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ABSTRACT
This study uses data from the National Longitudinal Study of the High School
Class of 1972. It anslyzes the college experiences and educational attainsent
of those students in the NLS sasple who entered postsecondary education in
1972. By aerging data 6n postsecondary institutions with the NLS individual
data, it allows the examination of how students’ college choices affected
thes. Traditional institutional classifications (control by level) and the
following specific college characteristics are analyzeds average SAT scores of
incoming students, percent of incoming students with family incose belows
$6,000, proportion of sajor areas in vocational fields, institutional size,
highest degree granted, proportion of students enrolled only part-tise,
educational and general expanditures per student, and average tuition and feas
'costi. Analyses, separately for wmales and females, show the effects of
student background on selection into varying college Zypes, the correlation of
college characteristics with involvesent with the student role versus work and
family roles, effects of colleges and role involveaents on grades, faculty
contact, and college satisfaction, and coliege, role involveasnt, and college
perforaance/experience effects on student persistence and graduation. The
characteristics of colleges which sess most detrimental to wosens’ persistence
and graduation are high vocationalism, high proportions of part-tiee students,
high costs, and high SES comsposition. The most detrimental college character-
istics for.nun are large size, high proportions of part-tise students, high
expenditures per student, but low costs. Sose negative effects of college

characteristics are confounded with positive effects on student grades.
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Intceduction

With the increasing size and diversity of the institution of higher
educatiun in the United States, has coae increasing sociological interest in
the consequences of wherg ons goes to college, in addition to the oléd'r
interest in whather or not one goes to college. Several studies now indicate
that ¢the ixplnsion of higher sducation has not increased overall rates of
cocial mobility {n the U.S., in part because of differential allocation to the
sany differant foras of higher education that now exist (Nare, 1981; Boules,
1972). Despite this increase of interest in college effects, few studies have
been done using nationally representative samples with adnquato':untrolu for
individual selection/recruitaent variables. This study uses a national sample
of high school graduates of the class of 1972 who entersd college the
following year. It exan‘nes the effects of where students went to coilege on

their academic performance and other collsge expariences, and their odds of
persistence and gradevation.
Review of College Effects Studies

Studies of college effects have generally found that sisple associations
of college characteristics with educational outcomes do overstate the actual
influence of colleges. Aﬁont half of the total association is due sisply to
the #fact that students who go to different kinds of colleges also differ in
many academically relevant attributess social status, ability, race, high
school preparation, and sotivation. However, sa-ll but significant ;ollcgo
offes}s remain- avan controlling for a variety of such factors (Wegner and’
Sc-lll: 19703 Alwin, 19763 Astin and Panos, 194%; Kamens, 1971). Colleges
have affects on: B.R.E. scores (Centra and Roch,l??l); rates of attrition

versus graduation (Folger et al, 1970; Parnes and Rich, 1980; Astin,

1973,1977), the probability of going to graduate school (Spaesth, 1968



Alexander and Eckland, 1977), and even occupational status and earnings
(Solson, 1975; Solson and Machtel, 1975)Tinta, 1980; Sewell! and Hauser, 1973
Spaeth, 1970). Higher achisvessnt cutctoses are associated with: a liberal
arts curriculus (Astin and Panos, 1969; Alwin, 1974;Solson and Wachtel, 1979),
private rather than public control (Astin and Panos, 19693 Alwin, 1974;
Thomas, 1981; Trent and Nedsker, 19688), fouryear rather than twoyear level
(Anderson, 1981; Folger, Astin and Bayer, i970; Astin, 1971) and higher status
university versus fouryear coilege level (Solmon and Nachtel, 1975; Wegner and.
Sewell, 1970). Studies have also found effects of expenditures per student
(Nachtel)qTS) average faculty salaries (Solmon, 1973), size (but  w!th
inconsistent evidence - see Astin and Panos, 1969; Rock,Centra and Linn, 19703
Kaaens, 19713 Thomas, 1981), faculty/student ratios (Solmon, 1975), cohesion
of the environaent (Astin, 1977), rates of l£udont esploysent (Astin and
Panas, 3969), and average student income (Soleson, 1973),

A nusber of social scientists have suggested a need to exasine the
effects of tha social orranization of postsecondary institutions. For
exasple, Kamens (1971) ocutiines sevaral ursangzatlonal features of colleges
and universities that tend to be adopted by ih;an fnstitutions which are
believed to produce leadership or corporate elites: rituals aof selection upon
entry and early in iho college career; rosidentiality, often in a rural or
other isclated location; smali size and low complexity, with an eaphasis on a
comaon liberal arts curriculus rather than on diverse ;pccillizpd vocational
programs; and _stnglo sex coaposition. Sovoill con+lict sociologists have
isplicitly or sxplicitly esphasized the isportance of varying organizational
characteristics of colleges serving different social class populatiors.
Bowles and Gintis (1976), 4in particular, have described the {institutions

serving lower SES populations as highly bureaucratized and rigid, low in
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cnhosion, and anti-intellectualias ;aigh schools with ashtrays". Feldean
+1974) has suggested the need to include in college effect studies such social
organizational dimensions ass ‘control. status, goals, bureaucracy/coaplexity,
density, and cohesiveness. Nuch of Astin's work has used factor analytic
techniques to isolate disensions of institutions which are based ooth on
structural and compositional features of colleges. For example, Astin (1962)
uses the factors of size and curricular variety, homogeneity in msjor field,
technical versus intellectual .arientation of students, and affluence in
resources.

This study draws both on previous espirical work on college effects, and
on previous theoretical and factor analytic specifications of dissnsions of
colleges which aight affect stetus attainaents of entr‘nts.

A Causal Model of College Effects

Despite the increasing qu..ity of research on college effacts, a nusber
of coamon flaws can be cited. Studies have frequently excluded non-
graduates, thus ignoring the importance of college sffects of whether students

sanage to graduate. Studies also have often excluded other crucial student

groups: those who later enter graduate school, and those who begin in two-year -

comaunity colleges. Studies have also tended to take one cf two straioginl
for the investigation of college effects. They either decide on an a-priori

basis to study only one crollege characteristic (usually “selectivity'), or
they begin an analysis with a great nusber of collogo‘ characteristics, and
select those to study by using a stepwise regression progras that picks those
characteristics that add significantly to explained variance. Neither of
these strategies would seem as noraa) in analyzing individual causes of
phenoaenon, Finally, studiss of college effects have frequantly involved an

assusption that very littie alse is going on in college students’ lives, other



thar college itselé. With increasing levels of student employsent, off-caspus
residunca, and marriage, it bDecoaes aoare lnpoftant to control for these
f$actaors when examining college effects:s colleges do vary in the degree to
which their students tend to have these competing roie involveasnts.

This study also partially integrates the factors of student soecial and
academic integration which hsve become increasingly isportant variables in
conteaporary studies of college attrition (Chapean and Pascarmila, 1983). It
does so by including as intervening variables in the causal asodel thrae
aspects of iptcgrntinus college acadeaic parformancs,; contact with faculty,
and overall satisfaction with the college. Finally, of course, the study
includes an adequate set of individual level control variables, in order to
isolate "true® college effects fros siapie between-college dJdifferences in
student “inputs®,

Figure § Here
Gender and College Effects

The general stratification literature suggests soas basis for expecting
differences in the affects of colleges on women and aen. First, the atatus
aétaxnlcnt (educational and occupational) of women is less strongly related to .
ability and high school acadeaic perforsance, but sore strongly related to
high school curriculum (Marini, 1978 , 1979). GSacond woasn's attainsent is
sore strongly related to parcnta!ﬁsoclo-lcononic status, especially maternal
status (Alexander and Eckland, 1974; DeBord, Briffin and Clark, 1977).

Women's attainsent in education and occupation is also negatively
affacted by frequency of dating in high school, and by early age at sarriage
(Alexander, Reilly and Eckland, 1982). WNise and Stesl (1980) report that
marital/faaily status is as good a prodictor of postsecondary progreas for

wonen as ability is for van. The number of children and the marital status of



aen does not sees tO negatively affect thea, and may even have a positive
effect on later occupational status (Marini, 1978,1979).

