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ABSTRACT

Understanding the experiences of underrepresented groups within colleges and

universities is an important step in making higher education more inclusive and

representative of the diversity in the United States. Social capital acquired through formal

and informal social networking has been proposed to explain differences in college

experiences among diverse student populations. The purpose of this study is to identify

students' social networks aI).d to examine the effects of such networks on academic and

social integration among ethnic groups. Almost 340 students attending an ethnically

diverse university described their personal networks and how their networks affected

their college experience.

The results provide a more refined understanding of how social capital, social

networking and ethnicity affect the students' overall college experience. Quantitative

analyses of the data indicated that members of each ethnic group had different ethnic

networking patterns before and during their college attendance. Moreover, non-Caucasian

groups relied on their networks more in comparison to Caucasian students. After

controlling for a number of student background variables, networking functions before

(e.g., receiving help with college-related tasks, sharing in fun and relaxation activities)

and during college were significant in explaining students' satisfaction with attending

college. Similarly, network functions during college (e.g., receiving help with college

related tasks such as homework) were significant in explaining academic achievement.

The study implies that students' social networking patterns can contribute to their

accumulation of social capital. Such behavior positively affects their performance in
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college, as well as their overall integration and satisfaction with the college experience.

The fact that networking behavior differs among ethnic groups deserves the attention of

those positioned to influence the behavior of students both before and during their college

attendance.
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CHAPTER ONE

INTRODUCTION

Higher education is both an individual and a societal good. For individuals,

education is the primary means for social mobility (Collins, 1971; Hogan, 1996; Traub,

1994; Valadez, 1996). Specifically, higher education serves as the principal gatekeeper

for entry into the most prestigious and lucrative careers, such as law, medicine, science,

engineering, politics, public service, and teaching (Astin, 1982). These careers provide

upward mobility for individuals at the same time that the upward mobility of individuals

provides societal benefits. Graduation from college results in increased tax revenues,

greater productivity, and increased quality of civic life (Institute for Higher Education

Policy, 1998). Higher education is thought to be essential to maintaining America's

economic position in the competitive global economy (Johnstone, 1999).

American society is now characterized by a highly technological and

credential-oriented occupational structure.in which higher education plays a central role

(Astin, 1982; Brown, 2001; Hogan, 1996). The expansion of educational entry

requirements to occupations is due to the increasingly complex demands of workplaces

and skilled labor (Brown, 2001). Since the early 1900s, the demand for educational

credentialing has increased, while the previous requirements (skills and artisan training)

for employment decreased. The requirements for social mobility have changed. Instead of
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acquiring skills to obtain a better status job, individuals have to acquire an educational

degree.

After World War II, one of the goals of higher education was to make college and

university opportunity more accessible by reducing and/or removing barriers of place,

cost, and discrimination due to age, gender, and ethnicity (Bogue & Aper, 2000). Access

and opportunities have increased in higher education for less advantaged youths and other

groups since the civil rights movement and other initiatives of the 1960s (Baker & Velez,

1996). Nonetheless, minorities are still underrepresented in higher education and most

occupational fields that require a college education (D. Allen, 1999; Astin, 1982; Nora,

Cabrera, Hagedorn, & Pascarella, 1996). Despite efforts to increase access, the college

persistence rates of ethnic underrepresented students have declined, specifically those of

African Americans and Hispanics. Increased attrition has led to increased interest in

minority college persistence research (D'Augelli & Hershberger, 1993; Eimers & Pike,

1997; Nora, Cabrera et al., 1996). Other studies on underrepresented students have

examined how campus climates affect students' perceptions of prejudice and

discrimination (Hurtado, 1992; Nora & Cabrera, 1996) and how student integration

influences adaptation, persistence, and other outcomes (Fleming, 1984; Hurtado, Carter,

& Spuler, 1996). Findings indicate that groups differ in their college experiences and

outcomes.

While policy efforts to increase educational opportunities have served all

members of American society, the value of higher education is particularly important for

underrepresented ethnic populations and groups at the bottom of the occupational ladder
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(Perlmann & Waldinger, 1998). Providing educational access and supporting persistence

to degree are vital in making higher education more inclusive and representative of the

diversity in the United States. Previous research, however, often assumes the college

experiences are the same for all students. For example, researchers and practitioners tend

to view issues related to the retention of minority students as similar, if not identical, to

those of majority students (Rendon, Jalomo, & Nora, 2000). Most studies do not place

gender, class, and ethnicity at the center of theories about how students experience higher

education. It is important to assess the impact of policy efforts to recruit and retain

students in ways that put ethnicity and class at the center of theories about how these

processes work. Rendon, Jalomo, and Nora (2000) recommend that new models are

needed that consider the key theoretical issues associated with the experiences of

minority students in higher education. Examining the quality of the college experience is

one means of identifying differences among various student groups, such as

underrepresented students. The goal of this study is to examine students' college

experiences by focusing on differences in the experience that may explain differences in

the outcomes among various ethnic groups.

College Experience

College student outcome research examines the experiences of undergraduate

students and measures indicators ofthe college experience. These indicators represent the

broad area of the college experience and vary with each study. They include the

following: development of friendships and networks, success in academic studies, and
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perceptions of campus climate. Outcome variables, such as persistence and satisfaction,

are determined by measuring the indicators of the college experience.

Several studies have used indicators of the college experience to explain Tinto' s

(1993) social and integration factors (Bean & Metzner, 1996; Berger & Milem, 1999;

Leppel, 2001; Nora, Attinasi, & Matonak, 1996; Thomas, 2000). Nora, Cabrera,

Hagedorn, and Pascarella (1996) examined institutional experience by constructs that

provided measures of students' academic and social in- and out-of class experiences.

They were determined by the following five areas: (1) out-of-class experiences,

(2) academic learning experiences, (3) interactions with faculty, (4) cooperative learning

experiences, and (5) study behavior. Eimers and Pike (1997) measured academic

integration by examining indicators of the college experience. They also measured

developing friendships, social integration, perceptions of discrimination, faculty-student

integration, and academic achievement. External factors, such as separation from families

or maintaining family ties, are also examined while measuring the college experience.

Since the college experience is a broad area, each study defines it with various variables.

College experience is sometimes used to encompass Tinto's (1993) areas of

academic and social integration. On the other hand, college experience may be used more

specifically as the outcome student variable, such as persistence or satisfaction. The

outcome variable for this study is the quality of the college experience, which is indicated

by academic performance (grade point average) and satisfaction with areas, such as

curriculum, faculty, and student life. This study draws upon Tinto's (1993) model of

student integration and looks at academic and social integration. The factors that define
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academic integration are the interactions with networks that assist the student with

academic-related network functions in the academic system. Social integration is defined

in this study as the interactions with networks that impact the student's social system,

extracurricular activities, and provide emotional support.

There is considerable empirical evidence that various groups experience college

differently (D. Allen, 1999; Bean & Metzner, 1985, 1996; Eimers & Pike, 1997; Elkins,

Braxton, & James, 2000; Leppel, 2001; Nora & Cabrera, 1996; Rendon et ai., 2000).

