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ABSTRACT 

This study explored the self-reported reasons why students, who were registered 

as first year students at a small, primarily undergraduate liberal arts institution, left after 

only one year of study. Data collection involved a mixed methods approach and the 

results were analyzed using a phenomenological approach, examining variables; social 

and academic integration, residential living, family commitments and finances. 

This study' s findings confirmed there are a variety of reasons that students leave 

an institution after one year of study. The major findings revealed the reasons that the 

students self-reported for leaving were the inability to meet new friends, lack of career 

planning, unavailable program options and the cost to attend the institution. 

Because purposive sampling was used in the study, results cannot be generalized 

to the wider population but are consistent with the literature on student persistence. 

Based on the findings, the study did identify several recommendations that would be 

helpful in assisting with an institution' s student persistence plans. 
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CHAPTER ONE -INTRODUCTION 

1.1 Introduction 

Higher education in Canada has undergone a significant and rapid expansion 

during the second half of the 20th century (Tremblay, 2002). Advanced education in 

Canadian postsecondary institutions has evolved from a state in which higher education 

was reserved for society's elite to one that is accessible by all and produces one of the 

world' s best-educated populations (Canadian Council on Learning, 2006, p. 6). 

From the Confederation Act of 1867 to the introduction of web-based distance 

learning in the 1990' s, several milestones and important events have shaped and defined 

the higher education system in our country and contributed to the evolution of the current 

educational system in North America. A variety of factors have served to promote 

postsecondary education in Canada including the expansion of the postsecondary system, 

increasing evidence of the market and non-market effects of education, an emphasis on 

credentials as the new rite of passage and national attention on issues of equality of 

opportunity (Andres, 2004). This change in the systems of higher education has also 

brought forth a number of issues related to a student's educational attainment. 

Throughout the history of higher education, the focus on student retention and persistence 

has continued to grow in importance and has institutions placing a strong emphasis on 

programs and services that help promote student success and educational attainment. 

Despite this increased emphasis by institutions on persistence related issues, rates of 

student attrition continue to be relatively high and of great concern to institutions. 
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1.2 Statement of the Problem 

The purpose of this research was to explore reasons that students have for leaving 

an institution after completing only one year of study. For many reasons, there has been 

an increasing demand on institutions of higher education to look at student persistence 

issues. Research has demonstrated that the first year is the most critical period with more 

than half the students who drop out of college doing so within the first year (Tinto, 1999). 

As a result, many institutions are becoming concerned with increasing student 

satisfaction and academic success to decrease the number of students who leave before 

graduating from the institution (Tinto, 1987; Starke, Harth & Sirianni, 2001). By 

examining the issues surrounding student persistence, institutions can help make 

students' transitions into university easier and impact on student persistence (Schutte & 

Malouff, 2002). 

Seidman (2005) defined retention as "the student attainment of academic and /or 

personal goals" (p. 296). Similarly, academic student persistence is defmed as the ability 

for students to graduate from a program (Lufi, Parish-Plass & Cohen, 2003). Some 

researchers also define student persistence as the desire for students to remain at the 

institution until they have reached their educational goals (Comings, Parrella & Soricone, 

1999). In recent years, student persistence has become a priority in many institutions of 

higher education. Theoretical models of postsecondary student persistence over the past 

twenty-five years have examined how a student fits into the institution by looking at 

student and institutional variables and how students integrate into higher education 

institutions (Andres & Carpenter, 1997). Researchers have observed an array of variables 
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that impact student persistence including organizational perspectives (Berger & Braxton, 

1998; Tinto, 1986), sociological perspectives (Braxton, 2000; Tinto, 1986), economic 

perspectives (Cabrera & Nora, 1994; Cabrera, Nora & Castaneda, 1993; Cabrera, 

Stampen & Hanson, 1990; St. John 1994; St. John, Paulson & Starkey, 1996; Stampen & 

Cabrera, 1988); environmental perspectives (Bean & Metzner, 1985; Strange & Banning, 

2001), and cultural capital perspectives (Bourdieu, 1973). 

Initial models of student persistence focused their perspectives on students' social 

and academic integration into the institution. Studies focusing on student persistence 

have generated vast literature, drawing inspiration from a range of disciplines -

psychology (Bean & Eaton, 2000), sociology (Tinto, 1993) and organizational behaviour 

(Bean & Metzner, 1985; York & Longden, 2004). Emile Durkheim, one ofthe founding 

fathers of sociology (Starkey, 2002) was one of the first to attempt to establish a 

sociologically based framework for a phenomenon that was traditionally viewed as not 

only psychological but individually related (Thompson, 1982). Several other researchers 

have used this sociological framework to research other phenomenon, including student 

persistence. 

American in origin, the early literature on student persistence tended to have a 

bias toward sociology, reflecting the pioneering work of Spady (1970) and its 

development by Tinto (1975). Based on Durkheim's (1951) theory of suicide, the first 

recognized model for college student dropout was proposed by Spady (1975). The 

dropout concept was identified as problematic by Alexander Astin in the book Predicting 

Academic Performance in College (1971). According to Astin, 
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... the term "dropout" is imperfect! y defined: the so-called dropouts 
may ultimately become nondropouts and vice versa ... but there seems to 
be no practical way out of the dilemma. A "perfect" classification of 
dropouts versus nondropouts could only be achieved when all of the 
students had either died without ever finishing college or had finished 
college (p.15). 

Astin ( 1971) further argued that the difficulty in defining the term student dropout was 

compounded by the occurrence of a student's enrolment at numerous institutions 

throughout his/her educational career. Researchers, including Tinto (1987) and Bean 

(1990), have agreed that there are limits to understanding student departure because of 

the many different meanings of the term "dropout". Some students who depart college or 

university before completing their degree may have already achieved their educational 

objectives and goals and therefore really should not be considered dropouts. 

Bean (1990) suggests that students who drop out might have already achieved 

their goals during their limited time at college and that neither the student nor the college 

should be considered failures. A dropout would then be defined in comparison to student 

outcomes versus original intent. It is only when students leave college before they have 

achieved their goals that they should be labelled a dropout (Hagedorn, 2006, p. 5). 

Building on the theory that student integration is directly correlated to student persistence 

or withdrawal (Spady, 1970, 1971), Tinto extended Spady's work to develop a 

longitudinal model of individual departure. Tinto's (1975) theory of student departure 

suggests that whether or not a student remains or drops out of an institution is quite 

strongly predicated by the extent they are academically integrated (faculty support, 

advisor interest, academic activities and academic satisfaction) and socially integrated 

(socializing, peer group interactions and sense of belonging) into the institution (see 
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Figure 1 ). "Many researchers have worked to validate theoretical models of student 

persistence including Tinto's (1987, 1993) widely employed model of student integration 

(Mallette & Cabrera, 1991; Pascarella & Terenzini, 1980, 1983; Terenzini, Lorang & 

Pascarella, 1981 as cited in Caison, 2007, p. 436)". 

A strong focus on the area of student persistence will become increasingly vital to 

the survival of most colleges and universities (Tinto, 1993) and therefore validate the 

many reasons why institutions should concentrate their efforts on student persistence. In 

an era of increasing competition for students, reduction in government funding, a focus 

on institutional accountability and declining budgets, institutions are focusing more on 

improving student retention and graduation rates (Association of Universities and College 

of Canada, 2006). As well, diminishing student enrolments due to declining populations 

have placed considerable pressure on institutions to meet and maintain their enrolment 

targets. According to O' Heron (1997), some of the reasons for this decline in enrolment 

include "(a) the stabilization of the magnitude of the population between 18 - 21 years of 

age, (b) the worth of a university degree has flatlined, (c) the escalation of tuition costs 

have provided an accessibility barrier for some students to attend university, (d) the 

changes in the student loan system which results in an increased student debt load may 

influence their decision to attend university, and (e) the high levels of out-migration of 

young adults to other provinces in pursuit of employment (O'Heron, 1997 as cited in 

Parsons, 2000)". 
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Figure 1. Longitudinal Model of Individual Departure 
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Enrolment and recruitment plans outline vigorous recruiting strategies to help 

offset the immense competition for students at institutions not only in Canada but in the 

United States as well. This competition in recruiting students has challenged institutions 

to focus on persistence initiatives to counteract the declining enrolment levels. Given the 

loss of financial resources incurred by both the student and institution when a student 

leaves college (Metzner & Bean, 1987), considerable attention has been placed on 

understanding the complexities of postsecondary student attrition (Deitsche, 1989; 

Gilbert & Gomme, 1986). The loss of students through student attrition has several 
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negative impacts on the institution: lost tuition revenue, wasted dollars spent on their 

recruitment and admission processes, and damage to the image and reputation of the 

institution through word of mouth (Swail, Redd & Perna, 2003). 

Student persistence has considerable impact on the financial state of a 

postsecondary institution. Most Canadian universities struggle with fiscal challenges and 

are becoming gradually more dependent on tuition fees and ancillary revenues to cover 

their operating expenses. As universities continue to become more dependent on tuition 

revenues as a source of funding, they will become more vulnerable to enrolment 

fluctuations (O'Heron, 1997). 

Universities derive a significant percentage of their operating budget from 

provincial government funding. Higher education across Canada in the 1990' s received a 

reduction in government funding in part due to the decreased federal funding transfers to 

individual provinces (Kirby, 2007). The proportion of university revenues from both 

provincial and federal governments has declined by 14 percent over the last ten years 

(Statistics Canada, 2006). 

Many institutions in Canada have compensated for decreased government funding 

through escalating tuition fees and other support avenues. The average undergraduate 

tuition from 1990-91 to 2000-01 rose by over 135 percent and accounted for 19 percent 

of the average total revenue of Canadian universities (Statistics Canada 2002a, Statistics 

Canada 2002b, as cited in Kirby, 2007). Although all provinces have witnessed a decline 

in funding, tuition in institutions of higher education varies considerably from province to 

province. For example, in the Maritime Provinces, tuition and other fees on average 
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accounted for 25.8 percent of all the uruversities' total income (Canadian Association of 

University Business Officers, 2006). The average elsewhere in Canada varied by 

province: Newfoundland (13.8 percent), Quebec (11.0 percent), Ontario (24.3 percent), 

Manitoba (18.0 percent), Saskatchewan (15.6 percent), Alberta (16.7 percent) and British 

Columbia (19.1 percent) (Canadian Association of University Business Officers, 2006). 

Although the dependence on tuition revenues varies an1ongst institutions, reliance on 

tuition fees to supplement diminishing public funding has considerable impact on student 

participation in postsecondary education. Colleges and universities in the United States 

are also seeing an increase in the percentage of revenue derived from tuition, showing an 

increase from 12.9 percent to 18.5 percent from 1981-2000 (National Centre for 

Education Statistics, 2003). 

Society greatly benefits from an educated workforce. From a student perspective, 

uruversity graduates typically enjoy higher levels of savings, improved quality of life for 

themselves and their children and increased personal and professional mobility (Institute 

for Higher Education Policy, 1998). Studies have also shown that the non-monetary 

benefits of higher education improve our society. An educated student is more likely to 

engage in activities that improve their health, become more open-minded and less 

prejudiced, more cultured, more rational and less authoritarian (Baum & Ma, 2007). 

The societal cost of student attrition can be calculated in several ways. Student 

pruticipation in a public institution is indirectly subsidized by taxpayers. Government 

spending on postsecondary education has shifted focus from universities and colleges to a 

focus on the students. The federal and provincial government contributions for 
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postsecondary financial aid and tax incentives have almost doubled to $4.25 billion 

between 1996 and 2001 (Tamburri, 2002) where as government transfers to institutions 

declined from $18 billion to $16 billion during the same time period (Tamburri, 2002). 

As government funding declines, universities and colleges must focus on student 

persistence to minimize the cost of losing students from an institution. In the United 

States, the financial impact of recruiting one new student to an institution is roughly the 

cost of retaining three to five students who are already enroled at the institution (Noel, 

Levitz & Sal uri, 1985). Taking into consideration the cost-benefit analyses of student 

recruitment efforts, there are costs associated with student recruitment which generally 

range somewhere between $200 and $800 per student (Kramer, 1982). As Astin (1975) 

points out, "investing resources to prevent dropping out may be more cost effective than 

applying the same resources to more vigorous recruitment" (p. 2). Similarly, one 

Canadian study estimated that it cost $4,230 to lose one student because of the 

recruitment expenses incurred by the institution was $4,230 (Grayson & Grayson, 2003). 

Individual costs to students play a considerable role in an institution's interest in 

student persistence. When institutions admit students, they are focused on helping the 

students achieve their educational goals. Some students who leave the institution will 

have spent considerable time on activities that do not advance their career development. 

For students, the cost of these activities must take into consideration the lost tuition and 

fees, in addition to the opportunity costs of potential lost wages (Swail, 2006). For 

Canadians, better prospects, new skills and higher salaries is seen to be obtainable 

through the completion of a degree at an institution of higher education (Association of 
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Universities and Colleges of Canada, 2006). The Association ofUniversities and 

Colleges of Canada cites that: 

·:· University graduates earn about 50% more than those who have 
not completed a post-secondary degree and the differential grows 
over time. 

·:· According to a Job Futures manual produced by Human Resource 
Development Canada's- about one-quarter of all new jobs (around 
1.3 million) that were expected to be created before 2004 would 
require some form of university education (that is up from 17 
percent of existing jobs in 1998). 

·:· The unemployment rate is around four percent for university 
graduates, six percent for college graduates and nine percent for 
high school graduates. 

(Association of Universities and Colleges of 
Canada, 2006, General Information, para. 13) 

The benefits of pursuing a postsecondary education are well documented and 

prove to be a benefit for both the individual and our society. In 1999, the median family 

income of a high school graduate was $42,995; that of a university graduate was $76,059 

(Mortenson, 2001). Over the span of one' s lifetime, the " ... high school graduate earns an 

average of $1.2 mi Ilion; an Associate degree holder earns $1.6 million; and a Bachelor 

degree holder earns 2.1 million (Day & Newburger, 2002). It is clear that the investment 

in postsecondary education has considerable financial impact on an individual's financial 

status. 

The institution that is the focus of the research (University "A") is a small, 

primarily undergraduate, liberal education university in Canada. The institution, 

established over 150 years ago, is located in a rural town with a population of over 3500 

(Statistics Canada, 2006) doubling to almost 7000 people during eight months of the year 

with the University' s student population. Full-time enrolment at the institution reached 
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3606 in 2005-2006 with the gender percentage distribution of 46 percent males to 54 

percent females (Maritime Provinces Higher Education Commission, 2006). With 

students from over 50 different countries, this institution had the highest percentage of 

international first-year students (19.8 percent) of all universities in Canada in 2006 

(Macleans, 2006). 

There is over 200 degree combinations offered at the university from within the 

Faculties of Arts, Pure and Applied Science, Professional Studies. These faculties also 

offer specialized programs in the schools of Business Administration, Education, 

Engineering, Music, Nutrition and Dietetics, Recreation Management and Kinesiology 

and Computer Science. In 2006-2007, the teaching complement was 211 full and 37 

part-time faculty with a faculty to student ratio of 1:18 (About University "A": Since 

1838, 2007). 

The institution prides itself on providing a personalized and rigorous liberal 

education. Woven in this mission is the notion of educating the "whole" student. The 

university offers students an opportunity to learn, grow, and discover in a supportive 

educational environment (University "A" Strategic Plan, 2006). It is critical that an 

institution strives to support its students in their educational journey. Understanding the 

issues around student departure from the institution can help with the development of 

programs and initiatives that may have an impact on a student's decision to remain at the 

institution. According to Bean (1986), "it is unethical to admit students for the benefit of 

the institution and not for the good of the student" (p.47). Institutions of higher education 

have a moral obligation to the student to ensure that they are doing everything to assist 
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students in attaining their educational goals. When high school students are considering 

which postsecondary institution to attend, it is important to realize that guidance 

counsellors play an important role. Because not all universities are alike, it is important 

that students have a strong understanding of the institution's mission, programs of study 

and what programs and services are offered. It is important that high school students, 

either on the part of the guidance counsellor and/or those in charge of university 

recruiting have options for postsecondary advising on career and educational goals. It is 

essential that universities are simply not recruiting students for the sake of achieving 

enrolment targets. 

The focus of student persistence at small, primarily undergraduate, liberal 

education universities in Canada is an important area of research as we move forward in 

an ever increasingly competitive enrolment market. According to Levine ( 1989) the 

quickest way to increase enrolment within an institution is to decrease student attrition. 

The prospect of steady or declining college enrolments during the next decade and the 

greater competition for students that are pursuing postsecondary education has generated 

tremendous pressmes on both college administrators and educational researchers to find 

ways to help retain students (Carnegie Council on Policy Studies, 1980). 

By having a clearer understanding of the issues SW'l'ounding student persistence, 

institutions can focus on developing and implementing programs and services that 

address both the needs of the student and the institution. 
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1.3 Significance of the Study 

Although there is a growing body of research on student persistence, institutions 

are still faced with problems of high attrition rates. In the United States, institutional 

graduation rates have consistently held at the 50 percent mark indicating that half of the 

students who enter postsecondary institutions fail to complete a degree program (Swail, 

2004). Similar to the United States, 20 percent to 25 percent of entering students fail to 

proceed to a 2nd year of study (Hamilton & Hamilton, 2006) and another 20 percent to 

30 percent leave in the following years (Grayson & Grayson, 2003). Because issues of 

student attrition are problematic and costly to an institution and the student, looking at 

factors that affect student persistence is essential. 

The demand for, and participation in postsecondary education has increased 

dramatically over the last century. Enrolment in colleges and universities expanded 

rapidly throughout the 19111 and 20th centuries (Seidman, 2005). The Post-World War II 

era also saw an enormous increase in student enrolment, along with a more diverse 

student body. In Canada, between 1984-85 and 1998-99, full-time university 

undergraduate enrolment increased by 20 percent and full-time enrolment in progran1s at 

community colleges increased by 25 percent (Statistics Canada, 1984-2001 ). The growth 

in student enrolment is mostly attributed to an increase in accessibility to postsecondary 

education for a variety of non-traditional students including women, students from 

different ethnic and socioeconomic backgrounds, disabled and older students (Andres, 

2004). Although campuses responded to the influx of students by building new academic 

structures and residence halls, few resources were devoted to help support the culturally, 

13 



ethnically and racially diverse student bodies on these campuses. Students from diverse 

backgrounds were not and still not prepared to deal with the academic and societal 

expectations of university and at the same time institutions were uninformed and 

unprepared to help these students attain their educational goals. Although most campuses 

monitored enrolment levels on a regular basis, there were limited attempts to look at 

patterns of student persistence (Seidman, 2005). 

A constant in the business of higher education, student dropout and persistence 

are reflections of the functioning of the systems of higher education (Tin to, 1982). Both 

American and Canadian institutions of higher education have recognized critical issues 

with respect to student persistence since the early 1970's (Hicks, 2005; Stromener, 1993) 

leading institutions to more closely examine student enrolment levels. Because of the 

importance of higher education and the investment in higher education, governments 

have had significant impact on how universities and colleges monitor their student 

enrolment levels and have placed emphasis on reducing barriers to allow everyone equal 

opportunity to pursue a postsecondary education. Of the 2.4 million students who 

entered college in the United States in 1993, 1.1 million students were expected to leave 

without a degree (Tinto, 1993). The majority of these students leave the institution in the 

first two years of college, the largest percentage occurring in the first year of college 

(Tinto, 1987; Noel, Levitz, & Saluri, 1985). For example in the United States, first year 

students entering private and public universities and colleges in the United States 

experienced dropout rates of 25.9 per cent and 25.1 per cent respectively (Salinitri, 2005) 

with a completion rate of 49.1 per cent of all enrolled students completed their degree 
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after five years (Salintri, 2005). During the same time period in Canada, the first year 

attrition rates as reported by the Consortium of Student Retention Data Exchange was 20 

per cent (CSRDE (200la) as reported in Grayson & Grayson, 2003). Statistics like these 

have only increased the concern about completion of postsecondary education. Although 

student retention has received considerable attention in higher education literature and 

research, issues of student degree attainment remains a challenge and continues to have 

an impact on institutional accountability, educational equity, and human potential 

(Kinzie, 2005). 

The transition from high school to university is difficult for many students. Lack 

of a social network (Grayson, 1997), being away from home (Donaldson, 1996) and 

loved ones, feeling isolated, financial worries (Choy, 1999), making independent 

decisions regarding their future, the pressures of academic stress, lack of preparation in 

high school for university (Hill, 1996), and searching for independence (Grayson, 1997) 

are just a few of the challenges that many first-year students face. And while many 

students rise to these challenges, freshman dropout accounts for at least 50 percent of the 

overall dropout rate (Terenzini, 1987) and 75 percent of these students who dropout do so 

within or immediately following their first tem1 (Tinto, 1982). Institutions of higher 

education have put into practice first-year experience/orientation programs that are 

designed to help students with their transition from high school to postsecondary 

education and assist with issues of student persistence on their campus. Developed from 

the counselling movement in higher education (Gahagan, 2000), first-year experience 

courses/seminars are designed to assist a wide range of first-year students' needs, 
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transition them to the campus environment, promote academic success and enhance 

learning (Gahagan, 2000). Seventy-five percent of all colleges and universities offer 

some sort of first-year experience course (National Resource Center for the First-Year 

experience and Students in Transition, 1997; Gahagan, 2000). 

Over the past two decades, access to postsecondary education has become less of 

a concern and more emphasis has been placed on the issues of choice, affordability and 

persistence. (Swail, 2006). With the introduction of financial , policy and legislative 

mechanisms, Canadian governments have become more involved in the setting of 

priorities and directions of postsecondary institutions (Kirby, 2007). As a critical 

component of policy and strategic planning, both governments and institutions of higher 

education have entrenched persistence research and activities in the culture and this 

continues to become a more important policy issue for institutional researchers and policy 

analysts (Bean, 1980; Cabrera, Nora, & Castaneda, 1992; Pascarella, 1986; Tin to, 1987). 

An increasing emphasis has been placed by postsecondary institutions on the search for 

programs, policies and strategies that would increase retention rates (ACT, 2004). 

Because of the increased focus on accountability in institutions of higher education, the 

need to monitor and study student persistence will continue to be at the forefront. As the 

emphasis on higher education and the attainment of postsecondary education has 

increased, the study of student persistence will remain important to those stakeholders of 

higher education. "As budgets tighten, competition for students increases, resources 

shrink and as regents, tax payers, legislatures, prospective students and families turn up 
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the cry for institutional accountability, institutions that put students first will succeed, 

even excel, just as their students will" (Levitz, Noel & Richter, 1999, p.31 ). 

Because of the financial demands placed on institutions of higher education, 

decreasing demographics and increased accountability, institutions will be forced to focus 

more on student persistence issues and how they support their students while attending 

university. 

1.4 Four Overarching Propositions 

Tinto's interactionalist model has been one of the most widely studied and used 

theoretical frameworks when looking at student persistence. Tinto regards student 

departure as a longitudinal process during which the individual student assigns meaning 

to his or her interactions with the formal and informal dimensions of a given college or 

university (Braxton, Sullivan, & Johnson, 1997; Tinto, 1986; 1993). The formulations of 

this theory yielded thirteen testable propositions (Braxton, Sullivan & Johnson, 1999) 

which are logically interrelated and, as a set, explain college student departure (Braxton, 

Sullivan & Johnson 1997). Further research studies at individual institutions found that 

of the thirteen, four propositions were found to be "logically interconnected" and were 

defined as (Braxton, 2000): 

1. Students bring to college different entry characteristics which will 
impact their initial commitment to the institution. 

2. A student' s initial commitment to the institution will impact 
the student's future commitment to the institution. 

3. Student' s continued commitment to the institution is enhanced by 
the level of social integration they realize early on. 

4. The greater the level of commitment to the institution, the higher 
the likelihood of the student being retained through graduation. 

(Seidman, 2005, p.24) 
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1.5 Theoretical Framework 

Over the last three decades, three main theoretical models have been proposed to 

explain the phenomenon of student retention in higher education: Bean's (1982) Student 

Attrition Model, Tinto's (1975) Student Integration Model, and Astin's (1975) Theory of 

Involvement. While for the most part, studies are empirically oriented and there have 

been efforts to conceptualize and model the attrition process (Lenning, Beal & Sauer, 

1980). When student persistence first appeared on the higher education radar, the 

concept was typically viewed through the lens of psychology. Based on Fishbein and 

Ajzen' s (1975) psychological theory of attitudes, intentions, and behaviours, Bean and 

Eaton (2000) developed a psychologically based model of student persistence. In this 

model, psychological processes are at the core of academic and social integration and the 

reasons that students dropped out of college before graduation were reflections of the 

individual student's attributes, skills, and motivation. 

The view of student persistence changed in the early 1970's. Pioneers in the 

research of the impact of college on students, the works of Feldman & Newcomb (1969), 

Alexander Astin (1971) and William Spady (1970, 1971) encouraged institutions to study 

student persistence. Sociologically based, the main theoretical tradition in the study of 

student persistence involved a search for similarities of behaviour that distinguished 

groups of students who stayed from those who leave (Tinto, 2006). This new view of 

student persistence took into consideration the role of the institution and how that 

influenced the student's decision to stay or leave. Over two decades Tinto (1975, 1987, 

1993) developed a longitudinal interactionalist model of individual departure that has 
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been widely adopted by the research conununity. Tinto's (1975) theory was the first to 

provide a comprehensive model detailing the connections between the environment, both 

the social and academic systems of the institution, and the individuals who shaped those 

systems. This sociological model of student departure has had the greatest influence on 

our understanding of student persistence and is the theoretical framework for this study. 

Emile Durkheim, one ofthe most influential figures in the founding of modern 

sociology, wrote several important works on the methods of sociology, the scientific 

study of religion, the division of labour, and how imbalances in the relations between self 

and society can lead to death. In one of the most influential sociological books, 

Durkheim' s (1897) Le Suicide not only altered how the issues surrounding suicide was 

understood but fundamentally changed the way sociological research was conducted as it 

was the first successful attempt at testing sociological theories through scientific research 

(Kulkin, Chavin & Percle, 2000). This work was not only vital to the study of suicide but 

more importantly, was the first to effectively explain a social phenomenon through the 

use of both social theory and empiricism (Thompson, 1982). Within society, Durkheim 

(1953) explained that four specific type of suicide (departure) occur. Durkheim 

hypothesized that suicide could be categorized by the way in which a person integrates 

into society (Taylor, 1982). Defined as egotistical suicide, a person's inability to become 

fully integrated both socially and intellectually into society increased the likelihood that 

they would commit suicide. Durkheim further elaborated that suicide draws from the 

ideas of social integration, "referring to the social bonds existing between the individual 

and society" (Morrison, 2006, p. 207). Individuals who lacked well-defined values, 
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traditions, norms, and goals generally had little social support and therefore tended to 

commit suicide on an increased basis. The unsuccessful integration into the life society is 

a result of breaking of one's ties with a social system stems (Spady, 1971). 