Froa this literature, it appears that womsen asy be particularly
susceptible to the influance 3f female role sodels and to probless arising
fros invoiveseat {n the competing wife/acther roles. (On the other hand,
"ssritocratic” ability and achieveament factors seea to have less influence un
woaen’'s than aen’s attainaent. 7

We also know that there are differences by gender in the college choice
process. Hanson and Litten (1982) found that women students’ iastitutiocnal
choices are aore closely tied to incoee thar is true for sen. Rosenfeld and
Hearn (1982) raport that sore "family background" factors are significant
predictors of the college choices of women -- especially parental education,
race and incoae. Alexander and Eckland (1979)1980) also found that collage
svlectivity was wore strongly related to SES origins than to ability or high
schaol grades for wemen, echoing again the more general studies on status
sttainaent,

Woaen make their coliege choices earlier, apply to fewer schools, and are
acre likely to get into their first (and often only) choice school (Rosenfeld
and Hearn, 1982). (Orre in colliege (and they enter right after high school
sore often than ssn;, wosan sesms to drop out at about the same rate as sen,
complete their bachelor ‘s degress on schedule sore often, but are less likely
to return if they do drep 2ut, or to persist and gruduate when not on schadule
{Heyny and Bird, 1982; Wise and Steel, 1980). Among students of low to sediua
acgpooic skills, woaen sses t~ have ¢ particular dissdvantage in persistence
and graduation (Nise and Steel, 1980). In college, they have traditionally
entared aajor +ields with greater faculty/peer interpersonal support, but

lower gtatus rewards (though sex differances in sajor arn now narrowing) (Heyns



and Bird, 1902).

A few studies have specifically encained difterential college effects on
sen and wosen. Alexand-.r and Eckland (1977) found that college selectivity
has stronger effects on woeen's college grades, leading in turn to lower
acadeaic self concepts. However, selectivity has no direct effect on
educatioral attainment of woaen, though it has a positive effect {or sen.
Norgan and Duncan (1973) alsa found no effect of selecti«ity on earnings of
wosen, though seiectivity was significant far aen. Thus it is clear that
there is a need to “disaggregatu” analyses of college effects by gender. Hen
and women enter college, even nox, with varying orientations, and colleges
affect thea in different ways.

Hethods

The data used in this study are taten from the Natiunal Longitudinal
Study of the High School Class af 1972, The bsseysar data for the NLS were
obtained in the Spring of 1972, when the stucents were high school seniors.
“ollcwup surveys have been done in 1973, (974, 1976 and 1979. 7The follosing
restrictions on the saaple were used for this study:

({)respondents aust have sntered an acadeaic program in a two- or four- .
year college immsadiately zfter high school graduation (Eckland et al, 1979).

(2)respondents aust have cospleted the base-year questionnaire (with test
bank), and all éollow~ups.

Information on the survey instrusents, follow~up prccedures, and other matters
can be obtained in Levinsohn et &l (1978).

Ihe NLS cehort - descripiiye sueeary. Nuaerous studies have baen dons on
the college experiences of the NLS sasple. Background information on the
nature of the samsple may aid in interpretation of the results. In 1972, 9597

of white males, 4561 of nonawhite eales, S56) of whita femalss, and 92X of black



fesales in the- NLS high school! sampl!e were enrolled in soae fora of
postsecondary sducation, on a full or part-tise basis (Manski and Wise, 1963).
Eckland _and -ulolandar (1980! estimate that sdout 43X of the sasple ware -in
degree-granting schools at this tise. B§ 1973, 40X were in some fora of
schooling, and by 1976, 281 were still in school. About 3IX delayed entry to
1973, and another 7X who delayed eatry to 1974 through §1976. By 1976, over
half of the NLS cohort had entared college. The detersinants of delayed entry
seee to have been quite similar to those of iesediate entry (Manski and Wise,
19833 Eckland and Alexander, 1980). However, because of possible differences
in consequences of colleges for iasediate and delayed entrants, only the
iasediate (!972) entrants are used in this study. Nost of the cohort did
enter in their first year and attendod only in consecutive years, with little
alternation of school and work. For exasple, among white sales, 35 never
attended collage, 141 attended only one year from 1972 to 1976(usually 1972),
122 attended two years, 9% three y®ars, 181 four years (usually starting in
1972 or 1973), and 12% attended all five years. Only 62 had one vyear
interruptions, and four percent had aultiple year inter-uptions. HNoat of even
the delayed entrants were continuous after they entered. Most showed slower
than "noreal” progrees in college, with many still in school without a degree
in 1976 (Manski and Wise, 1983).

By 1974, about a third of four-year college entrants and three fifths of
two-year entrants had dropped out. By 1976, about 331 were not attending and
had not graduated. Out of the 1972 entrants, 391 had a degree by 1976, with
20% still enrolled. Sistesn percent of 1972 sntrants transferred betwwsn
four-year colleges, and 31 soved froa four-year to two-year schools in the

first two years (Alexander and Eckland, 1980).

Beasuceesnt of backeround/contcol vaciables. Socio-econoaic status is
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avasured using fonr separate indicators: father’'s education (b..v), mothear's
aducation (NOED), ¢ather’'s Duncan SEI score for occupation (FOCC), and family
incose (INC). Race is a dussy variable (BLACK), with blacks coded as 2 and
whites as ona. Religion is a dummy variable contrasting Jewish (2) with al}
other religious affiliations(i) -~JEN. Ability (ABIL) is the standardized sus
of scores on the reading, letter groups, esath, and vné;bulary subtests given
with the base-year quostiannatrc. High school curriculus is = dichotoay
contrasting college preparatory with general and vocational tracks (COLPEN).
High school perforsance is a asasure of average high school grades, taken ¢roa
school re~ord inforaation foras (HS6PA). Educational plans (EDASP) refers to
the level of education the student sxpected to attain as of the base ysar.

ACSC is a ssasure of academic self-concept, aeasured by student confidence in

ability to cosplete college, also as of the base year.

Heasuyreesgnt of post-high schogl rele inyolyepsnts. Marital status (MS) is

a dichotoay contrasting those students who were sarried as of the ¢irst
follow-up questionnaire in 1973, with th;sc who were not. LFP and WKSTD are a
set of duamy variables. LFP is scored as 1 if the student was eeployed, but
not in a work-study job, as of the first follow-up. WXSTD is scored as | if
the student said he/she was obtaining funds froe work-study esployaeent. Non-~
working students received scores of 0 on both and afc the comsparison gQroup.
Hours of eaploymsent (HRSEMNP) is a maesasure of the nuaber of hours per week that
eaployed students worked. It is recoded to the. sean for non-working students,
and so unstandardized coefficients ars based only on the relevant subgroups
(see Cohen and Cohen, 1983). Residence on-caspus (CANPUS) i3 a dichotooy
contrasting students who lived on-caspus in 1973 with those who did not. It
was not available for the 1972 perivd. Therefore, if students were not

enrol'ed in the fall of 1973, it is defined as missing.
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Beasures of collsoe wmEperisnces. GOPA is a measure, froe the first
follow-up survey of average college grades. FAC is a assasure, adeittedly
poor, of degree of student contact with faculty. It is based on a single
question concarning whether the student said he/she knew a faculty sesber weil
anough to ask that person to write a letter of recossendation for a job or
graduate school. Overall level of satisfaction (CSAT) is the average rating
of several aspects of the college and one’'s experiences there, on a one to

five scale.

Heasures of wmducational outcoees. After a nusber of preliminary

_analyses, thres educational attainment seasures were chosen for presentation.

The +¢irst is an indicator of whether the student persisted to the third year
of ccllege (1974) or not. This is a crucial year, especially for those
students who began in two-year cossunity/junior colleges. ‘re second two
acasures both have to do with completion of a bachelor’'s degree. The first is
a measure of whether the studant had completed a degree by the tise f the
third follow-up in 1976, Students who had followsd a “norsal® college path
would have obtained a four fnar degree by this time. The second is taken froa
the last follow-up in 1979, at which point students have had seven years ¢o
tinish their degrees.

Neasures of collsae shecns!ccitsisi- The following variables are used in
analyses. First, for sose tables, two different basic typologies have been
used, in order to explore tha sffects of the basic sector of higher education
in which a student esnrolls. The first typology is a combination of control
and level, with categories for private universities (PRU), private fuur-ynnr-
colleges (PR4), public universities (PUNU), public four-year colleges (PUBY),
and the omitted comparison groups of two-year colleges, public and private.

Earlier analyses showed faw differences hetween two-year collages under purlic

12
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and private control, and few students are in private two-year schools. Two-
year colleges are those offering only associate degrees or lower. Four-year

colelges are those offering at least four years of post-high school work,

'qrantlag bachelor’'s or eguivalent degrees. (Universities are those with

considerable esphasis on graduate inistruction, with st least two professional
schools not exclusively technical in character. The second classlficatioh
breaks control into finer distinctionss Catnolic (CATH), other religious-
affiliated (RELIS), non-religious privafe (PR!V),‘vorsus the osf tted group of
public colleges. When examining its effects on outcomes, degree level is also
included, because of the fact that private colleges also tend to be four-year
celleges rather than universities.

