controlling for the effects of the pre-test, the Beta
coefficient for this item dropped to zero. In addition, after controlling for the effects of the
goal of helping to promote racial understanding, the Beta became si gnificantly negatively
correlated with support for school busing. These two variables are highly correlated
(r = .44) with each other and share a positive relationship with the outcome variable. It
may be that the change of direction with the item measuring the goal of becoming involved
in community action programs has to do with collinearity in the relationship of these
variables.

Women who were more socially liberal in their views as expressed by their support
for abolishing the death penalty and by their support for raising taxes to reduce the federal
deficit were more likely to support school busing programs than were those women who
were not. Finally, those women who received higher grades while in high school tended to
show decreased support for school busing four years after entry to college. The finding
may had to do with the fact that these women, as “high achievers” tend to look down upon
many students of color as being “underachievers.” If this were the case, contacts that this
group of women had with students of color might serve to negatively reinforce stereotyped

or misinformed views held by these women regarding students of color. This, in turn,
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would result in the high achieving women becoming more conservative in their attitudes
(Allport, 1954).

The Effects of College Living Arrangements

Women who lived off-campus during their first year of college tended to show less
support for school busing programs four years after they entered college. This finding
suggests that these women were less inclined to be exposed to many of the positive aspects
of the college environment. These women were less likely to have meaningful contact with
their peers or with faculty members. In addition, women who lived off-campus were more
likely to have been exposed to normative peer and reference groups outside of coliege
which may have influenced their attitudes toward busing. While there is no way to
measure the effects of these “outside” groups in this study, this interpretation would be
consistent with the model for studying college socialization proposed by Weidman (1988).
Analysis of the effects of normative groups “outside” of the campus environment is
perhaps best done through a more qualitative approach to the question. Regardless of the
definitive reason for this finding, living in a private residence off-campus had a negative
effect on women’s support for school busing.

The Effects of Institutional/Structural Characteristics

A total of five structural characteristics of institutions entered the regression equation
as significant predictors of attitudes toward busing. Nonsectarian four year colleges and
institutional selectivity both entered as positive predictors of support for school busing.
However, after controlling for the effects of the variable measuring the faculty norm of
Social Liberalism, both Betas dropped from statistical significance in the equation {.03 to
.01 respectively). This suggests that the effects of attending non-sectarian four year
colleges and of attending institutions with higher levels of institutional selectivity are better
explained by the fact that these types of institutions tend to have faculty with higher levels

of Social Liberalism than do other types of institutions. This interpretation is supported by



examination of the simple correlations of the faculty norm of Social Liberalism with
selectivity and non-sectarian four year colleges (.38 and .20 respectively).

Two variables measuring the structural characteristics of institutions entered as
negative predictors of support for school busing. Women who attended institutions in
cities with larger populations tended to show less support for the outcome four years after
entering college. This finding I suspect has to do with the fact that most urban institutions
tend to be commuter campuses (the simple correlation between city size and living at home
is .22). Hence, these women iend to spend less time on campus and have less exposure to
many aspects of the college environment. In addition, institutions in larger urban areas are
characterized by faculty normative environments which are more materialistic (r = .20), less
humanistic (r = -.30), and more career focused (r = .32). Institutions located in larger
urban areas are also more likely to have student normative environments which tend to be
more materially focused as well (r = .20).

White women who attended Protestant four year colleges also tended to show
decreased support for school busing after four years of college. The negative effects for
women of attending Protestant colleges increased after controlling for the effects of the
percentage of bachelors degrees awarded in the humanities. After this, the effects of this
variable showed some minor fluctuation during the regression, but, at the end of the
equation, the final Beta was the same as the simple correlation (-.05). Protestant four year
institutions tend to have students and faculty who are more politically conservative
(correlations of -.26 and -.28 respectively). In additiorn the students normative
environments tend to be more authoritarian (r = .32), and less socially liberal (r = -.12).
The faculty normative environment tends to be less socially liberal as well (r = -.35).
Finally, many of the Protestant four year colleges tend to be located in the southeastern

region of the United States (r = .22), a region shown to be more conservative in racial
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attitudes in previous research (Schuman, Steeh, and Bobo, 1985). This conservative
environment appears to have a negative impact on women’s support for school busing.