Researchers such as Van Gennep (1909) and Spady (1970, 1971) had influence on 

the work of Vincent Tinto. Although variables of social and academic integration formed 

the foundation for Tinto's (1975) model, the inclusions of environmental variables were 

modified from Van Gennep's (1909) rites of passage theory. Central to Van Gennep's 

theory was the use of rituals and ceremony as essential components of a person's 

integration into a new setting. As a person moves from one place or stage to another, 

certain rites of passage occur, are celebrated and serve as evidence of accomplishment 

and acceptance. Tinto used Van Gennep's theory to explain a student's need to find their 

way through the higher education system. 

Tinto's theoretical model was also influenced by the work of Spady (1970) who 

attempted to connect Durkheim's (1951) suicide theory to the study of college student 

persistence. Spady's (1971) model emphasized the interaction between individual 

student characteristics and key aspects of the can1pus environn1ent. Each student has 

specific characteristics and educational goals; thus academic performance had a dominant 

influence on their decision to drop out of university or to persist. This model was 

designed as a conceptual framework to understand student departure and served as a 

precursor to Tinto's model that would soon become "near-paradigmatic" (Braxton, 

Sullivan, & Johnson, 1997) in the realm of student persistence. 
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Building on this research, Tinto used egotistical suicide as a model to explain 

student departure from higher education and suggested that student attrition was related 

to the inability of students to successfully integrate, both academically and socially, into 

the institution. Tinto's (1993) model hypothesizes that students enter college or university 

with individual characteristics like family background, as well as prior experiences that 

influence their decision to depart the institution prior to graduation. Students also enter 

university or college with certain expectations and conunitments of their own. Initial 

commitments, both to staying at the institution and completing their degree influence the 

level of a student's integration into the academic and social systems of the institution and 

are also predictors of student persistence. 

At the core of his model, Tin to identified the concepts of academic and social 

integration as integral parts of the student persistence puzzle. This theory is now used as 

the cornerstone to explain why students do not persist in higher education and to 

demonstrate why the focus on a student's "social integration" into the campus is 

essential. According to Tinto (1975) academic integration was thought to be the result of 

sharing academic values and meeting the explicit standards of the institution whereas 

social integration was viewed as the result of developing relationships between the 

individual student and the social systems of the institutions. The greater the student' s 

level of academic integration into the institution, the greater the level of subsequent 

commitment to the goal of college graduation is. This can also be said for a student' s 

social integration into the institution; the greater level of social integration equates to a 

greater level of commitment to the university or college (Tinto, 1975). 
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Tin to ( 1993) further elaborates on his foundational theory on student persistence 

to include other factors which influence a student's decision to remain in school. This 

elaboration includes a more detailed discussion of the interaction between behaviour and 

perception by students as they move toward greater integration with their social and 

academic environments (Milem & Berger, 1997). The revised model recognizes the 

influences of financial resources, classroom experiences, family and work. 

Pascarella and Terenzini (1983) also provide further explanation to Tinto's theory: 

Students come to a particular in titution with a range of background traits (e.g., 
race, secondary school experiences, academic aptitude, family background). 
These lead to initial commitments, both to the institution attended and to the goal 
of graduation from college. Together with background traits, these commitments 
influence not only how well the student will perform in college but also how he or 
she will interact with, and subsequently become integrated into, the institution's 
social and academic systems. Other things being equal, the greater the 
individual's level of social and academic integration, the greater his or her 
subsequent commitment to the institution and commitment to the goal of college 
graduation, respectively. In turn, these commitments are seen, along with levels 
of integration, as having a direct, positive influence on retention. (p. 215). 

Although many continue to use Tinto' s (1975) model in their examination of student 

persistence, researchers have addressed the weaknesses in his early model of persistence. 

Tierney (1992) suggested that Tinto's model depended on information on traditionally 

white, four-year, residential students between the ages 18-21. Although Tinto stated that 

student departure to be "value-neutral" (Tierney, 1992, p. 609), issues of persistence were 

not the same for students of different socioeconomic status, ethnicity, gender, and race. In 

addition, by not individualizing results from institutional specific data, Tinto's 

generalizability of findings may not be plausible (Metz, 2004). As new research 

emerged, new variables affecting student persistence arose. Nora (1990) found that 
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campus-based financial aid programs were important influencers of student persistence 

and were omitted from Tinto's previous work. Pascarella and Terenzini (1991) also 

asserted that future studies examining student persistence should include variables such 

as race and gender; financial aid; specific individual institution attributes; and the 

influence of peer, faculty and mentor relationships. 

While there have some criticism of this theory, the variables that influence student 

persistence from Tinto' s interactionalist theory will provide the conceptual framework for 

this study. From their studies, Terenzini & Pascarella (1980) determined that Tinto' s 

(1975) model of college student attrition seems to be a conceptually practical framework 

for examining why students drop out of an institution before completion. 

1.6 Purpose of the Study 

This study strives to understand why students leave the institution after their first 

year of study and to identify the reasons why students do not persist to the second year. 

This data will help to build a framework to highlight the variables associated with student 

transition from year one to year two. This data will also assist the institution in advancing 

their retention initiatives and other programs that will enhance the student experience and 

address the issues that contribute to a student leaving the institution before graduation. 

With the vast amount of literatme which indicates that the first year of college is 

crucial to student success, it is important that we understand more about our first year 

students, their transition to college, and the reasons why they stay or leave (Upcraft, 

Gardener & Associates, 1990). The purpose of this study is to examine the self reported 
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factors that students in a small liberal arts institution indicate influenced their decision to 

leave the institution after their first year of study. 

1. 7 Research Questions 

The following broad research questions will be used to guide the study of student 

persistence in a small, liberal education postsecondary institution: 

1. Does a student's academic success during the year influence their decision to 

return? 

2. Do social interactions (i.e. peer relationships, extra-curricular activities) 

influence a student's decision to persist? 

3. Does living in residence influence a student's decision to persist? 

4. Do financial factors (such as cost of housing, tuition, books) impact a student' s 

decision to leave the institution before completing their degree? 

5. What external influences may impact a student's decision to depart the institution 

prior to graduation? 

6. Are there common demographic factors (i.e. age, race, high school average) that 

influence student persistence? 

1.8 Definition of Key Terms 

For the purpose of this study, the following terms are defined: 

1. Academic integration is the development of a strong affiliation with the university 

academic environment, including faculty, academic staff, and peers, both in and 

outside of the classroom. 
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2. Attrition refers to students who fail to re-enrol at an institution in consecutive 

semesters. 

3. Commuter students are those students whose place of residence while attending 

university is off campus. 

4. Dismissal refers to a student who is not permitted by the institution to continue 

enrolment. 

5. Dropout refers to a student whose initial educational goal was to complete at least a 

bachelor's degree but did not complete it. 

6. Entering grade average refers to the calculated grade average of the high school 

cow-ses that were used to determine admission to the university. 

7. Financial Resources refers to all types of money, including scholarships, prizes, 

bw-saries, awards, student loans, work-study programs, student assistantships 

available to a student to assist with costs associated with postsecondary education. 

8. Graduate is a former student who has completed a prescribed course of study in a 

college or university. 

9. Involuntary student departure occurs when the institution does not permit the 

student to re-enrol in the institution. 

10. Liberal education is an institution of higher education that has traditionally 

emphasized interactive instruction with an emphasis upon the liberal arts. 

11 . Mixed methods design is a procedure for collecting, analyzing, and "mixing" or 

integrating both quantitative and qualitative data at some stage of the research process 
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within a single study for the purpose of gaining a better understanding of the research 

problem. 

12. Persistence refers to the desire and action of a student to stay within the system of 

higher education. 

13. Residential students refer to those students whose place of residence while attending 

university is in a residence hall. 

14. Retention is defined as the ability of a university to successfully graduate the 

students that initially enrol at that institution. 

15. Rural students are those students from residential areas with a population 

concentration ofless than 1,000 and a population density of up to 400 per square 

kilometre. 

16. Sequential explanatory design refers to a research design where quantitative 

(numeric) data is first collected and analyzed then qualitative (text) data is collected 

and analyzed second in the sequence to help explain, or elaborate on, the quantitative 

results obtained in the first phase. 

17. Social integration refers to the development of a strong affiliation with the institution 

and includes the formal and informal social interactions that students experience 

while at the university. 

18. Student involvement refers to the amount of physical and physiological energy that a 

student devotes to the academic experience. 

19. Student persistence is the desire and action of a student to stay within the system of 

higher education from beginning year through degree completion. 
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20. Stopout refers to a student who temporarily withdraws from an institution or system. 

21. Urban students are those students from residential areas with a population 

concentration of more than 1,000 and a population density greater than 400 per square 

kilometre. 

22. Voluntary student departure occurs when the student decides not to re-enrol in the 

institution. 

1.9 Limitations and Delimitations oftlte Study 

Student persistence has been extensively studied in the United States for over 

seventy years (Braxton, 2000) while this phenomenon is relatively new in Canada within 

the last thirty years (Giroux & Mezei, 1993). Limitations and delimitations establish the 

exceptions, reservations, qualifications, and boundaries of any study (Castetter & Heisler, 

1977). 

In undertaking this study, it is important to note that there may be several 

differences in Canadian versus American institutions. It cannot be assumed that 

conclusions derived from the American schools are equally applicable to Canadian 

schools although a few Canadian studies have demonstrated similar findings to their 

American counterparts. Studies can be placed in two main groups: "research that is not 

based on theory (i.e. pre-or non-paradigmatic) and research that is theory based 

(paradigmatic)" (Grayson & Grayson, 2003, p. 25). 

Much of the research completed on student persistence is primarily descriptive in 

nature and institution specific (Bean & Metzner, 1985; Tinto, 1975, 1993). Another 

limitation is inherent in the methodology used in the study. A purposive sample was 
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used; the sample size was relatively small and thus limiting the generalizabilty. The 

study is clearly limited to a single-institution, single-year sample. Additionally, the 

response rates to surveys are often relatively low and it may be difficult to track those 

students who have already left the institution. 

The limitations of the mixed methods design include the length of time involved 

in the data collection process with two separate phases of study (Creswell, 2003). Of the 

qualitative approach, the greatest limitation is that the findings that are reported tend to 

be hard to replicate and can be somewhat biased and urueliable. Another problem with 

using a qualitative research method is in the interpretation of interview information. 

Sometimes there is a problem of social desirability bias, where people portray themselves 

in the best possible way and may respond to personal questions with what they think the 

"desired" response is rather than an honest answer (Manning, 2007). It is the job of the 

researcher to continue to probe further in the interview to establish the truth. 

1.10 Organization of the Study 

This thesis is divided into five chapters. Chapter 2 provides an overview of the 

history of retention, the variables associated with student retention, and a review of 

relevant literature on each area of student retention. 

Chapter 3 outlines the methodology used in conducting the research study, 

including an overview of the research design, recruitment and participant selection, data 

collection techniques and strategies used for data analysis. 

Chapter 4 provides a summary of the findings reported by each participant in the 

study. 
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Chapter 5 presents an interpretation and discussion of the student' s reasons for 

leaving the institution after only one year of study as well as the differences and 

similarities that arose. 
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CHAPTER TWO- LITERATURE REVIEW 

Over the past twenty years, researchers have developed a substantial database of 

persistence studies that covers a variety of institutional settings and student populations 

(Tin to, 1998). As a result of these studies, theories of student persistence have been 

developed to help explain the underlying process that lead to students leaving an 

institution before completing their degree. 

2.1 History of Student Retention 

Historically, the study of student retention and persistence has been the most 

widely studied area in higher education (Metz, 2004). Over time, several aspects of 

student retention have been examined but the terminology used has evolved to include 

such descriptors as student mortality (McNelly, 1937), college dropouts (Tinto, 1975), 

student attrition (Tinto, 1993), college retention (Tinto, 1990), and student persistence 

(Berger, 2002). A large majority of the early work on student persistence focused on the 

first year of college, looking at the nature of interaction with faculty inside and outside of 

the classroom and the transition of a student from high school to university (Tinto, 2006). 

As a result, institutions designed programs and services that attempted to enhance the 

first-year experience including orientation programs, freshman seminars, and a variety of 

extracurricular programs and activities (Upcraft, Gardner & Associates, 1989). 

Student participation in higher education has changed dramatically over time. 

The lack of interest in those looking to complete a college degree in the early 1980's 

made student persistence issues unimportant to institutions. The 1990' s saw a larger 

increase in student enrolment numbers with more and more people entering colleges or 
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universities. With this dramatic shift, there has been an increase in the diversity of 

students entering postsecondary institutions and the greater demand society has placed on 

our workforce to have a college or university degree. 

The past decade has witnessed a change in ideologies about higher education in 

North America. Postsecondary education in the United States has developed into a 

"college for all" (Rosenbaum, 2001) while Canadian systems of higher education are 

witnessing an uprising in educational expectations (Davies, 2005). In the early 1980's, 

the Organization for Economic Cooperation and Development (OECD) reported that 

Canada ranked second in the world, just after the United States, in the percentage of 

citizens attending university. However Canada's ranking dropped dramatically in the 

1990's while other OEDC nations increased university participation rates (Association of 

Universities and College of Canada, 2007). Observers now predict an imminent evolution 

from "mass" to "universal" postsecondary systems (Kerr, 2002). As postsecondary 

education becomes accessible to all and enrolment levels increase, so will an increase in 

the problems associated with keeping those students and helping them graduate. 

Both economic and demographic shifts have accounted in part for the increased 

focus on student attrition. The economic situation of a country has considerable impact 

on student persistence within an institution. Shifts in the economy have the ability to 

substantially alter enrolment levels. During times of economic prosperity, a greater value 

is placed on the attainment of a college degree in the competitive workforce market 

(Seidman, 2005) and ultimately increases the enrolment levels within institutions of 

higher education. 

31 



Demography population also has considerable effects on persistence issues in 

higher education. The relative stabilization and even the anticipation of stagnation in the 

pool of traditional high school graduates pursuing postsecondary education have forced 

institutions to exan1ine how they can maintain their current student complement and the 

associated tuition revenues that come along with it. Between 2000 and 2006, Nova Scotia 

reported a 4.5 percentage drop in of the number of Nova Scotia high school graduates 

expected to attend university (Maritime Provinces Higher Education Commission, 2001 ). 

Results from the 1995 School Leavers Follow-Up Survey show that slightly more than 40 

percent of Canadian high school graduates had attended university, while nearly 30 

percent participated in Community College (Statistics Canada, 1995). In the Maritime 

Provinces, the 18 to 24 year old population is expected to increase slightly in 2008 but 

then decline over the following ten years by 14 percent (Maritime Provinces Higher 

Education Commission, 2007). The demographic trends will likely have considerable 

impact on student enrolment levels in postsecondary institutions and the impact on how 

institutions focus their efforts on student persistence. 

Even though enrolment levels have generally continued to rise or stay relatively 

stable, the issue of student persistence still remains a challenge for institutions. The 

nature and supply of students enrolled in higher education has shifted over time and 

diversified the student body. This shift has created more student persistence issues for 

institutions. The student population that once consisted of selective and generally 

privileged individuals has evolved into a more diverse group of students from different 

cultures, ethnicity, and socioeconomic backgrounds. There has been a greater 
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participation in postsecondary education from minorities, women and non-traditional 

students which increases the complexity of the student persistence issue. 

The trend toward increasing accountability in higher education has serious 

implications for the future of student persistence. Governments have implemented 

accountability systems in which persistence has been used as both a key criterion for 

success and as a factor in determining funding for state campuses in the United States 

(Titus, 2006). Similarly, changes to the Higher Education Act in Canada brought forth a 

change in which the government is now linking institutional eligibility for federal student 

financial aid programs to institutional graduation rates (Burd, 2003). Provinces such as 

Alberta, British Columbia, and Ontario also link student enrolment levels to provincial 

funding. As federal government funding declines and institutions become more 

dependent on tuition as a source of revenue, colleges and universities will tend to 

increase the focus on student persistence. 

The soaring costs of a university education in both the United States and Canada 

have resulted in institutions carefully examining issues related to student persistence. 

Across the United States in 2007-2008, the average tuition and fees at a four-year private 

institution was $23,712 while public colleges average $6,185 (Baum & Ma, 2007). The 

average tuition for Canadian full-time undergraduate students was $4,524 for the same 

time period (Statistics Canada, 2007). The highest tuition fees were in Nova Scotia 

where on average was $5,878. Quebec students paid just $2,025 on average, less than 

half the national average. The average tuition in Newfoundland and Labrador, Prince 

Edward Island and Manitoba was also below the national average. 
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Provincial governments have increased fimding levels to be used to hold the line 

on, or reduce tuition rates. This has considerable impact on the bottom line of an 

institution' s budget. As research in student persistence evolves, so has the notion that 

each individual institution must examine their own issues related to student dropout and 

address the specific needs of its students. Institutions must also consider the impact that 

the issues related to student dropout have on the institutional environment. 

2.2 Variables Associated with Student Persistence 

The large body of research on student persistence indicates that there are a vast 

number of variables that impact a student's persistence in an institution and not one 

simple explanation or solution that can describe the student persistence issue. Data 

suggest that there are several factors that impact student persistence including academic 

factors such as high school grade point average (Mohr, Eiche & Sedlacek, 1998) and in 

the United States ACT assessment scores (Eaton & Bean, 1995); other factors such as 

socioeconomic status (Hossler & Vesper, 1993), financial aid (lshitani & DesJardins, 

2002) and non academic factors such as goal achievement and institutional conunitment 

(Tinto, 1996), social support (Stollenberger & Robinson-Kurpus, 2004) and academic 

self-confidence (Lotkowski, Robbins & Noeth, 2004). Both variables that impact 

student persistence and strategies with respect to student success should be taken into 

consideration at not only the student level but also at the course, program and 

institutional level (Gilbert, 2000). 

Arrays of theories and models in higher education research have attempted to 

explain the relationship between students and their colleges (Pascarella & Terenzini, 
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1991 ). The literature has highlighted several determinants influencing student dropout 

which can be allocated to one of three categories: personal variables, institutional 

variables and circumstantial variables (Berge & Huang, 2004). The most traditional view 

is that personal, pre-college variables such as student backgrounds, academic 

preparedness for college, and clear goals are the main factors in accounting for the 

differences in academic performance, persistence behavior, and other educational 

outcomes (Astin, 1991 ; Feldman & Newcomb, 1969; Stark, Shaw & Lowther, 1989). 

These personal variables include a spectrum of student factors including the 

characteristics of age, gender, ethnicity/race, socioeconomic status, parental educational 

level, and other individual attributes including academic skills and abilities, learning 

strategies, motivation, self-efficacy for learning and performance and prior educational 

expenences. 

Another widely utilized perspective on student persistence falls under the student­

institutional fit model and encompasses the institutional variables of student persistence. 

The most widely researched of these models claims that student persistence and growth 

depend on the degree of successful integration into the academic and social structures of 

the institutions (Spady, 1970, 1971 ; Tinto 1987, 1993). Institutional variables include 

factors such as organizational characteristics, the prevailing institutional attitude, values 

and beliefs, academic characteristics such as structural and normative systems and 

integrations; and social characteristics such as the degree of congruency and integration 

between the individual student and the social system of the institution. 
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Organizational variables such as institutional interactions, academic interactions, 

and social interactions, as well as interactions external to the institution such as life, 

work, and family circumstances, and perceived stress, responsibilities, and levels of 

satisfaction influence student persistence. Drawing from the literature on organization's 

structural and functional perspectives, researchers are encouraged to give greater 

attention to those variables that reflect the influence of organizational characteristics 

(Volkwein, Szelest, Cabrera & Napierski-Prancl, 1998; Volkwein & Cabrera, 2000; Hall, 

1991). Pascarella & Terenzini (1991) indicate that studies have shown that campus 

mission, size, wealth complexity, productivity, and selectivity exert significant influences 

(ranging from small to large) on a variety of internal transactions and outcomes including 

student values, aspirations, and educational and career attainment which ultimately 

impacts student persistence and dropout. 

2.2.1 Demographics 

The personal characteristics of a student who drops out of university are of 

significant interest to institutions of higher education. Certain types of students have 

been found to be more at risk for leaving an institution before completing a degree than 

others. In this context, demographic factors include variables such as race, gender, 

disability and ethnicity that describe the students who are enrolled at the institution. 

Developing a profile of "at risk" students can help institutions build programs to support 

students to reduce this problem. 

Research on student persistence has been conducted for decades but mainly 

looked at traditional postsecondary settings, one where students typically entered college 
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immediately after high school and attended classes on campus (Bean, 2003). Students 

enter university with a variety of attributes (e.g. sex, race, and ability), pre-college 

experiences, and different family backgrounds. These variables can indirectly or directly 

impact student performance and persistence in university. Researchers have compiled a 

vast collection of data and have a clear picture of the formulas of success for traditional 

college students: 18-24 year old non-minority students from middle-class backgrounds 

whose parents had attended college. The research focus has shifted somewhat to look 

also at non-traditional students including minority students (Ting, 2000), commuter 

students (Johnson, 1997), graduate students (King & Chepyator-Thomson, 1996), adult 

students (Bean & Metzner, 1985) and transfer students (McCormick & Canoll, 1997). 

Although there are a variety of individual characteristics that are related to a 

student dropout, the most important pertain to a student's family; including family 

background and characteristics (Whelage et al., 1990), family support and educational 

attainment levels of both parents (Pascarella & Chapman, 1983). Students who persist in 

college are more likely to come from families whose parents are more educated (Chase, 

1970), are more urbane (Iffert, 1958) and are more affluent (Eckland, 1964a). Parental 

relationships and support, along with parental expectations and interest in their children' s 

educational goals and attainment also have considerable influence on degree completion. 

Academic performance has been identified as a key indicator of student 

persistence. Student ability is measured through a variety of means including high school 

grade point average, SAT scores, and high school rank (Chapman & Pascarella, 1983: 

Pascarella & Terenzini, 1983; Tinto, 1997). Several individual campus based studies 
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indicate that high school grade point average has a direct effect upon an institution' s 

retention rate but is not a good predictor of student persistence (Nora & Cabrera, 1996; 

Okun, Benin, & Brandt-Williams, 1996). However, larger national studies completed by 

Astin (1975), Willian1son & Crean1er (1988) and Williams (1996) found that high school 

grades are predictors of student persistence. Similarly, once a student is in college, grade 

point average also influences student persistence (Cabrera, Nora & Castaneda, 1993; 

Mangold, Bean, Adams, Schwab & Lynch, 2003). 

Some studies show that younger students are less likely to persist in college while 

other studies show that older students are more likely to do so. Belcheir, Michener & 

Gray (1998) distinguished between older and younger successful students attending 

university and found that a supportive family environment appeared to be critical for the 

student to achieve their educational goals. For younger students, understanding the value 

and importance of an education and getting involved with campus activities appear to be 

key factors that influence student persistence. 

Gender differences in the university population have changed dran1atically over 

time. Participation by women in university has outpaced men' s participation since the 

late 1970' s and the gap widened substantially during the 1990' s (Statistics Canada, 

2006). Christo:fides, Hoy, & Yang (2006) reported that the underlying factor in the 

growth differential in university enrolment among women is that women benefit more by 

attending university. Many studies examined gender as an influencer on student 

persistence and have found retention rates are higher for women than men (Astin, 1975; 
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Smith, 1992; Allen, 1997), and that gender was significantly related to a college student's 

level of academic stress (Sands, Robinson, Kurpius, Dixon & Rayle, 2005). 

Institutions in both the United States and Canada have become more diverse due 

to shifts in populations. Significant increases in the population of some minority groups 

show that current college generation is more ethnically diverse than that of previous 

generations (Levine & Cureton, 1998). Current understanding of the experiences of 

students from different backgrounds has been greatly enhanced (Allen, 1992) and can 

help researchers better understand the factors that influence student persistence in these 

groups. Evans (200 1) reported that international students at one institution reported five 

reasons for their departure: a cultural background that did not prepare them for the 

freedom experienced at the institution, a focus of importance placed on social 

relationships rather than academics, institutional factors, unfamiliarity with higher 

education systems, and using the idea of going to college to leave home rather than to 

actually obtain a degree. Consistent with Tinto' s integration model of student 

persistence, students who do not possess the dominant cultural behaviour patterns, norms, 

and values on campus were Jess likely to persist (Berger & Milem, 1999). 

Much of the Canadian literature on ethnicity and postsecondary education relates 

to the Aboriginal and First Nations people whereas in the United States, much of the 

research has focused on Black and Hispanic ethno-cultural groups. More Canadian 

aboriginal students are enrolling in postsecondary institutions despite the substantial 

barriers that many face while attending university. Although there are more aboriginal 

students enrolled in university, the retention and success rates for these students continue 
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to remain much lower than those of their non-Aboriginal counterparts (Malatest, 2004). 

Barriers such as discrimination, low socioeconomic status, inadequate preparation in high 

school for the rigor of university, family responsibilities and unfamiliarity with an 

institution contribute to a student's inability to complete their degree. Research has 

determined that families play an impmtant role in a student's persistence in college 

(Armstrong-West & de Ia Teja, 1988). American colleges and universities have seen an 

increasingly larger number of racial and ethnic minority students attending college and 

university but also a large number of students who drop out of university before 

completing their degree. Of those minorities who are participating in postsecondary 

education, the graduation rate of Hispanics is about 35 percent and African Americans at 

a rate of only 45 percent (Gregerman, Lerner, Hippe!, Jonides & Nagde, 1998). Racial 

and ethnic minority students tend to face problems of alienation, marginalization, and 

monoculture curriculum in the classroom, cultural conflicts, and lack of support services, 

which ultimately result in higher dropout rates. 

The nature of the relationship between student achievement and socioeconomic 

status has been debated for decades. Coleman's (1966) landmru·k study on Equality and 

Educational Opportunity indicated that academic achievement is strongly impacted by a 

student's socioeconomic status. Previous studies in higher education have taken into 

consideration socioeconomic status when examining issues of student persistence 

(Haralson, 1995; Walpole, 2003). St. John & Noel (1989) found that there is a statistical 

relationship between student persistence and socioeconomic status as low socioeconomic 

status forces additional strain on the student. St. John, Cabrera, Nora & Asher (2002) 
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also showed that students with low socioeconomic status tend to spend less time studying 

than do students with high socioeconomic status and that this ultimately impacts their 

academic success. Students who come from lower socioeconomic backgrounds enter the 

college system with different objectives, a lack of understanding of the college 

environment and may even lack certain academic skills required to succeed. 