Earlier analyses indicated that the effects of basic classification
scheses such as these were primarily due to differences in more specific
aspects of institutions, Therefore, the sajor analyses siaply omit any basic
classification, and deal with the affects of specific college characteristics.
Preliminary factor analyses, both exploratory and confirsatory, helped in the
s;lectiun of the relatively small n:cLer of characteristics used here out of a
such larger number of available variables on institutions®. Exploratory
factor analyses (principal coaponents with orthogonal rotation), indicated
four factors in college characteristics. The first has a positive loading for
percent living on campus and negative loadings for vocational asajor areas and
part-tiese students. The second has positive loadings for measures of college
size, nuaber of different major areas, and diversity of sajors offered. The
third ¢actor has high positive loodings for percent of graduate students,
expenditures per student, tuition/fees cost, and average SAT scores of
freshaen. The fourth factor has a lower positive loading for SAT s:orcl,"and

n»gative loadings o percent of low SES8 stucents and percent ainority

13
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students. These seea to correspond, at > theoretical level, to disensions of
“cchesion”®, “bureaucratization®, “quality®, and "socio-econcaic cosposition®.
Confirsatory factor models, using Joreskog‘s LISREL IV progras, found that a
four factor model, with either orthogonal or oblique factor structure, did not
fit the data as well as modeis which had more factors. In particular,
vocational msajor arsas, SAT scores, and graduate studsnts (or degree level),
when each separated out into unique factors, significantly improved sodel fit.
Based on thase analyses, prelisinary regression analyses, and policy-relevant
interests, the ¢following specific college charlctoristics uere retained for
the analyses presanted heres

1. average SAT scores - the traditional measure of selectivity

2. size - as a proay fb( cosplexity and bureaucratization

3. percent of low incose students (under $6,000 per year in fasmily

incoae) - as a aeasure of socio-econosic coaposition

4. percent students enrolled part-tise - az a seasure of cohesion or

integration

5. percent of sajors offered in vocational areas (with vycational defined

as any area other than traditional liberal arts and sciences, including

education, engineering, business, trades, and applied progra‘s.

6. combined tuition aa& fees costs for undergraduates

7. educational and general expenditures per student - a traditional

indicator of quality of resources

2. highest degree level (from associate to doctaral)

Data Aoalysis Iechnigums. MNultiple regression analyses are presented in

all of the following tables. In sost, both the aetric or unstandardized

regression coefficients and their standardized equivalents ars presented.

14
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While standardized cosfficients are sost useful for comparing the strength of
effects within one sasple, unstandardized coefficients are sore useful in
comparing effects of the saae variable across the two gQender subgroups.
Unstandardized coefficients are also more useful in analyzing the effects of
dusay var.ables. The unstandardized coefficient can be interpreted as the
adjusted diffarence between one subgroup and the omittsd cosparison group.
The Y-intercept gives the adjusted aean value of the dependent variable for
that ositted group. Significant coefficients are indicated with asterisks
(#). The R* indicates the degree to which the variation in a dependent
variable can be expliined by a given set of predictors. Significant
increments to expiained variance with the addition of an entire set of
predictors is indicated with an asterisk (#), Separate equations are preseanted
for sales and females.

Missing data in variables were replaced with the sean of the data-present
divtribution for that gender subsasple. This mean substitution procedure is a
basically conservative procedure, as it generally leads t& attenuation of
correlations of variables (Cohen and Cohen, 1973), ¥hile mean substitution
does affect standardized and explained variance, it does not affect
unstandardized coefficients or intercepts -- these are based only on the data-

preasent distribution.

Results »

Table 1 shows how student background characteristics have aéfected their
college choices. For sach gender, :61 effects of social status, ascribed
statuses, acadesic preparation, and sducational goals are sesn. A nuader of
previous studied have indicated the isportance of social bdackground in the

college choice process. For example, low SES, black and wossn- students have

been found lass likely to attend more selective and afflusnt collsges, asven
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controlling ability (Alexander and Eckland, 1977; Sewell, 1971) Peng, Bailey
and Eckland, 1977). Hearn (1984), in a mora recent study, found that blacks
entered schools lower in selectivity, but higher in oxpondltur'; and tuition
costs, while women entered collages lower in selectivity, expenditures and
costs. SES was also positively correlated with selectivity, expenditures, and
costs.

In this study, disaggragated indicators of SES are used, rather than a
cosposite seasure. fFor women, fathar's education and family incoae influence
college choice to the greatest decree. Unexpectedly, sother’'s c.ucation has a
greater {rfluence on college selection for aan than for woaen. Father's
occupation is also more influential for asen. Overall, higher SES students
enter colleges with lower vocatic-al orientations, asore full-tise students,
higher ability and SES cospasition, higher expenditures and costs, larger
size, and offering higher level degrees.

Black students, wsale and f~aale, differ signtfﬁcantly from ‘uhitos in
aleost all of the college characteristics. Being black has negative effccis
un part-time cosposition, vocational msajors, and selectivity. It has positive
effects on degree level, low SES cosposition, educational expenditures, and
costs. The nsgative effect of race on vocationalise and the positive sffect
on costs are stronger for wosen. This seeas to indicate that black woser are
more likely to go to private liberal arts colleges.

Jewish students also enter colleges of higher ability and SES
cosposition, less vocationalisa, higher degree lavels, higher expenditures and
costs, and larger size. These effects are generally greater among wosen than
man.

The most influential factors in che defermination of where students go to

college are those of acadesic preparation, as sean in th‘ standardized

16
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coafficients for each variable. Ability, high school achievement, and (to a
lesser extent) being in a colleqe prep curriculua all increase college
"quality®.  Acadmmic preparstion increases college selectivity, SES
composition, degres level, expenditures, costs, and size. It has aofativn
effects on snart-tise composition and vocational orientation. There are no
consiastent sex differences in the effacts of asasured ahility, but high school

grades and curriculus have generally stronger effects for sen than women.

e

Educational aspirations, on the other hand, generally have strorye
o;focts for females, while acadesic self concept sesas of little importance
for either gender. The ability of background variables to predict whers
students go to college is quite similar for men and women. Only on SES
composition are ther2 noticeable differences in explained variance for aen and
wosen (with the R® greater for womsen). Overall, background variables have the
greatest influence on college selectivity, SES composition, vocationaliss,
and degree level.

Table | Here

Colleges of different basic classifications do differ significantly in
the spacific characteristics used in this study. Table 2 shows dumay variable
regressions 0of the college characteristics on two college (ypologies
(described above). In this table the pop-significant coefficients are sarked
with asterisks. Fros the first classification schese, one can see that
private universities have the highest ability and SES cosposition, the lowest
part-tiae student pruportions and vocational na10rs; the saallest size, and
the highest per-student expenditures and costs. In fact, on ebility and SES
coaposition, p:rt-tise students, vocational aajors, and expenditures, one can
see & consistent ordering of institutions, from private university to private

college, to public universities, to public cnlllge] with two~-year colleges on
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the bottos. Obviously, degree level is highast for ugfc;rsitios and lowest
for two-yeer colleges. Private institutions are ssaller than all others, and
public wuniversities and colleges are the largest. Tuition costs are highest
at ;ﬂ?&to institutions, with public institutions of all types -- including
two-year colleges -~ differing little.

Catholic - and other rlllgiQul collec s, as seen in the second
classification, are distinguished from public institutions primarily in their
lowsr proportions of part-tiae students, their lower degree level, their lack
of vocational wmsajors, their small size, combined with relativeiy low
expenditures per student. Non-Catholic religious colleges are sost 1likel
public colleges in ability and SES composition, but tend to be particularly
small, with few part-time students, low degree levels, and the fewest
vocational aajor areas. Non-rnligious private colleges share with religious
ones many characteristics, bhut in addition have somsewhat higher ability
composition, amoderate size, and greater expenditures per student. All three
private types have higher ability and SES composition, smaller size and higher
costs than public schools. Thase patterns vary lttt{o by gender, though a few
differences should be noted. First, the private universitias attended by
women ser> lower in size, cnlpafnd to two-year collages. Sgc;nl, the public
universities and colleges attended by women differ less froms two-year colleges
in expenditures per student and costs. Third, the Catholic colleges ‘attended
by wosen sees to be less "elite" in ability and SES cosposition, saaller, and
of lower degree levels, than those attended by mer. In general, these gender
differences seen to reflect the entry by woasen into ssaller liberal arts
colleges and public institutions of lower selectivity.