In a finding similar to the analysis of white male students’ attitudes, the percentage of
enrollments in a particular discipline at an institution had a role in predicting support for
school busing among white women. Women who attended institutions which awarded
relatively higher percentages of degrees in the humanities tended to show increased support
for school busing four years after entering college. The effects of this variable remained
statistically significant throughout the regression equation, although it did diminish
somewhat as variables from the college experience block entered the equation (Beta of .04
before college experiences entered and .03 after all had entered). This would suggest that
those colleges which offer higher percentages of degrees in the humanities were also more
likely to have students who were involved in college activities positively associated with the
dependent variable (e.g., discussions of racial ethnic issues, campus demonstrations,
ethnic studies courses). Hence, we witness a slight drop in the relative importance of this
structural measure.

The Effects of Peer and Faculty Normative Environments

While none of the variables representing aspects of the peer normative environment
entered the regression equation as predictors of women'’s support for school busing, two of
the faculty normative measures entered and remained (one positive and one negativc) as
predictors. While the effects of the the two faculty normative measures were diminished
somewhat as variables measuring aspects of the peer envircnment entered the equation (for
Social Liberalism of faculty a Beta of .05 at entry, .03 at last step; for Materialisin of
faculty a Beta of -.04 at entry, -.03 at last step), both remained statistically significant at the
last step of the analysis.

White women who were exposed to faculty with higher levels of Social Liberalism

tended to show increased support for school busing four years after entering college. This
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suggests that the “tone” that faculty at these institutions set in the classroom and through
other contact with students may have had a significant positive role in shaping students’
attitudes toward school busing.

On the other hand, women who attended institutions which were characterized by
faculty with high levels of Materialism tended to show decreased levels of support for
school busing. This suggests that as significant as is the role that a positive “tone” set by
faculty can have in affecting students’ attitudes is the negative role that faculty can have in
the “tone” they set on a campus as well. In this instance, the negative “tone” is represented
by the negative effects of higher levels of Materialism among faculty at an institution.

It is interesting that none of the variables measuring aspects of the peer normative
environment entered the regression equation as significant predictors of support for school
busing, yet, two of the faculty normative measures did enter. This finding might lead one
to suspect that women may have had fewer opportunities to interact with other students
when compared to men. However, evidence for this finding is not supported when
examining the means for men and for women of variables which measure involvement in
these types of interactions with other students.

This finding would suggest that faculty may have a more important role in affecting
the racial attitudes of white women than do their peers. Women were more likely than were
men to be effected by the prevailing attitudes and values of faculty members at their
institution. This finding relates to that of Pascarella, Ethington, and Smart (1988) who
found that student-faculty interaction had a significant direct effect on changes in
humanitarian and civic values of white women. However, the effects of these relationships

for white men were found to be indirect.
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The Effects of College Experiences

The first two variables to enter the equation were measures of women’s participation
in discussions of racial or ethnic issues and participation in campus demonstrations. Both
entered the equation positively associated with support for school busing. This finding
suggests that these types of discussions serve to reinforce students positions as well as
serving to help clarify the views and belief systems of these students.

The fact that the variable measuring participation in campus demonstrations entered
the equation is best explained as it was with white men. Those students who viewed
inequities on the campus, or, in the society in general, were more likely to show their
displeasure or concern by becoming involved in demonstrations. Likewise, these students
would be expected to show support for school busing programs.

The third variable to enter the regression equation as a negative predictor of support
for busing was a variable indicating that the student aspired to a career in business. This
finding is consistent with those of Sidanius, et. al. (1991) who found that students in
business and other “power” fields were more likely to hold negative racial attitudes and to
discriminate against members of racial minority groups. Women who majored in fields in
the health professions were also less likely to show support for school busing.

These findings indicate possible peer effects for the group of students who aspired to
careers in business or the health-related fields. While aspirations for such careers were
included in the group of variables in the block of background characteristics, neither
entered the regression equation. Hence, something happened to these students during the
college years after their exposure to the content materials in these fields as well as to peers
with similar career interests and/or to faculty in these areas which made them more
conservative in their atti;udes toward school busing. The peer group within these “power”
professions may explain the changes among these groups of students (Sidanius, et.al.,

1991). This interpretation is consistent with the work of Newcomb and Wilson (1966) as



well. They described the role that peer sub-groups can have in positively reinforcing or in
magnifying the effects of the larger peer environment. Conversely, in some cases, they can
serve to isolate or “protect” sub-group members from the effects of the larger peer group by
offering a normative frame of reference which differs from the larger environment.