It is evident from the wealth of research that student demographic parameters 

have considerable impact on student persistence. Student persistence efforts undertaken 

by the institution must be designed to meet the numerous needs of their diversified 

student body. 

2.2.2 Academic Integration 

A common theme throughout the research on student persistence is that students 

who immerse themselves in their studies are more likely to remain at the institution 

(Davidson & Beck, 2006). These students are experiencing what has been termed 

"academic integration" by succeeding academically and understanding the value of what 

is being taught to them in the classroom. Academic integration is defined as "the 

development of a strong affiliation with the college academic environment both in the 

classroom and outside of the class including interactions with faculty, academic staff, and 

peers but of an academic nature" (Nora, 1983, p. 235). 

Widely accepted models of student attrition identify the significant role that 

academic integration plays in student persistence (Spady, 1971 ; Tinto, 1975). More 

recent research elaborates on Tinto' s interactionalist model of student retention and 
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incorporates the classroom experiences as a factor that increases academic integration 

(Braxton, Mi lem, & Sullivan, 2000; Noble, Flynn, Lee & Hilton, 2007). 

Student-faculty interaction is a strong predictor of student persistence. Direct 

contact between members of faculty and the student population positively affects student 

satisfaction with their college environment and in the long run influences student 

achievement (Pascarella, 1980). Lack of this interaction with members of a campus 

community is the single leading predictor of college attrition (Pascarella & Terenzini, 

1980). The amount of in class student contact with faculty (Griffith, 1996), caring 

attitudes of faculty and staff (Johnston, 1998) and quality of instruction (Pascarella, Whitt 

& Nora, 1996) all influence student persistence and have a positive impact on academic 

performance (Granunke, Woosley & Sherry, 2005). 

Academic success during the first-year of college hinges critically on students' 

academic preparedness at college entry (Hoachlander, Skiora, Horn & Carroll, 2003). 

Grade point average is one of the factors that positively affect student retention 

(Pascarella & Terenini, 1991). It is thought that what students gain from their college 

experience depends a lot on how much time and effort they put into their studies and 

other education related activities (Pascarella, 2001 ). Ishitani & DesJardins (2002) found 

that the higher a student' s grade point average in the first year of study, the less likely 

that student was to drop out of college. Students are more likely to leave the institution 

due to poor or failing grades but also when their academic performance and grades 

appear to have declined considerably from those previously attained in high school 

(Getzlaf, Sedlacek, Kearney & Blackwell, 1984). 
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Tinto (1987) indicates that effective strategies to reduce college attrition on 

campuses include academic advising at the core of any student retention strategy. 

Academic advising on campuses creates an opportunity for one on one interaction with 

faculty (Habley, 1994). Academic advising provides students with the opportunity to 

connect with members of a campus community, examine educational and career goals, 

and assistance with choosing classes and programs of study. Meaningful and frequent 

contact with faculty, especially focusing on the areas of intellectual, academic and career­

related issues, has been found to increase motivation and involvement of their students 

(Astin, 1984; Pascarella, 1980, 1985; Tinto, 1987). 

Student persistence in higher education has shown that involvement, both socially 

and academically, matters. Faculty members have an impact on a student's academic and 

social integration (Endo & Harpel, 1982; Pascarella & Terenzini, 1979, Tinto, 1982). 

Further, Pascarella, Terenzini & Hibel (1978) found that non-classroom student-faculty 

contact possibly influences student success and that the first few informal interactions 

with faculty members that a student has are most important. The end result of this 

increased academic integration leads to a greater likelihood that students will persist and 

complete their degree. Students who look for and receive academic support not only 

showed improvements in their academic performance but developed a greater sense of 

self-perceived control of academic outcomes and developed higher expectations for 

future academic success (Smith, Walter & Hoey, 1992). In contrast, the unavailability of 

faculty members and lack of student-faculty interaction negatively affects student success 

(Pascarella, 1984). 

43 



2.2.3 Social Integration 

The early work on student persistence guided what was termed the "age of 

involvement" (Study Group on the Conditions of Excellence in Higher Education, 1994). 

The notion that students learn more the more they become involved in both the academic 

and social aspects of the collegiate experience is the most basic tenet of Alexander 

Astin' s Theory oflnvolvement. Astin's (1984) theory posits that the student plays an 

integral role in determining his or her own degree of involvement in college classes, 

extracurricular and social activities. Tinto (1975) further detailed a longitudinal model 

that outlined explicit connections between the academic and social systems of the 

institution, the institutional environment, and the individuals who shaped those systems 

and student retention. 

Central to Tinto' s model was the concept of integration and the patterns of 

interaction between the student and other members of the institution especially during the 

critical first year of college (Tinto, 2006, p.3). Social integration is the "development of a 

strong affiliation with the college social environment both in the classroom and outside of 

class including interactions with faculty, academic staff, and peers but of a social natme" 

(Nora, 1983, p. 237) and is a function ofthe quality of peer-group and student-faculty 

interactions (Pascarella & Terenzini, 1980). The work by Pascarella & Terenzini (1980) 

served to reinforce the importance of student involvement and integration and the impact 

not only on student persistence but a host of other student outcomes. The social support 

systems of an institution allow for students to become socially integrated and involved in 

campus life, therefore increasing the likelihood of academic success. Tinto (1975) found 
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that students who had a higher degree of integration into the institution will have a 

greater commitment to that institution and to the goal of college completion. Studies have 

shown also that a student's social integration into the institution is positively influenced 

by social support (Napoli & Wortman, 1998) and peer involvement (Berger & Milem, 

1999, Milem & Berger, 1997). 

Astin's (1984) research focused on the campus environment and the significant 

influence that it has on a student's decision to remain in school. Like Tinto ( 1997), many 

researchers have begun to recognize the role of the classroom in the college student 

departure puzzle and have come to understand that the classroom acts as a conduit for 

student involvement in both academic and social circles. 

Participation in extracurricular activities provides students with an opportunity to 

meet and connect with other students and contribute to the institution and the campus 

community. Students spend only 30 percent of their academic week inside the college 

classroom (Collison, 1990) and institutions provide many opportunities for students to fill 

their time with other out-of-class experiences. Studies of students involved in 

extracunicular activities (Hood et al., 1986; Hunt & Rentz, 1994; Williams & Winston, 

1985 as reported by Evans, Forney & DiBrito, 1998) were more likely to persist with 

their studies. Furthermore, Pascarella & Terenzini ( 1991) report that many studies on 

student persistence have shown a strong correlation between involvement and educational 

attainment. 
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2.2.4 External Commitments 

It has been determined that internal factors such as individual characteristics, prior 

experiences, and commitments impact the social and academic integration of a student 

into the institution. But it is also important to remember that an individual' s decision to 

leave an institution is not unaffected by external factors . Very frequently, events external 

to the college can affect the social and academic integration into the institution (Tinto, 

1975). External reasons for student departure can best be observed in the student's 

changing evaluations of his or her commitments to the institution and to the goal of 

college completion. 

Edward St. John (2000) studied the economjc influences on persistence by using 

the theory of cost-benefit analysis. In this theory, individual decisions with regard to any 

form of activity can be examined in terms ofthe perceived costs and benefits to the 

individual. With respect to student persistence, this theory contends that a student would 

withdraw from an institution when the perceived costs in the form of financial 

investments, time commitment and energy outweigh the perceived benefits of staying in 

college. 

It is necessary to understand the variety of external forces that may arise and 

weigh on a student's decision to remain in school. The changing supply and demand of 

the job market can impact a student's decision to drop out of an institution. According to 

a recent repmi by the Hwnan Resources and Social Development Canada (2007), the 

Canadian economy is expected to create about 1.9 million jobs over the next decade. 

These opporturuties may create an environment where students earn a considerable 
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income without obtaining a university degree; this benefit could deter some from 

obtaining a degree. 

Family obligations can also influence an individual's desire to persist in 

university. Commitments sometimes require considerable an1ounts oftime and energy 

and interfere with a student's studies. Childcare responsibilities, home maintenance, and 

other obligations are other variables that determine a student's commitment to higher 

education. In these instances, students are sometimes "pulled away" from university but 

are more likely to retum to the university once those external commitments are met. 

Family conflicts (Sydow & Sandel, 1998), parental support (Allen, 1997), intent to marry 

(Himelhoch, et al., 1997), personal problems (Ogletree, 1992) and health problems 

(Gilmoure, 1995) also have been identified as factors that influence student persistence. 

2.2.5 Residential Living 

Residential living is an integral and valuable part of the university experience. 

Living in residence allows students to be at the heart of university life. Students have the 

opportunity to become part ofthe campus community, experience a variety of 

educational and social activities, develop lifelong friendships, meet people from around 

the world and learn about other cultures and lifestyles. 

Although the need to house students is an important function of residence halls, 

institutions invest resources in these facilities to assist with the growth and development 

of the student. Residential living has been recognized as a factor that has been studied as 

variables influencing student persistence. Residential facilities on university and college 

campuses expanded greatly with the increased influx of students participating in 

47 



----------------------------------------------------------

postsecondary education. An American study reported that over two-thirds of students 

entering a four-year college or university lived in residence (Boyer, 1987). 

Living in residence has been found to have positive effects on students, including 

increased levels of persistence, more involvement in campus activities, and enhanced 

interaction with faculty and peers (Pascarella & Terenzini, 1991) and to ultimately 

increase student persistence and retention (Astin, 1977; Berger, 1997). Astin's (1975) 

theory of involvement attempted to identify factors in the college environment that 

significantly affected student persistence in college. In his two major studies, Astin 

(1973) found that students living in residence halls were less likely to dropout and more 

likely to graduate in four years with a degree. These students also reported higher levels 

of social interaction and self-confidence and also indicated that they were more satisfied 

with their undergraduate experience. Berger (1997) found that community identity (i.e. 

feeling at home on the floor), community interaction (i.e. floor neighbours know me) and 

community solidarity (i.e. common values on the floor) all influenced social integration 

and ultimately student persistence. 

Research on the value of living in residence indicates that it does have a positive 

influence on the student experience. Blimling (2003) indicates that there are several 

areas in which residence halls have significant impact on students. These students have 

greater expectations for academic achievement and are more likely to remain in college 

to finish their degree, are more involved in campus activities, have a more positive 

perception of the social climate of the campus, more opportunity for faculty interaction, 

and build stronger friendships and share more experiences. Students who live on campus 
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are more engaged overall compared with students who commute - consistent with 

previous research (Chickering, 1974, Pascarella & Terenzini, 1991). 

Students who live in residence have the time and opportunity to become more 

involved in all aspects of campus life. "Living in a campus residence was positively 

related to student persistence in all types of institutions and among all students regardless 

of sex, race, ability, or family background" (Astin, 1984, p.523). Residence halls allow 

for students to develop strong peer relationships, to interact with faculty outside of the 

classroom, to participate in campus life through social and academic activities and to help 

to explain why residential students are more likely to persist than those students living off 

campus. 

Elaborating on Astin's (1977) findings that residence hall living increases the 

chances of student persistence by about 12 percent, Tinto's (1993) modified model of 

student retention stresses that students' involvement and sense of community within their 

residence halls is essential to their successful socialization into the broader social system 

of the institution. The on-campus social system and resulting interactions that lead to 

social integration occur largely in residence halls, and like other potential campus 

communities, provide scaled down environments that enable "newcomers to find an early 

physical, social, and academic anchor during the transition to college life" (Tinto, 1993, 

p.125). This contributes immensely to a student' s social integration within the institution 

(Astin, 1999). 
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2.2.6 Financial Support 

Given the escalating costs of a university education together with the 

unavailability of government student loans for some individuals, students are finding it 

more and more difficult to afford a postsecondary education. It would seem that finances 

would have considerable impact on a student's decision to remain enrolled at an 

institution. The effects of finances on student dropout generally can be either short-term 

or long-term and typically occur at the point of entry into the institution. Although 

students will cite financial issues as the reason for their departme; these reasons will 

often be reflected as the end decision rather than the origin of the decision to drop out 

(Tinto, 1982). Student finances will likely have a greater impact upon dropout early in 

one' s educational career given that the degree goal is still quite distant. 

Few studies of student persistence are specifically designed to assess the impact 

of finances on postsecondary student persistence. The ability for a student to pay for and 

their perceived perception of the costs to finance their education influence student 

persistence (Cabrera & Nora, 1994; St. John, Paulson, & Starkey, 1996). The dominant 

theoretical models of student persistence include financial factors but their influences are 

minor even though such effects are based on limited measmes (Cabrera et al, 1993; 

Johnson, 1994; Dietsche, 1990). Although many students may indicate that financial 

problems are the sole reason for dropping out of university, Tinto (1987) and Cope 

(1978) argue that if a student's commitment to education and the institution is strong 

enough, they would find opportunities to help assist with financing their education. 

50 



Recent studies have disputed this claim and have found that financial concerns do impact 

student persistence (Cambiano, George & Jack, 2000). 

The decline in federal and provincial government funding has had considerable 

impact on an institution' s tuition. University fees have been increasing steadily and 

between 1990-1991 and 2002-2003 have increased at an average annual rate of 8.1 

percent (Oulette, 2006). Since 2002-2003, the increase in tuition fees has slowed, 

reflecting the government's decision to regulate fees. Tuition fees in Canadian 

undergraduate progran1s have almost doubled over the last decade. The cost of 

postsecondary education varies from institution to institution and from province to 

province. Quebec has the lowest tuition fees of any province at $1 ,916 per academic year 

whereas Nova Scotia has the highest undergraduate tuition fees averaging $5,828. This is 

close to $2,200 higher than the national average (Statistics Canada, 2006). 

The rising costs of postsecondary education have considerable impact on a 

student's decision to attend university. Tuition and other college related expenses have 

been found to affect academic performance and success, and in turn, student persistence 

(Titus, 2006). Additionally, financial pressures associated with meeting the costs 

influence a student's decision to remain in university. Therefore, students evaluate the 

cost-benefit of completing their education by evaluating their time investment and 

economic required in completing their degree (Braxton, 2003). The lack of financial 

resources and the ability for students to pay for their education greatly influence student 

persistence (Cabrera et al, 1992a; Nora & Cabrera, 1996). Financial aid allow for 

students to have enough freedom to engage in social activities or remove anxieties, time, 
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and effort associated with securing additional funds to finance their education (Cabrera et 

at. , 1992). 

Approximately 75 percent of undergraduate students work on average 25.5 hours 

per week while attending college (National Postsecondary Student Aid Society, 2000). 

As a result, it is understandable why student employment has been identified as factor 

impacting student dropout. As tuition rates continue to rise and anxiety around how 

students will finance their education mounts, a greater understanding of how student 

employment will impact student persistence rates will be necessary. Students who 

worked on campus part-time had a greater probability of graduating than those students 

who worked off campus full-time (Astin, 1975; King, 2002). 

Research on the impact financial aid on student persistence has focused on 

attracting and recruiting students to an institution while its role in retention has not been 

extensively investigated (DesJardins, Ahburg & Maccall, 2000). Most studies explored 

whether the reception of student aid or particular combinations of student aid packages 

bear a relationship with student persistence. Cabrera, Nora & Casteneda (1992) 

examined the relationship between student-level financial variables and student 

persistence and found that student financial aid facilitates both the academic and social 

participation of students in college. 

2.3 Summary 

This review of the literature suggests that there are several factors that may 

influence student persistence in higher education and indicates that these reasons are very 

complex. Tinto (1993) suggested that the very complex nature of student departure can 
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only be fully understood by understanding the individual experiences of each student who 

departs the institution prior to fulfilling their educational goals. Although Tinto' s model 

of student retention focuses on student involvement, Andres & Carpenter (1997) found 

that in addition to student involvement, competing demands of par nts, friends, 

roommates, employers, financial and health problems can all influence students' coping 

abilities and their decision to remain in university. 

Using a quantitative and qualitative research approach, this study will investigate 

the factors that impact student retention in a small, primarily undergraduate institution in 

Canada by exan1ining the issues from the self identified variables provided by students 

who have left the institution after their first year of study. 
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CHAPTER THREE -METHODOLOGY 

3.1 introduction 

This research study attempts to examine the variables that influence student 

persistence in a small, primarily undergraduate university in Canada. 

The research design is a post-test non-experimental descriptive study designed to 

understand the variables that influenced a student's decision to leave the institution after 

the first year of study. Polit and Hungler (1994) describe a non-experimental study as 

"one to which there is no manipulation of the variable" (p.194 ). Although there is no pre­

test or comparison group, there is potential to gain valuable information that describes the 

current variables that impact first-year student attrition. 

To assess these self-reported variables, a mixed methods (Tashakkori & Teddlie, 

2003) approach was used. Mixed methods, using both quantitative and qualitative 

methods in combination, complement one another and yield a richer data set (Creswell, 

1994). There are several reasons for using a mixed method assessment approach in 

research. They include: triangulation, initiation, development, complementary and 

expansion (Worthen, Sanders, Fitzpatrick, 1997). Mixed method designs have the 

potential to address a variety of research questions and will allow for further clarification 

of the quantitative results with the anticipation that they will yield recommendations for 

institutional areas of improvement in the area of student persistence. 

In attempting to explain more fully the richness and complexity of human 

behaviour (Cohen and Manion, 1986), the researcher will use methodology triangulation 
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(Denzin, 1978), employing both qualitative and quantitative data methods to give a more 

detailed and balanced picture of the situation (Altrichter et al., 1996) 

The research project was approved by the Research Ethics Board at the university 

under review (see Appendix B) and by the Interdisciplinary Committee on Ethics in 

Hun1an Research (ICEHR) at Memorial University of Newfoundland (See Appendix A). 

3.2 Overview of the Research Design 

Studies on student persistence use a variety of methods to understand the student 

departure process. This study uses an explanatory sequential design approach that seeks 

to understand the self-reported reasons of students who leave the institution after only 

one year of study. Tinto (1993) stated that reasons students left an institution prior to 

completion were unique for each individual and therefore it is important to get the 

students' perceptions on why they might choose to leave school. 

In order to answer the research questions, a mixed methods approach, called 

sequential explanatory design (Tashakkori & Teddlie, 2003) will be used (Figure 1). The 

overall purpose of this type of design is to use qualitative data to explain or build upon 

the quantitative results (Creswell, Piano Clark, et al. , 2003). In this model, priority is 

typically given to the quantitative data and the two methods are integrated during the 

interpretation phase of the study (Creswell, 2003). 

The first phase of the research uses quantitative survey results to look at the 

characteristics of the non-persisters, how they live as students, and the reasons they give 

for withdrawing from university after their first year of study. Because of the concern for 
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Figure 2. Sequential Explanatory Design 
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student attrition rates at the institution, the study attempted to discover the various factors 

that influence student attrition rates. 

This approach also allowed the researcher to identify those students who were 

interested in participating in the qualitative portion of the research. Accessing students 

who have possibly identified themselves as having failed at university or made the 

decision to leave often provides a barrier to identification of students willing to 

participate in interviews on student persistence. The second phase of the research used 

qualitative research methods to follow from or connect to the results of the first phase of 

the study (Creswell & Piano-Clark, 2007). Guided by the principles of phenomenology, 

the purpose of the qualitative phase of the study is to "describe the lived experience of a 

cohort of people regarding a particular phenomenon" (Creswell, 1998, p.5 1 ). Thus, the 

quantitative data and results provide a general overview of the research problem and 

helped to identify some variables that influenced student dropout. The qualitative data 
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and analysis refined and confirmed the survey results by exploring the participants view 

in more detail. 

According to Burns & Grove (2001) quantitative research is the "formal, 

objective, systematic process in which numerical data is used to obtain information about 

the world" (p.26). This method is used to systematically examine relationships between 

variables and describe variables as they occur without manipulation by the researcher. 

Survey research often uses a sample or smaller group of selected participants, but 

generalizes results to a larger group (Neuman, 1994). Used in almost all facets of higher 

education planning, the assessment of student satisfaction and the college experience in 

understanding persistence and graduate outcomes is done through the use of surveys 

(Porter, 2004). For this reason, this study will use a Student Persistence Survey to gain 

valuable information on student attrition at the institution, elicit demographic data to 

determine those students who would participate in the qualitative phase of the study. 

Qualitative studies use a process of inquiry to understand social or human 

problems through the reported details of the participant of the study (Creswell, 2004). As 

indicated by Gillis & Jackson (2002), such study designs must include participants with 

first-hand knowledge of the experience to gain a greater understanding of the issues at 

hand. 

It is the expected that surveying students and then interviewing them will assist in 

understanding why they did not persist to the second year of study. It is the expectation 

that the information will enable the uni ersity to develop programs and services that may 
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reduce the number of students who do not persist and help those students who enrolled in 

the institution to realize their educational goals. 

3.3 Recruitment and Participation of Sample 

The participants of this study included 100 students from all faculties across the 

campus that were enrolled as first-year students at the institution in the fall of2006 but 

did not return in the fall term in 2007. For the purpose of this study, a small, primarily 

undergraduate university was chosen to be the institution of the study. 

Purposive sampling was used in the study to gain information from the specified 

group. Defined by Burns & Grove (2001), purposive sampling is "judgemental sampling 

that makes the conscious selection by the researcher of certain subjects or elements to 

include in the study" (p.376). This type of sampling allows for the opportunity to explore 

the factors that students self-report for leaving an institution prior to graduation. The 

sample is one of non-random convenience, based only on those students who did not 

persist from the first to second year of study the following year. 

The gender distribution ofthe sample population was 47 percent female, 53 

percent male. The high school average of the sample population was 80.8 percent. Of 

the sample of students who did not retum to the institution, 57 percent were from Nova 

Scotia, 10 percent from Ontario, 8 percent from British Columbia, 7 percent from New 

Brunswick, 4 percent from Alberta and 1 percent from Saskatchewan; 10 percent of the 

students were International students from outside of Canada. The participants were 

intentionally selected to better understand the phenomenon under study (Creswell, 2005). 
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3.4 Data Collection Techniques 

Students who began their studies at the undergraduate university in Canada during 

fall of the 2006-2007 academic year but did not return the in the 2007-2008 academic 

year were mailed the questionnaire to gain insight for their reasons for not returning to 

the institution. The study was conducted during this time period as the reasons why they 

did not persist with their studies would be fresh in their mind. 

The questionnaire was mailed to each participant. The use of surveys in 

educational research has traditionally been known as the standard method of evaluation 

(Arbuckle, 1953; Fraenkel & Wallen, 2000) with the technique being most prevalent is 

the mail questionnaire (Parten, 1966). The overall response rates for e-mail surveys are 

known to be somewhat lower than paper and pencil surveys (Andreson & Gansneder, 

1995) and therefore the researcher used the traditional survey method by postal mail. 

Mail surveys are an effective method to collecting information on individual 

attitudes, opinions and perceived behaviours (Leon et. al., 2003). Jobber and O'Reilly 

(1998) indicated that the use of return stamps and anonymity improved standard mail 

survey rates. Each survey package included a postage paid return envelope for Canadian 

participants and international prepaid postage return envelope for those outside of the 

country. 

The collection of survey data ran from December 15, 2007 to March 1, 2008. The 

procedure was complicated as many student addresses were not up to date and packages 

were sent to either parent's home addresses or to participants' previous addresses at or 

near the institution. All students in the sample population were sent an invitation to 
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participate in the study on December 15, 2007. Each survey (see Appendix F) was 

accompanied by a letter that outlined the purpose of the study and assured the participants 

that all information provided and collected would remain confidential (see Appendix C), 

a self-addressed stamped return envelope and an informed consent form (see Appendix 

D). In order to ensure a high response rate, a follow-up email was sent to the participants 

(see Appendix E) on January 23, 2008 and a second email reminder was sent out on 

February 23, 2008. Of the email reminders that went out, seven messages bounced back 

as the email addresses that were used were no longer valid. 

The qualitative phase of the study followed the return and analysis of the survey 

data. Email invitations were sent to thirteen students on April 3, 2008 (see Appendix G) 

requesting their participation in an individual telephone interview. Given that the 

individuals had left the institution and were scattered across the country, interviews were 

conducted via the telephone. Interviews were scheduled for the week of April9, 2008 

and completed on May 22, 2008. Interviews were recorded using a Roland EDIROL R-

09 24 bit wave I mp3 recorder and transcribed by the researcher. In some cases, when 

participants know that they are being studied they alter their responses to fit the situation 

(Jackson, 2002). In this type of research, some of the reasons that students left the 

institution may be personal so a more formal, private, interview process was developed to 

elicit their experiences and beliefs. These interviews were also designed to explore more 

deeply and seek clarification on things that may have arisen from the quantitative part of 

the study. 
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3.5 Instruments 

In the area of applied social sciences, survey research is considered to be one of 

the most important areas of measurement. According to Warwick and Linninger (1975), 

the "survey is highly valuable for studying some problems such as public opinion" (p. 6) 

and is appropriate for research that strives to gain information from participants about 

self-reported beliefs or behaviours (Neuman, 1997). For these reasons, a survey 

questionnaire was developed as the instrument for data collection for this study. 

The self-created Student Persistence Survey was developed based on a review of 

the literature surrounding student persistence (Tinto, 1975; Pascarella & Terenzini, 1980) 

and questions were based on the main themes identified as influencers of student 

persistence: including academic and social integration, residential living, financial 

support and external and family commitments. The survey was designed to gain further 

insight on a student's self-reported reasons for leaving the institution after only one year 

of study. The survey was designed to be quick for the participants to complete while at 

the same time allowing for an opportunity for participants to report any other issues and 

concerns that they may have had that were overlooked in the survey. The design of the 

survey was also based on the Institutional Integration Scale (liS) developed by Pascarella 

& Terenzini (1980) to measure various factors of student persistence identified by Tinto's 

theory of student integration. The Institutional Integration Scale examined topics in the 

area of peer group interactions, faculty interactions, academic and intellectual 

development, faculty concern for student development and teaching, and institutional and 

goal commitments. 
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The survey collected information about the following: (a) demographic 

characteristics, (b) factors that attributed to a student's domain of influence including 

academics, financial and personal circumstances and employment and (c) factors that are 

attributed to the college's domain of influence such as instruction, school environment, 

and available student services. 

The survey contained 77 questions in the form of forced-choice responses, rating 

scales (i.e. Likert-seales) and open- and closed-ended questions. The first section 

contained questions about the student's country of origin, age, gender, marital status, 

program of study, and financial and living arrangements. The next section explores the 

student's experiences as they relate to social and academic integration into the institution, 

financial support, living arrangements, external and family commitments and other 

factors that may have impacted their decision to leave the institution. This was followed 

by a section that examined students' awareness of student services on campus and their 

use of those services while on campus. A space to provide any additional comments that 

would provide the researcher with insight as to why the students left the institution was 

provided at the end of the questionnaire. 