Table 2 Here

Table 3 reiterates the need to control for role involveaents of students
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when exasining college effects. This table shows the raw corralations of rﬁll
involvesent varisbles and both the classifications and college characteris-
tices, for wmen and women. The correlations of eaployasent in off-campus jobs
shows that students at universities; non-Catholic religious schools, sore
selective, l;ss integrated, more vocational, lower cost, and lower nxponditu?o
schools are less likely to work. Students at two-year colleges are most likely
to work while in school. Nork-study eaployaent, on the other hand, is
highest (especially for uoncﬁ) at religious colleges, private four-ysar
schools, schools with lower SES :onpol!t!on,'l.allor in size. For aen, work-
study eaployment varies less by college type and characteristics. The number
of hours worked per week also is sore highly correlated with college veriables
for wosen than for men. Male college entrants work fewer hours when they
enter colleges of higher degred-g.anting level, Catholic a*filiation, .hithr
ability and SES coaposition, fewer vocational majors, highnrl tuition, and
hdigher expenditures. Wosen'‘'s esployment is lowered sost by entry to religious
colleges, private four-year colleges, and institutions with higher dagree
lavels, few part-tise students, few vocational major areas, higher tuition,

and higher selectivity. ,
Table 3 Here

In order to provide basic descriptive !nfﬁrnltion or patterns in student
academic achievement, contact with faculty, and general satisfaction with
college life, Table 4 shows the net effects of the two different classifica-
tion systess for colleges (tho second controlling also for degree level), on
these intervening college exparience fact;rs. Far the first classification
system, it is clear that students in two-year colleges receive the highast
average grades, with }ubltc four-ymar colleges not far hehind. For women, all
other types are relatively equal in average grades, but for aen, public.

univarsities are by far the lowest in grades. For sen, public colleges, and
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private iastitutions of both levels are relatively equal in average grades.
Collage type and background explain relativaly little in the variation in
faculty contact, compared to that in grades. For aen in particular, private
institutions have & aild advantage over other types, while public universities
have the sost negative effect for both men and women. College satisfaction
does not vary significantly by'this college classification.

In the second set of equations, we see that degres level depresses both
graces and faculty contact, ¢for aen and women. Catholic affiliation, on the
other hand, significantly increases grades and faculty contact i;r agn, though
not womgn. Other religious affiliation increases faculty contact ar well,
especially for een, though also for women. Non-religious private colleges are
also higher in faculty contact for both groups. The only effect of college
type on ,atisfaction is the positive effect of religious control for asen.

Table 4 Here

Table S shows how the nature of the college that a student enters
affects his/her acadesic performsance, degree of contact with college faculty,
a#d overall sense of satisfaction with college experiences. For sale college
entrants, we see that students get higher grades in college when they aenter
colleges with lower degree-granting levels (like comaunity colleges), high
proportions of vocational sajor areas, large size, and high tuition. All of
these college effects persist even controlling for diffe-ent proportions of
serried, working, and on-caspus students in different kinds of colleges.
College characteristics do add significantly to the explanatica of college
grades, for sale students. Asong fesalas, a different set of college charac-
teristics is significant. hnly‘thu influence of vocational orientation of the
collage is shared with sale students. For fonnlg,,lgoing to colleges with low

SES composition and high proportions of part-tise students are also signifi-
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cant; once again, these offocts canaot be explained by individual differences
in role involveaents. Both the overall explained variance and the increaent
to explained variance for college characteristics are greater for fesales than
sales. However, the increment to explained variance for role involvesont
factors is greatsr for aale students. Among men, being in a work-study job
increases gradcs, while liv;nq on-caspus lowers grades. None of the role
involvesent factors reach siqn;ftcnncc asong women.

Faculty contact, for sen, increases with entry to colleges with high
tuition/fees costs, and decreases with high part-tise cosposition and and
iarge size. For women students, size does not reach significance, though both
part-tise coaposition and tuition costs have effects similar in strength to
those for ean. In addition, women who go to colleges with higher degree
levels have lower faculty contact. For aen, these effects are not explained
by differencial role involvement, ﬁut for women, the negative effects of hours
of employsent and positive effects of living on-campus do explain a
proportion of the e(#ef&s of costs and part-time cosposition; but not degree
level,

Fesale subjective satisfaction with college life is not explained by
college characteristice, However, for sen, higher college satisfaction is
associated with going to colleges with few part-tise students, lower degree
lovel, and 1living cn-caspus. For wosen, only not working during college
increases satisfaction.

Table 3 Nere

Table & shows tbe net effects of the two different college typologies on
sducational attainment. The first typology, again comparing each against two-
year colleges, indicates that pearsisteance to the third year is higher for all

the tour-year college types than for two-year colleges. Howaver, note that
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asong wosen ; “‘vate universities do not differ significantly fros two-year
colleges, while among men pyblic universities do not differ significantly. For
sen there appears to be a basic advantage of private over sisilar public
collegesy this is not ¢true for woaen. In addition, for womenr, the
disadvantage of two-year college entry is more axtreae.

On-tise degres attainment is alsoc loweast for two-year entrants, though
once again, sen in public universities are nearly as low as this group ir
attainsent. . The advantage of private schools over public, inciuding two-year
schools, continues to be stronger for aen than women.

Final degree attainmsent shows auch the sams pattern, though here public
universities lead to higher cdds of graduation even for asn. Private colleges
and unjversities are the most advantageous setting, in tcr.p of overall degres
attainsent, for both sen and woamen.

The second typology shows that persistence and degree attainaent are
positively affected by the level of offerings zt the school first entered, for
bath aen and woaen. For men, Catholic colleges have the highest persistence
and on-time graduation odds, though sventual graduation rates are rcughly the
sase as ¢for othar religious colleges. Non-religious private colleges are
higher in attainment than public colleges only in on-tise graduation rates.
Public colleges have the lowest attainasent levels. For women, peristence does
not vary by affiliation. However, both Catholic and other religious coliesges
are superior in early graduaticn, and other religious colleges saintain an
advantage in overall graduation rates.

Table & Hera

As seen in Table 7, persistence to the beginning of the third yesr in

college is not affected by college characteristics aa0ng male students. No

singie characteristics is significant, and the set as a whole does not
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significantly incresse the axplained variance. On the other hand, for woaen
students, collegoes are ispartant influences on parsistence. Negative effects
of part-tim2 composition, vocational orisntation, and tuitiom casts are sean.
In the sescond sgquation fcr parsistence, one can see that vocationaliss and
costs remain significant when controlling for role involvesent ard coilege
experiences. Pfrt~tine composition, 1in thie case, is partly explained by
individual role iﬁvolvonunt; no overzll "contextual” effect resains. In fact,
role involvesents are sore influential than college characteristice. Wher
students, sale or female, are married, werk (in non-work/study jobs), and work
many hours, they are less likely to persist to a third year of college. The
negative effects of being married when entering college are more than twice as
influential for female as male students. Work experience variables are
sarginally wmore impcrtant for wales. College grades, faculty contact, and -
college satisfaction are all significant influences on persistence in college,
for both men and wosen. Faculty contact seems to be more important for wosen
thaﬁ man, while the reverse is true for college grades and sstisfaction.

The influance of colleges increases substantially when exasining
detersinants of "on-time® and guneral bachelor’s degres attainsent, as seen in
incresents to explained variance. Part-tise cosposition, large size, and
higher per student sxpenditures, are associated with lower odds of
both early and eventual degree attainsent for males. Early degree cospletion
is also associated with lorar costs for males. Note that the effect of
expenditures is pEgetiye rather than positive. Aaong wosen, on-tiams degree
completion is increased when studsnts enter colleges with few part-tine
students, higher degree levels, fewar vocational aresas, and ssaller size, For
overall degrea cospletion, few part-tise students, ajower SES coaposition,

and lower vocaticnalise are isportant college factors. Once again, role
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involvement of individual studeats is just as isportant as where students gqo
tc college. MNarriage, high tours of esployasnt, ond living off-caspup are
negative factors for wosen. The negative mffect of sarriage is again far aore
jeportant for wosen than fer maen. Labor torce participation, on the other
nand, sasas nore detrimental for men. Not just the nuaber of hours worked, but
the aere fact of working is negative for man. These negative effects hold,
however, only for eaployaghpt aoff-caspus. Work-study jobs do nat hurt even on-
time graduation, and have positive though non-significant effects on
graduation by the last follow-up period. Living on-caspus is iaportant for
the on-time graduation of both genders, but it continues to be isportant for
women even for overall graduation odds. As anticipated, college grades,
faculty contact, and ccllege satisfastion are all significant for both sen and
womsen. Hawaver, the effect of grades is sosswhat stronger for een. Note
that even when role involvesent, grades, contact and satisfaction are
controlled, part-tise cosposition; vecationalise (for women), and expendituras
per student (for msen) resain significant.

“Table 7 Here

Suseary and Conclusions

A suasary of the destersinants, correlates, and consequences of sach of
the college characteristics is provided below.

jae SE§ compesition. For women, the SES cosposition of the college
entered is dependent both on father's education and income; ¢for aen, only
incose is significant. For both genders, going to a college with a low BES
composition is less likely among Jewish students,those with high ability, and
those in a college prep program in high school. Wosen with higher esducational
sxpectations are also less likely to attend 2 low SE3 school. Overall, B8E&8

composition is more dependent on dackground for wosen. The college types

24



22

lowest in 8ES cosposition are two-year colleges and public four-year colleges.
Students in low SES institutions show different piiterns of role involveaent:
sen tend to be esployed in off-campus jobs and tc work mors hours, woamen tend
ta be in on-campus jobs. Students in such institutions are Jess likely %o
live on-caspus and wmore likely to be aarried. WNosen who enter such

institutions receive higher grades, and because of this are sore likely to
eventually obtain a bachelor’s degree (though not on a noraal time schedulel.