We can get an indirect sense of what characterizes these sub-environments by
examining the correlations between the variables measuring the percentage of degrees
awarded in these fields at the institutional level and variables measuring aspects of the peer
and faculty normative environment. Institutions which awarded higher numbers of degrees
in the business fields had student peer groups which tended to be more Authoritarian in
their views (r = .51), more Materialistic (r = .54), less politically liberal (r = -.36), and less
socially liberal. Students enrolled at institutions awarding more degrees in the health-
related fields tended to be exposed to similar influences. These environments were more
Materialistic (r = .13), more Authoritarian (r = 15), and less politically liberal (r = -.14)
The faculty normative environment at institutions with higher enrollments in business fields
tended to be less politically liberal (r = -.46), more materialistic (r =.39), and less socially
liberal (r = -.37). Faculty at institutions awarding higher percentages of degrees in the
health-related fields are characterized as more materialistic (r = .22), less socially liberal
(r =-.14), and less politically liberal (r = -.20). Hence, we see that students who study in
these areas during college are likely to have been exposed to the influences of both peer and
faculty sub-groups which are more socially and politically conservative and materialistic.
The effects of exposure to these normative influences, as well as to the content areas of
these fields, suggests a negative influence on women’s support for school busing.

Holding a part-time job on-campus had a positive relationship with the dependent
variable. This finding suggests that there may be beneficial effects from working on-
campus with other students. It may be that this experience provides students with

additional opportunities to interact with students from a variety of racial backgrounds. In
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addition, by having students work on-campus, this minimizes the amount of contact that
students have to the influences of normative reference groups outside of the college
environment (Weidman,ﬁ 1988) If these “outside” groups tend to more conservative in
their focus, this could have a negative impact on students’ racial attitudes.

Women who reported that they had tutored another student tended to show decreased
support for school busing after four years of college. This may be related to the finding
regarding the negative effect of high school achievement and the outcome. Students who
tutor other students often tend to be higher achievers academically. If these tutoring
relationships were with students of color, they may have reinforced negative feelings or
stercotypes that these women had toward members of these groups as underachievers.
This interpretation would be consistent with Allport’s (1954) assertions regarding the
possible negative effects of contact. If the contact takes place with people of differential
power statuses, the contact can serve to negatively reinforce the prejudices of the
participants. In this case, the tutor may have perceived herself as the person with greater
“power” or “status” in these interactions. If this were the case, the contact with students of
color may have had a negative effect of the attitudes of the tutor.

One of the more interesting findings from a policy and programmatic perspective
involves the relationship between support for school busing and participation in ethnic
studies courses. Women students who enrolled in ethnic studies courses tended to be more
supportive of school busing than those students who did not enroll in these courses. In
addition, none of the dichotomous variables measuring whether or not these couises were
required or were optional entered the equation. This suggests that whether ethnic studies
courses are required or are optional, they have a role in liberalizing white women’s attitudes
toward race.

Women who spent larger amounts of time exercising or playing sports also tended to

be more supportive of school busing. Like their male counterparts, by spending more time



engaging in these activities, these women may have had more opportunity to interact with
people from a variety of backgrounds. This increased contact may have served to liberalize
these women’s racial attitudes.

Women who reported that they spent relatively more time using a personal computer
tended to be less supportive of school busing. By spending more time using personal
computers, these women may have been more isolated from interactions with other
students. Hence, they had less opportunity to engage in the types of activities which
tended to encourage increased support for busing. In addition, these women may have
been isolated from the positive impact that interaction with their peers or with faculty might
have had.

Finally, those women who reported that they felt like leaving college during their last
year of school were also less likely to be supportive of busing. Again, this finding may
have to do with greater isolation of these women from the college environment and from
meaningful contact with their peers and with faculty. These women may have felt that
somehow they did not “fit in” on their campus and, as a result, may have withdrawn from
the campus and their peers.

Evidence of a “Causal” Relationship between the College Experience Measures and Level
of Support for School Busing-White Women

As described in the previous analysis of the relationship between college experiences
(or intermediate outcomes) and dependent variables, it is not possible to determine which
variable came first, the college experience or the dependent variable. However, one way to
test the significance of using this set of variables as predictors of the final outcome is to
assess the relative relationship between the variables measuring the college experiences
with the pre-test measure, with the dependent variable, and the Beta coefficient for the
college experiences after the effects of all entering characteristics have been controlled

(These results are contained in table 5.4).