As a result of changes in the assumptions used to research and generate 

knowledge, the natural and social sciences experienced a profound paradigm shift (Kuhn, 

1970) which resulted in the "emergent" paradigm. Research methods based on this 

paradigm are predominately qualitative and use techniques of interviewing, observations 

and document analysis for data collection. The objective of a qualitative research design 

is to better understand the meaning of the respondents being interviewed and gain greater 
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insight into their experiences (Manning, 1992) as many qualitative researchers believe 

that the best way to understand any phenomenon is to view it in its context. As part of 

this study, a qualitative component wa essential to hear directly from the students the 

reasons that they left the institution after only one year of study. An Interview Schedule 

(Appendix G) was developed for the qualitative phase of the study. Interview questions 

were derived from the first phase of the study. Questions were standardized but tailored 

to each individual participant and was designed to allow respondents to "talk at length, in 

their own terms, and with time to reflect", while giving the researcher time to gain 

"clarification of interesting points, with appropriate probing, and targeted questioning" 

(Gaskell, 2000, p. 45). Twenty-one open-ended questions explored the reported reasons 

for leaving related to their residential living experience, academic and social integration, 

finances and their overall university experience. 

3.6 Data Analysis 

A phenomenological analysis (Creswell, 1998) was used to analyze the data. As 

documented by Creswell, a phenomenological study describes the meaning of several 

individuals lived experiences about a particular concept or phenomenon (p.51 ). Using 

this type of research design allows for researchers to use inductive or qualitative methods 

involving transcribed material, coding data into theme and drawing conclusions regarding 

the phenomena based on these themes (Byre, 2001 ). 

Analysis of the data was completed at both stages within the study. The 

quantitative data was complied and evaluated using frequency analysis. The results were 
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reviewed and guided the development of the interview schedule for the qualitative phase 

of the study. 

Following the completion of each interview in the qualitative phase, the 

researcher transcribed the tapes. This was completed to help the researcher think about 

what the interviewees were saying and keep the data fresh in the researcher' s mind. Each 

tape was replayed while reviewing the corresponding transcript to ensure accuracy of the 

transcription process. 

The researcher then compared the themes that emerged from all the interviews 

and looked for commonalities and discrepancies and identified the overall themes that 

best described the reasons for student dropout at the institution of study. 
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CHAPTER FOUR- RESULTS AND DISCUSSION 

Quantitative and qualitative methods were used in this study because of the 

inherent nature of student persistence research. In order to better understand the reasons 

why students leave university before completion, a Student Persistence Study 

questionnaire was administered to 100 students who had enrolled at the university for the 

first time in the Fall of2006 but did not return in the Fall of2007. The sample included 

only those students who left the institution due to personal reasons and not those who 

were academically dismissed from the institution. The results of the data analysis from 

the questionnaire included a description ofthe sample and discussion of the self-reported 

findings of the students who participated in the study. Results from the quantitative data 

allowed for more in-depth interviews to be completed with those identified by the survey 

response. The qualitative data derived from the interviews were also analyzed to gain a 

more elaborate and rich description of why they left the institution prior to completion. 

This chapter presents a summary of the findings from both the quantitative and 

qualitative data of the participants in the study. The focus is on the experience of the six 

students and their reported reasons for leaving the institution after only one year of study. 

4.1 Student Survey Demographics 

Fourteen of the possible 100 students in the sample population responded to the 

invitation to participate in the sw-vey. Of the fourteen responses, one student was 

currently enrolled at the institution but on a study abroad exchange opportunity through 

the university and would be retw-ning to the institution in the Fall of2008. Another 
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student was attending a university in Ontario and assumed that the materials were sent to 

his old address and one student opted to not complete the survey but sent comments 

about their experience at the institution via email. Eleven students completed and 

returned the survey. 

All three faculties in the institution were represented in the student survey 

responses with the largest percentage of respondents from the Faculty of Arts and the 

Faculty of Pure & Applied Science. Although represented, the Faculty of Professional 

Studies had the least number of respondents. (See Table 1). This was representative of 

the sample; the Faculty of Professional Studies observed the smallest proportion of 

students leaving the institution after one year. The overall student response by faculty 

was representative of the overall student departure rates. 

Table 1 -Number of Survey Respondents by Program of Study (N=ll) 

Faculty of Arts 

Faculty of Professional Studies 

Faculty ofPure & Applied Science 

TOTAL 

Percentage (%) 

54.5% 

9.1% 

36.4% 

100.0% 

Actual (N) 

6 

4 

11 

Students who responded to the survey were full-time, undergraduate students with 

Canadian citizenship. One student self-identified that she was of aboriginal descent. Of 

those students, 54.5 percent indicated they were from an urban area while 45.5 percent 
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reported they were from a rural area. The average age of the students who completed the 

survey was 22.6 years, ranging in age from 20 years to 31 years. Females accounted for 

63.6 percent of the students and males accounted for 36.4 percent of the students that 

responded to the survey. 

Students were asked to indicate their relationship status: 63.6 percent of the 

respondents were single, 6.7 percent were married and 27.3 percent indicated their status 

as other. Students were also asked about their living accommodations during their year at 

the institution. 54.5 percent of those students had lived in university residential buildings 

while the other 45.5 percent had lived off campus. 

Several student participants (54.5 percent) indicated they came to the institution 

on some sort of fmancial assistance either through student loans or other government 

financial assistance and 36.4 percent of the students had received money through the 

institution's financial aid program. Many students (63.6 percent) indicated that they did 

not have a part-time job while attending university whereas 36.4 percent reported that 

they had a job off campus working more than 10 hours a week off campus to help offset 

the costs associated with attending university. 

The level of parental education attainment reported by the students interviewed 

was obtained during the quantitative phase of the study. The largest percentage of 

respondents indicated that their parents had completed a college certificate or diploma 

program. Both the completion of a bachelor's degree or higher and a high school 

diploma was reported by the next largest percentage of respondents. A small percentage 
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indicated that their parents had either not completed high school or had gone back to 

complete their General Educational Development (GED) (See Table 2). 

Table 2- Survey Respondents Indicated Level of Parental Educational Attainment) 
(N=ll) 

Percentage (%) Actual (N) 

General Educational Development 4.6% 1 

High School 13.6% 3 

College 50.0% 11 

University 27.3% 6 

Other 4.6% 1 

TOTAL 100.0% 22 

4.2 Student Interview Demographics 

Of the eleven students who returned their completed survey, six individuals (54.5 

percent) agreed to participate in a telephone interview. 66.7 percent of the participants 

were female; 33.3 percent male. All the students were single, full-time Canadian citizens 

with one individual of aboriginal descent. The ages of the interviewees ranged from 20-

23 years old with the average age being 21.0 years. 66.7 percent of the students indicated 

that they came from a rural area while 33.3 percent from an urban area. 

The largest percentage of students participating in the interviews indicated that 

the highest level of parental educational attainment obtained was that of a college degree, 
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diploma or certificate. This was followed by the completion of a high school diploma, 

university degree, and other forms of education (see Table 3). 

Table 3 - Interview Respondents Indicated Level of Parental Educational Attainment (N=6) 

Percentage (%) Actual (N) 

High School 25.0% 3 

College 50.0% 6 

University 16.7% 2 

Other 8.3 % 1 

TOTAL 100.0% 12 

Half of the students participating in the interview portion of the study were 

registered in a bachelor degree within the Faculty of Arts while the other half was 

registered in a bachelor of degree within the Faculty of Pure & Applied Science. There 

were no students participating in the interviews who were registered in a bachelor degree 

within the Faculty of Professional Studies (see Table 4). 

Half of the students reported living in the residence halls while the other half 

reported living off can1pus. Over one half (66.7 percent) of the students indicated that 

they had come to the institution on some sort of government financial assistance (i.e. 

student loans) and half of the students had received some sort of financial assistance (i.e. 

some sort of scholarship, bursary or award) from the university. A third of the students 

indicated that they had a part time job while attending university but indicated that they 

were working less than 1 0 hours per week. 
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Table 4- Interview Respondents Program of Study (N=6) 

Faculty of Arts 

Faculty of Pure & Applied Science 

TOTAL 

4.3 Student Interview Response 

Percentage (%) 

50.0% 

50.0% 

100.0% 

Actual (N) 

3 

3 

6 

Each participant was given a fictitious name to keep their anonymity during their 

study. Each participant was then profiled to outline their self-reported reasons for leaving 

the institution after only one year of study. 

The profiles of the participants reflect the information provided not only in the 

interviews but in the quantitative survey as well. Participants' responses are described 

and reported to help better gain insight as to why students leave an institution before 

completion of a degree. The experiences from the time the student first thought of 

attending a postsecondary institution right up until the time that they left are reported to 

provide insight into this complex issue. 

4.3.1 Profile of Dan 

Dan is a 23 year old Canadian, single white male from an urban area. Graduating 

from high school in 2003, Dan did not pursue university directly following high school 

graduation but did begin his university career at the institution of study. Describing his 

average high school marks, he reported it fell within the 71-80 percent range. As a full-
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time student, Dan was registered in a Bachelor of Arts degree majoring in Sociology. 

On the survey questionnaire, Dan indicated that the highest level of education completed 

by his mother was at the high school level and his father had completed a trade program 

at the college level. Dan was not on student loan and without a part-time job but had 

received an award from the institution to assist with the cost of his education as a member 

of the varsity athletics program. Dan opted to live in an apartment off campus. 

Social Integration 

Meeting new friends and developing close personal relationships was something 

that was not difficult for Dan. He indicated that being "part a part of athletics allowed 

him to make friends from different sports teams" . Being a varsity athlete allowed him to 

be part of a group and he indicated that "everyone was part of the same team". Not only 

did he have the opportunity to make new friends, he also indicated that these 

relationships had positive influences on his personal and intellectual growth, attitudes, 

values, interests and ideas. 

The campus environment allowed Dan to get involved in extracurricular activities 

and various clubs I internal organizations during his time at the university. He 

participated in varsity sporting events, intramurals and enjoyed various bands that 

performed on campus. When asked about how he heard of these events, Dan replied 

"more through word of mouth and posters that were on bulletin boards" . He also 

indicated that word of mouth seems to be the best way to encourage people to participate 

in extracurricular events on campus. 

71 



Academic Integration 

Not finding the transition from high school to university extremely difficult, Dan 

realized that you are expected to do much more work than was previously expected of 

you. He responded on the questionnaire that he agreed that "professors were not 

unreasonable in their demands of students". Dan indicated that his academic experience 

was not extremely positive and felt that he did not have a great deal of success in meeting 

the academic demands placed on him but this was an indication of his commitment to his 

studies, not the professors demands placed on him. 

Dan agreed that he had a number of academic supports to help assist with his 

academic courses. He indicated that his academic advisor helped him with his academic 

career path, including courses in which he should enrol in. Dan remained neutral when 

asked the question of whether or not one of more of his professors took interest in his 

academic progress. 

When asked about whether or not there was anything in his classes that helped 

prepare him to get through those classes, he mentioned that the "bouncing around of 

ideas on the topics being lectured" in class and the professors spending a lot of time 

clarifying the course material. This was further identified when Dan responded to the 

questionnaire by agreeing with the statement "my professors encouraged students to 

participate in class discussions". 

Creating informal opportunities for faculty and students to interact has 

considerable impact on the student experience. Dan agreed with statements like "I was 

satisfied with the opportunities to meet and interact informally with my professors" and 
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"my non-classroom interactions with faculty had positive influence on my personal 

growth". Although he indicated that he was satisfied with the opportunities to interact 

with faculty, he later indicated on the questionnaire that he disagreed with the statement 

"I participated in informal academic activities outside of the classroom" while on 

campus. This was more academic events such as seminars and out of class lectures. 

Financial Support 

Attending the institution on a financial athletic award, Dan indicated that he was 

fully aware of the costs to attend the institution and indicated that the costs to attend the 

institution were what he had expected. When asked where he received the information 

pertaining to the amount of tuition and fees, he replied "that he was well informed before 

I actually came to the institution" of the associated costs and received that information 

from the coaches who recruited him. 

Dan also indicated that he strongly disagreed with various statements around 

employment opportunities and indicated that the reason why he left the institution was 

not related to the fact that he could not finance his education or find part-time 

employment to offset the costs of his education during the school year. 

Family Commitments 

Dan reported on the questionnaire that he disagreed with such statements like 

"family responsibilities forced me to leave the university", "my family were not 

supportive of my participation in higher education" and "there was a death or illness in 

my family forcing me to return home" and that these were not reasons that he opted to 
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not return the following year. This area was not discussed during the interview process 

as it was not applicable to his reported reasons for leaving. 

When asked about what led him to choose university as a postsecondary 

education option, Dan replied "I wanted to pursue a career that would require a university 

degree" . In looking at the institution, "he felt that they had a very exceptional 

educational program" and attended the institution as part of a varsity athletics team. 

Being very satisfied with the overall university, Dan explained that he was impressed 

with the university's facilities and the size of the campus. 

Dan's experience was a positive learning experience for him. Although his 

experience was a good one, he realized that he needed a little more will on his part and 

his focus was more on the varsity sport and not his academics. In responding to the 

questionnaire, Dan disagreed with the statement "it was important for me to graduate 

from college" and "I decided to pursue another career". When asked why he opted to 

leave the institution, he indicated during the interview that: 

finally realizing that for my own purpose the jobs that I wanted 
to pursue I would be using more of a physical aspect as opposed 
to an intellectual aspect - more of a trades person more than an office person. 

Reason for Leaving 

The main reason that Dan left the institution was that he real ized that his 

educational goals were not consistent with his career goals. 
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4.3.2 Profile of Angela 

Registered as a full-time student, Angela is a 20 year old, Canadian white female 

from a small rural town. When asked about the educational attainment of her parents, she 

indicated that her mother had completed her grade 12 and a horticulture program while 

her father completed multiple courses following high school. Attending university 

immediately following graduation from high school, Angela registered in a Bachelor of 

Science majoring in Biology. In order to finance her education, Angela indicated that she 

received a student loan or other government student assistance to help with the costs. 

Additionally, she worked approximately ten hours per week off campus. Being just a 

few minutes away from the university, Angela did not live on campus but rather at home 

with her parents. 

Like many high school students, Angela took courses in high school required for 

university because "it was just kind of the path that you achieved" . She attended the 

institution because "it was really close to home" and she wasn' t ready to move and opted 

to live at home with her parents for the year. Like many students who leave university 

after one year of study, the institution did not meet her expectations but she indicated that 

"I don' t think that it was the institution in general , I think it was just university wasn' t 

where I wanted to be at that point in time". 

Social Integration 

In the questionnaire, Angela agreed with the statements that she "had the 

opportunity to develop close personal relationships with other students" and that it was 

not difficult for her to meet and make new friends. Although many people cautioned her 
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that living off campus would make it hard to meet new friends, she found that "being 

kind of an open person I didn' t have trouble making friends in my classes". 

Active participation in club or internal organizations can have considerable 

impact on student persistence. In answering the survey question related to participation 

in club activities and external events at the institution, Angela indicated that she strongly 

disagreed that she had the opportunity to participate and was not encouraged to 

participate in these events but she would have "been interested in more of an intramural 

type sports system and would love to have participated" but stated that the institution is 

"more dedicated to varsity sport and some of us are not good enough to play varsity 

sport". However, she also indicated that "trying to keep a part-time job outside of 

university" and "still had a lot of friends in the area" were the main reasons for not 

attending these events. Angela had very positive things to say about the communication 

about these events stating that "the Students' Union used to send out a lot of emails about 

what was going on" and "did a pretty good job of informing people of stuff going on". 

Academic Integration 

Many students find the transition from high school to university a difficult one. 

Fortunately for Angela, she felt that she was adequately prepared to meet the academic 

demands of university. She credited this in part, to not having to move very far away 

from home and "kept her regular life" as she continued with her education. The one 

thing that she did find difficult in the transition was the way that the professors marked in 

comparison to her high school teachers. Even though they were doing basically the same 

concepts, Angela noted that " it was a very big adjustment" and marks dropped by 15 
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percent because of the marking differences. High school teachers would give partial 

points for the question if you completed most of the question and showed how you got 

your answer but in university it was all or nothing and a great deal of multiple choice 

exams which were directly computed electronically. Angela also mentioned that the 

teaching style of her high school teachers varied greatly from her university professors. 

"In university you just sit there and they lecture and it not doing a lot of practicing with 

homework questions" and you had to "kind of learn it on your own". 

Angela very strongly agreed that the interaction between herself and her 

professors was very positive. She indicated that her professors encouraged their students 

to participate in classroom discussions and were readily available to help outside of class. 

One professor in particular stood out in her mind. Although the course work was 

difficult, the professor was "always available for extra help" and "really took the time to 

help students". She also indicated that her academic advisor was extremely helpful in 

assisting her with her career path. 

Although her experience with faculty was a positive one, Angela indicated in a 

number of her responses that she did not have the opportunity to interact with faculty 

outside of the classroom. When asked if she had the opportunity to attend various 

informal faculty functions on campus, she indicated that "her personal life outside of the 

institution" made it hard to find the time to attend such events. 

Residential Living 

Angela indicated that because she lived very close to the university, she opted to 

not live in residence but at horne with her parents. During the interview, Angela 
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explained that because she lived off campus, it was sometimes difficult to get involved 

socially in events happening in residence. She said "you would hear a lot of people 

talking about the dorms and the party tonight in such and such room. Because you didn' t 

live there you didn't get to partake in". 

Financial Support 

When responding to the questionnaire, Angela disagreed with the statements that 

"she felt that she did not have sufficient funds available to finance her education", that 

she was "unable to find part-time employment opportunities" and that work 

responsibilities and job opportunities were reasons that she left the institution after 

completing one year. When asked the question about whether or not she felt that the 

costs of attending the institution were high or Jess than anticipated she replied: 

Oh higher. I always knew that the institution was going to be 
expensive but for what I got out of that first year and the cost I paid, 
it really honestly wasn' t worth it at all. 

Pursuing another form of postsecondary education, Angela has opted to enrol in a 

college program. She indicated that the cost was pretty much similar to what she paid for 

one year of university and once she is done she will have a diploma for the same amount 

of money for one year of school. In comparing the price, Angela noted that the price 

comparison was "kind of shocking". 

When asked if she was provided information outlining the costs for the year, she 

indicated that she kind of knew what to expect but it was "kind of shocking when you see 

it written down". 
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Familv Commitments 

When asked on the questionnaire about family commitments and the influences 

they had on Angela leaving the institution, she indicated that family responsibilities and I 

or a death or illness in the family did not impact on her decision to leave university. She 

strongly disagreed with the statement that her family was "not supportive of her 

participation in higher education". 

Other 

Angela indicated on the questionnaire that she strongly disagreed that if she was 

to start university all over again, she would choose the institution of study. She also 

disagreed that she was satisfied with the overall university in general. On a positive note, 

she did indicate that she agreed with several questions in the survey regarding the 

university as a whole. She did indicate that she was impressed with the facilities within 

the university; felt that there was an "institutional climate that encourages contact 

amongst students from different economic, social, racial and ethnic backgrounds", the 

"faculty I student ratio was good" and the "size of the campus was good". Like many 

students, Angela indicated that it was " important for her to graduate from college" but 

felt that university was not for her. She further elaborated during the interview that her 

time "was not a bad experience and doesn' t regret going ... it just wasn' t for me" and that 

her leaving would have happened if she was at another institution. She also commented 

that "the university was good, very expensive but good" and was "a good learning 

experience" . 
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Reason (or Leaving 

Angela's main reasons for leaving the institution were due to the financial costs 

associated with attending the university and a change in her career goals. 

4.3.3 Profile of Jennifer 

Graduating from rural high school in 2003, Jennifer began her university career at 

another postsecondary institution then transferred to the institution under study. When 

asked about her average marks in high school, she reported that she was in the 71-80 

percent average range. Jennifer explained that she decided to pursue a university 

education "mainly for work purposes" as she felt that "most people couldn't get a decent 

job without a university or college education". She chose to attend the institution 

because of the reported small class size and the small town atmosphere. 

Jennifer was not on scholarship or other financial support from the university but 

received a student loan or other government student assistance while attending school. 

Jennifer opted to live off campus and reported that she did not work while attending 

university. 

Of aboriginal descent, Jennifer is a 23 year old single female with Canadian 

citizenship. When inquiring about the educational attainment of her parents, she 

responded that her mother had completed Business College and her father had completed 

grade 11. Registered as a full-time student, she was enrolled in a Bachelor of Science 

degree majoring in Engineering. Unhappy with her declared choice of major, Jennifer 

switched majors twice during the year; first to Biology and then to Geology. 
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Social Integration 

The university experience presents many opportunities for students to interact 

with other students and build lasting friendships. Unfortunately for Jennifer, this was not 

the case. Responding to the questionnaire, she strongly agreed that she had difficulty in 

meeting and making new friends and felt very strongly that she did not have the 

opportunity to develop strong, personal relationships with other students. Jennifer also 

disagreed with the statements on the questionnaire that her relationships with other 

students had positive influences on her personal growth, values, attitudes and ideas. 

However, she did agree with the statement that "most students at this university had 

values and attitudes that were different than my own". 

The social environment of the campus also has considerable impact on student 

dropout. In her opinion, most students on the can1pus had values and attitudes that were 

different than her own and therefore did not have a positive influence on her personal and 

intellectual growth. 

Jennifer indicated that she felt very strongly that she was not encouraged to 

participate in various club events, intramurals and other campus activities. She did 

indicate that she participated in some social activities on campus, for example, going out 

to the campus bar. Further in the interview, Jennifer said that she "wasn ' t aware of any 

opportunities" to get involved in other activities from the university directly. 

Academic Integration 

Faculty interaction is an integral part of the university experience. Regrettably for 

Jennifer, her academic experience was not as positive as she would have liked. The 
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transition from high school to uruversity was a difficult one for her. She strongly felt 

that she did not have success meeting the academic demands of her classes. Starting out 

a program in Engineering, she quickly realized that this wasn't what she wanted to do 

long term and decided to switch her majors. In the written comments, she indicated that 

her "heart wasn't in her studies this year and it was time to rethink my educational 

goals". She further elaborated that the she didn't really think that it was the university 

but rather it was her not being sure of what she wanted to do. 

From an academic perspective, Jennifer indicated that the institution was: 

one of the only universities where you need to choose a major 
in your first year. Personally, I think that this is crazy, students 
need a chance to explore their possibilities before committing to 
their major. 

When asked about her professors, Jennifer indicated that her professors were 

reasonably accessible for help outside of the classroom. She had indicated on the survey 

that she strongly disagreed with the statement on the questionnaire "I had developed a 

close personal relationship with at least one of my professors" . When asked about this 

during the interview she indicated that there were a couple of people on campus who took 

interest in her and made her feel like part of the can1pus community. 

Jennifer also indicated from the questionnaire that she did not have an opportw1ity 

to participate in informal academic activities outside of the classroom and that she was 

not satisfied with the opportunities to meet and interact informally with her professors. 

Financial Support 

Jennifer indicated that work responsibilities were not an issue when it came to her 

leaving the institution after only one year. She did not need a part-time job to help offset 
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the costs of her education and strongly disagreed that she did not have sufficient financial 

funds available to finance her education. 

When asked about whether or not she felt that the costs of attending the institution 

were higher than anticipated, she indicated that she thought that they were much higher 

than she had originally thought. Jennifer had figured out the cost for her living 

arrangements on her own but the breakdown of tuition and other fees came from either 

the Registrar's Office or Student Accounts. 

Family Commitments 

Family obligations did not play a factor in Jennifer's decision to drop out of 

university. When asked whether or not family commitments forced her to leave the 

university or her family was not supportive or her education, she strongly disagreed with 

those statements. 

Other 

Jennifer remained neutral on several of the statements pettaining to her overall 

university experience. She did agree that the quality of her education was what she had 

anticipated. 

Jennifer strongly disagreed that there was an institutional climate that encourages 

contact among students from different economic, social, and racial and ethnic 

backgrounds. She also indicated that she did not feel like she was part of the campus 

community. This was in part due to the fact that she lived off campus. She further stated 

that she felt that if you lived in residence you would feel like prut of the community. 
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Being an older student, she sometimes felt that the younger students really just wanted to 

party and were not really focused on academics. 

Jennifer strongly agreed that the "size of the campus was good" and the "faculty I 

student ratio was good" but remained neutral on the question "I was impressed with the 

university's facilities". She did state during the interview that the gym facility "seemed 

kind of old". 

Reason {or Leaving 

When asked about why she didn' t return to the institution for her second year, 

Jennifer reported that financial costs associated with attending university and a need to 

rethink her educational goals as the two main reasons for not continuing with her studies 

at the university. 

4.3.4 Profile of Doug 

A single, white, twenty year old male from a Canadian urban neighbourhood. In 

Doug's family educational background, his father completed a bachelor' s degree from 

university and his mother completed high school. Like many high school students, Doug 

realized that most of the career options that he wanted to pw·sue required a university 

degree. Being interested in mathematics, it seemed like a logical choice to enrol in a 

Bachelor of Science degree majoring in Mathematics and Statistics. Doug indicated that 

he chose a school that was close to home and "liked the small university atmosphere" and 

ended up going because of a "scholarship offer". 

Graduating from high school in 2006 with a 90 percent plus average, Doug 

accepted the university scholarship and enrolled as a full-time student. In order to offset 
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the costs of his university experience, Doug also received a student loan during the 

academic year. Doug decided to live on campus in hopes of meeting new people. 

Social Interactions 

With respect to social interactions at the university, Doug responded in a positive 

manner. When responding to the questionnaire, he strongly agreed that that he had the 

opportunity to develop close personal relationships with other students and that these 

relationships had a positive impact on his personal growth, attitudes, values and interests. 

He further elaborated that his transition from high school to university was "fine" and 

although the "first few months were rough but once I got settled in and made some 

friends" he adjusted to university life. 

Some students find it difficult to meet and make new friends. Doug strongly 

disagreed with the statement that "it was difficult for him to meet and make new friends 

with other students". When asked further on why he thought some students had difficulty 

in meeting new friends, he thought that 

. .. some of it was just getting out there and being involved. I 
didn' t find it a problem because I am a little more outgoing than some 
others, than someone with a sheer personality who doesn't' speak 
up as much. 