Selactivity. For men, college selectivity is influenced by <{ather's
accupation and msother ‘s education. For women, income and father s e 'ucation
are -or; isportant. Black students, eale and fesale, enter less selective
co{logos,é while Jewish students enter more selectivie ones. Ability, high
school grades, and educational goals are important for both, but high school
curriculu; has a significant effect only for men. The most selective colleges
are those classified as private universities, followed by private collsges. and
public universities. Private, non-religicus colleges are more selective than
religious ones. Students at more selective institutions work less (for woamen,
even at work-study jobas), waork fewer hours if eaployed, live on-campus in
_greater proportions, and do not tend to be sarried. In isolation, selectivity
has no effact on grades (though the direction is negative as one would
expect), or attainments.

Educational espenditurss. Only for males does SES affect per student
expenditures of institutions attended. Black students, especially among
women, attend schools with higher expenditures, as do Jewish studeats.
Ability has a positive effect on expenditures for both san and woaen, but high
school grades have a greater effect for sen. Educational goals also have a
stronger effect among sale students. Expanditures are highast in private

universities, private colleges (especially non-religious), and public
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universities. They are lowest at two-ymar colleges. Asung amen, private

universities atiended have particularly high expenditure levels cospared to
all aothers. Students who go to schools with hioﬁ expenditures are less likely
to work and work fewer hours if esployed, are sore likaly to live OR-~Calpus,
and less likely to be sarried. Expenditures do not affect grades or faculty
contact; they do tend to lpwer the cdes of graduation for men, controlling all
else.

Tuition and fees costs. Family income affects the cost of the ccllege
students choose to attend. Father's education also has an effect on college
cost for womsn, though not msen. Being black or Jewish, having high sesasured
ability, coming from a college prep curriculum, and having high educational
goals also increase the cost of college choices. Educational goals are wmore
influential among woamesn. Costs, as expected, are higher for priv;to
universities and colleges, and lower for all public and two-year institutions.
Non-religious and Catholic colleges cost sore than other religious colleges.
Students who attend higher cost institutions also weck less, are sore likely
to live on-campus, and less likely to be sarried. Students at higher cost
colleges tend io have higher faculty contact, and men tand to receive higher
grades. Effects on attainaent vary by gender. Amgng women, cost has a
negative effect on warly persistence, though no effect on graduation odds.
Among sen, cost has a positive effect on odds of graduation.

Degrse-granting level. Asong women, choice of a higher degree-granting
institution is again dependent both on fathar’'s educatior and incose, while
asong sen only father's occupation is influential. Blacks, Jews, higher
ability students, with better high school grades from college prep curricula,
tend to aenter universities rather than two-year colleges. The effects of

curriculum are again greater asong aen. However, the effects of educational
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goals are greater for wosen. Naturally, universities have the highnst'dugrcc
level, followed by four-year colleges. Public colleges tand to have higher
degree levels than private institutions (especially i¢ religious affiliated).
Students at institutions granting higher level degress also work less (eves at
work-study jobs for women), work Géucr hours i¢ they hav jobs, . tend to live
on-caspus and are not likely to be married. Universities, however, lead to
lower faculty contact for women, and lower grades (and consequently
satisfaction) for men. When degree level is cntcrod.into equations alone, it
has positigp wffacts on attainment, but when controlling for other tollngl
characteristics, it has no significant sffects.
g§iza. Father's occupation (for woaen) ;nd incoss (for men) have positive
effects on college size. Jewish students, and those with higher ability, past
perforsance, and goals, also enter larger colleges. Public universities are
the largest institutional type, fo{lnuod by public four-year colleges and two-
year colleges. All private institutions tend to be smaller in wsize
(especially tho=: with a religious affiliation). WNomen who attend larger
schools are less likely to get work-study jobs. Students at larger colleges
get higher grades, but aen also tend to have less contact with ¢aculty.
Controlling for these factors, students at large institutions are less likely
to get bachelor’s degrees. ]
Part-time cosposition Again, father’s sducation and incose have negative
effects on part-time coaposition for woaen. Blacﬁl, those of higher abdility
and past perforsanca, and those with higher educational goals, are all likely
to enter colleges nitﬁ nora full-tiae students. High school curriculua is
significant only for men. The institutional type with tha sost part-tise
students is tuo-yna; colleges, whkile thoso'nith the fewast part~-tiae ltuaonts

are private universities and colleges. Whan students attend institutions with
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sany part-tise students, they are also sore likely to be working theaselves
(except in work-study jobs asong wosen), work more hours, are unlikely to live
on~caspus, and aore likely to sarry. Despite these factors, students at
colleges with low structural intlyrltion tend to get higher grades (especially
among uo.cé!. However, +¢aculty contact is lonor»it such sc%-uis. Despite
their highor grades, woaen who enter such colleges are particularly harsseds.
they are lower iu persistence, on-tine and overall grfdultjon rates.
Vocatiganl -ecisotatign.  Incose is again a significant pr;dictor of
degree of vocationaliss of college for women. lla:k;, J;Ul, :ind;nts with
botter acadesic pfcparntion and those with higher goals, all are less likeiy
to enter vocationally oriented schools, and msore likely to enter those -;th
sore traditional arts and sciences -ajqrs. Vocationalise in curriculua
structure is most prevalent at two-ysar colllois. public four-year colleges,
and public universities, and lsast prlvalont' at private institutions
{especially religious ones). Students at loro'voéatioaal schools also work
aore off-caspus, for aore hours per week, are less likely to live on-campus
and asore likely ¢to be marrisd. Students at aeore vocationally oriented
collegs do get higher grades (if female), but have less contact with faculty
and lower satisfaction (if sale). Asong wosan, entry to highly vocational
institutions reess negative, gbnugh this is‘prl-arily dus to the off-caspus
f;ln involvesants of students. However, controlling role involveaents, there
is still a negative effect ofrvncationali:n on overall degree cospletion. For
sen, entry to such colleges is more haraful, lowaring both on-tise and overall

degree cosplation, even controlling for role involvesent factors.
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These results clearly indicate the isportance of caollege factors other
than the traaittnullly usad "selectivity® or “quality®. In fact,' ability
cosposition (as & measure of selectivity) and expenditures per ltudegt (as a
seasure of quality) showed none of the expected effects on educational
" sttainaents. The college factors which appeared to have greater independent
iaportance include cohesion or integration of students ({(as asasured by
proportion of students snrolled only part-timse), SES cosposition, vocational
rather than liberal arts/sciences orientation of curricula, size and
complexity, and costs.

Analyses of college affects on average grades and faculty contact also
indicate that these are isportant intervening factors. College grades are
not responsive Jjust to ability composition, as a nusber of studies of the
*$rog-pond® effect have s:jgested. SES composition, studeat integration,
costs, degree level, and vocationalism all had effects on average grades for
either men or women. Colleges respond t; student cosposition and to their own
goals (as indicated by vocational offerings) by setting varying standards for
student perforsance (and thus graduation). Colleges also offer varying
opportunities for students to get to know faculty mesbars. Interestingly, the
colleges that have the sost lenient grading standards are also likely to have
the least studant-faculty contact. Since both grades and faculty contact
affect persistence and graduation, a number of college characteristics have
positive and negative effects which cancel sach other ocut.

Student selection of colleges is hasndyioth on their own lytltty and past
perfarsance, and on social background. Both achieveasnt and ascription resain
important in the college choice process. In genaral, these results also
confirs earlier studies that have shown greater influence of ascriptive

factors for women and achimvesent for asn in where studeats go to college.
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Incose and f€ather‘s education oceea of particular imsportance ¢or women
students. They need both financial support fros hoae, and the support of a
sore educated father if they are to attend a more elite college.

These results also show the importance of the degree to which students
hold coapeting roles during the college years. Students who work (unless as
part of a work-study program), who live off-camspus, or who are narrlol.liavl
lower probabilities of persistence and graduation (even in a longer than
“normal”® span of years. Role involveaent doas mot lowsr attaimaent prisarily
by lowering student academic performance. In fact, for wosen, no effects of
role involvement on grades appeuar, while for men only two of the factors are
significant. In ¢act for men, one of the two significant factors has a
4dir|¢tion opposite to that predicted. fen who live on caspus receive ]lguar
average grades (this is not true for women). Some of the effects ﬂt{mtﬂ§l
involvesent on attainsent can be traced to lower contact with faculty k:'-nd
lowsr satiifactlon with college life; however, direct effects of role
involvesent also resain. Wosens®' attainsent is even more strongly aéfected by
role involvesent than aens‘. As other studies have found, sarriage while in
college is sore apt to lead to dropping out of college for wosen than san. In
fact, wmarriage has at least as strong an effect of persistence and graduation
of women as their perforaance in college. Callege acadesic performance is
aore relavant to attainsent for sen than for woman.