Frequently, the group differences that are studied are separated by age, gender, and

ethnicity. For example, Bean (1985; 1996) compared the experiences of

traditionally-aged undergraduate with nontraditional students and developed a conceptual

model of nontraditional student attrition. In addition, Spitzer (2000) sought to predict the

collegiate goals of GPA and career decidedness for both traditional (23 years old and

under) and nontraditional (25 years old and over) full-time undergraduates. Another

group difference that is frequently examined when studying the college experience is

gender. Leppel (2001) examined the impact of the college major on goal commitment and

persistence and compared the results between differences by gender and age

(non-traditional vs. traditional). The findings in Elkins, Braxton, and James' (2000) study

suggested that gender, race, parent income and high school academic achievement affect

persistence from the first to second semester in college. Other differences are also

categorized by income and high school achievement.

Ethnicity is one group difference that has received much attention. D. Allen

(1999) found differences between minority and non-minority students when he studied
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student persistence. Results indicated that persistence was most influenced by high school

rank, parents' education, and academic performance for non-minority students, while for

minority students, persistence patterns were most affected by high school rank, academic

performance in college, and motivation. More importantly, there is a motivational effect

on persistence for minorities, but not for non-minorities. D. Allen (1999) defined

motivation as the desire to finish college.

Nora, Cabrera, Hagedorn, and Pascarella (1996) studied the different outcomes

across ethnic and gender groups when examining freshmen adjustment to college. They

found that minorities, on the average, enter college with significantly lower academic

readiness. In a similar study, Eimers and Pike (1997) examined the college experiences of

minority and non-minority adjustment to college. Their results suggested that academic

integration contributed to the academic success of minority students, and not for

non-minority students. A major finding of this study was that perceived academic quality

and satisfaction had significant effects on intent to persist for minorities, but not for

non-minorities; and academic achievement had significant effects on intent to persist for

non-minorities, but not for minorities.

Because a number of studies have highlighted ethnic differences in the college

experience, a critique of Tinto's (1993) theory as it pertains to the departure of minority

students is timely. Rendon, Jalomo, and Nora (2000) analyzed Tinto's interactionalist

perspective with an assimilation/acculturation framework. They suggest a new "helper"

theory may be necessary to take Tinto's theory to a higher level to adequately account for

the collegiate experience of minority students. Rendon, Jalomo, and Nora (2002) also
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conclude that different theoretical considerations should be developed when studying

minority students. One set of theories that hold promise for examining differences in

higher education outcomes are the theories of social and cultural capital.

Theoretical Framework

Social and Cultural Capital

Social capital has its theoretical origins in the explanations of the disparities of

educational achievement and attainment by Bourdieu (1986) and Coleman (1988). It

refers to social relationships and group membership that provide resources and support to

an individual as one advances in social status (Bourdieu, 1986; Schmid, 2001; Stanton

Salazar & Dornbusch, 1995). These networks are originally created by the genealogical

and social positions of one's family, which also determines the size of one's social

networks and social capital. Stanton-Salazar and Dornbusch (1995) posited that from a

social network perspective, the importance of ties to institutional agents (formal

networks) provides support and access to knowledge-based resources, such as guidance

for college admission or job advancement. Their results suggest that students with higher

grades and higher status expectations will generally have greater social capital than those

with lower grades and lower status expectations.

Cultural capital refers to socialization and inherited cultural competencies, which

are cues about how to behave in order to adapt socially, from the social location of one's

families (Kalmijn & Kraaykamp, 1996; Valadez, 1996). The abstract concepts of cultural

capital can be acquired unconsciously through one's position in society (Bourdieu, 1986).
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The transmission of cultural capital depends on the status of one's family, but it is also

attainable from an institution such as a school. For example, counselors and teachers

transfer the knowledge, information, and advice that improve students' cultural

competencies. The academic degree is a sign of cultural competence which is a legal,

guaranteed, respected form of cultural capital (Bourdieu, 1986) and also provides social

advantages.

Both Bourdieu (1973) and Coleman (1988) have different approaches to applying

social capital to explanations of educational inequities. Bourdieu argues that social capital

consists ofresources such as social networks that add to one's cultural capital. His

theories of social and cultural capital explain the disparities in academic achievement

(Dika & Singh, 2002). Children of higher social class levels have better quality resources

of cultural and social capital, which leads to academic success and higher academic

achievement (Bourdieu, 1986). Perna and Titus (2002) suggest that Bourdieu's definition

of social capital focuses on structural barriers that restrict access to institutional

resources. Coleman (1988) argues that social capital is inherent in the structure of

relations between actors and among actors. He also views social capital in terms of the

norms and social controls that must be understood and adopted in order to succeed. He

examined the High School and Beyond data and concluded that greater amounts of social

capital (e.g., two-parent environment, low number of siblings, and high parental

educational expectations) led to lower drop out rates (Dika & Singh, 2002).

Thus, underrepresented students' chances for academic success increase with

increased levels of social and cultural capital. Bourdieu (1986) explained that students
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with more cultural capital are more likely to succeed in school. For example, minority

students who acculturate to the educational system and attain cultural capital by seeking

resources of the campus are more likely to succeed (Valadez, 1996). Another study found

that more exposure to cultural capital is associated with higher levels of schooling

(Kalmijn & Kraaykamp, 1996). Stanton-Salazar and Dornbusch (1995) found that

Mexican American students with more social capital had higher grades and higher status

expectations. One form of social capital refers to social networks and the ways in which

social networks and connections are sustained (Morrow, 1999). Social networks have

been described as one means of increasing the value of one's social capital.

Social capital includes the social relationships that provide resources and support

to individuals as they advance their social status. In this case, individuals are advancing

their status by persisting in college. Their networks do make a difference in the quality of

their experience.

Theory o/Social Networks

Social networks exist in virtually every community. Park, Burgess, and McKenzie

(1967) argue that humans cannot live alone and need communities of networks to

survive. They describe this social networking from an ecological perspective as the

"phase of biology that considers plants and animals as they exist in nature, and studies

their interdependence, and the relation of each kind and individual to its environment"

(p. 63). In addition to the ecological approach, social networks have been studied from

economic, health-related, and sociological perspectives (Bodemann, 1988; Howard,
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1988; Montgomery, 1992; Salzinger, Antrobus, & Hammer, 1988; Tepperman, 1988;

Wellman, 1999; White, 1988; Willer, 1999).

Various social network studies have examined different types of network

relationships. Breiger (1988) describes networks as individuals who come together within

groups due to shared interests, personal affinities, or ascribed status of members who

participate regularly in collective activities. These groups include social associations,

such as board of directors, community organizations, and high school cliques. Bodemann

(1988) examined patron-client relations within a larger political economic network

structure. Another economic network study examined the interdependence between the

organization of the work structure and the organization of local communities in India

(Howard, 1988). Other economic-related social network studies include networks that

affect relationships between producers and buyers and those that impact occupational

mobility (Tepperman, 1988; White, 1988).