Doug further elaborated on student' s having difficulty getting involved socially and 

meeting new friends. He indicated that "student's who aren' t really into drinking" may 

have difficulty. He felt that some students would feel pressure to drink and that " they 

don' t want to do it but everyone else is doing it so they don' t want to have to get involved 

with anything" . 
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Getting involved in campus life was easy for Doug to do. On the questionnaire, 

he strongly agreed with the statements "I had the opportunity to get involved in campus 

activities on campus", "I was encouraged to participate in club or internal organization 

through the Students' Union" and "the campus environment provided the support that I 

needed to thrive socially". When asked how he heard about the events on can1pus, he 

said: 

I think that a lot of general emails are sent out and sometimes 
people don't read them at all. [There were a] lot of emails but 
nothing really stood out because there was so much of it that 
after awhile people didn ' t even look at it. 

Interestingly, Doug agreed that most students at this university have values and 

attitudes that were different than his own. During the interview, he indicated that he had 

read the question in a different manner. He felt that the diversity of the student 

population was a positive thing and felt that it was beneficial to meet and learn about 

students from different cultures. By interacting with these students, he "had the 

opportunity to have a firsthand look at what their culture is about and so on". 

Academic Interactions 

Feeling very strongly about his interaction with faculty, Doug agreed that at least 

one of his professors took interest in his academic progress and was given opportunities 

to engage in conversation with his professors on ideas presented within his classes. 

Doug reiterated that he did not have a difficult transition to university from high 

school, and academically it was no different. Feeling confident in how well prepared he 

was for university by his high school teachers, Doug felt very positive that he had 

success in meeting the demands required of him in the classroom and that professors 
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were not unreasonable in their demands of students. He also indicated that the 

professors that he spoke with before actually coming to the institution gave him a good 

idea of what to expect academically. 

Faculty interaction had a positive influence on Doug's experience. He strongly 

agreed that his academic advisor played an important role in deciding his academic career 

path and helped with course and program selection. By encouraging students to 

participate in class discussions and by being accessible outside of class for help, Doug 

felt that the professors were "really open" and willing to help. This openness and 

willingness to help their students extended into various opportunities for students to 

informally interact with their professors outside of the classroom. Doug indicated that he 

had the opportunity to attend various events that took place on the campus. 

Residential Living 

Living in residence proved to be a positive experience for Doug. Satisfied with 

the living conditions of the residence hall, he further explained that he opted to live in 

residence to meet people and felt that he if had lived off campus he "would have been 

isolated". Knowing that meeting friends in his classes would be people in the same 

program or major, he decided that living in residence would allow him to meet a "whole 

bunch of people in different programs and different years". 

The goal of the residential living experience should enrich the student learning 

experience. It is the role of the Resident Advisors (RAs) to help achieve this goal by 

helping build a welcoming atmosphere that supports their students, promotes diversity, 

interaction and builds community. Doug reported on the questionnaire that he strongly 

87 



agreed that the "residence atmosphere was welcoming to all kinds of diversity", "the 

RA' s were available if I needed help with non-academic issues" and that he "participated 

in events with his residence group that allowed him to contribute to the campus 

community". 

Having been encouraged by his RAs, Doug further indicated that he participated 

in various programming events within the residence. When asked to describe in further 

detail how he heard about these events, he explained that "he heard of them through the 

RA". Doug also explained that it was hit or miss if you heard about the events. 

Sometimes he said, "There were times when you didn' t hear about an event and then 

there were times that there were posters everywhere". The promotion of the event 

appeared to be dependent upon who was organizing the event and the enthusiasm that 

they had for the event. 

Although the residence experience for Doug was a positive one, he did note on 

the questionnaire that he strongly disagreed with the statement that "the housing costs 

(both the residence room and dining plan) were affordable". 

Financial Support 

The lack of financial resources was not the reason that Doug opted to leave 

university after only one year. He indicated that he did not work part-time during the 

school year nor was the lack of employment opportunities reasons that he left after only 

one year. Doug responded to the survey questionnaire that he thought that the costs to 

attend the institution were higher than he had anticipated but long term was less than 
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what he thought that it was going to cost. This was mainly in part because of what he had 

heard about the total cost for that institution. 

When asked where he found infonnation about the tuition costs and associated 

fees, Doug replied that he found the information "mostly on the website" but explained 

that he "did have to dig a little. The actual fees were sometimes hard to find and what 

you were actually going to end up paying was even harder to find". 

Familv Commitments 

Family obligations and support were something that did not influence Doug's 

decision to leave the institution. He strongly disagreed with the statements "Family 

responsibilities forced me to leave the university", "My family were not supportive of my 

participation in higher education" and "there was a death or illness in my family forcing 

me to return home". 

For Doug, graduating from university was extremely important so it was good 

that attending the institution was "a positive experience" for him. The reason that he left 

the institution was that the university "was not able to give him the same opportunities 

post-graduation" and therefore transferred to another Canadian university. The university 

that he is attending now offers a degree program that is currently not offered at the 

institution of study. Additionally, the university he is now attending has one of the 

"largest Cooperative Education programs in the world and the career opportunities are 

greater". 
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Doug indicated on the questionnaire that the institutional climate encourages 

contact among students from different economic, social and racial and ethnic 

backgrounds. He also confirmed this in his interview when he said that he had the 

opportunity to interact with students from different backgrounds and have a firsthand 

look at what their culture is about. 

Overall, Doug was happy with the institution, agreeing with the statements like 

"the quality of education was what I expected", "I felt satisfied with the overall university 

in general", "I was impressed with the universities facilities" and the "size of the campus 

was good". Doug also agreed with the statement on the questionnaire "the faculty I 

student ratio was good" and further elaborated during the interview that it " is a small 

university and is really good". 

One negative thing that emerged from Doug' s interview was related to the 

customer service on campus. He found that even though it was a small campus the 

administrative functions were run more like a large university. He explained that: 

with a smaller university you expect it to be friendlier in the 
offices. And I found at times that with Student Accounts and 
the Registrar's Office that they were really not that open and 
it was really hard to get information from them. 

Reason (or Leaving 

Doug indicated that the reason that he left the institution was due to acceptance 

into a university that had a stronger cooperative education program in his field. 
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4.3.5 Profile of Nancy 

Nancy is a 20 year old, single, white female with Canadian citizenship. From a 

small rural area, she can1e to the university directly from high school and enrolled as a 

full-time student in a Bachelor of Arts program with a focus in French. She indicated 

that she was a 71-80 percent average student and therefore did not receive a scholarshjp 

or other financial award from the university but did obtain a student loan to help finance 

her education. She also reported that she did not have a part-time job willie attending 

university. Nancy decided to live on campus because of convenience. 

When responding to the questionnaire, Nancy indicated that the highest level of 

education completed by her parents was at the Community College level. With long term 

educational goals of being a teacher, Nancy knew that she had to go to university in order 

to pursue her dream. She mentioned that "it was a last mjnute decision to attend the 

institution" but chose it because the institution offered a Bachelor of Education program. 

Social Integration 

Making friends can be difficult for some students but Nancy felt very strongly 

that she had the opportunity to develop close personal relationships with other students 

and further explained in the interview that she "didn't have difficulty meeting new 

friends". She lived in an all female residence; it provided her with a vehicle to meet 

many new friends easily. She also indicated on the survey questionnaire that the 

relationships she developed with other students had a positive influence on her personal 

growth, attitudes, values and interests. 
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Indicating that "the campus environment provided the support that I needed to 

survive socially", Nancy participated in a nwnber of campus events and activities 

including house events, homecoming events and social events put on by the Students' 

Union. When asked about how she thought that the institution could communicate with 

their students about out of classroom events, she answered "they emailed the students 

about all the events all the time. This was a good method in getting the information out". 

Academic Integration 

Having success in meeting the academic demands of her classes, Nancy had a 

good academic experience while at the university. She agreed that her professors 

encourage students to participate in class discussions and were not umeasonable in their 

academic demands of their students. Additionally, many of her professors helped 

students in their classes to "learn how to study and to do essays and stufflike that". 

Academic advising is an important part of the student experience. When asked about the 

helpfulness of her academic advisor, she indicated that she neither agreed nor disagreed 

with the statement "my academic advisor helped with my academic career path 

(including course and program advising)". 

Coming directly from high school to university, the transition can sometimes be a 

difficult one. Nancy indicated that although she did well academically at university, the 

structure of the classroom was very different than in high school. She further elaborated 

during the interview that "there was a lot more work" and not a lot of interaction between 

the professor and the students. And although she indicated that the faculty I student ratio 

was good, compared to high school, there were many more students in the classes. 
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Faculty members have a vested interest in a student's academic progress. Nancy 

indicated on the questionnaire that one or more of her professors took an interest in her 

academic progress. Furthermore, Nancy explained that she had the opportunity to 

participate in informal activities outside of the classroom with her professors and it was 

something that "she found interesting". 

Residential Living 

Thinking that it would be easier to live in residence instead of off campus, Nancy 

registered in a female residence. She strongly agreed with the question on the survey "I 

was satisfied with the living conditions in the residence hall" and agreed that she "felt the 

housing costs (both residence room and dining plan) were affordable". The residence 

environment was also one that Nancy felt was welcoming to all kinds of diversity 

including race, gender and sexual orientation. 

Having a positive residence experience, Nancy participated in a variety of 

residence hall activities and also events that allowed her to contribute to the campus 

community. She added during the interview that the residence halls had an activity 

almost every week and her residence section had activities as well. Getting the word out 

about on campus events can sometimes be difficult but Nancy indicated that the Resident 

Advisors (RAs) encouraged participation in these events and spread the word about the 

events through the house meetings that they had every week. Although a number of 

students participated in the events, there were still a number of students who didn' t 

participate. When asked if there was a better way to get students to participate in the 

events, she explained that "a lot of people participated but there were some people from 
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different countries or whatever that didn't participate in those events" but she wasn' t sure 

how to encourage the students to participate. 

Feeling confident in the residence staff, Nancy felt that they were knowledgeable 

about where to direct her to get help if she needed it. She also strongly agreed that the 

RAs would be able to help her with a non-academic problem should one have arose. 

Financial Support 

The cost of attending postsecondary education is an expensive one. Not having to 

work to finance her studies, Nancy neither agreed nor disagreed with the statements 

around employment. She also remained neutral on the survey question about not having 

sufficient funds available to finance her education. She did confirm that work 

responsibilities were not the reason why she left the institution after only one year. 

Nancy indicated that she agreed with the statement on the questionnaire "the costs 

to attend the institution were considerably higher than I had anticipated". She further 

confirmed this in the interview portion of the research. She further indicated that she 

was provided information on the costs of her education but it was only at the end of 

August as she applied late in the summer. 

Familv Commitments 

Nancy indicated from the questionnaire that family commitments did not 

influence her decision to leave the institution. On the questionnaire, she strongly 

disagreed with the statements: "Family responsibilities forced me to leave the university", 

"My family were not supportive of my participation in higher education" and "there was 

a death or illness in my family forcing me to return home". 
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Overall, Nancy's university experience was a good one. She strongly agreed with 

the questionnaire statements "the quality of education was what I had expected" and "I 

felt satisfied with the overall university in general". She was also impressed with the 

university facilities and the size of the campus. 

The institutional climate of the campus was one that allowed her the opportunity 

to talk to students with other religious beliefs, political opinions and values and 

encouraged contact among students with different backgrounds. Professors encouraged 

interaction and Nancy was impressed with the faculty I student ratio. Feeling like a part 

of the campus community, Nancy indicated that she participated in such campus events 

like Homecoming, varsity athletic events and events that occurred in the Town as well. 

When asked about her reasons for leaving the institution after only one year, Nancy 

agreed that she decided to attend another postsecondary institution, one that was less than 

ten minutes away from her hometown. Enrolled in a five-year, Bachelor of Arts I 

Education degree, the cost to attend that institution was almost one-half of what she 

would have paid to attend the institution of study. Additionally, with the combined 

Bachelor of Arts I Education program, she would save herself an additional year of study. 

Reason (or Leaving 

The main reason that Nancy left the institution was to enrol in a program that was 

not currently offered by the institution. This was also more financially viable for her as it 

saved her an additional year of study. 
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4.3.6 Profile of April 

April is a 20 year old, single, white Canadian female from a rural area with a 

population of less than 1000 people. April specified on the questionnaire that the highest 

level of education completed by her mother was an accounting program at Cornnmnity 

College and by her father, a Master of Science degree with no specified major. She 

indicated from the interview that she decided to go to university to "further her 

knowledge of things that she liked and that she chose the university because "it was close 

to home", the university was "really small" and she "knew the area quite well". 

Additionally, her twin sister was also attending the university at the same time. Even 

though she lived close to the campus, she opted to stay in on-campus housing in one of 

the female residences. 

Graduating from high school in 2006 with a reported 81-90 percent average, 

April was offered and accepted a scholarship offer from the institution to help assist with 

the costs of her university experience. She indicated from the survey questionnaire that 

she worked at a part-time job of approximately five hours per week off campus to help 

offset these costs as well. 

Enrolled as a full-time student, April originally entered the university in a 

Bachelor of Arts program majoring in French. Like many students after their first year of 

study, she opted to switch to the Bachelor of Science program majoring in Biology in 

early April but did not return to the institution the following academic year. 
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Social Integration 

When responding to the questionnaire, April strongly agreed with the statements 

"I had the opportunity to develop close personal relationships with other students" and 

"My interpersonal relationships with other students have had a positive influence on my 

personal growth attitudes and values". During the interview, April was asked about her 

transition from high school to university and whether or not she had difficulty in meeting 

new friends. On the questionnaire, she was neutral in her response to the question " It was 

difficult for me to meet and make new friends with other students" but during the 

interview indicated that it was "fairly easy for her because she had a lot of friends going" 

and "knew the area". 

During the interview, April confirmed her responses on the questionnaire that she 

did not get involved in campus activities on campus. She indicated that she did 

participate in some intramural sport activities but wasn' t "particularly involved". When 

asked about why she didn' t get involved in the campus life during her year, she replied 

"At that point, I didn' t really want to be involved" but indicated that looking back she 

"would have loved to" have been involved in different activities on campus. For many 

students, it is sometimes difficult to hear of these events that occur on campus. When 

asked if she was aware of the events going on, she indicated that " I don ' t think that there 

was necessarily a lack of information but I had a few personal problems that prevented 

me from participating". She also noted that the "music and theatre ones were very well 

advertised". 
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Academic Integration 

April had reported on the questionnaire that she was an honours student and was 

offered a room scholarship at the institution. April had a very positive academic 

experience at the institution and felt that the transition from high school to university was 

not too much of a transition. April strongly agreed that she "had success meeting the 

academic demands of her classes" and that "professors were not unreasonable in their 

demand of students". She credits this to the difficult courses that she took in high school. 

Although she had taken science courses in high school and done well, she opted to pursue 

a degree in Arts as she was "afraid of the math". 

Agreeing with such statements like "one or more of my professors took an interest 

in my academic progress" and "my professors were reasonably accessible outside of class 

for he! p", April had at least one professor who he! ped make her feel like part of the 

campus community. When asked about if there was anything in your classes that helped 

prepare you to succeed academically, she replied that she" . .. always found that they 

(professors) were easy to access" for additional help and support. When asked about her 

academic advisor, she strongly disagreed with the statement "my academic advisor 

helped with my academic career path (including course and progran1 advising) and wrote 

"didn't know that I had one". 

In the classroom, April felt that the professors encouraged students to participate 

in classroom discussions. Although she disagreed that she "had the opportunity to work 

with faculty on activities other than course work", she indicated that she was satisfied 

with the opportunities to interact with her professors and participate in informal academic 
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activities outside of the classroom "especially in the French department". She credited 

this to the small class sizes in that department. She also strongly agreed that the 

"faculty/student ratio was good". 

Residential Living 

Living in a single room in a female dormitory, April opted to stay in residence 

during her year at university even though she lived close to the university because the 

university had offered her a "room scholarship" to live on campus. 

Her overall residence experience was a very positive one. She strongly agreed 

with the statements on the questionnaire like "I was satisfied with the living conditions in 

the residence hall" and "the housing costs (both residence room and dining plan) were 

affordable". The atmosphere of the residence can also have considerable impact on a 

student's learning experience. Strongly agreeing with the statement on the questionnaire 

about the residence atmosphere, she noted that it was "welcoming to all kinds of diversity 

(ability, race, gender, sexual orientation etc ... )". She also felt that it was an environment 

that she could ask her peers for help with academic problems that she may have 

encountered. 

Residential staff also has considerable impact on the type of experience that a 

student has in residence. April strongly agreed that her Resident Advisors (RA) were 

available if needed for help with non academic issues and were knowledgeable about 

where to direct students to get he I p if needed. An integral part of the residential 

experience is the residential programming that occurs. RAs are required as part of their 

employment to provide programming activities for their residents. April agreed that the 
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RAs encouraged participation in social activities and events that allowed her to contribute 

to the campus community. She suggested that she participated in some activities such as 

intramural sports and Coffee Haus' . When asked about how she found out about these 

activities, she answered that "the RAin her section" and it was more through word of 

mouth. She also indicated that "there wasn' t a whole lot of posters and stuff up" about 

the events. 

Financial Support 

Like many students, April agreed that she did not have sufficient funds available 

to finance her education. April indicated that she did work at a part-time job during her 

university year, working approximately five hours per week but financial issues were not 

the reason why she opted to leave the university after only one year. 

April agreed with the questionnaire statement that "the costs to attend the 

institution were considerably higher than I had anticipated". She further elaborated on 

this during the interview by saying the costs "were higher" than she had anticipated "but I 

think that they always are" . April further elaborated on where she received the 

information about the costs prior to coming to school. "As I recalled it, they had a 

prospective student website and I think that they had a rough breakdown of what it was". 

Familv Commitments 

April responded to the questions surrounding fan1ily commitments and the 

influences that they had on her decision to leave university with strong conviction. She 

indicated that she strongly disagreed with all the statements including "Family 

responsibilities forced me to leave the university", "My family were not supportive of my 
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participation in higher education" and "There was a death or illness in my family forcing 

me to return home". 

When asked about her overall university experience, April felt satisfied with the 

overall university in general and the quality of education was what she had expected. In 

terms of academics, April positively replied "the professors were excellent" and she felt 

like part of the campus community. She further elaborated that "she didn't have a big 

problem with the institution ... but was looking for more of an adventure because she was 

from around here". 

The institutional climate of a university can enhance the student learning 

experience. April strongly agreed that "there was an institutional climate that encomages 

contact an1ong students from different economic, social, and racial and ethnic 

backgrounds" and that she "had the opportunity to talk to other students with different 

religious beliefs, political opinions and values". 

The one thing that April commented on was the helpfulness of the residence staff 

citing that "she didn't find the residence people particularly helpful" but indicated that it 

may have been the residence that she was living in which was "way across the campus". 

Graduating from university was very important to April. She repmied from the 

questionnaire that she strongly agreed that "health reasons contributed to me leaving the 

university" . April indicated that she decided to pursue another career and opted to attend 

another postsecondary institution. Although she originally was from a rural area, April 
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explained that she "liked the city life" and transferred to an urban university that had a 

"well known Science program". 

Reason {or Leaving 

The main reason that April left the institution was to pursue a different degree and 

live in a more urban area. 

4.4 Summary 

This chapter outlined the profiles of six students, Dan, Nancy, Doug, Angela, 

Jennifer, and April. Each of these profiles highlighted the students experience at 

university in an attempt to understand why they left the institution after only one year of 

study. Each profile examined issues that were related to student persistence at the 

institution through different contexts: questionnaires and individual interviews. The 

analysis and interpretation of all the responses will be presented in the next chapter. 
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CHAPTER FIVE- FINDINGS, CONCLUSIONS AND IMPLICATIONS 

The purpose of this chapter is to provide an interpretation of the self-reported 

reasons of six individuals and the discrepancies and similarities between the identified 

variables: social integration, academic integration, residential living, family commitment, 

finances and the overall university experience. 

5.1 Summary of the Findings 

A significant reason for completing this study is the considerable pressure that 

universities are facing with respect to enrolment. It is hoped that the institution may 

address issues that affect student persistence before student's leave the institution prior to 

the completion of a degree. In order to accomplish this, it is necessary to determine the 

reasons for student attrition. Each student participating in the study had a different 

university experience. Each individual student had specific reasons for leaving the 

institution after only one year of study. 

Social integration into an institution is an important part of the student experience 

and is often the primary cause ofvoluntarily withdrawal (Tinto, 1993). While most 

students thrived socially, others found it difficult to meet new friends. Taking part in 

extracurricular events such as sporting events, nightlife, concerts, homecoming and 

intramurals all provided students with a venue to interact with their friends and feel like 

they were part of the campus community. Those students who participated in the 

extracurricular activities found that it was an important part of their university 
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expenence. This was consistent with Tinto's (1993) work on students fitting in to the 

educational climate and becoming part of the academic community. 

Academic expectations and experiences also varied for each student. Some 

students did not find the transition from high school to university a difficult one while 

others found the style of teaching much different. While most students indicated that 

they met the academic demands of the classroom, a few students found that the academic 

rigor was difficult in part due to the lack of their determination to succeed academically. 

All but one of the students highlighted that they were extremely pleased with the faculty 

at the institution and would really like to have more opportunities to interact with them 

outside of the classroom. 

Fostering the career development of incoming freshman increases student 

satisfaction (Feldman, 2005). Several students, consistent with Tinto's (1987) finding 

that the lack of clear academic focus and career goals contributes to persistence, indicated 

that they did not have a clear career goal and realized that their desired career path did 

not require a university degree. 

Parental educational attainment varied for each student but the majority of parents 

had received a college degree or less. It is apparent that this factor may have had an 

effect on the students' success in the program due to possible encouragements to 

complete the program. It was interesting to note that the parents of only one individual 

who transferred but persisted in another institution had both completed a university 

degree. One could assume that students may have felt more compelled to complete the 

104 



program if their parents had received a similar level of education (Bean & Vesper, 1992; 

Tinto, 1993). 

The individual reasons that students self-reported for leaving the institution are 

consistent with the literature on student persistence including the inability to socially 

integrate into the college (Tinto, 1987), prolonged indecision about academic majors and 

career goals (Astin, 1975), and academic experience including quality of instruction, lack 

of availability of faculty for consultation and lack of opportunities to interact with faculty 

outside of the classroom (Noel, 1978). 

5.1.1 Summary Outcomes- Dan 

Participating on a varsity sport team, Dan was recruited to the institution to attend 

school and be an active participant in the athletics program. Wanting to eventually 

pursue employment that he felt required a university degree; it was an obvious decision 

for him to attend university. 

The transition from high school to university wasn't a difficult one. Dan had no 

trouble integrating socially into the institution. Meeting new friends was easy for Dan as 

he was a member of a varsity sport team and had the opportunity to meet a number of 

other varsity athletes. 

Academically Dan knew what was expected of him and realized that it was much 

more demanding than high school. Indicating that he did not meet the demands required 

of him academically to succeed, he reflected that he would have required more will and 

determination to do well academically. Unfortunately, Dan did not feel that he had 

professors that took an academic interest in his progress but did agree that his academic 
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advisor (although not a faculty member) did help him with choosing courses and his 

career path. 

After one year of study, Dan felt that his career choice did not require a university 

degree and decided that he would not continue at university. 

5.1.2 Summary Outcomes- Angela 

During high school Angela took courses that would help her during university 

because that was the only plan that she had at the time. Coming from a small town, 

Angela opted to attend a university that was close to her hometown. Being an open 

person, Angela pointed out that she did not have a great deal of difficulty meeting new 

friends within her classes. Unfortunately, she did not get to experience campus life by 

participating in extracurricular activitie . By keeping a part-time job and maintaining 

some of her high school friends not at university, her social activities were focused 

outside of the university. 

Academically, Angela felt that she was relatively prepared for university but did 

note that the teaching methods between high school and university are quite different but 

the professors were extremely helpful and always willing to help their students. 

Angela had a positive experience during her university year as it gave her a good 

opportunity to learn more about herself. Even though Angela felt that attending 

university wasn't a good career choice, she opted to transfer to a college program that 

would be better suited to what she wanted to do professionally. The cost benefit of 

attending a college and completing a program in one year was very appealing to Angela. 
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5.1.3 Summary Outcomes- Jennifer 

Choosing to attend an institution that had small classes, Jennifer enrolled in the 

institution after spending a year at a much larger Canadian university. Attending 

university mainly for work purposes, she decided to pursue a postsecondary education 

because she felt that she wouldn' t be able to get a decent job without a university or 

college degree. 

Jennifer did not have a positive academic experience during her time at the 

institution. Not sure of what she wanted to do career wise, she switched her program 

midway through the academic year. Finding the transition from high school to university 

a difficult one, Jennifer indicated that she was not able to meet the academic demands 

required of her in her courses. She also mentioned that she did not feel that her 

professors took an interest in her academic progress. 

Finding it difficult to meet new friends, Jennifer indicated that she did not feel 

like she had an opportunity to develop close personal relationships with other students or 

participate in a lot of social activities on campus. She also felt that living off campus 

may have hindered her opportunities to develop a social network and to hear about 

various on campus events. 

Her overall university experience was not a positive one. Deciding to leave the 

university, Jennifer cited financial costs and lack of direction relative to what she wanted 

to do professionally as reasons for leaving the institution. 
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5.1.4 Summary Outcomes- Doug 

Doug' s enthusiasm about his university experience was very enlightening. 

Feeling very confident both socially and academically, his transition from high school to 

university was not a difficult one. Looking for an academic challenge, he was pleased 

with his academic experience and his interactions with his professors both in and out of 

the classroom. Being a very socially outgoing individual, he quickly made friends both 

in and out of the classroom and participated in a number of can1pus activities. 

Living in residence proved to be a valuable experience for Doug and provided 

him with an opportunity to meet new friends and get involved in campus life. 

Doug explained the reasons that he opted to transfer to another university wasn' t 

because of a bad experience, but rather because the other university had a progran1 that 

this institution didn't offer. The university that Doug transferred to also had a well 

known Cooperative Education program and long term offered more career opportunities 

and financial resow-ces to help finance his education. 

5.1.5 Summary Outcomes -Nancy 

Nancy decided at the last minute to attend the institution, mostly in part because 

her career aspirations were to be a teacher and the institution offered a Bachelor of 

Education program. 

Living in residence provided Nancy a way to meet new friends outside of her 

classes. She felt very strongly that she had a support network through the residence staff 

that would provide her with assistance should she require it. She also participated in a 

variety of events which helped her integrate into the campus community. 
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Nancy did not have a problem adjusting to university life. She indicated that she 

did not have a problem meeting new friends and credited this to living in an all female 

residence. She also indicated that she developed a number of close, personal friends 

which had a positive influence on her personal growth. 

Academically, Nancy met the challenge of university life. Meeting the academic 

demands required by her professors was something that she was easily able to do. She 

did indicate that she had the opportunity to interact informally on occasion with at least 

one of her professors in out-of-classroom events and her professors were extremely 

willing to help students who required extra help. 