There is a weak and statistically significant relationship between students’ views
toward school busing in 1985 and about one half of the college experience measures (see
correlations with the pre-test). However, the correlations between the college experience
variables and the dependent variable were much stronger in nearly every case. In addition,
after controlling for these predispositions (by controlling for the effects of student
background characteristics), the Beta coefficients for these college experiences remained
strongly associated with the dependent variable (see Beta after inputs). While it is still not
possible to definitively suggest a causal relationship between the college experience
measures and the dependent variable, these findings do provide support for the contention
that participation in these college experiences had a significant role in effecting the level of
support among white women for school busing.

Table 5.4
Relationship of Intermediate Outcomes with Pre-test Measure and Dependent Variable of

Opinion Item: Busing is OK if it helps to achieve racial balance in the schools—Whiite
Women

Simple r Simple r Beta after Beta after

Variable with pre-test  with post-test Inputs Environments
Discussed racial or ethnic issues .05% .15% .09 .08
Participation in campus

demonstrations .05% 2% .09 .05
89 Career: Business -.03* -.08* -.05 -.05
Had a part-time job on-campus .02 .07* .05 .04
89 Major: Health-related fields -.01 -.05* -.04 -.03
Received personal/psychological

counseling .01 .07* .05 .04
Tutored another student -.02% -.02% -.02 -.02
Enrolled in ethnic studies .05% Jd1%* .07 .04
Hours per week: exercising or

playing sports .04% .05% .04 .03
Hours per week: using

a personal computer .00 .00 -.01 -.03
Felt like leaving school .01 -.01 -.02 -.02
Note: Asterisks indicate that the simple correlations were statistically significant at p <.05

level.
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Comparison of Variable Effects in Predicting Support for School Busing for White Men
and Women

The purpose of this section is to highlight similarities and differences in the
regression analyses for women and for men. By doing this, we might better delineate
those types of experiences which had an effect on all students’ attitudes, as well as those
experiences which had effects specific to men or to women (For a summary of these
findings, please see figure 5.1).

Comparison of the Effects of Background Characteristics

Based upon a comparison of the background characteristics which entered each
equation, we are able to develop rough sketches of students who tend to support or oppose
school busing four years after they have entered college. For all students, those who
support school busing at the time that they first entered college will tend to support it four
years later. In addition, those students who are liberal in their social attitudes and who are
more humanistic in their goal orientations will tend to also be supportive of school busing.
Women who are more politically liberal will tend to express this liberalism in their support
for school busing. Men who are more authoritative in their views will tend to show more
opposition to school busing four years after entering college as will women who are more
materialistic in their outlook at the time that they enter college. The same holds true for
women who received higher grades while in high school.

Comparison of the Effects of Campus Living Arrangements

The living arrangements of students during their first year of college entered as a
significant predictor of support for school busing only for white women in these analyses.
Women who lived off-campus during their first year of college tended to show decreased
support for school busing after four years. This suggests that the effect of decreased
exposure to the campus environment, peers, and faculty was more detrimental to women

than it was for men.
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Comparison of the Effects of Institutional/Structural Characteristics

While the selectivity level of the institutions students attended entered initially as a
positive predictor of support for school busing for both men and women, it was no longer
significant for women after the facuity normative measures entered the regression equation.
However, for men, while the effects of selectivity did diminish somewhat after the peer
normative measure for Social Liberalism and measures of college experiences entered,
institutional selectivity remained statistically significant at the last step of the equation. This
finding suggests that while the effects of selectivity for women are perhaps better explained
by measures of the faculty normative environment, there are aspects of more selective
institutions not measured by variables in this study which have a positive effect on the
attitudes of men toward school busing.

In addition, men who attended institutions with higher percentages of American
Indian enrollments tended to be more supportive of busing. Men who attended institutions
which awarded higher percentages of degrees in engineering fields were less likely to be
supportive of busing. However, the effects of engineering are most likely explaincd by
both the absence of a peer normative environment which was supportive of busing and the
absence at the institution of or lack of participation by these students in many of those
college experiences which were shown to be positively associated with the outcome.