Isplications of Besulls ,_

The general trend in the developaent of higher education in the U.S. has
besn toward the growth of precisely the sort of institutions nhi:ﬁ this study
has found to lower atudent contact with their facuity, student satisfaction,
persistence, and graduation: vocationally orieatsd, sany part-tise cossuter

students, large in size, under public control. Nore institutions of all types
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have also begun to encourage or accept more “non-traditional” students who are )
sarried, 1live off-caspus, work while in school at oféf-caspus Jobs; and have
little tiase to get to know faculty sesbers outside of the classrooa. These
reults indicate that such developasnts may siaply be encouraging a "revolving
door® process for students. It 1is possible that thase co;ﬁntlug role
involveasnts are not as negative asong older students with higher asotivation
for college graduation. uouo;or, the context that t‘oso developaents provide
for even the "traditional” student tends to be a haraful one.

A nuaber of ressarch needs ars suggested by these analyses. First, we
need -~ additional work on the asasuresent and analysis of college
characteristics other than those wmost closely tied to “selectivity” or
*quality". Second, we need smore inforsation on the role of different
standards for academic perforsance at different t{nds of institutions. Why is
it that those schools that give the highest grades to students are not able to

encourage thess saae students to persist and graduate? WNhy are these sase

“schaols low in student-faculty contact? Third, we need scre exploration of

dif¢ferences 1i involvesent of students with the student role rather than roles
1% spouses and parents, and workers. s differential role involveawnt chasen
freely by the student, regardless of institutional choice, or can and do
collages structure tpo decisions students msake about role involvesents? Are
competing role involveaents signs of a lack of coamitasnt to college, or
financial or structural aecessities? Are there ways that institutions can
compansaie for the negative effects 'of student eaploysent, off-caapus
residence and sarriage? Are there ways that faculty/student contact can be
increasad, thus increasing student comaitasnt to cnl}cgc?

Finally, these college effacts nicd to be examined for aore rscent

student groups, among whom "nontraditiomnal® colleges and students have bacose
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alsost the nora. Have dropout rates increased over time at institutions
showing the features shown to be negative in this study? 0Or have institutions
already wmanaged ta compensate in some fashion on order to asaintain

enrol laents?



3

Ecotanotes
'  These analyses use only the first college attended (1972). By a amatch-

merging process, data on the first institution attended were added to student
records. Data on institutions were taken fros two aachine-readadble data
files, which thenselves  inclngo data from: Aserican Council on Education
survoyl; HEG1S, HED, Tripartite, and othor.fcdoral datz bases. lho}lvor
possible, sissing data in a variable fros n" source was replaced uith an
estisate from sisilar variables from other sources. The two nachini-rnalabla'
data files are Tenison (1974) ~~ prepared for ght College Entrance Examination
Board, and Carroll (1979) -~ Characteristics of PostSecondary Education~
prepared $or the Office of Education. The Tenison file includes matched data
for institutions attended by 73X of the NLS respondents enrolled in college in
1972 or 1973. This ¢ile includes chiefly traditional colleges and
univor?ttins. The Carroll file has wider cove;aje of institutions. However,
since this study is lisited to students in acadesic programss, many of the non-
traditional institutions are not needed. In addition, a large proportion of
the institutions in the Carrol]l file did not have F.I.C.E. codes, which were
necessary in order to aerge the data wi*h NLS records. Therefore, only
records in the Carroll file with F.I.C.E. codes were utilized (N=3975). The
Tenison {ile (N=4139) data.were then merges into the Carroll §ile (which
include: 1 of the Tenison institutions). HNeasu.ds éroa these sources

to be used in analysis ware solocf:d on the basis ofl relevance to the
project, axtent of: sissing data, and data quality. fHeasures with great
overlap with sisilar assasures, with little variability, or with obvious
errors, were excluded. Nherever possible, seasures used in this study were
validated by cosparison with sisilar asasures and with published data on the

population,
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FISURE 1

Causal NModel of College Effects on Educational Attainsent

§0CIO0-ECONONIE SIATUS
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Table 1}

Selection into Colleges by Bender
Metric (Standardized) Regrassion Coefficients

LSES

F
« 000
(.001)
- 004#
‘-0061’
.002
(.021)
~.005¢
(-.103)
- 093¢
(.240)

-002,.~

".o‘q’
'0026.
"o“q’
. 001
(.019)
'.020'
"007‘,
.003
(.013)
-.011'
(-.060)

.192

N

-, 002
(-.032,
. 001
(.013%)
- 001
"00‘0’
-.003¢
"0065’
-094¢
(.206)
-0023.
(-.03’)
~.020¢
‘-0‘62’

'.000 v

‘-001”
“0026.
(-.100)
. 004
(.023)
-~. 001
(-.003)

. 148

& Significant at the .03 level

EDEXP
F N
-.099 «042¢
(-.012) (.047.
1.092 «140
.077) (.008)
-.028 1.390¢
(-.002) (.070)
« 254 .048
(.034) (.000)
7.499s 5.830%
(.123) (.081)
7.643¢ 4,920
(.084) (.047)
3.564% 4.220%
(.129) (.132)
«302¢ 1.040¢
(.070) (.136)
. 390 « 460
(.014) (.010)
- 392 ~.102
(.019) (”.003’
1.734% 2,220%
(.062) {.068)
«070 «094
3

TUITN |
F L

-2,330 8.980
(~.008) (.029)
33.900¢ 12.990
(.0564) (.023)
16.940 34.7890.
(.027) (.032)
13.260% 14.330¢
(.048) (.052)
204.100¢ 131.940@
(.090) (.046)
475.220% 403.920%
(.141) (.112)
161.390% 126.080%
(.138) (.116)
-5.407 5.3.0
(-.020) (.032)
111.990% 142.480%
(.073) (.089)
23.170 6.780
(. 023 (.006)
102.310¢ 47.4704
(.0%6) (.061)
«108 +093

]

SIIE
F "
19.350¢ 7.030
(.048) (.018)

180.160 2256.720
(.023) (.032)
~333. 630 -222,330
(-.040) C°.°263
48.600 243.200¢
(.013) (.073)
343.2%0 474.3410
(.014) (.016)
4213.370% 4021.240¢
(.090) (.089)

'1132. 46008 776.270%

(.079) (. 037)
283.180+ 188.190¢
(.081) (.033)
269.110 310.920
(.013) (.013)
2‘5.650 -70260
(.017) (~.000)
649.000¢ 800.330«
(. 043) (. 036)

«0a9 « 041



Table 1
Selection into Colleges by Sender (Continued)
Netric (Standardized) Regression Coefficients

HIDES PIX VOCHAJ SAT
F ] F " F N F N

FoccC -.092 <0330 0038 ~,002 .001 -.001 « 300 2.71¢
(~-.026) (.068) (.043) (-,027) (.007) (~.017) (.006) (.03%)

FAED «030¢ <012 ~. 003 -.00S -.006 -, 003 8.370¢ 3.330
(.061) (.014) (-.047®) (-.044) (-.043) (~-.034) {.093) (.033)
NOED -.003 -, 026 -.002 -.008 ~-.002 -. 006 2.736 6.360¢
(-.003) (-.028) (~-.014) (-.037) (-.014) (-.03%) (,026) (.033)
INC «026¢ «007 -.003# «002 -.004¢ -,000 3.1408 -19.3200
(.061) (.017) (-.04%) (.030) (~.033) (-.003) (.068) (-.040)

BLACK 3228 « 3768 -. 0420 -, 051# -. 0490 -, 0408 ~19.35908 -19, 320¢
(.091) (.081) ¢-.091) (-.08%) (-.090) (-.0%37) (-.031) (~-.039)
JEW 02248 «229¢ -,004 « 009 ~.072¢ -,086% 73.9608 57.340¢
(.043) (.040) (~-.006) (.012) (-.087) (-.032) (.129) (.094)

ABIL ) ‘77. [ 253. -. 0318 -, 029« e 035. -003’. 3‘. 060' :'0570.
HEEBPA V35e «066¢ -.,004e -,0078 -.004% ~,007¢ 4.4308  4.4500
(.131) (.133) (-.073) (-.133) (-.087) (~.102) (.098) (.142)

COLPEN  .100¢ «231¢  -,009 -.019¢ -,037¢ -,037¢ 8.460 21.400s
(.042) (.990) (-.029) (-.038) i-.101) (-.094) (.033) (.078)
M:SC '.OIO -e 01‘. - 007 -005 "-00‘ 0003 ‘1.5‘0 e 33’ .
(-.011) (-.043) (~.029) (.020) (-~.014) (.013) (-.008) (-,002)

ED“SP 3648 . 252. ) e 031. “e 026' -.037¢ “e 0‘30 2’ ) 9‘0. 16.180+
(.217) (.143) (~-.141) (~-.110) (-.144) (-.1%9) (.12%5) (.083)

R2 14864 <148 - 0% «102 130 «133 .218 217

36
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TABLE 2
College Type Differences in Specific Characteristics (Fesales)
Unstandardized Coefficients