Nancy left the institution to attend an institution that was cheaper, closer to home 

and offered a program that she was interested in and could complete more quickly. 

5.1.6 Summary Outcomes- April 

Deciding to attend an institution close to home, April enrolled in an Arts program 

although her high school courses were concentrated in Science. 

Socially, April indicated that she did not have a problem meeting new friends and 

had a social network of friends from high school who were also attending the university. 

Although she didn't get involved in a lot of extracurricular activities, in hindsight, she 

would have loved the opportunity to participate but personal reasons kept her from doing 

so. 

April indicated that the university met her expectations academically and felt that 

the professors were excellent. She was able to meet the academic demands of university 

as she felt that she was well prepared by the difficult courses that she took in high school. 
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Offered a room scholarship by the university, April decided to live in residence 

during the year. She felt that this was a positive experience and did have the opportunity 

to participate in some residence programming events. 

Not unhappy with her university experience but citing personal considerations as 

the reason why she left, April opted to transfer to another university because she liked the 

city life and felt that the university had a well known science program. 

5.2 Social Integration 

Mil em & Berger ( 1997) have determined that involvement with peers and the 

perception of peer support is important in predicting social integration. Several studies 

(Astin, 1977; Tinto, 1975, 1993; Pascarella & Terenzini, 1983) have indicated that the 

more involved a student is in the institution (social integration) the more likely the 

student is to persist while others have found that social integration failed to link directly 

with persistence (Braxton, Duster & Pascarella, 1988). Results from the study found that 

the majority of students felt that they had the opportunity to develop close relationships 

and did not find it difficult to make friends. One student did indicate that she felt that she 

had values, attitudes and beliefs that were different than the other students. 

Most of the students were aware of a variety of extracurricular activities that took 

place on the campus. Almost all of the students participated in at least one event. A 

couple of students reflected on the fact that they wished that they had become more 

socially involved and attended various events on campus. Getting the information out 

about the events can sometimes be difficult. Several emails were sent and not often read 

by students so one student suggested that "word of mouth" seemed to be the best way to 
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encourage students to participate in campus events. Students who lived in residence also 

heard about events through their RAs, floor and house meetings and from posters. 

Students participating in this study did not cite the lack of personal relationships 

or lack of participation in campus activities as reasons why they left the institution after 

only one year of study. 

5.3 Academic Integration 

The teaching practices and involvement of faculty play a significant role in 

student persistence. The informal interactions between faculty and students are very 

important in assisting with a student's transition to university (West, 2007). Creating 

activities and opportunities for students to interact with faculty on an informal basis is 

important to help build relationships. Pascarella (1975) noted that students are more 

inclined to be honest with faculty as it presents a less threatening situation to develop 

relationships. Half of the students indicated that they felt that they had opportunities to 

participate in informal academic activities outside of the classroom while the other half 

did not. Of the remaining half, those students had indicated that they would have liked to 

have had the opportunity to participate in these types of events. 

A few students indicated they felt that the transition from high school to 

university was a difficult one. Finding the teaching styles much different, two students 

indicated that university professors expected more and there was not as much of a 

connection between the professor and the student as was expected. The majority of the 

students felt that they were adequately prepared in high school to meet the academic rigor 
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of university. Of the six students participating in the survey, only one of the students felt 

that they were unable to meet the academic demands of their classes. 

All of the students indicated that they had at least one professor, or someone on 

the campus, that made them feel like they were part of the campus community. From 

helping to find information on where to go for help to having professors offer tutorials, 

extra help and office hours, students felt that the university environment offered a support 

network for them. 

Two of the students cited academic reasons for their departure from the institution 

before completing their degree. One student felt that she was not sure of what she 

wanted to do professionally and therefore decided to take some time off to figure it out 

before continuing with her studies. The other student indicated that he felt that university 

was not the route that he wanted to take because his career aspirations had changed and 

he felt that university was not required to meet these goals. 

5.4 Residential Living 

Of the students that decided to live on campus during the year, all felt that their 

residence experience was a positive one. There was a variety of reasons why students 

decided to live on campus. One student indicated that it was a way for her to meet new 

friends; one thought that it would be just easier to live there and the other received a 

room scholarship. 

All of the students who lived in residence participated in at least one residence 

event during the year. Intramural sports, concerts, Coffee Haus' and varsity athletic 

events were all promoted as extracurricular activities in the residence halls. These events 
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were promoted through the Resident Advisors (RAs) knocking on individual ' s doors, 

telling of the events through floor and house meetings, by posters in the residence and 

other residents. Students felt that these were good ways to communicate the events to the 

students but felt that some RAs did a better job than others in promoting their event. 

All of the students felt that the residence environment was welcoming to all kinds 

of diversity. 

5.5 Financial Support 

Students face mounting fmancial pressures to fund their postsecondary education. 

As anxiety rises about escalating tuition costs and loan amounts (Boehner & McKeon, 

2003; College Board, 2003 as cited in Dundes & Mark, 2006, p.l 07), students may often 

have to either find part-time employment to offset these costs or even dropout before 

completing their degree. The students participating in the study did not mention lack of 

available employment opportunities or the lack of financial resources sufficient to fund 

their education as the reasons for leaving the institution after one year of study. 

The costs of postsecondary education have grown substantially over the last few 

decades. All but one of the students participating in the research indicated that the costs 

to attend the institution were considerably higher than they had anticipated. Students also 

indicated that although the fee schedule was on the website, it was difficult to find and 

finding out what the total costs would be was that much more difficult. 

Fortunately for the six students who participated in the study, finances were not 

cited as the reason for their early departure from the institution. 
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5.6 Family Commitments 

In their 2005 study, Sand, Robinson Kurpius & Dixon found that support from 

both family and friends seem to be a connection between academic stress levels and their 

transition into college All of the students who participated in the survey questionnaire 

and completed a one-on-one interview strongly disagreed that family commitments and 

obligations were in fact the reason that they left the university after their first year of 

study. 

5. 7 Overall Experiences 

The effects of institutional type and size have also been exan1ined (Mallette & 

Cabrera, 1991 ). All of the students except for one indicated that they were generally 

satisfied with the overall university, were impressed with the university's facilities and 

stated that the size of the campus was good. 

All of the students indicated that the quality of education of the institution was 

what they had expected. Most of the students enjoyed their experience, even though 

they had different reasons for not returning to school the following year. One student 

indicated that he left the institution because they did not offer a specific program and 

transferred to an institution that did. Another student indicated that she had a very good 

experience at the institution but left for personal reasons. She further indicated that she 

was looking for more of an adventure and likely had she got involved in the campus life, 

she would have likely enjoyed her time more. 

Looking at costs and academic progran1s were reasons that another student cited 

for leaving the institution. Being able to attend an institution that was close to her home 
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for half of the price was very appealing to her. Two students indicated that they enjoyed 

their university experience but realized that university was not for them and they changed 

their educational pursuits to meet their new career goals. The final student indicated that 

she needed a break from school to step back and rethink her educational goals. 

5.8 Limitations of the Study 

There were several limitations in conducting this study on student persistence. 

Because of the small sample size participating in the study, the results of this study may 

not be representative of the other students who left the institution during the same period 

but did not participate in the study. The study also utilized a single-institution sample, 

and does not allow for the researcher to make generalizations to all other universities 

across the country. 

Although it is difficult to generalize to a broader population, the results from this 

research will advance knowledge in the area of student persistence and hopefully address 

the needs of the students attending that institution. 

Due to the nature of student persistence, data collection was extremely difficult. 

Students who leave the institution often feel disengaged from the institution and are less 

likely to participate in studies for the institution. Those students who participated in this 

study were generally pleased with the institution and most were able to make alternate 

academic plans at institutions which were a better fit for them. The collection of data is 

also another limitation of the study. Because a student has left the institution, the 

probability of having accurate and updated contact information is relatively low and 

therefore the responses were not as high as the researcher would have liked. 
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Ideally, developing a more in-depth understanding of the needs of the students 

could be achieved by completing interviews with students immediately following their 

decision to leave the institution. 

5. 9 Recommendations 

Studies that examine student persistence have indicated that there are a number of 

variables that influence a student's decision to remain in school. The development of 

successful retention strategies need to address these complex variables. Below are a 

number of recommendations to help the institution develop a solid retention strategy and 

help improve the student experience. 

1.1 Development of a Faculty I Staff- Student Mentoring Program 

Mentoring programs can be developed to have a positive impact on the student 

and help assist with the transition of students from high school to university. There has 

been an increase in the number of institutions that offer mentoring progran1s (Haring, 

1997). These programs are seen by some as a tool for promoting student retention 

(Walker & Taub, 2001). 

A mentoring relationship involves the mentor acting as a guide and developing a 

trusting relationship with their mentee (Brown & Hanson, 2003). The actual role of the 

faculty and staff mentor would be to provide support to a student during a difficult 

transition period, especially beginning with the first year of study. This individual will 

also act as a resource and answer many questions related to supp01t services available and 

key contacts on the campus. It is recommended that every member of the institution 
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participate in this process and be assigned a number of student mentees at the beginning 

of the academic year. Contact will be made with the students upon arrival and 

subsequent contact will be made throughout the year. It is the belief that students will 

feel that they have a contact to go to, especially if they feel that they don't know where to 

turn or where to find specific information. 

1.2 Development of Peer Mentoring Program 

Peer mentoring programs can also be a useful vehicle to assist in an 

organization's retention efforts. Students can be paired with other students upon their 

arrival to the institution to in essence, "show them the ropes". This is beneficial as 

sometimes many students new to the campus may be unsure of where to go for help and 

are uncomfortable speaking to faculty or staff. This also helps the new student build a 

social support network early on in their university career. 

2. Enhance Current Orientation Programs 

Marking the beginning of a new educational experience, orientation can be the 

defining moment in the transition to college for the student and can influence a student's 

academic success and personal growth (Upcraft, Gardner & Barefoot, 2005). Mullendore 

& Banahan (2005) sum up orientation "as the need for students to know academic 

requirements, course offerings, registration procedures [and] to assist students in their 

adjustment to and involvement with the college" (p. 393). According to a survey 

conducted by the National Resource Center for First-Year Experience and Students in 

Transition (2005), over 62.5 percent of schools indicate they offer orientation programs 

(Shupp, 2005). 
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The university currently has a New Student Orientation program which helps to 

prepare students both socially and academically dming the first week of school. It is 

recommended that the programs implement ways to inform students of all the services 

available to them on campus, provide additional social networking opportunities, more 

comses on how to succeed academically and also provide them with opportunities to see 

what types of student organizations, clubs and groups they can get involved in by 

showcasing these as part of the orientation activities. 

3. First-year experience programs 

Recent studies have shown that participation in a first year experience comse had 

positive impact on the student experience (Schmitt & Graham, 2000). Research indicates 

that more than 70 percent of institutions offer some type of first-year experience program 

(Skipper, 2002). Varying by institution, first-year experience programs can be very basic 

introducing students to university life or more extensive through the development of 

learning communities. 

Extending the student orientation process, the development of a basic first-year 

seminar offered to freshman called University I 01 would offer sessions to provide 

students with opportunities to meet new friends and develop lasting friendships, develop 

academic and personal skills and introduce students to the support services and programs 

that are available on the campus. 

The support of building learning communities to promote collaborative learning 

and assist with a student's integration into the campus community is evidenced in the 

research (Tinto, 1996; Ebert, 1999). "Learning communities, in their most basic form, 
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begin with a kind of co-registration or block scheduling that enables students to take 

courses together, rather than apart" (Tinto, 1999, p.5). In the future, the organization will 

benefit from the development of residential learning communities. Basing various 

residence floors on disciplinary themes such as those enrolled in the same academic 

program or even those interested in various areas such as leadership development, 

students will live in small groups of students who have the same interests as themselves. 

Ultimately, the main goal of any first-year experience progran1 is to help 

transition the student into the university, increase student performance and impact student 

persistence by integrating students both academically and socially into the institution 

(Pascarella & Terenzini, 2005). 

4. Academic Advising 

Although most students will have some sort of contact with their professors, the 

development of the relationship between an academic advisor and student will have 

considerable impact on student success. Advising and persistence are terms that are often 

linked together and academic advising has been referred to as the "cornerstone of student 

retention" (Crockett, 1978). 

The role of an academic advisor is an important one, especially for first-year 

students new to an academic environment. Academic advising has been strongly linked to 

student success (Kuh, Kinzie, Buckley, Bridges & Hayek, 2006). 

Students are assigned a faculty member to help assist with course choices and 

career decisions. Although all institutions have some sort of academic advising, only 54 

percent of postsecondary institutions have a written statement outlining the procedures 
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surrounding academic advising (Crockett, Habley, & Cowart, 1987). To expand on the 

advising that is already being done at the institution, it is recommended that the 

unjversity develop support systems that help with the coordination, promotion and 

implementation of academic advising program. Only about one-half of the collective 

bargaining agreements for faculty make mention of advising as a faculty responsibility 

(Teague & Grites, 1980) and is typically given only minor consideration in faculty tenure 

and promotion considerations (Hubley, 1998). Although this component is listed as part 

of the evaluation process, it would be beneficial for the institution to recognize and give 

credit to those individuals who are doing superior academic advising. 

5. Career Counselling 

The literature on student persistence indicates that a student's commitment to 

their educational and career goals is perhaps ones of the strongest variables that are 

related to a student's degree attainment (Tinto, 1996; Wyckoff, 1999). Students who 

commence university with a clear degree goal I major in mind are more likely to persist 

with their studies as evidenced by a York University study where by many students who 

left the institution after only one year of study never intended to complete a degree 

(Grayson, 1996). Linking the academic advising programs to have a clear connection 

with Career Services would allow students to choose their academic courses to connect 

with their long term career goals. Since Career Services provides students with 

information on career development, resume writing workshops and networking 

opporturuties, linking with the academic advisors would allow for students to start 

thinking about preparing for their career in the first year of their studies. Therefore, the 
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institution should look at developing a strategy that would allow for academic advisors to 

be linked with the Career Services department to continue to build on an advising 

program that would ensure that students are linking their academic experiences to their 

career objectives. 

6. Redesign oftlte Exit Survey 

Understanding the reasons for a student's departure from an institution prior to 

degree completion is very important to an institution. This is very important as it will 

better inform the practices of the recommendations outlined above. The reasons that 

students drop out of the institution vary and are dependent upon their experiences of 

processes, policies and procedures (Williams, Hricko, & Howell, 2006). Exit surveys 

have been designed to collect data on issues related to student attrition (Kielty, 2004). 

Learning about the experiences of students who have left the institution is essential in 

providing the institution with both diagnostic and strategic information. 

A review of the current exit survey process should be undertaken at the institution 

and a framework of how the exit survey is completed should be developed. Following 

up with students who did not return the following academic year by sending them an 

electronic survey similar to the one used in this study should be completed around the 

end of September each year. Data should be examined and the dissemination of the 

information to the appropriate people should occur to ensure that programs and services 

that are being offered can benefit from this feedback. 
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5.10 Implications of the Study 

The findings of this study confirm other studies on student persistence which 

suggest that academic and social integration, residential living and clear career I 

educational goals are closely related to student dropout. Thus, opportunities exist within 

the university structure to look at the programs and services that are being offered to 

ensure that they are being developed with these issues taken into consideration. 

Draper (2003) indicates that an important limitation of applied research in the area 

of student persistence has been the absence of a standardized questionnaire. Because of 

the lack of a consistent tool for measuring the variables that are associated with student 

dropout, researchers often use customized surveys which make it difficult to validate 

empirical research (Williams, Hricko, & Howell, 2005). Further research into the area of 

student persistence can help build a validated survey questionnaire that accurately 

exan1ines student persistence and would enable the researchers to move beyond the 

"what" question to the "why" question (Williams, Hricko, & Howell, 2005, p. 31 ). 

The use of a mixed methods research design was extremely beneficial as it 

allowed for issues that affected student persistence to be identified and then the 

opportunity to gain more in-depth information on what factors were associated with their 

decision to withdrawal from the institution. Further research in the area of student 

persistence should look to this method of research design as it allows for a richer data set 

to be obtained. 

122 



5.11 Conclusions 

Academic success and student persistence should be the concern of all members 

of the campus community (Evenbeck & Hamilton, 2006). As the institution moves 

forward, the development of a student persistence plan will enable a systematic review of 

progran1s and services offered and how to improve those services to enhance the student 

experience. Students who successfully integrate into the institution tend to persist (Bean, 

1980). The reasons that students leave an institution prior to graduation are complex and 

vary dependent on the student (Peltier, Laden & Matranga, 2000). Interestingly, students 

who leave the institution prior to completion often have more than one reason for leaving 

and compound one another (Hermanowicz, 2006). 

At this small, liberal education institution in Canada, the reasons that the six 

participants of the study reported were similar to those reasons outlined in the research 

completed on student persistence. From the information that was presented in the study, it 

is evident that there are several factors that are associated with student persistence. 

Similar to past research, the findings of this study indicated that lack of social and 

academic integration (Tin to, 1987, 1993), lack of connection to peers and faculty (Astin, 

1977, 1993), issues with residential living (Pascarella & Terenzini, 2005) and lack of 

educational (Bean, 1990) and career (Feldman, 2005) goals were all found to be issues 

that students reported influenced their decision to leave the institution after only one year 

of study. These self reported reasons for leaving are consistent with other research 

conducted in Canada on student persistence. Of all of the participants in the study, the 

lack of career goals or direction was the most cited reason for leaving the institution. 
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One of the realities that institutions face with respect to student persistence is that 

students often opt for different educational opportunities rather than completely dropping 

out of the postsecondary education system. Students in this study had not departed from 

the system but rather made new educational choices. The need for studies like this to 

inform service delivery is high. Although obtaining a large sample size was difficult and 

resulted in a limitation for the study, the results can be extremely useful to the institution 

to inform the planning and delivery of programs and services. More research needs to be 

conducted by institutions across the county. 

124 



REFERENCES 

Aitken, N. D. (1982). College Student Performance, Satisfaction and Retention: 
Specification and Estimation of a Structural Model. The Journal of Higher 
Education, 53(1), 32-50. 

Allen, W. (1992). The color of success: African-American college student 
outcomes at predominantly white and historical black colleges and universities. 
Harvard Educational Review, 62, 26-44. 

Andres, L., & Carpenter, S. (1997). Today's Higher Education Students: Issues 
of Admission, Retention, Transfers, and Attrition in Relation to Changing Student 
Demographics. Retrieved on February 16, 2007 from The British Columbia 
Council on Admissions and Transfer website 
http://www.bccat.bc.ca/pubs/today.pdf 

Andres, L. (2004). Introduction: Today's Post-Secondary Students - Adding 
Faces to Numbers. In L. Andres & F. Finlay (Eds.), Student Affairs: 
Experiencing Higher Education (pp. 1-13). Vancouver: UBC Press. 

Andresen, S. E., & Gansneder, B. M. (1995). Using electronic mail surveys and 
computer monitored data for studying computer mediated communication 
systems. Social Science Computer Review, 13(1), 33-46. 

Arbuckle, D. . (1953). Student Personnel Services in Higher Education. New York, NY: 
McGraw Hill. 

Armstrong-West, S., & de Ia Taja, M. H. (1988). Social and psychological 
factors affecting the retention of minority students. In M. C. Terrell & D. J. 
Wrights (Eds.), From survival to success: Promoting minority student retention 
(pp. 25-54). Washington, DC: National Association of Student Personnel 
Administrators, Inc. 

Association ofUniversities and Colleges of Canada (AUCC). Canadian 
Univer ities: General information. Retrieved on July 15, 2008 from the 
Association of Universities and Colleges of Canada website 
http://www.aucc.ca/can uni/general info/overview e.html 

Astin, A. W. (1971). Predicting Academic Performance in College. New York: 
Free Press. 

Astin, A. W. (1984). Student Involvement: A developmental theory for higher 
education. Journal ofCollege Student Personnel, 25, 297-308. 

125 



Astin, A. W. (1991). Assessment.for Excellence: The Philosophy and Practice of 
Assessment and Evaluation in Higher Education. New York: MacMillan. 

Baum, S., & Ma, J. (2007). Education Pays: The benefits of higher education for 
Individuals and Society. Trends in Higher Education Series. Retrieved on March 
23, 2008 from 
http://www. college board. com/prod down I oads/ about/news info/ cbsenior/yr2007 I 
ed-pays-2007.pdf 

Baum, S., & Ma, J. (2007). Trends in College Pricing. Trends in Higher 
Education Series. Retrieved on July 10, 2008 from 
http://www.collegeboard.com/prod downloads/about/news info/trends/trends pri 
cing 07.pdf) 

Bean, J.P. (1980). Dropouts and turnover: The synthesis and test of a casual 
model of student attrition. Research in Higher Education, 12, 155-187. 

Bean, J.P., & Metzner, B. (1985). A Conceptual Model ofNontraditional 
Undergraduate Student Attrition. Review of Educational Research, 55( 4), 
485-540. 

Bean, J. P. (1986). Assessing and reducing attrition. New Directions for Higher 
Education, 53, 47-61. 

Bean, J.P. (1990). Using retention research in enrolment management. 
In The strategic management of college enrolments, ed. D. Hossler, J.P. Bean & 
Associates, 170-185. San Francisco: Jossey-Bass. 

Bean, J.P., & Eaton, S. (2000). A psychological model of college student 
retention. In Rethinking the departure puzzle: New theory and research on 
college student retention, ed. J.M. Braxton, 48-61. Nashville: Vanderbilt 
University Press. 

Bean, J. (2003). College Student Retention. The Gale Group. Retrieved on 
October 5, 2005 from http://encyclopedias.families.com/college-student­
retention-40 1-407 -eoed 

Belcheir, M. J. , Michener, B., & Gray, N. L. (1998). Who stays? Who leaves? 
Results from a qualitative freshmen grades (Report No. HE031655). Boise State 
Univ., ID.: Office of Institutional Assessment (ERIC Document Reproduction 
Service No. ED423807). 

126 



Berge, L., & Haung, Y. (2004). A mod 1 for sustainable student retention: A 
holistic perspective on the student dropout problem with special 
attention toe-learning. DEOS News, 13(5), 1-26. 

Berger, J. B. (1997). Students' sense of community in residence halls, social 
integration, and first-year persistence. Journal ofCollege Student Development, 
38(5), 441-452. 

Berger, J. B., & Braxton, J. M. (1998). Revisiting Tinto's interactionalist theory of 
student departure through theory elaboration: Examining the role of 
organizational attributes in the persistence process. Research in Higher 
Education, 39, 103-119. 

Berger, J. B., & Milem, J. F. (1999). The role of student involvement and 
perceptions of integration in a causal model of student persistence. Research in 
Higher Education, 40(6), 641-664. 

Berger, J. B. (2002). Understanding the organizational nature of student 
persistence: Empirically-based recommendations for practice. Journal of College 
Student Retention, 3(1), 3-21. 

Bourdieu, P. (1973). Cultural reproduction and social reproduction. In 
Knowledge, education, and cultural change, ed. R. Brown, 189-207. London: 
Collier Macmillan. 

Boyer, E. (1987). College: The undergraduate experience in America. New York: 
Harper& Row 

Braxton, J. M., Duster, M., & Pascarella, E.T. (1988). Casual modeling and path 
analysis: An introduction and illustration in student attrition research. Journal of 
College Student Development, 29, 263-272. 

Braxton, J. M., ullivan, A. S., & Johnson, R. M. (1997). Appraising Tinto's theory 
of college student departure. In Higher education: Handbook of theory and 
research, ed. J. C. Smart, Vol. 12: 107-164. New York: Agathon Press. 

Braxton, J. M. (2000). Introduction: Reworking the student departure puzzle. In 
Reworking the student departure puzzle, ed. J. M. Braxton, 1-8. Nashville: 
Vanderbilt University Press. 

Braxton, J .M. (2003). Persistence as an essential gateway to student success. 
In Student services: A handbook for the profession, 4th ed. ed. S. Komives & 
Woodward, 317-335. San Francisco: Jessey-Bass. 

127 



Brown, B. K., & Hanson, S. H., (2003). Development of a Student Mentoring Program. 
American Journal ofPharmaceutical Education, 67(4), article 121. 

Burns, N., & Grove, S. K. (2001). The practice of nursing research: Conduct, 
critique, & utilization (4th ed.). Philadelphia: W. B. Saunders. 

Byrne, M. (2001). Understanding life experiences through a phenomenological approach 
to research. AORN Journal, 73 (4), 830-832. 

Burd, S. (2003). Education department wants to create grant program linked to 
graduation rates. Retrieved from the Chronicle of Higher Education website on 
August 25, 2007 from http://chronicle.com/weekly/v49/i 17 /17a031 0 l .htm 

Cabrera, A., & Stampen, 1., & Hansen, W. (1990). Exploring the effects of ability to 
pay on persistence in college. Review of Higher Education, 13,303-336. 

Cabrera, A. F., Casteneda, M. B., Nora, A., & Hengstler, D. (1992). The Convergence 
Between Two Theories of College Persistence. Journal of Higher Education, 
63(2), 143-164. 

Cabrera A., Nora, A., & Castaneda, M. B. ( 1992). The role of finance in the 
persistence process: A structural model. Research in Higher Education, 33(5), 
571-593. 

Cabrera, A. F., Nora, A., & Castaneda, M. B. (1993). College persistence: 
Structural equation modeling of an integrated model of student retention. Journal 
of Higher Education, 64(2), 123-139. 

Cabrera, A., & Nora, A. (1994). College students' perceptions of prejudice and 
discrimination and their feelings of alienation. Review of Education, Pedagogy, 
and Cultural Studies, 16, 387-409. 

Caison, A. (2007). Analysis of Institutionally Specific Retention Research: 
Comparison between Survey and Institutional Database Methods. Research in 
Higher Education, 48(4), 435 - 451. 

Calder, W. B., & Gordon, B. (1995/1996). Developing Institutional Leadership for 
Student Success. College Canada, 1 (3). 

Canadian Association of University Business Officers. (2007). Financial Information of 
Universities and Colleges: 2006-2007. Retrieved on September 3, 2008 from The 
Canadian Association ofUniversity Business Officers website 
http://www.caubo.ca/pubs/documents/CAUBO 2006 2007 FINANCIAL INFO 
RMA TION OF UNIVERSITIES AND COLLEGES.pdf 

128 



Canadian Council on Learning. (2006). Canadian Post-Secondary Education: A 
Positive Record - An Uncertain Future . Retrieved February 10,2007 from the 
Canadian Council on Learning website http://www.ccl­
cca.ca/NR/rdonlyres/BD46F091-D856-4EEB-B361-
D83 780BFE78C/O/PSEReport2006EN.pdf 

Carnegie Council on Policy Studies. ( 1980). The Carnegie Council on Policy 
Studie in Higher Education: A Summary of Reports and Recommendations. San 
Francisco: Jossey-Bass. 