In addition, social networks have been shown to be an invaluable aid to

immigrants before, during, and after the migration process (Boyd, 1989; Litwack, 1960;

Lomnitz, 1977; Menjivar, 1997; Mitchell, 1969). Massey, Alarcon, Durand, and

Gonzalez (1987) define social networks as "social structures which establish relationships

between the migrant and the receiving community before he moves" (p. 5). Networks that

are based primarily on kinship, and include friendship, neighborhood, community or

other ties, playa major role in the adaptation of immigrants to a new place (Liu, Ong, &

Rosenstein, 1991). These relationships are developed when the migrant begins

membership with his own ethnic group in the new host country. Members or networks in
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the ethnic community help the immigrant obtain emploYment and acculturate in the new

culture. Thus, these social networks facilitate acculturation of social and cultural capital

and upward social mobility for immigrants. Researchers contend that these networks are

essential in the economic and social survival for new immigrants (Caces, 1986-87; Liu et

aI., 1991; Menjivar, 1997).

Studies on social networks also focus on employment attainment and educational

success. Montgomery (1992) studied the effects of social networks on the attainment of

employment. His findings suggest that networks with acquaintances (weak ties/formal

networks) provide higher status and higher paying job offers than ties with family

members and close friends (strong ties/personal networks). Another study on networks

examined the results of informational networks (formal networks) on high school

success. Stanton-Salazar and Dornbusch (1995) found that informational networks of

teachers, counselors, and administrators helped students succeed in high school more

than networks of family members and peers.

With few exceptions, social networks have not been researched widely in the field

of higher education (Antonio, 2001b). Focusing on freshmen transition and college

success, Antrobus, Dobbelaer, and Salzinger (1988) and Culbert, Good, and

Lachenmeyer (1988) found that students' academic performance matched those of their

friends. Hays and Oxley (1986) examined different types of support and found that "fun

and relaxation" was the network function most consistently associated with college

adaptation. In a related study, Antonio (1998; 2001a) studied friendship groups at a

multicultural university. His findings concluded that there is a discrepancy between the
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perceptions of racial balkanization and the relatively high degree of interracial friendship

among students.

Higher education research on social networks has examined the effects on

first-year adaptation, friendship groups, support among seniors, and persistence

(Antrobus et aI., 1988; Culbert et aI., 1988; Hays & Oxley, 1986; Kenney & Stryker,

1996; Thomas, 2000). As previously described, the results of Antrobus et aI. (1988),

Culbert et aI. (1988), and Hays and Oxley's (1986) studies on social networks indicate

that networks have a significant effect on academic performance and college adaptation.

Kenney and Stryker (1996) examined the need of social support networks for minority

students since racial minorities value interdependence and networks that influence their

cultural development. Their results suggested that friendships did not have a significant

effect on college adjustment, but family support was significant for minority students.

Thomas (2000) assessed the effects of student network characteristics using Bonacich's

(1987) measure of centrality (the degree to which a student is connected to other

connected students) and found that it had a small but direct positive impact on

persistence. In addition, student acquaintances were generally a good thing, but too much

could be a bad thing (Thomas, 2000). A certain amount of acquaintances positively

affects students' connectedness on campus; however, being overcommitted and having

too much connectedness on campus can hurt one's academic performance. For example,

a student may be overcommitted with their student leadership activities and may falter in

the academic studies. Although the literature on social networks is limited, it is clear that
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these findings suggest that the impact of social networking in higher education deserves

further study.

Expanding Tinto 's Integration Model

Research on college student outcomes examines student satisfaction, adaptation,

persistence, and involvement. The traditional hypothesis in this area suggest that

pre-college variables affect the measured outcome (Strauss & Volkwein, 2002). Another

type of approach in explaining outcomes is to test student-fit models that include Tinto

(1975; 1993) and Astin's (1975; 1993; 1999) theories to explain persistence and

involvement outcomes. Other studies have assessed the campus climate and its affect on

student satisfaction with college life, specifically with perceptions of prejudice and

discrimination (Hurtado, 1992; Hurtado et aI., 1996; Nora & Cabrera, 1996).

Although there are many types of approaches to studying student outcomes,

Tinto's theory of student integration is frequently tested in student outcome research.

Originally, Tinto's model was developed to study drop-outs and persistence; however,

scholars also adapt it to study various student outcomes (Aitken, 1982; W. R. Allen,

1985; Bean & Bradley, 1986; Knox, Lindsay, & Kolb, 1992). The key components of

Tinto's model are the integration variables, which are explained by academic and social

types of interactions. Tinto's (1993) theory emphasizes the students' commitment to the

institution as a result of their interactions with individuals and subsequent integration into

the institution (Figure 1). Drawing from Durkheim's (1951)work on suicide and Van

Gennep's (1960) interest on changing of membership, Tinto (1993) postulated an
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interactionalist theory of college student departure (Braxton, 2000a; Thomas, 2000).

Suicide primarily results from a lack of integration of the individual into society

(Durkheim, 1951). According to Tinto's (1993) student departure theory, college student

departure results from a lack of the student's integration with the institution. Van Gennep

conceptualized the stages of separation, transition, and incorporation as he examined the

change of membership from one group to another (Elkins et aI., 2000). As he studied

student departure, Tinto extends Van Gennep's stages in the context of establishing

membership in the communities of colleges (Elkins et aI., 2000). The failure to complete

the stage of incorporation parallels the concept of Durkheim's conceptualization of

suicide.

In 1975, Tinto first developed and published his student integration model. His

1993 revision includes a more detailed discussion of the interaction between behaviors

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

academic environments. Tinto's (1975; 1993) model involves academic and social

integration in college (D'Augelli & Hershberger, 1993). Four variables posited in his

model are students' family backgrounds, high school experiences, campus social

interactions, and personal attitudes (Braxton, 2000a; D'Augelli & Hershberger, 1993).

Braxton (2000a) explains that these characteristics directly influence the student's

commitment to an institution and to the goal of college graduation. In addition, these

characteristics also influence the student's decision to leave the institution.

Tinto (1993) describes the social integration mechanisms as including informal

peer group associations and interactions with faculty and administrations. These
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mechanisms and the level of integration affect the formation of commitment to the

institution and to the goal of college graduation (Braxton, 2000a). The greater the level of

academic and social integration, the greater the level of commitment to the higher

education institution and the greater the likelihood of persisting in college (Braxton,

2000a; Nora, Attinasi et aI., 1996; Thomas, 2000). The levels of integration change

throughout the college experience due to the different interactions. The experiences

gilined from these interactions are posited to explain student outcomes, usually measured

as student success and/or persistence. A limitation of this line of research, however, is

how ethnic differences are approached. While Tinto' s model has been used extensively in

previous research, it does not center on the experiences of those underrepresented in

higher education. This study will add to the research by examining social networks and

the effect of such networks on integration among ethnic groups, as well as their effect on

the quality of the college experience for different groups of students.