The opposite effect of the percentage of bachelors degrees awarded in a particular
field was seen among those women who attended institutions which awarded higher
percentages of degrees in the humanities. Women who attended institutions with a greater
emphasis on the humanities were more likely to have been exposed to and/or involvea in
the types of college experiences which were shown to be positively associated with the
outcome. In addition, these institutions were more likely to have had peer and faculty

normative environments which were supportive of positive change on the outcome.
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Finally, two measures of the characteristics of institutions women attended served as
negative predictors of support for busing. These included women who attended
institutions located in larger urban areas and women who attended Protestant four year
colleges. As was mentioned, Protestant four year institutions tend to be much more
conservative institutional environments for women. Institutions located in larger urban
settings tend to have higher percentages of students who live at home (the negative effects
of living off-campus for women were previously discussed) and tend to be characterized by
students who are more materialistic in their goal orientations. These institutions are
characterized by faculty who tend to be more materialistic, less humanistic, and more
career-focused as well.

Comparisons of the Effects of Peer and Faculty Environments

The peer environment appeared to have a more profound impact on men’s attitudes
toward busing while the faculty normative environmeni appeared to have a more important
role in effecting women’s attitudes toward school busing. Men were found to more prone
to the influence of peers who were more socially liberal in their attitudes. The effects of
attending institutions with peers who were more socially liberal appear to have been direct
given that the variable remained statistically significant throughout the regression equation.

While one would expect to find similar results for women, this was not the case.
Women'’s views toward school busing appear to have been influenced more by the views
of faculty than by the views of the peer group. Women who attended institutions with
faculty who were more socially liberal in their views were likely to show increased support
for busing after four years. On the other hand, women who attended institutions with
faculty who were more materialistic in their views were likely to show decreased support
for busing. The regression results suggest that the cffects of the faculty normative

environments were both direct and indirect.
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Comparison of the Effects of College Experiences

Three college experiences were positively associated with increased support for
school busing for both men and women. These included discussing racial and ethnic
issues, participating in campus demonstrations, and the number of hours per week students
spent exercising or playing sports.

For men, there were four additional variables which were positively associated with
the outcome variable. Men who spent more time socializing with someone from a different
racial group tended to show greater support for school busing four years after they entered
college. In addition, men who aspired to careers in elementary or secondary education and
those who aspired to careers as artists were also more likely to show support for school
busing. This is consistent with the findings of other research {Sidanius, et. al., 1991),
and, speaks to the potential for the effect of peer sub-groups which serve to reinforce or
magnify the positive effects of the predominant peer environment on these students’
attitudes (Newcomb and Wilson, 1966).

For women, there were additional variables which were associated with support for
school busing. Women who worked on campus or who had enrolled in ethnic studies
courses were more likely to show support for busing four years after entering college.

Women who aspired to careers in busincss or who had been enrolled in majors in the
health professions in 1989 were more likely to show decreased support for busing. As
with their male counterparts, these findings are consistent with the work of Sidanius and
colleagues (1991). These findings are also related to the work of Newcomb and Wilson
(1966). Not only can sub-groups serve to positively reinforce or magnify the effects of the
larger peer environment, but, in other cases, they can serve to isolate or “protect” sub-
group members from the effects of the larger peer group. In addition, these sub-group
environments tend to have faculty who share similar orientations with that of the peer

group. Given the important role of the overall faculty normative environment at the
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institution, exposure to this combination of peer and faculty normative effects appears to
have a rather potent effect on women’s views toward school busing.

Women who reported that they had tutored another student while in college were less
likely to support school busing. As was mentioned, this may be an example of the negative
effects of contact between people from different backgrounds.

Finally, women who appeared to be more removed or isolated from the college
experience were less likely to show support for busing. Those women who reported that
they spent larger amounts of time using a personal computer and those women who

reported that they had felt like leaving college were less likely to show support for busing.
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The Impact of College on White Men’s Commitment to the Goal of Helping
to Promote Racial Understanding

The final regression model yielded thirty-four variables which served as predictors of
white men’s commitment to the goal of helping to promote racial understanding. The
multiple R at the last step of the regression equation was .5706. Hence, the regression
model explained 32.56 percent of the variance in the dependent variable. The regression
results are presented and discussed based upon the blocks in which they were entered into
the equation.