Castetter, W. B., & Heisler, R. S. (1977). Developing and defending a dissertation 
proposal. Philadelphia: Centre for Field Studies, Graduate School of Education, 
University ofPennsylvania. 

Chapman, D. W., & Pascarella, E. T. (1983). Predictors of academic and social 
integration of college students. Research in Higher Education, 19, 295-322. 

Chase, C. I. (1970). The college dropout: His high school prologue. Bulletin of 
the National Association of Secondary School Principals 5(4), 66-71. 

Choy, S. P. (1999) "College Access and Affordability." Education Statistics, Quarterly, 1 
(2), 74-90. 

Christofides, L. N., Hoy, M. and Yang, L. (2006). The Gender Imbalance in 
Participation in Canadian Universities (1977-2003). Department of Economics, 
Unjversity of Guelph working paper, April, pp. 30. 

Collison, M. N. K. (1990, March 28). College pay attention to time students 
spend outside the classroom. Retrieved October 31 , 2007 from The Chronicle of 
Higher Education website http://www.chronicle.com. 

Comings, J ., Parrella, A., & Soricone, L. ( 1999). Persistence among adult basic 
education students in pre-GED classes (NCSALL Rep. No. 12). Cambridge, MA: 
NCSALL. 

Council of Ministers of Education, Canada (CMEC) (2006). Education at a 
Glance: OCED Indicators - Country Profile for Canada. Retrieved on February 
17, 2007 from the Council for Ministers of Education of Canada website 
http://www.cmec.ca/publications/EAG2006.en.pdf 

Creswell, J. W. (1994). Research Design Qualitative & Quantitative Approaches, 
Sage Publications Inc, Thousand Oaks, CA. 

129 



Creswell, J. W., & Piano-Clark, V. L. (2007). Designing and Conducting Mixed 
Methods Research. Sage Publications Inc, Thousand Oaks, CA. 

Crockett, D. S., Habley, W. R., & CowartS. C. (1987). The ACT national survey of 
academic advising: Preliminary report. Iowa City: IA: American College Testing 
Program. 

Davidson, W.B. & Beck, H.P. (2006). urvey of Academic Orientations Scores 
and Persistence in College Freshman. Journal ofCollege Student Retention, 8(3), 
297-305. 

Davies, S. (2005). A revolution of expectations? Three key trends in the SAEP 
data. In R. Sweet & P. Anisef (Eds.), Participation in post secondary education: 
Exploring the roles of parents and government. Montreal: McGill-Queens 
University Press. 

Day, J. C., & Newburger, E. C. (2002). The Big Payoff Educational Attainment 
and Synthetic Estimates of Work-Life Earnings. (Current Population Reports, 
Special Studies, P23-210). Washington, DC: Commerce Dept., Economics and 
Statistics Administration, Census Bureau. [On-Line]. Available: 
http://www.census.gov/prod/2002pubs/p23-21 O.pdf 

Deitsche, P. H. J. ( 1989). Describing and predicting freshman attrition in a college 
of applied arts and technology. Unpublished doctoral dissertation, University of 
Toronto. 

DesJardins, S., Ahlburg, D., & Maccall, B. (2002). Simulating the longitudinal 
effects on changes in financial aid on student departure from college. Journal of 
Human Resources, 37(3), 653-679. 

Donaldson, E. L. (1996). In Transition From High School To University: First-Year 
Perceptions of the Process. In Galaway, Burt and Hudson, J. (Eds.). Youth in 
Transition: Perspectives on Research and Policy. Thompson Educational 
Publishing, Toronto. 

Draper, S. W. (2003). Tinto's model of student retention. Retrieved on September 28, 
2008 from http://www.psy.gla.ca.ac.uk/- steve/located/intro.html 

Dubi, L., Parish-Plass, J. , Cohen, A. (2003). Persistence in higher education and its 
relationship to other personality variables. College Student Journal, 37(1), 50-60. 

Dundes, L., & Marx, J. (2006). Balan ing work and academics in college: Why 
do students working 10 to 19 hours per week excel? Journal ofCollege Student 
Retention, 8(1), 107-1020. 

130 



Dwyer, M. (2006). Maclean's Guide to Canadian Universities. "University A". 
Macleans Magazine, 58-59. 

Ebert, D. (1999). Learning Communities and Collaborative Teaching: An 
Interdisciplinary Approach for Increasing Student Success and Retention. 
International Journal of Innovative Higher Education, Volume 13. 

Eckland, B. (1964). College dropouts who come back. Harvard Educational 
Review, 34( 1 ), 402-420. 

Evans, N. 1., Forney, D. S., & DiBrito, F. G. (1998). Student development in 
college. San Francisco: Jossey-Bass. 

Evans, N. (2001). "In their own words: Polynesian students' perspectives on 
persistence in an American university." Unpublished doctoral dissertation, Los 
Angeles, CA: University of Southern California. 

Evenbeck, S., & Hamilton, S. (2006). From "my course" to "our program": Collective 
responsibility for first-year student success. Peer Review, 8(3), 17-19. 

Feldman, K., & Newcomb, T. (1969). The Impact of College on Students. San 
Francisco: Jossey-Bass. 

Feldman, R. S. (2005). Improving the First Year of College, Research and Practice. New 
Jersey: Lawrence Erlbaum Associates. 

Fraenkel, J.R. & Wallen, N. 2000, How to Design and Evaluate Re earch Methods in 
Education, 4th Ed., New York: Me Graw-Hill. 

Gaskell, G. (2000). Individual and group interviewing. In M.W. Bauer & G. 
Gaskell (Eds.), Qualitative researching with text, image and sound: a practical 
handbook (pp. 38-56). London: age Publications. 

Getzlaf, S., Sedlacek, G., Kearney, K., & Blackwell, J. (1984). Two types of 
voluntary undergraduate attrition: Application offinto' s model. Research in 
Higher Education, 20, 257-268. 

Gilbert, S.N., & Gomme, I.M. (1986). Future directions in research on voluntary 
attrition from colleges and universities. College and University, 61,227-238. 

Gilbert, W. (2000). Retention in distance education telecourses and receptions of 
faculty contact: A comparison of traditional and nontraditional community 
college student . Doctoral Dissertation. The Florida State University .. AA T 
9973240 [Online] Available: http://wwwlib.umi.com/disset1ations/fullcit/9973240 

131 



Giroux, R., & Mezei, K. (1993). 25 Years of Excellence in Staff, Program 
and Organizational Development: Monograph of Human Resource Development 
in the Third Decade. Toronto: ACAA TO. 

Graunke, S. S., Woosley, S. A., & Sherry, A. (2005). An exploration of factors that 
affect the academic success of college sophomores. College Student Journal, 
39(2), 367-376. 

Grayson, P. (1997). Place of Residence, Student Involvement, and First Year Marks. 
York University: Institute For Social Research. 

Grayson, P., & Grayson, K. (2003). Research on Retention and Attrition. Does 
Money Matter: Millennium Research Series No. 6. Retrieved on February 27, 
2007 from the Millennium Scholarship Foundation website at 
http://www.millenniumscholarships.ca/images/Publications/retention final.pdf 

Gregerman, S., Lerner, J., Hippel, W., Jonides, J. , & Nagda, B. (1998). 
Undergraduate Student-Faculty Research Partnerships Affect Student Retention. 
The Review of Higher Education, 22( 1 ), 55-72 

Habley, W.R. (1994). Key Concepts in Academic Advising. In Summer Institute 
on Academic Advising Session Guide (p.1 0). Available from the National 
Academic Advising Association, Kansas State University, Manhattan, KS. 

Hagedorn, L.S. (2006). Traveling Successfully on the Community College 
Pathway. The Research and findings of the Transfer and Retention of Urban 
Cornn1Unity College Students Project (TRUCCS). TRUCCS Research Center. 
Retrieved on February 28, 2007 from 
http:/ /eric.ed.gov/ERICDocs/datalericdocs2sql/content storage 01 /00000 19b/80/ 
29/el/14.pdf 

Hagedorn, L (2007). Transfer and Retention of Urban Community College 
Students Project. Lumina Foundation (Grant #14 15) Retrieved on February 28, 
2007 from the USC website 
http://www.usc.edu/dept/education/truccs/Papers/retention 
percent20definitions.pdf 

Hall, R. H. (1991). Organizations: Structures, Processes and Outcomes. 
Englewood Cliffs, NJ: Prentice-Hall. 

Haralson, Jr., M. (1995, October). The influence of gender, school year, and 
socioeconomic status on assertiveness for Blacks at predominantly White 
universities. Paper presented at the annual meeting of the Georgia 
Educational Research Association, Atlanta, GA. 

132 



Haring, M. J. (1997). Networking men to ring as a preferred model for guiding 
programs for underrepresented students. In H. T. Frierson, Jr. (Ed.), 
Diversity in higher education (pp. 63-76). Greenwich, CT: JAI Press. 

Hermanowicz, J. C. (2006). Reasons and Reasoning for Leaving College Among 
the Academic Elite: Case Study Findings and Implications. Journal of College 
Student Retention, 8(1), 21-38. 

Hill, J. L. (1996). "Adults With Disabilities: Barriers To Post-Secondary 
Education." in Galaway, Burt and Hudson, J . (Eds.) Youth in Transition: 
Perspectives On Research and Policy. Thompson Educational Publishing, 
Toronto. 

Hoachlander, G., Sikora, A.C., Hom, L., & Carroll, C.D. (2003). Community College 
Students: Goals, Academic Preparation and Outcomes - Post-secondary 
Education Descriptive Analysis Reports. Retrieved from the National Center for 
Education Statistics website on January 24, 2007 from 
http://nces.ed.gov/pubs2003/2003164.pdf 

Human Resources and Social Development Canada (2007). Looking Ahead: 
10-year Outlook/or the Canadian Labour Market (2006-2015). Background 
briefing on the Future Labour Demand in Canada. Retrieved 
on September 5, 2007 from 
http://www.hrsdc.gc.ca/en/publications resources/research/categories/labour mar 
ket e/sp 615 10 06/future.shtml 

Iffert, R. E. (1958). Retention and withdrawal of college students. Washington, 
D.C. U.S. Department of Health, Education, and Welfare, Bulletin No. 1. 
Washington, D.C.: U.S. Government of Printing Office. 

Ishitani, T., & DesJardins, S. (2002). A longitudinal investigation of dropout from 
college in the United States. Journal ofCollege Student Retention: Research, 
Theory & Practice, 4(2), 173-201. 

Institute for Higher Education Policy (1998). Reaping the Benefits: Defining the 
Public and Private Value of Going to College. The New Millennium Project on 
Higher Education Costs, Pricing, and Productivity. Washington, DC: Author 

Jackson, W. (2002). Methods: doing social research (3rd ed.). Toronto: Person. 

Jobber, D., & O 'Reilly, D. (1998). Industrial mail surveys- foot-in-door and prepaid 
monetary incentives. Industrial Marketing Management, 2 7, 95-107 

133 



Jolmson, J. (1997). Commuter college students: What factors determine who will 
persist and who will drop out? College Student Journal, 31 (3), 323-333. 

Kramer, M. ( 1982). Meeting student aid needs in a period of retrenchment. San 
Francisco: Jossey-Bass. 

Kerr, C. (2002). Shock wave II: An introduction to the twenty-first century. In S. 
Brint (Ed.), The future of the city of intellect: The Changing American university 
(p.1-22). Stanford, CA: Stanford University Press. 

King, S. E., & Chepyator-Thomson, J. R. (1996). Factors affecting the 
enrollment and persistence of African American doctoral students. Physical 
Education, 53(4), 170-181. 

J(jng, J.E. (2002). Crucial choices: How students' financial decisions affect their 
academic success. Washington, D.C.: Center for Policy Analysis at the American 
Council on Education. Retrieved on September 6, 2007 from 
http://www.acenet.edu 

Kinzie, J. (2005). A Book Review [Review of the book Understanding and Reducing 
College Student Departure]. Journal ofCollege Student Development, 42(2), 
213-215. 

Kirby, D. (2007). Reviewing Canadian Post-Secondary Education: Post-
Secondary Education Policy in Post-Industrial Canada. Canadian Journal of 
Educational Administration and Policy, 65, 1-24. 

Kuh, G. D., Kinzie, J., Buckley, J. , Bridges, B., & Hayek, J. C. (2006). What matter to 
student success: A review of the literature. Bloomington: Indiana University 
Center for Postsecondary Research. 

Kulkin, H. S., Chauvin, E. A., & Percle, G. A. (2000). Suicide Among Gay and 
Lesbian Adolescents and Young Adults: A Review of the Literature. Journal of 
Homosexuality, 40(1), 1-30. 

Lenning, 0. T., Beal, P. E. & Sauer, K. (1980). Retention and Attrition: Evidence 
for Action and Research. Boulder, Colorado: National Center for Higher 
Education Management Systems. 

Leon, J., Brown, W. C., Ruch, L. 0., & Johnson, T. E. (2003). Survey Research: In­
Person, Mail, Telephone and Web Methods. Hawaii: Streamline Sw-veys Inc. 

Lester, D. (1996). Emile Durkheim, Le Suicide: One Hundred Years Later. 
Contemporary Sociology, 25(3), 423-424. 

134 



Levine, A. (1989),. Conclusions and Recommendations: Creating a Brighter 
Educational Future. In A. Levine & Associates, Shaping higher education's 
future: Demographic realities and opportunities 1990-2000 (pp. 161-181) 
San Francisco: Jossey-Bass. 

Levine, A., & Cureton, J. (1998). Generation without a name. In When hope and 
fear collide: A portrait of today 's student (p.1-17) San Francisco: Jossey-Bass, 
Inc. 

Mallette, B. I., & Carbrera, A. F. (1991). Determinants ofwithdrawal behaviour: An 
exploratory study. Research in Higher Education, 32(2), 179-194. 

Malatest, R. A. (2004). Aboriginal Peoples and Post-Secondary Education: 
What Educators Have Learned. Canada Millennium Scholarship Foundation 

Mangold, W. D., Bean, L. G., Adams, D. 1., Schwab, W. A., & Lynch, S.M. 
(2003). Who goes who stays: An assessment ofthe effect of a freshman 
mentoring and unit registration program on college persistence. Journal of 
College Student Retention: Research, Theory & Practice, 4(2), 95-122. 

Maritime Provinces Higher Education Commission. (n.d). 2000 to preserit: Post­
secondary Student Information System (PSIS). 

Maritime Provinces Higher Education Commission (2007). Surveying the 
Enrolment Landscape: Factors and Trends in Maritime University Enrolment 
2000-2001 to 2006-2007. Trends in Maritime Higher Education, 5(1), 1-11. 

McCormick, A. C., & Carroll, C. D. (1997). Transfer Behavior Among Beginning 
Postsecondary Students: 1989-1994. Washington, D.C.: US Department of 
Education, National Center for Education Statistics. 

McNeely, J. H. (1937). College student mortality. U.S. Office of Education, 
Bulletin 1937, no. 11. Washington, DC: U.S. Government Printing Office. 

Metz, G. (2004). Challenge and Changes to Tinto's Persistence Theory: A 
Historical Review. Journal ofCollege Student Retention, 6(2), 191-207. 

Metzner, B. S., & Bean, 1. (1987). The estimation of a conceptual model of 
nontraditional undergraduate student attrition. Research in Higher 
Education, 27, 15-38. 

135 



Milem, J., & Berger, J. (1997). A modified model of college student persistence: 
Exploring the relationship between Astin's theory of involvement and Tin to's 
theory of student departure. Journal of College Student Development, 38 
(July/August), 387-400. 

Mohr, J., Eiche, D. & Sedlacek, W. (1999). Predicting the Retention of University 
Students. Research in Higher Education, 40 (3), 355-371. 

Morrison, K. (2006). Marx, Durkheim, Weber: Formations of Modern Social 
Thought. London, England: Sage Publications Inc. 

Moustakas, C. (1994). Phenomenological research methods. Thousand Oaks, 
CA: Sage. 

Mullendore, R. H., & Banahan, L. A. (2005). Designing orientation programs as found in 
Challenging and supporting the first-year student by Upcraft, M. L., Gardner, J. 
N., and Barefoot, B. 0. National Resource Center for the First-Year Experience 
and Student in Transition (2005). Retrieved October 21 , 2005 from 
http://www.sc.edu/fye/research/surveyfinding/surveys/survey03.html. 

Napoli, A. R., & Wortman, P. M. (1998). Psychosocial factors related to retention 
and early departure of two-year community college students. Research in Higher 
Education, 39(4), 419-455. 

National Center for Education Statistics (NCES). (2003). Digest of education 
statistics, 2002. Washington, DC: U.S. Department of Education. 

National Postsecondary Student Aid Society. (2000). Contexts of Postsecondary 
Education. Perceived impact of work on postsecondary learning. U.S. 
Department of Education, NCES (National Center for Education Statistics). 
Retrieved on September 7, 2007 from 
http://nces.ed.gov/programs/coe/2002/section5/tables/t37 1.asp 

National Resource Center for the First-Year Experience and Students in Transition. 
(1997). [National survey of first-year seminar programming]. Unpublished data. 

Neuman, W. L. (1997). Social research method: qualitative and quantitative 
Approaches (3rd ed.). Boston: Wyn and Bacon. 

Noel, L., Levitz, R., & Saluri, D. (Eds.) (1985). Increasing student retention: New 
challenges and potential. San Francisco: Jessey-Bass. 

136 



Nora, A. ( 1993 ). "Two-year colleges and minority students' educational 
aspirations: Help or hindrance?" Higher Education: Handbook ofTheory and 
Research, 9, 212-247. 

Nora, A., & Cabrera, A. F. (1996). The role of perceptions of prejudice and 
discrimination on the adjustment of minority students to college. Journal of 
Higher Education, 67, 119-148. 

Nutt, C. L. (2003). Academic advising and student retention and 
persistence. Retrieved on February 14, 2007 from the NACADA Clearinghou e 
of Academic Advising Resources Web site: 
http://www. nacada. ksu. edu/Clearinghouse/ Ad visi nglssues/retention.htm. 

0' Heron, H. (1997). Undergraduate enrolment forecasts: A tricky science. 
Research File, 2(1), 1 - 1 6. 

Okun, M., Benin, M., & Brandt-Williams, A. (1996). Staying in college: 
moderations of the relation between intention and institutional departure. Journal 
of Higher Education, 67(5), 577-596. 

Oulette, S. (2006). How Students Fund Their Postsecondary Education: 
Findings from the Postsecondmy Education Participation Survey. 
Statistics Canada. Retrieved on August 30, 2007 from 
http://www.statcan.ca/englishlresearch/81-595-MIE/81-595-MIE2006042.pdf 

Parten, M. (1966). Surveys, Polls, and Samples: Practical Procedures. New York: 
Cooper Square Publishers. 

Pascarella, E. T. (1980). Student-Faculty Informal Contact and College 
Outcomes. Review of Educational Research, 50( 4), 545-595. 

Pascarella, E. T. (1984). College environmental influences on students' 
educational aspirations. Journal of Higher Education, 55(6), 751 -77 1. 

Pascarella, E. T., Terenzini, P. T., & Hibel, J. (1978). Student-faculty interactional 
settings and their relationship to predicted academic performance. Journal of 
Higher Education, 49(5), 450-463 . 

Pascarella, E. T., & Terenzini, P. T. (1980). Predicting Freshman Persistence and 
Voluntary Dropout Decisions from a Theoretical Model. The Journal of Higher 
Education, 51(1), 60-75. 

137 



Pascarella, E. T., & Terenzini, P. T. (1983). Predicting voluntary freshman 
persistence and voluntary dropout decisions from a theoretical model. Journal of 
Higher Educatio.n, 51 ( 1 ), 60-7 5. 

Pascarella, E. T., & Terenzini, P. T. (1991). How College Affects Students. San 
Francisco: Jossey-Bass. 

Pascarella, E. T. & Chapman, D. (1983). A multi-institutional path analytical 
variation of Tin to's model of college withdrawal. American Educational 
Research Journal, 20(1 ), 87-102. 

Peltier, G. L., Laden, R., & Matranga, M. (2000). Student Persistence in College: A 
Review of Research. Journal ofCollege Student Retention: Research, Theory 
and Practice, 1(40), 357-375. 

Polit D. F, & Hungler B. P. (1999) Nursing Research. Principles and Methods. Sixth 
edition. Philadelphia, Lippincott. 

Porter, S. (2004). Raising Response Rates: What Works? New 
Directions/or Institutional Research, 2004(121), 5-21. 

Rosenbaum, J. (2001). Beyond college for all: Career paths for the forgotten 
half New York: Russell Sage Foundation. 

Rowley, L.L., & Hurtado, S. (2002). The Non-Monetary Benefits of an 
Undergraduate Education. University of Michigan: Center for the Study of 
Higher and Postsecondary Education. 

Salinitri, G. (2005). The Effects of Formal Mentoring on the Retention Rates for 
First Year, Low Achieving Students. Canadian Journal of Education, 28(4), 
853-873. 

Sands, J. K., Robinson Kurpius, S. E., & Dixon Rayle, A. (2005). Academic 
stress and social support/actors in Latino and Euro-Arnerican male and female 
college students. Manuscript submitted for publication. 

Scales, E. E. (1960). A Study of College Student Retention and Withdrawal. The 
Journal of Negro Education, 29 (4), 438-444. 

Schutt, N. S. & Malouff, J. M. (2002). Incorporating emotional skills content in a 
College transition course enhances student retention. Journal of The First-Year 
Experience, 14(1), 7-21. 

138 



Seidman, A. (2005). College Student Retention: Formula for Student 
Success. American Council on Education I Praeger Westport CT. Greenwood 
Publishing Group 

Shupp, M. R. (2005). New student orientation and a book discussion group: Strategies 
andjustifications. Retrieved on October 1, 2007 from 
http://www.newfoundations.com/PolHeader.html 

Smith, J. B., Walter, T. L., & Hoey G. (1992). Support programs and 
student self-efficacy: Do first-year students know when they need help? Journal 
ofThe Freshman Year Experience, 4(2), 41-67. 

Spady, W. G. (1970). Dropouts from Higher Education: An Interdisciplinary 
Review and Synthesis. lnterchage 1, 64-85. 

Stampen, J. & Cabrera, A. (1988). The targeting and packaging of student aid 
and its effect on attrition. Economics ofEducation Review, 7(1), 29-46. 

Stark, J. S., Shaw, K. M., & Lowther, M. A. ( 1989). Student Goals for College and 
Courses: A Missing Link in Assessing and Improving Academic Achievement. 
ASHE-ERIC Higher Education, 6. The George Washington University: 
Washington, D. C. (ED 317121). 

Starke, M. C., Harth, M., & Sirianni, F. (2001). Retention, bonding, and academic 
achievement: Success of a first-year seminar. Journal of the First-Year 
Experience and Students in Transition, 13(2), 7-35. 

Starkey, Ken. (1992). Durkheim and organizational analysis: two legacies. 
Organizational Studies, 4(13), 627-642. 

Statistics Canada 1984-2001. Education in Canada. Ottawa: Minister of 
Industry.- 2001. Education in Canada: Ottawa: Ministry oflndustry. 

Statistics Canada (1999). Determinants of postsecondary participation & Youth 
Employment: A lesson on its decline. Educational Quarterly Review, 5(3). 

Statistics Canada (2006). Community Highlights from XXXXX. Retrieved on 
August 31, 2007 from Statistics Canada website 
http://www 12.statcan.ca/englishlprofi10 1/CPO 1/Details/Page.cfm?Lang=E&Geo 1 
=CSD&Code 1 = 1207024&Geo2=PR&Code2= 12&Data=Count&Search Text=wo I 
fville&SearchType=Begins&SearchPR= l2&Bl =AII&Custom 

139 



Statistics Canada (2007). University tuition fees: 200712008. The Daily. 
Retrieved June 10, 2008 from 
http://www.statcan.ca/Daily/English/071 0 18/d071 0 18b.htm 

St. John, E. P. & Noel, J. (1989) The effects of student financial aid on acces~ to 
higher education. Research in Higher Education, 30(6), 563-581. 

St. John, E. P. (1994). Prices, productivity, and investment: Assessing financial 
strategies in higher education. ASHE=ERIC Higher Education Reports, No. 3. 
Washington, DC: George Washington University. 

St. John, E. P., Paulson, M. , & Starkey, J. (1996). The nexus between college 
choice and persistence. Research in Higher Education, 30, 563-581. 

St. John, E. P., et al. 2000. "Economic Influences on Persistence 
Reconsidered : How Can Finance Research Inform the Reconceptualization of 
Persistence Models?" In Reworking the Student Departure Puzzle: New Theory 
and Research on College Student Retention, ed. John M. Braxton. Nashville, TN: 
Vanderbilt University Press. 

St. John, E. P., Cabrera, A., Nora, A., & Asker, E. (2002). Economic influences on 
persistence reconsidered: How can finance results inform the reconceptualization 
of persistence models? In J. Braxton Reworking the student departure puzzle. 
Nashville: Vanderbilt University Press. 

Strange, C.C., & Banning, J. (2001). Educating by design: Creating campus learning 
environments that work. San Francisco: Jossey-Bass. 

Study Group on the Conditions of Excellence in Higher Education (1984). 
Involvement in College: Realizing the potential of American higher education. A 
report of the National Institute of Education, U.S. Department of Education, 
Washington, DC: U.S. Government Printing Office. 

Swail , W. S. (2006). The art of student retention: A Handbookfor practitioners 
and administrators. Educational Policy Institute. Retention 101 Retrieved on 
February 17, 2007 from the Educational Policy Institute website 
http:/ /www.studentretention.org/rtn 1 0 1 stdntsleave.html 

Swail, W. S. , Redd, K. E., Perna, L. W. (2003). Retaining Minority Students in Higher 
Education: A Framework for Success. ASHE-ERIC Higher Education Report, 
30(2), 1-181. 

140 



Tamburri, R. (2002). Government funding shifts from universities to students: 
study. Retrieved on January 30, 2007 from the University Affairs website 
http://www.universityaffairs.ca/issues/2002/nov/en34.pdf 

Tashakkori, A., & Teddlie, C., (Eds.) (2003). Handbook on mixed methods in 
the behavioral and social sciences. Thousand Oaks, CA: Sage Publications. 

Taylor, S. (1982). Durkheim and the study of suicide. New York: St. Martin' s 
Press. 

Terenzini , P., & Pascarella, E. (1980). Toward the Validation ofTinto's Model of 
College Student Attrition: A Review of Recent Studies. Research in Higher 
Education, 12(3), 271-282. 