The framework for this study is Tinto's (1975; 1993) model of student integration

extended to include social networks to measure the quality of the college experience for

different ethnic groups. The integration with family members and peers (personal

networks), and faculty and administrators (formal networks) are added to Tinto's model

and are measured in finer detail to include the types and composition of social networks

in which students may be involved. First, this study seeks to describe social networking

among ethnically diverse students in higher education. Second, social networking is

examined for its relevance and contribution to the quality of student experiences.
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The model. As noted previously, many studies have used Tinto's (1975; 1993) model on

student interactions to explain outcomes of the college experience, Berger and Milem

(1999) conclude, however, that "most of the existing empirical literature testing the Tinto

model (e.g., Pascarella and Terenzini, 1980; Braxton and Brier, 1989; Halpin, 1990) has

focused on the perceptual component of academic and social integration, while ignoring

measures of actual behaviors" (quoted on p.642). Other studies also use Tinto's model as

a theory to guide the research, but do not measure actual integration behaviors. For

example, drawing upon Tinto's work on the influence of social and academic integration

on college persistence, Leppel (2001) examines the impact of the college major on goal

commitment and persistence, but does not investigate behavioral actions.

Unlike other student outcomes research, this study measures actual integration

behaviors-social networking among ethnically diverse students in higher education.

This study also examines the relevance, function, and contribution of social networking

of the student experiences. Figure 2 represents the proposed model of social network

factors and their effect upon the college experience. The direct and indirect effects of the

exogenous variable (background characteristics) and two endogenous variables

(academic integration measured by the impact of networks on academic activities and

social integration measured by the impact of networks on social activities) on the quality

of the college experience are examined. The direction of causation and the nature of the

relationship are supported by previous research and hypothesized to examine social

networks effect on the college experience.
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The model proposed in this study combines Tinto's (1975; 1993) background

characteristics and student interactions in examining the college experience. Background

characteristics include variables such as high school grade point average and family

income level. These background characteristics are ; and student interactions include

involvement in extracurricular activities. By combining the concept of social networks

and Tinto's (1975; 1993) model, background characteristics are posited to include formal

networks (weak ties) of high school counselors, teachers and community leaders.

Personal networks (strong ties) are student's family members and friends. During the

college years, students expand their network structures to include college faculty,

advisors, and staff members in their formal networks and new friends in their personal

networks. Family ties remain part of the student personal networks during college. The

final outcome variable is the quality of the college experience.

The proposed model includes those variables of Tinto's (1993) model most often

used in persistence studies and sometimes with various student outcomes research. The

intentions, goal and institutional commitments, and external commitments variables were

eliminated from the proposed model. These are rarely included in student studies since

scholars have reviewed Tinto's model extensively and concluded that certain aspects of

Tinto's model lack empirical internal consistency (Braxton, 2000b; Braxton, Sullivan, &

Johnson, 1997).

The framework for this study is Tinto's model of student integration extended to

include social networks to measure the quality of the college experience for different

ethnic groups. The integration with family members, peers, faculty, and administrators
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included in his model is further investigated by examining the types of social networks in

which students may be involved. The outcome to be measured is the quality of the

college experience.

Research Questions

This study examines the effects of social networks on the quality of the college

experience among various ethnic groups of students. Tinto's (1975; 1993) student

integration model is used as a framework and social network variables are added to the

model. The research questions are the following:

(1) Can social networking be adequately measured among various groups of

students?

(2) Does the use of social networking in higher education vary by student ethnic

group?

(3) Does the use of networks help explain other types of behaviors of interests,

such as the quality of the college experience?
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CHAPTER TWO

REVIEW OF THE LITERATURE

Many college student experience studies base their framework on Tinto's models

of student and institutional departure and student integration (1975; 1993). This study

contributes to the area of higher education by extending Tinto' s integration model to

examine how social networks impact the quality of the college experience. The literature

reviewed in this section encompasses four areas: (1) models examining the college

experience, (2) theories of social and cultural capital, (3) theory of social networks, and

(4) immigration and upward social mobility.

Models Examining the College Experience

Over the years, researchers on the student experience have studied various models

of student involvement, satisfaction, and integration (Astin, 1999; Bean & Eaton, 2000;

Bean & Metzner, 1985; D'Augelli & Hershberger, 1993; Hu & St. John, 2001; Murtaugh,

Burns, & Schuster, 1999; Nora, Cabrera et aI., 1996; Pascarella & Terenzini, 1991). The

most traditional view of studying influences on student outcomes is that background

characteristics such as academic preparedness for college and clear goals are the main

factors accounting for differences in academic performance, persistence behavior, and

other educational outcomes (Strauss & Volkwein, 2002).

21



Another set of studies that measure student outcomes are the student-institution fit

models. Most scholars refer to Tinto's (1975; 1993) integration model of departure. Tinto

(1993) based his theory of institutional departure from higher education systems on

Durkheim's theory of egotistical suicide that proposes a longitudinal and interactionalist

model with a sociological framework. According to Durkheim (1951), suicide is more

likely to occur when individuals are insufficiently integrated into society. Dropouts from

higher education institutions, which may be viewed as a social system with its own

values and social structures, can be analogous to that of suicide in the wider society

(Spady, 1970). Tinto's model posits that some degree of social and intellectual

integration and academic and social membership must exist for the prevention of college

dropouts and continued persistence.

Astin's models are also frequently tested and critiqued. He developed the theory

of student involvement (1975; 1999) and studied student satisfaction (1993). Involvement

refers to the amount of physical and psychological energy that students devote to the

academic experience. Research grounded in the theory of student involvement found that

students who lived in campus residences, joined extracurricular activities, and worked

part-time on campus were less likely to drop out. In his student satisfaction study, Astin

examined freshmen responses to the following five aspects of college life:

(1) relationships with faculty, (2) curriculum and instruction, (3) student life,

(4) individual support services, and (5) facilities. The findings indicate that students were

most satisfied with their courses in their major, opportunities to participate in

extracurricular activities, opportunities to talk to professors, and the overall college
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experience. Astin explained student satisfaction and students' perception ofthe college

environment depend much more on actual experiences than on entering student (input)

characteristics.

Other studies on student outcomes emphasize the importance of the campus

climate in student adjustment. Most of these current studies examine the perceptions of

prejudice and discrimination that account for differences in experience between various

underrepresented and the majority groups (Cabrera, Nora, Terenzini, Pascarella, &

Hagedorn, 1999; Hurtado, 1992; Hurtado & Carter, 1997; Hurtado et aI., 1996; Nora &

Cabrera, 1996). For example, Nora and Cabrera (1996) examined the role of perceptions

of prejudice on the adjustment to the college environments and on college-related

outcomes, such as persistence. They found that both minorities and nonminorities do

perceive a negative campus climate, discriminatory attitudes held by faculty and staff,

and report racially oriented in-class experiences. In these three areas, minorities reported

higher perceptions of prejudice and discrimination that White students. Hurtado and

Carter (1997) studied Latino students' perceptions of campus racial climate and its effects

on the students' sense of belonging. They found that perceptions of a hostile racial

climate have direct negative effects on students' sense of belonging in the third year. The

results suggest that greater attention needs to be paid to minority students' subjective

sense of integration in campus life, temporal sequencing of college experiences, and new

avenues for understanding students' adjustment to college. Some of these studies refer to