The Effects of Student Background Characteristics

As with the previous analysis, the pre-test entered and remained as the strongest
predictor of male studenis’ commiiment to the goal four years after college entry (The
results of this regression are summarized in table 5.5. For a complete description of
variable effects, please see table C.3 in Appendix C). The pre-test had a simple correlation
of .38 with the post-test item. Huwever, the Beta coefficient had dropped to .26 by the
time that the other input measures had entered the regression equation. The Beta for the
pretest dropped from .38 to .36 when the second variable entered the equation (reason for
college: to gain a general education). This variable entered with a Beta coefficient of .11
and slowly diminished as other input and environmental measures entered the equation,

eventually ending as a weak positive predictor of the outcome (8 =.03).
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Students who reported that an important reason for their decision to attend college
was so that they could make more money were initially less likely to value the goal of
helping to promote racial understanding. In addition, those students who reported that they
had chosen to attend college so that they could become a more cultured person were more
likely to express commitment to the final outcome (although both of these variables became
non-significant after the college experience measures entered the equation). This suggests
that those students who entered college with more intrinsic motivations as opposed to more
extrinsic motivations were more likely to be committed to the goal of helping to promote
racial understanding.

In addition to the drop in the Beta coefficient for the pre-test after the second vanable
entered, there was also a drop from .34 at step four in the equation to .31 at step five when
a variable measuring the importance of the goa! of helping others in difficulty entered the
equation. This suggests that male students who were more altruistic in their focus also
tended to place higher value on the goal of helping to promote racial understanding. The
effects of the pre-test diminish somewhat as other variables entered the equation, however,
it did end with a final Beta of .22 at the last step of the regression.

Other items assessing students’ attitudes and beliefs also served as significant
predictors of the final outcome. Those men who tended to be more socially liberal or
humanistic in their outlook also tended to show greater support for the goal of helping to
promote racial understanding. Students who expressed support for abolishing the death
penalty or who expressed support for school busing were also more likely to value the final
outcome. However, those students who supported increased military spending or who felt
that the government had not been doing enough to protect the consumer were less likely to
value the goal of helping to promote racial understanding four years after college entry.

In addition, students who valued the goal of achieving in a performing art, who

valued the goal of raising a family, or who believed that it was important for them to
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develop a meaningful philosophy of life at the time that they entered college were also more
likely to value the goal of helping to promote racial understanding (the later item was no
longer significant at the last step of the regression equation).

Male students who were more liberal in their political views were more likely to
support the goal of helping to promote racial understanding. In addition, students whose
mothers had higher levels of education were more likely to express support for the item in
1989 (although this variable dropped from significance after the college experience
measures entered the equation). Male students who aspired to higher levels of education
tended to value the goal as being more important at the time that they entered college.
However, the effects of this variable gradually diminished and it was no longer significant
at the last step of the equation.

Finally, three variables measuring the entering career and/or disciplinary interests of
students entered as predictors of the final outcome. Those men who began college with
interested in becoming engineers were less likely to value the goal of helping to promote
racial understanding. While the effects of this variable diminished as other variables
entered the equation, it did remain statistically significant at the last step of the regression
(B = -.03). While no longer statistically significant at the last step, students who entered
with interests in majors in education or who entered college undecided about their major
were more likely to express commitment to the goal four years later.

The Effects of Campus Living Arrangements

As with the previous analysis, no variables measuring the first year living
arrangements for male students entered the regression equation as significant predictors of
their level of support for the outcome four years after they entered college. While living at
home and living on-campus where both significantly correlated with the outcome
(negatively and positively respectively), neither remained significant after controlling for

the entering characteristics of students.
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The Effects of Institutional/Structura! Characteristics

Men who attended coeducational institutions were likely to show decreased
cotnmitment to the goal of helping to promote racial understanding four years after entering
college. This finding is difficult to interpret given that students who attended men’s
colleges comprise such a small percentage of men in the total sample (approximately 1
percent). Hence, to attribute any type of interpretation to this finding would be
inappropriate.

Men who attended institutions which awarded higher percentages of degrees in the
social sciences were more likely to show greater support for this goal four years after
college entry. As with the description of the effects of these variables in the earlicr
analysis, they can be interpreted as a measure of the peer environment at an institution.
While this variable did enter as a positive predictor, it was no longer statistically significant
at the last step of the regression analysis after variables measuring aspects of the college
experiences of students had entered the equation. This would suggest that students who
attended institutions with increased emphasis in the social sciences were more likely to have
been exposed to the types of college experiences shown to be positively associated with the
final outcome. Hence, the effects of attending institutions with higher enrollments in the
social sciences are indirect. The direct effects of these types of environments are explained
by increased involvement in discussions of racial or ethnic issues and through more
frequent opportunities to socialize with people from different racial groups (A more detailed
description of these effects is presented later in the section describing the effects of college
experiences).