Terenzini, P. T. (1987). A review of selected theoretical models of student 
development and collegiate impact. Paper presented at the Annual Meeting of the 
Association for the Study of Higher Education, Baltimore. 

Thompson, Kenneth. (1982). Emile Durkheim. London: Tavistock Publications. 

Tierney, W. G. (1992). An anthropological analysis of student participation in 
college. Journal of Higher Education, 63(6), 603-618. 

Ting, S. R. (2000). Predicting Asian American' academic performance in the first 
year of college: an approach combining SAT scores and noncognitive variables. 
Journal ofCollege Student Development, 41(4), 442-450. 

Tinto, V. (1975). Dropout from Higher Education: A Theoretical Synthesis of 
Recent Research, Review of Educational Research, 45(1), 89-125. 

Tinto, V. (1980). Limits of Theory and Practice in Student Attrition. The Journal 
of Higher Education, 53(6), 687-700. 

Tin to, V. (1982). Limits of theory and practice in student attrition. Journal of 
Higher Education, 53,687-700. 

Tin to, V. (1986). Theories of student departure revisited. In Higher education: A 
handbook of theory and research, ed. J. Smart, Vol. 2: 359-384. New York: 
Agathon Press. 

Tinto, V. (1987). Leaving college: Rethinking the causes and cures of student 
attrition. Chicago: University of Chicago Press. 

Tinto, V. (1993). Leaving College: Rethinking the causes and cures of student 
· allrition. 2nd ed. Chicago: University Chicago Press. 

141 



Tinto, V. ( 1996). Reconstructing the First Year of College. Planning for Higher 
Education, 25(1), 1-6. 

Tinto, V. (1997). Classrooms as communities: Exploring the educational 
character of student persistence. Journal of Higher Education, 68(6), 599-
623. 

Tinto, V. (1998). College as Communities: Taking Research on Student 
Persistence Seriously. The Review of Higher Education 21(2), p. 167-177. 

Tinto, V. (2006). Research and Practice of Student Retention: What next? 
Journal ofCollege Student Retention, 8(1) p.1-19. 

Titus, M. (2006). Understanding the Influence of the Financial Context of 
Institutions on Student Persistence at Four-Year Colleges and Universities. The 
Journal of Higher Education, 77(2), 353-375. 

Tremblay, A. (2002). Equality of Access, Inequality of Results: Women in Higher 
Education since 1960. London Journal ofCanadian Studies, 17, 101-123. 

Upcraft, M.L., Gardner, J.N. & Associates (1990). The freshman year 
experience. an Francisco: Josey-Bass. 

Volkwein, J. F., Szelest, B. P., Cabrera, A. F. and Napierski-Prancl M. R. (1998). 
Factors associated with student loan default an1oung different racial and etlmic 
groups. Journal of Higher Education, 69(2), 206.237. 

Volkwein, J. F., & Cabrera, A. F. (2000). Antecedents and Consequences of 
Cia room Vitality among College Seniors. Research Paper presented at the 
ASHE Annual Meeting November, 2000, Sacramento, CA. 

Walker, S.C., & Taub, D. J. (2001). Variables correlated with satisfaction with a 
mentoring relationship in first-year college students and their mentors. Journal of 
The First Year Experience and Students in Transition, 13(1), 47-67. 

Walpole, M. (2003). Socioeconomic status and college: How SES affects college 
experiences and outcomes. The Review of Higher Education, 27, 45-73. 

Warwick, D. P., & Lininger,C. A. (1975). The sample survey: theory and 
practice. New York: McGraw-Hill. 

142 



West, M. (2007). The Effects of Informal Faculty-Student Interactions on Academic and 
Social Integration in First-Year Students. Journal ofStudent Affairs at New York 
University, III(2007), p. 34-41. 

Whelage, G. et al. (1990). Reducing the Risk: Schools as communities 
of support. New York: The Falmer press. 

Williams, D. D., Hricko, M., & Howell, S. L. (2006). Online Assessment, Measurement, 
and Evaluation. Information Science Publishing. Idea Group Inc. 

Williams, J. E. (1996). The relation between efficacy for self-- regulated learning 
and domain-specific academic performance, controlling for test anxiety. Journal 
of Research and Development in Education, 29, 77-80. 

Williamson, D. R. & Creamer, D. G. (1988), Student attrition in 2- and 4-year 
colleges: application of a theoretical model. Journal of College Student 
Development, 29, 210-217. 

Worthen, B. R., Sanders, J. R., Fitzpatrick, J. L. (1997). Program Evaluation: Alternative 
Approaches and Practical Guidelines. (2nd Ed). White Plains, NY: Addison 
Wesley Longman. 

Wyckoff, S.C. (1999). The academic advising process in higher education: History, 
research, and improvement. Recruitment & Retention in Higher Education, 13( 1 ), 
1-3. 

Yorke, M. & Longden, B. (2004). Retention and student success in higher 
Education. Maidenhead, UK: Open University Press. 

143 



Appendix A- ICEHR Approval 

-Nl 

Jntt:r\lt\l1pl11111 \ ( UlllfHIU 4: 011 

hi."' w llun• 11 I~ " '" t. II I llltl 

ICEIIR No. 2007/08-039-ED 

Ms. Sonia Richards 
Faculty of ducation 
Mcm rial University ofNewfoundland 

Dear Ms. Richards 

December 7, 2007 

Thank you for your submission to the Interdisciplinary ommittee on Ethic in I Iuman Research 
( ICEH R) entitled ··undergraduare .\tudent retL'IIt/011 111 a po.\1- eco11dmy 111.\lltutum 111 ( ·anacla ". 
The I IJR is appreciati e ofthe elfort of researchers in attending to ethic in research 

The ommi!tee ha reviewed the propo al and we agree that the prop ed project i con. i. tent wath 
the guideline of the Tri- oum:t! Poltcy Statement on r~·tlu a/ C'cmcluct for Rc\earch illl'ob·m~ 
Humans (T P ). Full approval is granted for one year from the date of this let tcr 

Although approval ha been grant: we recommend that the I HR contact information on the 
consent form given to participants be amended to read "Interdisciplinary ommittee on Cthic in 
Human Re earch (ICEHR), Memorial University ofNewfoundland, ffice ofRcscar h, t John 's, 
NL A I 5 7 Phone· (709) 737-8368. mail ebutler@.mun ca." 

If ou intend to make changes during the course of the project whach ma · ga e rise to ethical 
concern , please forward a description of these changes to the IC - H R o-ordinator. Mrs · lcanor 
Butler, at e_ u I r@mun.ca for the Committee' con ideration 

The TCPS requires that you submit a11 annual status repon on your pr ~ect t I . El r.R., hould the 
research carry on beyond December 2008. Also, to comply with the T PS, .plca'>c notify us upon 
completion of your project. 

We wi h you succe with your research 

Your incercly. 

r- (L-V...~ 
'-' Lawrence F ell. Ph D 

hair, lnterdi ciplinary ommittee on 
Ethics in !Iuman Research 

LF/bl 

copy upervisor - Prof Robert Shea, Faculty of Education 

144 



Appendix B - RESEARCH ETHICS BOARD APPROVAL 

December 6, 2007 

Ms. Sonia Richards 
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Dear Ms. Richards, 
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Faculty on the Board, !he proposed research poses no more than minimal risk of harm tore earch 
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Appendix C- Introductory Letter to the Questionnaire 

Hello, 

My name is Sonia Richards and I am a graduate student enrolled in the Master of 
Education (Postsecondary Studies) Program at Memorial University ofNewfoundland. 
As a future student affairs professional, I am interested in learning more about why 
students decide to leave "University X" after one year of study in hopes to develop 
recommendations that might make the experience better for students. To assist in my 
research of student retention, I would appreciate if you could complete the attached 
questionnaire. 

Individual responses will be kept confidential and no individual results will be reported. 

Completed questionnaires can be mailed to back to me using the enclosed self-addressed, 
postage-paid envelope. Please note that the return envelope has been numbered so that 
follow-up letters may be sent to if you necessary. 

The study has been approved by Memorial University's Interdisciplinary Committee on 
Ethics in Human Research (ICEHR) Committee. If you have any questions about this 
research project, please feel free to contact my thesis supervisor, Rob Shea, at (709) 737-
6928 or via email at rshea@mun.ca. 

I would like to thank you in advance for your time and cooperation in completing this 
questionnaire. 

Sincerely, 

Sonia Richards 
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Appendix D - Consent Form 

SAMPLE CONSENT FORM 

CONSENT TO PARTICIPATE IN RESEARCH 

Undergraduate Student Retention in a Postsecondary Education Institution in Canada 

You are asked to participate in a research study conducted by Sonia Richards, a graduate student 
in the Master of Education program at Memorial University of Newfoundland. Participation in 
this research study is complete ly confidential and in no way will your information be released 
with identifying information. 

If you have any questions or concerns about the research, please feel free to contact Professor 
Rob Shea by phone at (709) 737-6926 or by email at rshea@mun.ca. 

PURPOSE OF THE STUDY 

T he purpose of this study is to help ident ify reasons why students who enrolled at a small 
postsecondary institution in Canada in the fa ll of2006 did not return in the fall of2007. 

DESCRIPTION OF THE RESEARCH 

If you volunteer to participate in this study, we would ask you to do the following things: 

Pa1t icipants for this research study were selected on the basis of those students who were enrolled 
at a small postsecondary institution in Canada during the fall of 2006 but did not return in the fa ll 
of 2007. 

T he research study w ill commence in the fall of2007. There is a minimal time requirement on 
the pa1t of the participant. Part icipants w ill be ma iled an invitation to participate in the study, an 
informed consent form, and a copy of the questionnaire. The survey should take approximate ly 
20 minutes to complete. 

T he research fi ndings from the study will be available to the partic ipants if requested. 
Participants interested in the deta ils should contact the researcher at (902) 585- 1714 or by email 
at son ia .richards@xxxxxu.ca. 

POTENTIAL HARMS 

T here are no known or anticipated harms associated with th is proposed research study. 

POTENTIAL BENEFITS OF THE STUDY 

T he potential benefits associated with this study are he lpful both for the institution and the 
participant to have a greater insight as to the reasons why students left the institution after one 
year of study. 
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PAYMENT FOR PARTICIPA TION 

There will be no remuneration for partic ipation in this research study. 

CONFIDENTIALITY 

Every effort will be made to ensure confidentiality of any identifying information that is 
obtained in connection with this study. 

Confidentia li ty wi ll be respected. No information that discloses your identity w ill be released or 
published without fi rst having your consent. 

but 

Lf we find any information that we are required to disclose by law we cannot guarantee 
confidentiality. 

PUBLICATION 

The data and results will be published as part of the Master of Education ( Post Secondary 
Studies) thes is and will be located at the library at Memorial University. The part icipant' s 
identity will not be revealed in any publication. 

COMMERICALIZATION AND CONFLICT OF INTEREST 

T here will be no potentia l profit made from this research study. The researcher does not have a 
conflict of interest that needs to be addressed. 

CONSENT 

As outlined above, there are no potentia l harms, benefits or remuneration for pa rt icipation in this 
study. By signing this consent form, the part ic ipant has read and understood all the relevant 
information pert inent to the study. Partic ipants will a lso have the opportunity to contact the 
researcher or supervisor to ask any questions that they may have about the study. By signing th is 
consent fo rm, the participant has ind icated their free consent to partic ipation in this study. 

PARTICIPATION AND WITHDRAWAL 

Partic ipation in this research study is voluntary. Should you choose to be in this study, you may 
withdraw at any time without consequences of any kind. This study has been reviewed and 
received ethics clearance through the institut ion of study and Memoria l University' s Research 
Ethics Board . If you have concerns regarding your rights as a research participant, contact: 

ICEHR 
Memorial University of Newfoundland 
lnco Innovation Centre 
Second Floor, Room llC 20 15 
230 Elizabeth A venue 
St. John ' s, Newfoundland A I C 5S7 

Phone: (709) 737-825 1 
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SIGNATURE OF RESEARCH PARTICIPANT/LEGAL REPRESENTATIVE 

I have read the information provided for the study "Undergraduate Student Retention in a 
Postsecondary Education Institution in Canada" as described her·ein. My questions have 
been answered to my satisfaction, and I agree to participate in this study. I have been given 
a copy of this form. 

Name of Participant (please print) 

Name of Legal Representative (if applicable) 

Signature of Participant or Legal Representative Date 

SIGNATURE OF WJTNESS 

Name of Witness (please print) 

Signature of Witness Date 
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Appendix E- Follow-up Email to Questionnaire 

Hello, 

I wanted to follow up message to you regarding the Student Persistence Smvey that was 
mailed to you. Unfortunately I have not yet received your completed questi01maire. 
Your opinion is very important to me as it will assist in identifying ways that we can help 
make the university experience better for first year students. 

If you have not already done so, please take a few minutes and fill out the enclosed 
questionnaire. Please disregard this notice if you have already mailed the questionnaire 
back to me. 

Don' t forget, you can mail the questionnaire back to me using the self-addressed, postage 
paid envelope. 

Thanks again for your time and cooperation. Your assistance with my research is much 
appreciated. 

Sincerely, 

Sonia Richards 
MEd Graduate Student 
Memorial University 
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Appendix F- Student Persistence Questionnaire 

Student Persistence Study 

My name is Sonia Richards and I am a graduate student enrolled in the Master of 
Education (Postsecondary Studies) Program at Memorial University ofNewfoundland. I 
am interested in learning more about why students decide to leave university after one 
year of study. I hope to develop recommendations that might make the university 
experience better for students. To assist in my research of student retention, I would 
appreciate if you could complete the attached questionnaire. The questionnaire should 
take about 20 minutes to complete. 

I realize that there are a variety of factors that n1ay have impacted your decision to leave. 
This survey was designed to gain insight as to some ofthe reasons why you did not return 
to school after one year of study. 

Your participation in this research study is voluntary. All of your responses will be 
kept confidential. Except for the researcher, no one will see your finished survey so 
please be honest. 

Please tell me a little bit about yourself: 

1. Citizenship 
0 Canadian 

0 American 
0 International 

2. Gender 
0 Male 

0 Female 

3. Race I Ethnicity 
0 Aboriginal 
0 Asian 

0 Black 
0 Hispanic 

0 White 

0 Other (please specify) 

4. Month and year of your Birth 

Month Year 
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5. Program of Study 
In what degree program were you registered? (For example B.A., BSc., BBA) 

What was your major, intended major, or subject of concentration? 

6. Year of Study 
In what year of study where you in? (For example 1st year, 2nd year) 

7. Marital Status 
0 Single 

0 Married 

0 Man·ied with Children 

0 Other 

8. Student Status 
0 Full-time 

0 Part-time 

9. If known, what is (or was) the highest Level of education completed 
by your parents? 

Mother: 

Father: 

10. Do you live in an urban area (population of more than 1000 people) or a 
rural area (population less than 1000 people)? 
0 Urban 

0 Rural 

11. Where did you live while attending "University X"? 
0 With parents I guardians I relatives 

0 In on-campus housing (residence hall) 

0 In rented home I apartment 

0 In personally owned home 
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12. Which best tlescribes your average marks that you received in high 
school? 

0 50 - 60 % 
0 61 - 70 % 
0 71 - 80 % 
0 81 - 90% 

13. In what year did you graduate from high school or CEGEP? 

14. Did you begin your university career at "University X" or transfer from 
another school? 

0 Started here 
0 Started elsewhere 

15. Were you receiving a student loan or other government student 
assistance while attending "University X"? 

0 Yes 
0 No 

16. When you started "University X", did you receive a scholarship or 
other financial award from the university? 

0 Yes 

0 No 

17. Did you work while attending "University X"? 
0 Yes 
0 No 

If yes, please indicate the average nwnber of hours you worked per week: 

18. Was your part-time job on campus? 
0 Yes 

0 No 
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19. Your university experience. 

>-, Q) Q) ~ 6 ~ >-, 
- Q) Q) Q) - Q) CI}Sn .... 5 ~ 5h Q) CI} Q) 
c: "" 

Cl} 5h c: .... 
"" ~ Sn .~ 0 Cl} g . ~ "' --< b-< C/:J O 6 -< O C/) 

Social Interactions 
I had the oppottunity to deve lop close 0 0 0 0 0 
personal relationships with other 
students. 
It was difficul t for me to meet and make 0 0 0 0 0 
new friends with other students. 
My interpersonal re lationships with 0 0 0 0 0 
other students have had a positive 
influence on my personal growth, 
a ttitudes, and values. 
My interpersonal relationships with 0 0 0 0 0 
other students have had a positive 
influence on my intellectual growth and 
interest in ideas. 
Few of the students 1 know would be 0 0 0 0 0 
willing to listen to me and he lp me if 1 
had a personal problem. 
Most students at this univers ity have 0 0 0 0 0 
values and attitudes that were different 
than my own. 
I had the opportunity to get invo lved in 0 0 0 0 0 
campus activities on campus (i.e. Athletic 
events, Residence programming, Nightli fe etc .. ) 

The campus environment provided the 0 0 0 0 0 
support that I needed to thrive socially 
I had the opport unity to part icipate on a 0 0 0 0 0 
varsity or intramura l team while 
attending "University X". 
I was encouraged to participate in club 0 0 0 0 0 
or internal organization through the 
ASU while attending "University X". 

Academic Interactions 
One or more of my professors took 0 0 0 0 0 
interest in my academic progress. 

l had the opportunity to discuss ideas 0 0 0 0 0 
from my readings or c lasses with faculty 
members outside of the c lassroom. 
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I have had success meeting the academic 0 0 0 0 0 
demands of my classes 

The lack of unavai !able courses I course 0 0 0 0 0 
selection was the reason for my leaving 
the university. 

My professors encouraged students to 0 0 0 0 0 
participate in class discussions. 

I had the opportunity to work with 0 0 0 0 0 
faculty members on activities other than 
coursework (i.e. committees, orientation, 
student-life activities, etc ... ) 

My professors were reasonably 0 0 0 0 0 
accessible outside of class for help. 

My non-classroom interactions with 0 0 0 0 0 
faculty had positive influence on my 
personal growth, values, and attitudes. 

I had developed a close personal 0 0 0 0 0 
relationship with at least one of my 
professors. 

I was satisfied with the opportunities to 0 0 0 0 0 
meet and interact informally with my 
professors. 

l felt that professors were not 0 0 0 0 0 
unreasonable in their demands of 
students. 

My Academic Advisor helped with my 0 0 0 0 0 
academic career path (including course 
& program advising). 

l participated in informal academic 0 0 0 0 0 
activities outside of the classroom while 
on campus. 

Residential Livinf( 
1 participated in residence hall activities 0 0 0 0 0 
(i.e. programming events) during my 
stay in residence. 
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My roommate contributed to the reasons 0 0 0 0 0 
for me leaving the institution. 

I was satisfied with the living conditions 0 0 0 0 0 
in the residence hall. 

1 felt that the housing costs (both 0 0 0 0 0 
residence room and dining plan) were 
affordable. 
I was able to turn to resident advisors 0 0 0 0 0 
(RA's) if I needed help with non-
academic issues. 
The residence atmosphere was 0 0 0 0 0 
welcoming to all kinds of diversity 
(ability, race, gender, sexual orientation 
etc ... ) 
The residential environment was not 0 0 0 0 0 
conducive to studying. 
Resident Advisors (RA's) encouraged 0 0 0 0 0 
me to participate in social activities on 
the campus (sporting events, cultural activities, etc .. ) 

I participated in events with my 0 0 0 0 0 
residence group that allowed me to 
contribute to the campus community. 
I had asked my peers for help with 0 0 0 0 0 
academic problems that 1 may have 
encountered. 
The residence staff were knowledgeable 0 0 0 . 0 0 
about where to get help if needed. 

Financial Support 
Because I had to finance my studies by 0 0 0 0 0 
working at a part-time job I couldn' t 
attend university and work at the same 
time. 
I felt that I did not have sufficient 0 0 0 0 0 
funds available to finance my 
education. 
I was unable to find part-time 0 0 0 0 0 
employment opportunities, therefore 
was not able to stay at university. 
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The costs to attend "University X" were 0 ' 0 0 0 0 
considerably higher than I had 
anticipated. 

I left the university because I was 0 0 0 0 0 
offered a job opportunity. 

Work responsibilities forced me to leave 0 o· 0 0 0 
the university. 

Family Commitments 
Family responsibilities forced me to 0 0 0 0 0 
leave the university. 

My family were not supportive of my 0 0 0 0 0 
participation in higher education. 

There was a death or illness in my 0 0 0 0 0 
fam ily forcing me to return home. 

Other 
lf you could start university a ll over 0 0 0 0 0 
again, would you choose to attend 
"University X''? 

The quality of education "University X" 0 0 0 0 0 
was what I expected. 

1 fe lt satisfied with the overall university 0 0 0 0 0 
in general. 

I felt like part of the campus community. 0 0 0 0 0 
Health reasons contributed to me leaving 0 0 0 0 0 
the university. 

I was impressed with the universities 0 0 0 0 0 
faci I ities. 
I had the opportunity to talk to other 0 0 0 0 0 
students with different religious beliefs, 
political opinions, or values. 

There was an institutional climate that 0 0 0 0 0 
encourages contact among students from 
different economic, social, and racial or 
ethnic backgrounds. 
The use oftechnology in and out of the 0 0 0 0 0 
c lassroom was beneficial to me. 
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It was important for me to graduate from 0 0 o · 0 0 
college. 

[ decided to attend another post- 0 0 0 0 0 
secondary institution (i .e. Community 
College, University). 

The size of the campus was good. 0 0 0 0 0 
I decided to pursue another career. 0 0 0 0 0 
The faculty I student ratio was good. 0 0 0 0 0 

Were you aware of the following services I programs on "University X's" campus? If so, 
have you used any of these services? (Please circle your answers). 

Awareness of Service Used Service 
Student Resource Centre y N y N 
Writing Centre y N y N 
MASH (Mathematics and Statistics Help) y N y N 
Career Services (employment) y N y N 
Co-operative Education Services y N y N 
Campus Bookstore y N y N 
Library y N y N 
Chaplaincy y N y N 
Health Services y N y N 
Off-campus Housing y N y N 
Residence Life y N y N 
Services for Students with Disabilities y N y N 
International Centre y N y N 
lntramurals y N y N 
Athletics Complex y N y N 
Financial Aid and Scholarships y N y N 
Tutoring Services y N y N 
Academic Support Program y N y N 
First-year Advisor y N y N 
Study Skills Workshops y N y N 
User Supp01t y N y N 
Registrar' s Office y N y N 
Student Accounts y N y N 
Safety & Security y N y N 
"University X" Students ' Union y N y N 
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Please feel free to provide additional comments tit at may provide us with insight on 
why you left the institution. 
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I may be conducting interviews with students to gain a more in-depth understanding of 
why students did not return to the institution. Please indicate if I may contact you at a 
later time by providing the following information. Participation is totally voluntary. 

Name: 

Email Address: 

Phone Number: 

Thank you for your help. 

Please return your completed que tionnaire in the enclosed envelope to: 

Ms. Sonia Richards 
PO Box 191 

15 University Avenue 

By January 15, 2007 
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Appendix G -Invitation for Participation in Interviews 

Dear Student, 

Thank you for completing the survey that was sent to you about your experience at our 
institution. I write to ask if you would be willing to participate in a short interview to 
gain a more in-depth understanding of your experience. 

I am looking to schedule the phone interviews sometime in the next week. Would you be 
available for an interview on Wednesday, Apri l 9111? It should take no longer than 20-30 
minutes. If you are not available during that time, could we work on getting a time that is 
more convenient for you? 

If you could let me know if this would be a convenient time for you, we can work on 
aiTanging a specific time. 

. 
Thanks again for your help! I greatly appreciate your help with my thesis. 

Sonia 
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Appendix H- Interview Schedule 

Thank you for taking the time to chat with me tonight about your university experience. 
This interview should last between 15 to 20 minutes, though we can talk longer if you 
would like. Because we are talking about some issues that may be rather personal to you, 
if there any questions that you do not wish to answer, I respect your wishes. 

I would also like to ask your permission to record this interview. I will be the only 
person listening to the tape. The transcript will be kept completely confidential and 
anonymous. Tapes will be kept in a locked filing cabinet to which I am the only person 
with a key. After the study has been completed, I will provide you with a summary of 
results if you are interested. All tapes and transcripts will be destroyed after 12 months. 
Does this seem reasonable? Do you have any questions? 

As you may recall, the purpose of this study is to gain insight as to why students leave the 
institution after their first year of study. I would like to ask you questions about your 
university experience and to gain better insight to some of the positive and negative 
experiences that you may have had. 

Choosing your Institution 
l. What led you to go to university? 
2. Why did you decide to choose "University X"? 
3. Did it meet your expectations? Why or Why not? 

Social Integration 
1. The transition from high school to university can be a difficult one. 

Did you have any difficulty? 
Did you have difficulty meeting new friends? 
If so, why did you think that you found it difficult? 

2. You referenced in your response that you felt different than other students. Can 
you tell me a little bit about that? 

3. Did you have the opportunity to participate in extracunicular events (i.e. concerts, 
club events, varsity games, etc ... ) on campus? 

a. If not, would you have been interested in participating? 
b. How do you think that the institution could better communicate with 

students about out-of-classroom events? 
4. Why do you think that you left the institution and others did not? 

Academic Integration 
1. How did you find the transition from high school to university? Was it more 

difficult academically that you had anticipated? 
2. Was there a professor that you really liked, that helped you feel like part of the 

can1pus community? 
3. Was there anything in your classes that helped prepare you to succeed 

academical! y? 
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4. Is there anythjng that the institution could have done to help better prepare you for 
academic study? 

5. Did you have the opportunity to attend non academic events (i.e.: Coffee Haus, 
informal luncheons) with faculty members? Would this be something that you 
would have been interested in? 

Residential 
1. Why did you decide to live in residence? 
2. What sorts of activities were promoted through residence? 

a. How did you find out about these activities? 
b. Is there a better way to encourage students to participate I inform of 

campus events? 

Non Residential Students 
1. Why did you decide to live off campus? 
2. Did you participate in campus activities? 

a. How did you find out about activities that were going on? 
b. Is there a better way to communicate I encourage students off campus to 

participate in campus activities? 
3. Living off campus, did you feel like part of the campus community? 

Financial 
1. Did you feel that the costs for attending "University X " were higher or less than 

anticipated? 
If so ... why? 

2. Were you provided information outlining the costs for tuition, living 
arrangements, books etc ... before coming to the institution? 

a. If so, where did you receive this information from? 
Other 

1. If you were to look at attending the institution again, are there things you would 
change? 

2. Did you feel like you were or were not part of the campus community? 
o Why or 
o Why not? 
o What sort of things would make you feel like you were part of the 

"University X " community? 
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