Tinto's integration model (W. R. Allen, 1985).
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Although the frameworks of Tinto (1975; 1993) and Astin (1975; 1993) are

frequently tested by other researchers, there are relatively few studies that support or

confirm these models. For example, each chapter in Braxton's (2000b) book, Reworking

the Student Departure Puzzle, tested and critiqued Tinto's (1975) model of integration

and departure. Most scholars who contributed to this book recommend either revising or

abandoning the model. St. John, Cabrera, Nora, and Asker (2000) suggest financial

variables, such as the ability to pay, affordability, and student aid should be merged with

student-institution fit models. Bean and Eaton (2000) and Baird (2000) added

psychological processes to the integration model. These factors included self-efficacy

assessments, coping processes, attributions, and effects on behaviors. Sociological

frameworks suggest that themes of social networks, social reproduction, and

organizational subsystems should be included in Tinto's (1975) model (Berger, 2000;

Tinto, 2000). Other studies on higher education persistence have also either added to or

critiqued existing models. This study extends Tinto's model by including the concept of

social networks as one means of integration and examines social networking and its

impact on student outcomes.

Theories of Social and Cultural Capital

As described in Chapter 1, social and cultural capital theories are used to account

for educational disparities. Currently, scholars continue to refer to these frameworks in

educational studies. For example, Kalmijn and Kraaykamp (1996) explained racial

inequality in education by examining cultural capital. They found that different family
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backgrounds make a difference in a child's level of cultural capital. Children from higher

socioeconomic backgrounds are more exposed to high cultural activities and are more

likely to do better in school. In a recent study on educational attainment and social

capital, Perna and Titus (2002) looked at the role of parental involvement as social capital

in promoting college enrollment. They found that the probability of college enrollment

increases when parents discuss education-related topics with their child, initiate contact

with school about academics, and contact the school for volunteering opportunities. The

likelihood of college enrollment declines when the parent is in contact with the school

about behavioral issues. Another study on social capital tested the theory that

accumulation of social capital leads to success (Schmid, 2001). First generation families

adapt to living in the United States and create differential opportunities and social capital

in the form of ethnic jobs, networks, and values that, in tum, create different types of

pulls on the second generation. Schmid (2001) also found that second generation students

were less likely to drop out than the third generation.

Berger (2000) introduces a theoretical perspective on retention that is based

Bourdieu's theory of social reproduction and how it applies to higher education

persistence at the individual and institutional levels. He also explains that aligning the

individual cultural capital with the organizational capital of the higher education

institution is important for the student to succeed.

At the individual level, education is the primary venue for individuals to optimize

cultural capital resources. However, Berger (2000) suggests that it is important to look at

the early education experience since it plays a role in cultural capital and higher
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education choice. The acquisition of cultural capital resources can come from the school

and home environment. These resources have an impact on the type of college choice of a

student. At the institution level, colleges are the optimizers for cultural capital attainment

and social capital reproduction. Postsecondary educational institutions vary with the

types of resources targeted for retention purposes. From a social reproduction

perspective, students decide on college and enter with their background characteristics

that include their level of cultural capital resources. Berger (2000) suggests the following

four propositions that could be used when testing the social reproduction perspective on

undergraduate persistence: (1) institutions with higher levels of cultural capital will have

the highest retention rates, (2) students with higher levels of cultural capital are more

likely to persist, (3) students with higher levels of cultural capital and correspondingly

high levels of organizational cultural capital are more likely to persist, and (4) students

with lower levels of cultural capital are more likely to persist at institutions with low

levels of organizational cultural capital. For example, retention and graduation of various

types of students rates differ by institutional type. Students who have college-educated

parents are more likely to persist in four-year colleges (high level of cultural capital),

while students whose parents did not attend college are mOre likely to succeed at a

community college (low level of cultural capital).

Dika and Singh (2002) examine the trends in the use of social capital theory in

studies of educational outcomes. Social capital is a theoretical perspective stemming from

sociology and is used to explain the inequities in education. Bourdieu (1986) and

Coleman (1988) are the two scholars that are widely cited on their concepts of social
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capital explaining educational inequities. Dika and Singh (2002) reviewed 39 studies

from 1986 to 2001. During this time period, over 100 educational sources used social

capital in their text. One third (13 of 39) studies reviewed examined the relationships

between social capital and educational attainment. The interest in examining social

capital to explain education inequities increased over the past two decades. However, the

conceptualization of social capital in studies that use large-scale data sets is narrow and

restricted by the variables available. The importance of developing and applying

alternative conceptualizations of social capital is apparent with these studies. And, works

that focus on how social capital is accessed and utilized by students and families in

educational institutions are more promising in using social capital as a framework.

Stanton-Salazar and Dornbusch's (1995) described social capital as important in

social networks and status attainment. In their study, students with high socioeconomic

status (SES) had greater access to school-based social capital, which led to academic

success. Students with higher grades and students with higher status expectations had

information networks with greater social capital. The networks with greater social capital

transferred information that resulted in better OPAs and higher status goals.

In another study, Valadez (1996) refers to the theories of cultural capital and

Bourdieu's theory of cultural reproduction. In his qualitative case study, Valadez argues

that social-class position and class culture become a form of cultural capital in higher

education. Although he found that many students enroll in the community college in the

hopes of obtaining higher paying jobs and improving their social positions, only some of

these students are successful due to their levels of cultural capital. For example,

27



working-class students did not have the wealth of social networks as did the middle-class

students and relied on the services provided by the institution. These services included

overworked faculty and advisers who could not always assess each student's needs

appropriately. Meanwhile, middle-class students obtained more accurate information

regarding their career goals and transfer plans from family and peer members who had

attended college. These personal networks had a higher level of cultural capital which

transferred to the middle-class students. Community colleges may provide limited

opportunities for lower socioeconomic groups; they may actually contribute to the

reproduction of existing class differences.

Teranishi (2001) uses social capital as part of his framework in studying ethnicity

and social class among Asian Pacific Americans and college opportunities and

aspirations. He defines the concept in the broad sense that social capital is a set of

relations among persons in a society. Expanding on other works of social networks as an

approach to studying social capital, Teranishi explores the college-choice process through

an examination of the interdependence and cooperation of students, families, and

structural resources (i.e., high school guidance counselors, teachers, college admissions

representatives, etc.). The findings suggest that there are differences among various Asian

American groups on their college aspirations, plans, and decisions, specifically in relation

to their networks and social capital.
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Theory of Social Networks

The theory of social networks has been applied to various areas: immigration

(Boyd, 1989; Liu et aI., 1991; Massey et aI., 1987; Menjivar, 1997); ecological (Park et

aI., 1967); economic (Bodemann, 1988; Howard, 1988; Montgomery, 1992),

health-related and sociological perspectives (Salzinger et aI., 1988). In this section, other

social networking areas that include the attainment of employment and educational

success are described. Finally, social networking in various ethnic communities will be

discussed.