Finally, males who attended Protestant four year colleges were more likely to show
increased support for the goal of helping to promote racial understanding. This variable
diminishes somewhat when the college experiences enter the regression equation. This

finding suggests that men who attended these types of institutions were more likely to be
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involved in interactions and meaningful discussions with their peers than were students
who attended other types of institutions. These discussions may have covered a variety of
different topics, including issues of race and diversity. Through examinations of the
simple correlations, we find that Protestant four year colleges tend to be characterized by
faculty who are more Activist in their orientation (r = .17), more Humanistic (r = .23), and
less Materialistic (r = -.14). The student peer groups tend to be less Materialistic (r = -.27)
and more Hurnanistic (r = .07) as well.

The findings regarding the positive effect for men who attended Protestant colleges is
interesting in that attending these colleges appears to have different effects for men and for
women. While men who attended Protestant colleges became more committed to the goal
of helping to promote racial understanding, women who attended Protestant colleges
tended to become more conservative in their racial attitudes. It appears as if Protestant
colleges are more “stifling” for women regarding their views regarding issues of diversity.
These institutions may be more “male-focused” in their orientations thereby making it more
difficult for women to express themselves or to change in the same ways that they would if
they were to have attended a different type of college.

The Effects of Peer and Faculty Normative Environments

Only one of the variables designed to measures aspects of the normative environment
of the institutions students attended entered the regression equation as a significant
predictor of their commitment to the final outcome. Students who aitended institutions
which were characterized by faculty with higher levels of Activism were more likely to
show increased commitment to the goal of helping to promote racial understanding four
years after entering college. However, there is some evidence to suggest that the effects of
this type of faculty environment tend to be indirect as well. This variable drops from
significance after controlling for the effects of college experiences (8 = .03 at entry, B = .02

after college experiences).

113



Institutions with faculty who were more activist in their orientations tended to have
students who were more involved in those college experiences shown to be positively
associated with the outcome. Hence, they were more likely to have been involved in
meaningful interactions and discussions with their peers. This opportunity for increased
interaction with other students may have been facilitated by how faculty at these institutions
teach. Faculty with more activist orientations may have used pedagogical techniques which
served to encourage greater amounts of interaction among students, greater discussion of
racial issues, and greater discussion of other social and political issues. Faculty at these
institutions may also have been engaged in research related to issues of race and diversity
(or other types of activities; i.e., community service activities). While the effects of these
activities and pedagogical techniques would be more indirect, they would still play a critical
role in relationship to students’ level of commitment to the goal of helping to promote racial
understanding.

The Effects of College Experiences

As you will recall, students who attended colleges with higher percentages of
students majoring in social sciences or with faculty characterized as being more activist in
their orientations tended to show increased commitment to the goal of helping to promote
racial understanding. However, it appears that these effects are indirect. The direct effect
of these environments is explained by the tendency for students at these types of
institutions to be more involved in discussions of racial or ethnic issues as well as the
tendency for them to socialize with people of other races with greater frequency. This
makes sense given that social scientists are more likely to be interested in social issues, as
well as to “sanction” these types of activities for their students. Faculty with more activist
leanings would also be expected to sanction and encourage participation in these activities
as well. Hence, after controlling for the effects of participation in discussions or racial or

ethnic issues and the frequency with which students socialized with people from other
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races, the previous environmental measures dropped from significance in the regression
equation.

In addition, there were other important collegiate experiences which were positively
associated with the outcome. Students who attended racial awareness workshops, who
had participated in campus demonstrations, who had enrolled in ethnic studies courses, or
who had been involved in discussions of political or social issues were also more likely to
show increased commitment to the goal of helping to promote racial understanding four
years after beginning college.

The negative relationship between the amount of time white males reported that they
spent socializing with their friends and the outcome yields an interesting finding. The
greater the amount of time spent socializing with friends, the less likely white male students
were to be committed to this goal. This finding suggests that the mere fact that students
had greater contact with their peers was not enough to explain their increased commitment
to this goal. Greater time spend socializing with friends may have taken the form of
increased time spent partying with friends. Apparently, this contact had to be in the form
of meaningful discussions or other activities associated with the outcome variable. In the
absence of participation in these activities, higher levels of social contact with peers appears
to discourage value cf this goal among white men. Evidence for this interpretation can be
found by examining the Beta coefficient for this variable just before the collegiate
experience variables entered the equation. After controlling for the effects of level of
faculty activism, the amount of time spent socializing with friends had a weak positive
relationship with the outcome (8 =.01). However, after controlling for the frequency with
which students discussed racial or ethnic issues, the Beta coefficient changed directions
(8 =-.02). As each successive activity is controlled for the negative relationship between
the amount of time spent socializing with friends increases until it reaches statistical