SAT PTX LSEST MWIDES vocead  SIIE TIN® EDEXP
PRU  200.034 -. 222 -.093 2.137 ~-.322 -2386.76 1718.02 20.19
PRé 128.252 -. 213 -.061 1.101 -.206 -2143.73 1334.33 14.084
PUBU 1066.709 ~. 193 -. 043 2.143 -.262 03503.39 7.49¢ 9.64
PUB4A  462.411 171 -.006% 1.989 ~. 1784 7123.41 -8.29¢ 8.83 |
A 884.277 . 289 »223 1.378 479 6628.13 316.35 13.13
R® 211 - 333 . 049 . 393 424 - 196 - 634 €89

CATH 72.188 -. 079 -.071 -.059¢ -,099 -8734.10 1314.74 1.73¢
RELI6 33.340 -+120 -.028 -. 329 123 ~9471.68 1249.63 1.99¢
PRIV 104.983 -. 068 ~. 044 -.077¢ ~,092 -5304.38 1449.73 15. 67

A 726.093 « 446 - 349 3,201 .853 35528.108 -3548.089 -.329

R® 079 « 077 023 .008 <069 .123 . 639 « 062
&NDT significant at .05 level
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TABLE 2
College Type Differences in Spacific Characteristics (Males)
Unstandardized Regression Coefficients
SAT PTX LSESY HIDES VOCHAJ SIIE TN EDEXP
PRU  217.961 ~. 239 -.107 2,183 -.322 -1616.83 1783.99 22.28
PR& 152,477 ~. 211 -.081 1.283 ~.202 -372.94% 1426.17 13.00
PUBLY 121.364 ~.202 ~. 046 2.234 -.271 9799.17 8.63¢ 13,09
PUB4 78.195  -.181  .000% 1.283  -.172 §021.37 14.53¢  13.43

A 083.488 «299 - 217 1.386 .681 6371.38 912.91 13.93

R «273 . 338 .092 .398 414 . 209 . 713 . 099
CATH 122.609 ~.104 -.08¢% <637 -.156 -6329.13 1517.20 03¢
RELIE 61.370 -. 131 -.048 -.214 ~.142 -9185.31 1300.23 -.10¢

PRIV 109.841% -.077 -.037 - 164 -.081 -3075.95 1489.46 i3.12
A 647.603 - 302 - 396 2.099 .524 32701.40 -3829.126 9.053

R* 109 . 083 046 .016 .079 .099 673 .038
#NOT significant at .03 lavel
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Table 3
Correlations of College Characteristics and Role Involveaents
By Sender
LFP wKsTD HRSENP CANPUS NS
F | F " F N F | F "

HXDEB “e l72 -020‘ '005' '-003 '.332 "0078 02‘5 023‘ "'.043 ".055
CATH ~-.013 -,018 026 .012 ~-.007 ~.031 .034 .031 -.016 -.007
RELIB -. 087 -.090 «100 0086 -. 089 -.011 . "6 123 -, 002 006
PRIV -.016 -.034 .007 .021 -.0392 -.011 .066 .099 -.023 ~-.000

PRU '-039 '00’0 -00“ "-Olo -002’ -. 044 119 c“b "001‘ "0026
PR -.081 -.,063 .104 .076 ~.120 ~-.034. 163 .129 -.020 .003
PU'U “e 059 “e 062 e 082 "-025 e °°1 -. 087 . 023 . 0‘7 ~.048 -, 0‘9
/ PUD4Y ~.044 -.034 .009 .00‘ --025 006 « 069 -IO‘ 00“ ¢°l5

/ SAT ~-.141 -,190 -.064 -.019 -,084 -.095 .193 .276 -.070 -.070
PTX «265 .290 -.031 -.034 .161 .109 -,338 -.349 .036 .044
LSEST ~-.001 . 0469 .05% -.002 .018 . 033 -.086 -. 143 034 . 043
vVOCNAJ .142 136 .084 -.010 .134 .096 -.227 -~.214 .032 .046
811t -.010 -.031 -.100 -.036 .024 -0025 '-05‘ 0023 -0025 -.048
TUITN ~-.117 -.146 .034 .027 -.098 -.973 .246 .241%1 -.036 -.038
EDEXP -.112 -.120 ~-.022 -.007 ~.043 -.047 .168 .212 ~-.027 -.041

33




TABLE 4

Net College-Type Effects on College Experiences by Gender
Unstandardized (Standardized) Coefficients

6PA FAC C8AT
F [ F " F "

PRU ~.377% -~ 213 .009 . 067 -.012 <069
(-.071) (~-.043) (.003) (.080) (~.004) (.029)

PR4 = 336% =,244¢ - 044 .082¢8 -,003 <044
(~.088) (-.037) (.034) (.036) (~.001) (.022)

PUBU ~.372¢ ~.376% ~,063% -.080% -,.048 -.033
(-o“7’ (~. “‘m (-.05” ‘_0063’ (-.030’ ("0033’

PUB4 -. 253 -.269¢ -.038 ~.033 -.030 ~.022
(-.078) (-.079) (-.028) (-.030) (~.030) (-.014)

A 1.883 1.496 1.392 1.228 3.803 3.870
R® «222 « 148 036 026 039 029
HIDEG ~.129¢ -, 101¢ -.022¢ -,022¢% ~-.010 -.006
‘ (-.108) (-,087) (~.056) (-.03%) (-.017) (-.011)

CATH « 063 « 319 . 023 «106#% .001 «113
(.009) (.042) (.010) (.041) (.000) (.033)
RELIS -.124 -. 036 0678 «196% . 039 1868
(-.029) (-.012) (.047) (.123) (.026) (.08%)

PRIV -.036 -.037 .092% 0728 - 072 .028
(~.036) (-.009)- (.0468) {.030) {.0348) (.014)

A 2,087 1.369 1.223 832 3.706 3.524
R= 221 . 167 019 034 .040 .020

¢ Significant at .03 level
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SAT
PT2
LSESZ
HIDES
VOCNAJ
SI1E
TUITN
EDEXP
NS
LFP
WKSTD
HRSEMP

CANPUS

Table § .
College and Role Effects on Collage Expariences, Fesales
Netric (Standardized) Regression Coefficients

6PA FAC C8ATY
"-“3 '0039 ""0006 "0007 .013 -OII
l'.O‘Q’ (= 037’ ‘-00‘7’ (-.020’ (0025, (-020’
. “89 . ‘29. ) “e ‘76. “o 109 “e 199 e ‘53
{.033) (.049) (-,039)  (~.037) (-.043) (-.033)
<811 - O18e - 069 - .06b <195 3176
(.078) (.079) (.020) (.019) (.037) (.034)
-. 047 -. 039 -, 0238 -.028¢ -.006 -.007 .
(-.041) (~-.034) (-,060) (-.071) (~-.010) (-.013)
<3410 « 3398 . 089 .089 « 146 «143
(. 046) (. 044) (.036) (.036) (.039) (.039)
-003 «002 -, 002 -.001 -. 003 -.003
(.019) (.014) (~-.034) (-.021) (~.043) (-.042)
« 008 «008 . 0030 «003 <001 «002
(.042) (. 043) (.036) (.049) (.001) (.002)
-.013 -~.10§ <033 « 303 «027 «026
(-.016) (-.018) (.013) (.013) (.008) (.008)
<138 ~. 030 074
(.023) (-.017) (.027)
004 -. 003 - 072¢
(.001) (-.003) (-.030)
«102 «024 ” e 048
(.020) -(.014) (-.019)
« 064 - 047« -.018
(.029) (-.063) (~-.016)
~.072 006" '00‘5
“'002" (.0‘3’ ‘-.ﬂlﬂ’
«232¢ « 234 0238 0310 «043¢ «04é
« 009 038

R® Controls . 209

eSignificant at .05 level

41
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SAT
PTL
LSESY
HIDES
VOCHAJ
SIIE
TUITN
EDEXP
ns

LFP
WKSTD
HRSEMNP

CANPUS

R2 Controls

College and Role Effects on College Experiences, Nales

Table 3

Netric (Standardized) Regression Cosfficients

8PA
-, 030 -. 044
(-00“, (".0“,
.002 ".0"
(.000) (-.006)
.307  .318
(.026) (.027)
-.083s -,079+
(-.071) (-.068)
<4130 .429%
(. 033) (.037)
. 008 .008¢
(. 039) (.038)
011 011¢
(. 040) (.061)
-.024 -, 009
"‘.00‘) ('.00“
177
(.021)
-0026
(-.W"
«286#%
(.082)
-.017
(-.009)
-. 124
(~. 040’
« 1700 «174¢
.1308

# Significant at .03 lavel

FAC

-.007 -, 009
f=e 020’ (= 026’
'.2‘30 -.163¢
(-.071)  (-.034) "

-.009 «002
(-.002) (.001)