Social Networks & Attaining Employment

Montgomery (1992; 1994) studied the effects of weak ties and strong ties on the

ability of finding employment. Strong ties (personal networks) include social interactions

with close friends and relatives, while weak ties (formal networks) include interactions

with acquaintances. In his 1992 study, Montgomery examined the implications of

Granovetter's (1973; 1982) "strength-of-weak-ties hypothesis." Granovetter (1973;

1982) posited that weak ties are more likely than strong ones to link an actor to new

information that is not otherwise accessible. Strong ties offer redundant information that

flows within the same, dense networks.

Campbell, Marsden, and Hurlbert (1986) examined social resources and

socioeconomic status with the framework of the strength-of-weak-ties argument. Their

findings supported their hypothesis that persons high in socioeconomic status have access
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to greater social resources and networks. They also found that persons with high status

have networks that are less closely-knit (weak ties).

In Montgomery's (1992) study, the strength-of-weak-ties argument suggests the

weak ties network structure consists of a better quality pool of networks that inform of

more job offers as well as higher paid and higher status employment opportunities than

strong ties. Montgomery's findings revealed that weak ties resulted in more jobs, but not

necessarily high-paying jobs. Individuals with large networks and/or a large proportion of

weak ties in their networks were more likely to yearn for higher wages. This finding is

consistent with Campbell et al.'s (1986) conclusion that individuals of high

socioeconomic status are likely to have larger but less tightly knit networks than

individuals of low socioeconomic status, meaning that a larger amount of weaker ties are

common in higher status groups and are effective in offering higher paying job

opportunities.

Social Networks & Educational Experiences

In addition to employment attainment, social network theory has been applied to

educational experiences. Stanton-Salazar and Dornbusch (1995) studied the networks of

high school students. Successful social networks in the educational system are dependent

on the formation of genuinely supportive relationships with institutional agents (formal

networks), especially for working-class and minority youths (Stanton-Salazar and

Dornbusch, 1995). Institutional agents include schoolteachers, administrators, and
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community leaders. They found that institutional agents helped students succeed in high

school more than informal networks (personal networks) of family members and peers.

Stanton-Salazar and Dornbusch (1995) also examined the role of social capital

and acculturation. Their results suggest that students with increased social capital and

socioeconomic status were more likely to have more institutional networks. This is

consistent with Montgomery's (1992) finding that individuals of high socioeconomic

status are likely to have larger networks of weak ties than individuals of low

socioeconomic status. Both studies posit that individuals with higher socioeconomic

status and increased social capital have larger amounts of weak ties or more formal

networks.

Other studies on social networks focused on higher education. Steward, O'Leary,

Boatwright, and Sauer (1996) studied social networks among successful university

students. They studied the responses of 137 graduating seniors at a predominantly White

campus and found that there were no significant differences across racial/ethnic groups in

sources of support, types of support requested, or quality of network.

Kenney and Stryker (1996) examined social support networks of218 racially and

ethnically diverse first-year college students They found that ethnically

underrepresented students value interdependence and networks that influence their

cultural development. Other results suggest that friendships did not have a significant

effect on college adjustment, but family support was significant.

Thomas (2000) conducted a secondary analysis on a data set of freshmen

responses and assessed the effects of student network characteristics on integration and
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persistence. He used Bonacich's (1987) measure of centrality (the degree to which a

student is connected to other connected students) and found that centrality had a small but

direct and positive impact on persistence. Results also included that student

acquaintances are generally a good thing, but too much connectedness can be a bad thing

in terms of academic performance. A conclusion of this study suggests that the structural

locations, which are the degrees of "closeness" the network is to the respondent

(e.g., close personal friend or source of academic advice), of the student networks play an

important role to student outcomes In addition, previous operationalizations of

integration lacked an important dimension of the construct-structural integration in

students' social networks, In other words, the type of network relationship should be

identified when studying student integration.

Antrobus, Dobbelaer, and Salzinger (1988) proposed that college friendships

provide students with information that supports college achievement. In their study, they

hypothesized that the higher the grade-point-average (GPA) of students' networks, the

more likely the student is to have a higher GPA and the smaller the chance of the student

is to drop out of college. The student's GPA is positively associated with their on-campus

social networks of best friends. In addition, larger on-campus network size is negatively

related to the probability of dropping out of college. Off-campus network size of lower

SES students is negatively related to college success. Their findings suggested that there

is no significant association between network size and GPA or dropout rate, but that the

number of persons in the student's residence was generally negatively related to

academic performance. Finally, a strong relationship appeared between academic
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performance in the freshmen year and the academic standing of one's social network on

campus.

Drawing from Antrobus, Dobbelaer, and Salzinger's (1988) study on social

networks on college success, Culbert, Good, and Lachenmeyer (1988) conducted a

similar study with first and second year students at a large, private, suburban community

university. While Antrobus et aL (1988) posited that the size of on-campus social

networks and the number of activities with on-campus friends were both measures of

integration into college and increased opportunities for support, Culbert et aL's (1988)

results indicated that the size of on-campus social networks was not found to be

systematically related to GPA. Students did, however, seem to choose friends whose

mean academic performance matched their own. For second year students, there was an

association between GPA and average number of activities with on-campus friends.

Culbert et aL (1988) argued that in studies that used Tinto's (1975; 1993) model,

it is not possible to determine precisely the nature of student relationships or networks

and their influence on social support since social networks had not been measured by

peer group or student-to-student links. The type of evidence cited in studies using Tinto's

model is vulnerable to bias because the information about social networks is not

independent of data about the academic achievement of the network members (Antrobus

et aI., 1988). Antrobus et aL (1988) and Culbert et aL (1988) attempt to fill this gap by

studying social networks and their effects on academic achievement.
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Social Networks in the Ethnic Communities

Filipino communities. Although empirical research shows that social networking is found

in many groups, it is of particular importance to one of the ethnic groups in this study.

Research indicates that social networks play an instrumental role in the social, personal,

and occupational lives in the Filipino culture. Liu, Ong, and Rosenstein (Liuet aI., 1991)

studied the use of social networks and chain migrations of the large Filipino populations

in Hawai'i and New Jersey. These networks help Filipino immigrants acculturate to the

mainstream culture and welcome newcomers to the community. In addition, employment

opportunities are relayed from these personal networks of relatives and friends. Caces

(1986-87) explained that Filipino immigrants in Hawai'i obtain employment through

their system of social networks. However, as noted above, Montgomery (1992) and

Caces (1986-87) suggest that networks of strong ties (close friends, relatives, and

personal networks) provide information leading to lower paid job opportunities in the

same occupational categories than weak ties (acquaintances and formal networks).

Alegado (1991) examined the Filipino networks on the plantations in Hawai'i.

Filipinos developed networks in their early 1900s on the plantations since there was a

lack of family structures and most of the immigrants were young, single men. These

networks were the building blocks of the Filipino community in Hawai'i. Networks were

formed by people who were from the same towns (saranays) in the Philippines, family

and kinship networks, social organizations, and neighborhoods. Other networks revolved

around religious purposes, such as weddings, baptismals, and funerals. The main function
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of these networks was to help immigrants assimilate into the new American environment

and to socially reproduce the Filipino culture (Alegado, 1991).