significance and enters the equation (8 = -.04).
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Finally, four of the variables representing disciplinary or career training entered the
regression equation as significant predictors of white male students’ commitment to
promoting racial understanding. Students who aspired to careers in secondary education,
elementary education, or as clergy were all more likely to be committed to this goal.
Students who majored in other technical fields (primarily computer science) tended to show
less support for this goal. Again, these findings are consistent with Sidanius, et. al. (1991)
pertaining to differences in racial attitudes based upon differences in disciplinary affiliation
or career preparation and with Newcomb and Wilson’s (1966) discussion of the effects of
peer sub-groups. These findings clearly suggest the important role that peers and faculty
within disciplinary sub-groups can have in shaping levels of student commitment to issues
pertaining to race and diversity.

Evidence of a “Causal” Relationship between the College Experience Measures and the
Goal of Promoting Racial Understanding

As described in the previous analyses of the relationship between college experiences
(or intermediate outcomes), it is not possible to determine which variable came first, the
college experience or the dependent variable. However, one way to test the value of using
this set of variables as predictors of the final outcome is to assess the relative relationship
between the variables measuring the college experiences with the pre-test measure, with the
dependent variable, and the Bela coefficient for the college experiences after the effects of

all entering characteristics have been controlled (These results are contained in table 5.6).
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Table 5.6
Relationship of Intermediate Outcomes with Pre-test Measure and Dependent Variable of
Personal Goal of Helping to Promote Racial Understanding—White Males

Simple r Simple r Beta after Beta after

Variable with pre-test with post-test Inputs Environments
Discussed racial or ethnic issues .19%* .38% .28 .28
Socialized with someone of

another race 2% .25% .18 .13
Attended racial awareness workshop .15% 28* .19 .12
Participated in campus demonstrations  .16* 26% 17 .10
Enrolled in ethnic studies .10* 21% .14 .09
Hours per week: studying or

homework 05* .10% .07 .06
Discussed political/social issues A7 20% .20 .09
Hours per week: socializing

with friends -.00 .03* .01 -.02
89 Career: Secondary education .01 .04%* .05 .04
89 Major: Other technical fields -.07* -.10% -.05 -.03
89 Career: Elementary education -.01 .04% .03 .03
89 Career: Clergy .06* .06* .03 .03
Note: Alsten'sks indicate that the simple correlations were statistically significant at p <.05

evel.

While students who reported that this goal had greater relative importance to them in
1985 were predisposed to participation in many of these activities (see correlations with the
pre-test), the correlations between the college experience variables and the dependent
variable were much stronger in nearly every case. After controlling for these
predispositions (by controlling for the effects of student background characteristics), the
Beta coefficients for these college experiences remained strongly associated with the
dependent variable (see Beta after inputs). While it is still not possible to definitively
suggest a causal relationship between the college experience measures and the dependent
variable, these findings do provide support for the contention that participation in these
college experiences had a significant role in effecting the level of support among white men

for the goal of helping 1 promote racial understanding.
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The Impact of College on White Women’s Commitment to the Goal of
Helping to Promote Racial Understanding

The final regression model yielded forty-eight variables which served as predictors of
white women’s commitment to the goal of helping to promote racial understanding. The
multiple R at the last step of the regression equation was .6126. Hence, the regression
model for women was “better” than that for men in that it explained 37.52 percent of the
variance in the dependent variable. The regiession results are presented and discussed
based upon the blocks in which they were entered into the equation.

The Effects of Student Backeground Characteristics

As with their male peers, women’s level of commitment to the goal of helping to
promote racial understanding in 1985 was the single most important predictor of women’s
final level of commitment to this goal (The results of the regression for women are
summarized in table 5.7. For a detailed analysis of the regression equation, please see table
C.4 in Appendix C). The pre-test was moderately correlated with the outcome (r=.39).
The Beta coefficient for the pre-test dropped to .27 as other input characteristics entered the
regression equation and remained relatively constant until variables measuring aspects of
college experiences entered the equation. The effects of the pre-test diminished somewhat
as these variables entered the equation dropping to a Beta of .20 at the last step of the
equation. This suggests that those women who placed higher value on this goal at the time
that they entered college were also more iikely to be involved in many of the college

experiences which were shown to be positively associated with the outcome.
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