-.012 -.013

- 044 036
(.017) (.014)
-.003¢ “.005.
(-.103) (~-.101)
. 0048 . 004#
(.064) (. 061)

-.049 -.OQ'
(-.023) ‘-0022’

. 008

(.002)

-,027

(-, 029,

. 024

(.010)

) 001

(-. 020’

- 039

(.036)

- 039¢ 042

«014

42

CS8AT
- 017
('.03"
- 317®
€-. 077)
"¢°‘9
(-.013)
~. 0348
(-.063)
'.05‘
(-.916)
.001
(.014)
. 003
(.040)
-.019
(-. 006,

« 0328
. 024

-.019
(-. 037,
~. 259¢
‘-om’
".055
(-.010)
e 53‘.
(-.064)
-, 039
(~.017)
Te oo‘
(.018)
. 003
(.037)
-0023
(- 003,
144
(.038)
. 003
(.004)
- o"
(.006)
-.002
(-.023)
080+
(.036)

<0368
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Net Effects of Collegs Typologies on Educational Outcomas by Gender
Matric (Standardized) Coefficients

P3
F
PRY .034
(.017)
PRS «118%
(.082)
PUBL L <1198
(.099)
PUB4 «122¢
(.099)
A --ﬂOl
R2 173
HIDEG ' .031#
(.071)
CATH -.014
("o 015)
PRIV -.021
(-.013) ¢
OTHREL -032
(.020)
“ -.319
1) « 167

¢ Significant at .03 level

n
089¢
(.031)
« 0738
(.049)

083

(.122)
«030e

(.042)

-06‘5

« 137

017+
(.041)
1168
(.044)
'.003
'.002)
« 057

(.033)
-. 837

.138

41

TABLE &

On-time BA
F "
<1708 « 2769
(.083) (.160)
1918 « 2344
(.130) (.136)
1388 036

(.13) (.030)
«123# «105¢
(.098) (.089)
-1.018 -1.103
.178 « 203
<043 «023%
(.097) (.062)
.1248 " 3398
(.046) (.129)
032 1278
(.020) {.086)
A17s 177
(.072) (.108!}
~1.357 -1.788
175 201

43

Al11 BA
F |
<178 « 204
(.083) (.113)
. 1658 «172¢
‘ol‘z’ ('loq,
1508 0918
(.122)  (.o7y
.129% 1228
(0‘02’ ‘0097’
-, 068 046
0235 '210
.0488 0410
(.108) (.093)
.004 «169¢
(.020, "06‘,
’.026 'o‘.
(.016) (.012)
092 «137¢
1.056) (.090)
-.295 -.331
0232 '2‘2

S PO
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TABLE 7

College, Role, and Experience Effects on Educational Attainesent, Fesales
Metric(Standardized) Regreasion Coefficients

SAT 009
(.024)
PTX ~. 2278
(-.069)
LSESZ 123
, (.032)
HIDES «003
(.006)
VOCNA ~.1408e
(-.033)
SI1E 0014
(.013)
TUITN  -.003¢
(-.040)
EDEXP -.036
(-.014)
NS
LFP
WKSTD
HRSENP
CANPUS
FAC
8PA
CSATY
R* 1728
R® 159
Controls

r3

«004
(.011)
-.118

(-.038)

114

“Nﬂ:Q?!!
-0000

(-.001’
-. 1438
(-0052’
.001
(.027)
'.003.
(-.039’
-. 034
(-.013)
- 3328
(-0‘7"
-0076.
(“0070,
. 033
(.028)
'.059.
(~-.07%)
«034
(.031)

« 2208

# Significant at .03 level

14

On-tise BA
« 003 .013 .009 .011
(.013) (.031) (.023) (.026)
-.113 -0390' - 262 -0262
(-.034) (-.112) (~-.077) (-.077)
-+ 083 <071 « 063 .014
(.021) (.018) (.016) (,.003)
.00 . 0722% 0184 L0108
(.006) (.0830) (.032) (.042)
-.163¢ ~-.149% -.131i¢ -~,181¢
(-.039) (-.052) (~-.033) (~.063)
.002 '0004' -, 0038 ~.003¢
(.030) (-.084) (~-.064) (-.0460)
-.003. -.002 -. 003 -.00%
(~.043) (-.003) (-.008) (-.014)
'.035 -.08%9 -, 089 -.089
(-.014) (-.033) (~-.033) (-.033)
e 3348 ~. 2048 ~,213¢
(=.176) (-.099) (-.103)
-.072¢ -.038 ~.033
(-.068) (-.033) (-.030)
.051 o°°3 “.000
-.036% -.030¢ -0035'
(-.068) (-.044) (-.042)
«032 1138  ,103#
(.030) (.102) (.101)
«066% . 0738
(.039) (.063)
«022¢ «042¢
(.038) (.110)
<043 . 068+
(.060) (.089)
2338 L1938 ,218% 2446
« 160

«016
(.039).
-0253.

(-.074)

. 18468
(.046)

.019
(.042)
-.lﬂﬁi

"o‘b"
~-.001
(-.024)
-0001
(-.008)
-002'
(-.011)

« 2408
218

All BA

.019
(.029)
-. 140

(-.041%)

«181¢
(.043)

014
(.031)
-, 1848
(-006"
-.000
(~.007)
-.00!
(-.010)
~,028
(-.011)
‘0302.
('.1‘5’
--052'
‘-0047’

« 054
(.027)
-.051'
(-.060)

<0469
(.061)

.274%

.013
(.032)
~. 1438

(-.042)

136
(.034)

.017
(.039)
-.209¢

"0073’
'-000
"0005’
‘.001
(-.017)
-.027
(-.010,
'.3‘0'
(-.l‘ﬂ)
'.04.5
(~.043)

« 051
(.026)
'.050.

(-005”
<049
(.062)

036
(.048)

039
(.102)

«030%
(. 063)

«300%
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TABLE 7

College, Role, and Experience Effects on Educational Attainment, Nales

Betric (Standardized) Regression Cosfficients
P3 On-tine BA All Ba
SAT ~.003 -.008 -. 003 .012 - 003 009 .011 . 004 . 008
(-.009) (~-.022) (~.014) (.031) (.012) (.024) ¢,028) (.019) (.020)
PTX -.081 -. 004 . 020 -. 3838 ~. 2478 -,21%% -.436% -~.314s ~. 287%
(-.026) (-.002) (.006) (-. 125) (-.080) (~-.070) (=, ‘3" (-5097, (".009)
LSEST -.024 ~.014 -.020 -.149 -.125 -.138 036 077 - 064
(-.008) (-.003) (-.00L) (-.037) (-.031) (-.034) (.013) <(.018) (.019)
WIDE®  .007  .006 .011  .003 -.001 .007 .014  .080 .07
(.018) (.015) (.028) (.007) (~.003) (.016) (.033) (.02%) (.040)
VOCRAJ -.076 e 083 -, 093 -. 006 -.029 -.031 -.07% -.091 o “e $12
(-002’, (-003‘, ('.035’ (‘.002) (".Oll) ('.020) (-0026, ‘-0038’ (‘.0‘0)
SILE ~.000 000 -.000 ~.003% ~-.003% -.003% ~-,002¢ -,002 -,002
(-.001) (.002) (~.001) (-.064) (-.033) (-.036) (-.043) (~.037) (~.039)
TUITN .002 «003 <002 008 .,008¢ .007¢# 003 .003 002
(.038 (.039) (.028) (.130) (.124) (.107) (.042) <(.040) (.026)
EDEXPp -.033 ~.038 ~.033 -~,085* -, 088# -,082¢ -,120% ~-.110% ~,.1048
(-.024) (-.017) (~-.014) (-.039) (~.040_ (-.038) (~.0352) (~.047) (-.043)
ns ~. 2048 ~,219+ ~.1048 -,123# ~.2178% ~,233%
(-.071) (-.077) (=.037) (-.044) (-.072) (-.078)
LFP -.089% _.088s -.0346% -.033# ~.119% ~,116#
(-.090) (-.089) (-.0358) (-.054) (-.118) (-.113)
NKSTD ~-.014 -.029 -.012 -,034 . 026 - 009
(-.006) (~,010) (-.003) (-.013) (.010) (.004)
NRSENP ~.098s -~-.0538¢ -.028 ~-,018 -,0368 -.033¢
(-.090) (-.086) (-.033) (-.027) (-.038) (-.047)
CANPUS ~.009 -,012 «130% 129+ <037 «036
(-.008) (-.011) (.122) (.120) (.032) (.032)
FAC .038» 0764 <0738
(.037) (.074) (.048)
6PA «029# .054s <049
(.083) (.1356) (.133)
CSAT 0694 0918 « 049+
(.092) (.048) (. 062)
R® «139 1608  180® .222% ,243¢  ,208% .226% .249¢ .280%
R® «132 <161 -190
Controls

¢ Significant at .03 lavel
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