Hawaiian culture. In the Hawaiian culture, the family is the center of all relationships.

Ghana, which is a common word in the Hawaiian language, means "family" and includes

extended family members who may be bonded by blood (Young, 1980). From their

Ghana, one could expect unconditional warmth and support. In addition, the importance

of unity and social harmony within family is an important Hawaiian value (Perez, 1997;

Young, 1980). Another familial value is maintaining relationships, such as nurturing

children and holding a child's welfare a priority. Hawaiians also maintain relationships

free of conflict by not confronting individuals with problems. When pursuing a goal or

success, Hawaiian individuals are not expected to perform below their abilities, rather

they are expected to perform for the success of the group (Perez, 1997; Young, 1980).

Hawaiians do not flaunt individually since small communities would already know the

accomplishments of an individual. Young (1980) suggests that the Hawaiian culture

shares some similarities with Perez' (1997) observation that eastern cultures include a

collectivist culture and family-centered values. In terms of seeking social support, Perez

hypothesized that the collectivist cultures, such as the Hawaiian culture, will be less

likely than individualist cultures to obtain social support from available sources in the

university setting. They will be more likely to seek support from family members

(personal networks).
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Japanese communities. The first generation of Japanese settlers in Hawai'i, the Issei

population, developed tightly knit communities that helped them acculturate and adapt to

the American life. However, Tamura (1994) explained that these communities also

hindered acculturation by reducing contacts with the larger communities and ostracizing

those who deviated from Japanese norms. Issei often lived in segregated plantation camps

and continued to live among themselves off the plantations, which led to Japanese

enclaves in Moiliili, Kalihi-uka, Manoa, and other neighborhoods. These communities

had Buddhist temples, Japanese schools, and kenjin-kai (prefectural associations) that

preserved the Japanese culture (Tamura, 1994). The networks in these communities

provided a psychological security to retain their Japanese culture while acculturating to

the American society.

Caucasians. Most studies on social networks that differentiate ethnicity rarely describe

characteristics of the Caucasian communities. Results are usually reported by the

non-White ethnic group studied, such as Filipinos, African Americans, Vietnamese,

Salvadoreans, and Mexicans (Alegado, 1991; W. R. Allen, 1992; Caces, 1986-87;

D'Augelli & Hershberger, 1993; Menjivar, 1997). However, there are numerous studies

on social networks (Antrobus et aI., 1988; Banks & Carley, 1997; Barrera & Ainlay,

1983; Bodemann, 1988; Breiger, 1988; Carrington & Hall, 1988; Culbert et aI., 1988;

Doreian & Stokman, 1997; Fernandez, Castilla, & Moore, 2000; Flache & Macy, 1997;

White, 1988; Zeggelink, Stokman, & Bunt, 1997). The majority of these populations are
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of Western European descent or Caucasian. Therefore, social networks do play an

important role in the Caucasian culture.

Perez (1997) studied the differences in social support between individualist and

collectivist cultures. He described that European Americans follow an individualist

culture, and due to the individualist nature of western culture, social support may be

sought out from available social networks, such as college friends, or mental health

professionals at a college counseling center, which are formal networks. In summary,

although the number of studies directly examining the use of social networking by ethnic

groups is limited, there is evidence that that networking varies substantively by ethnic or

cultural group.

Immigration and Upward Social Mobility

Migration to the United States is usually prompted by a quest for economic and

social mobility. Motivated immigrants from developing areas are attracted to the

availability of employment positions, increased wages, and the possibility for upward

social mobility (Portes & Rumbaut, 1990). Bashi and McDaniel (1997) maintain that the

benefits for immigrants are of particular importance compared to the limited possibilities

in their homeland. The early 1900's provided ample industrial and manufacturing

employment opportunities in the United States that allowed immigrants to advance

economically and socially without a higher level of education (Perlmann & Waldinger,

1998). In addition to the large number of employment positions, immigrants had the

opportunity to open their own businesses. Portes and Rumbaut (1990) describe the
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self-employment tendencies of immigrants, such as the Chinese, Korean, Japanese,

Indians and Cubans. They posit that the rate of self-employment is an important indicator

of economic self-reliance and also is a potential means for upward mobility.

As immigrants gradually improve their social status, they improve the

opportunities for subsequent generations (Fortuijn, Musterd, & Ostendorf, 1998).

Although the second and third generations have the opportunity to surpass their

immigrant parents in occupational status, Perlmann and Waldinger (1998) posit that the

children of current immigrants will have to succeed in school to surpass their parents on

the economic ladder. Previous generations did not have to depend on education as a

means to advance socioeconomically because they could improve their socioeconomic

status by working as laborers and entrepreneurs (Perlmann & Waldinger, 1998). Current

immigrants are faced with the challenges of an "hourglass economy," which encompasses

many high and low-paying jobs, and few middle-paying positions. Since fewer

opportunities to advance to higher paying jobs exist, immigrants who start in lower pay

scales may not advance economically or socially. The possibilities for upward economic

and social mobility for recent immigrants are limited due to the changing composition of

the social and economic environment (Fortuijn et aI., 1998). Thus, education, as a vehicle

for upward social mobility for immigrants, has increased in importance (Fortuijn et aI.,

1998; Perlmann & Waldinger, 1998). Since there are fewer well-paid blue-collar jobs

than in the past, immigrants must seek higher levels of education as a means to "move

up."
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The education system of the United States generally supports educational

attainment for immigrants. Primary and secondary education is free and mandatory, and

many public colleges have affordable tuition that makes obtaining a degree viable. The

state and federal government systems also offer financial aid to subsidize some of the

costs. Although the rising cost of tuition and decreased amounts of financial aid grants

may pose a threat for higher education opportunities for some groups, immigrants have a

better opportunity to attain a degree from the U.S. educational system than in their native

country. Thus, they have the opportunity to improve their social status by obtaining

higher status and higher paying occupations by pursuing higher education. Nonetheless,

the mobility of immigrants may be constrained due to their social capital and the social

networking available to them by virtue of their associations. This study includes

immigrant status as one potential factor in the college experience.
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CHAPTER THREE

RESEARCH METHOD

Research on student outcomes has usually examined the integration of the student

to the institution using Tinto (1975; 1993) and Astin's (1975; 1993; 1999) theories and

models. For example, studies that have examined social networks, success, or retention

have used Tinto's model (Antrobus et aI., 1988; Culbert et aI., 1988; Elkins et aI., 2000;

Leppel, 2001). Some scholars prefer to draw upon Astin's (1975; 1999) theory of student

involvement (Berger & Milem, 1999; Hernandez, 2000). Few studies have examined

friendship groups, networks, or social networks and their effects on student outcomes.

This study advances this area of inquiry by utilizing social network theory and techniques

to examine the quality of college experience in a public university among various student

groups.

A social network approach can be applied to the study of the quality of the college

experience when it is conceptualized as a measure of student integration behavior, which

is one factor in Tinto's student integration model explaining dropout or persistence.

Social networking is particularly useful in this study as one means to examine the

variance in integration and quality of the college experience by underrepresented groups.

This chapter discusses the research method used to examine the role of social

networks in explaining the quality of college experience at a public research university.
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Descriptions of the research design, data source, and the data analysis technique will be

included here.

Research Design

The framework for this study is Tinto's model of student integration extended to

include social networks. The integration with family members, peers, faculty, and

administrators that occurs in his model is further investigated by examining the types of

social networks.

Research Questions

This study examines the effects of social networks on the quality of the college

experience among various ethnic groups. Tinto's student integration model will be used

as a framework and social network variables will be added to the model. The research

quystions are the following:

(1) Can social networking be adequately defined and measured?

(2) Does the use of social networks vary by ethnic groups?

(3) Do the networks differentiate other types of behaviors of interests, such as the

quality of the college experience?

Research Model

The model in this study combines Tinto's pre-college characteristics and student

interactions in examining the quality of the college experience. Pre-college characteristics
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include high school grade point average, income, and prior networks; student interactions

include involvement in extracurricular activities and types of social networks. By adding

the concept of social networks to Tinto's model, pre-college characteristics are posited to

include formal networks of high school counselors, teachers and community leaders.

Personal networks are the student's family members and friends. During the college

years, students expand their network structure to include faculty, advisors and staff into

their formal networks and new friends into their personal networks. Family ties remain

part of the student personal networks in college. The final outcome variable is the quality

of the college experience, which will examine academic performance and level of

satisfaction.

Background characteristics. Tinto's (1993) model examined how pre-college variables

affected student integration. In the model posited in this study, variables that describe the

respondent's background characteristics and their effect on the student's experience with

networks are studied. These variables include background items such as sex (female),

ethnicity, immigrant status, parents' educational level, parents' immigrant status, high

school GPA, attendance at a public or private high school,family income level, and

household size.

Formal and personal networks that were developed before the respondent arrived

at college are labeled as pre-college formal/personal networks. The functions of the

pre-college network variables measure interactions with pre-college academic activities,

advice, emotional support, and funlrelaxation. Pre-college formal networks include high
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school counselors, teachers and community leaders. Pre-college personal networks are

the student's family members and friends.

The functional dimensions in this study are drawn from Barrera and Ainlay

(1983) and Hays and Oxley's (1986) studies on social support and networks. The areas

are operationalized as follows:

information/advice-items that define functions such as offering advice on
college classes, major and graduate school;

task assistance-items that describe functions such as helping with homework,
planning course schedules, and encouraging retention;

emotional support-items that describe providing comfort during a personal
problem, calming the respondent during a college-related issue, and sharing
personal feelings; and

fun/relaxation-items that measure the extent of involvement with on-campus or
off-campus fun and relaxation.

Since this study examines ethnic differences, the following dimension is added to the

study:

ethnic/ identity-item that describes the ethnic/cultural identity of those involved
in the network.

Items that measure the nature of each of the constructs and networks were designed by

the principal investigators.

Academic and social integration. Integration occurs in the academic and social systems

(Tinto, 1993). In this study, networks during attendance in college (these are labeled as

college formal/personal networks) are indicators of academic and social integration.

College formal and personal networks and their influence on the respondent with college
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advice and task-related academic activities while in college indicate the academic

integration construct. College formal andpersonal networks that provide the respondent

with emotional support and fun/relaxation activities during the college experience

indicate the social integration construct.

During the college years, students expand their network structures to include

faculty, advisors and staff in their formal networks and new friends in their personal

networks. Family ties remain part of the student personal networks during college. By

extending the student integration model to include the concept of social networks, this

study adds to our understanding of the role social networking may play in the higher

education experience among various ethnic groups.

College experience. The final outcome variable in this study, the quality ofthe college

experience, is comprised of two measures: academic achievement measured by OPA,

and satisfaction. The OPA is the respondent's cumulative, self-reported, spring 2003

OPA. The measure of satisfaction combines responses to a number of college areas, such

as student life, campus facilities, and academic experience.

Data Source

The data for this study were collected at the University of Hawai'i at Manoa

(UHM), a Carnegie Doctoral Research Extensive University in the western United States.

There were approximately 4,875 undergraduate senior students enrolled in the spring

2003 semester (Institutional Research Office, personal communication, March 11,2003).
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The setting is ideal for this study, as the institution has no one majority group on campus.

The four groups studied were HawaiianlPart-Hawaiian, Filipino, Japanese, and Caucasian

students.

As described in Chapter 1, there are differences among these ethnic groups in the

college experience. More specifically, Teranishi (2001) suggests and concludes that

groups within the Asian Pacific American (APA) community experience college

differently. In this study, the college experiences of three APA groups (Filipino,

Hawaiian/Part-Hawaiian, and Japanese) and Caucasian students are examined since

social networks playa role in the each of these four groups. In addition, each group have

varying population rates in the state and at the institution studied, which will be described

later in this chapter. First, a brief history of the educational environment of the population

is presented.

Background

The Hawaiian Islands were originally inhabited by the indigenous population of

Native Hawaiians. In the late 1700s, the region was colonized by Westerners and was

conquered and annexed by the United States in 1893 (Benham & Heck, 1998). More

ethnic groups were added to the population in waves beginning in the mid-1800s and

extending to the mid-1990s. Japanese workers began to migrate to Hawai'i in 1885, and

Filipinos were the last ethnic group to immigrate as laborers in the early 1900s. Other

ethnic groups, who migrated as laborers, included Chinese, Portuguese, Puerto Rican, and
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Korean immigrants. During these periods of shifts in the population, educational policy

transformed the opportunities of various ethnic groups (Benham & Heck, 1998).

Early education of the Hawaiians was carried out by Hawaiian elders. Benham

and Heck (1998) describe the historical context of Hawai'i education policy in four

periods. In the first period, 1820-1840s, American missionaries dominated the

educational system and contributed to colonization. Exclusive schools for children of

Hawaiian royalty and missionaries were created in 1840. Common schools were also

developed for the other Hawaiian students. During the second period, 1890 to 1920, the

United States businessmen overthrew the Hawaiian monarchy, dominated the

government system, and abolished the Hawaiian language in the classroom. The third

period, 1930-1960s, which was between the World Wars, was characterized by the

creation of a formal segregated school system for standard English speakers and lesser

schools for the majority of immigrants and Native Hawaiians. In the final period,

1970-1990s, political activism grew, and Hawaiian culture began to be infused into the

curriculum. These four periods demonstrate how an indigenous group, the Native

Hawaiians, contended with an educational system imposed on them as a result of

colonization.

The history of Caucasians and Japanese in Hawai'i can also be traced through

their educational experiences. The white elites of the mid-1800s created a school

exclusively for the elite population that only educated children in English. Their

exclusiveness allowed them to maintain their high social standing. Currently, the

Japanese population shares high social standings with the Caucasians in Hawai'i and high
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enrollment rates at the public university system. They were one of the first immigrant

groups and used education to attain their goals of becoming acculturated into their new

home and to achieve upward mobility (Tamura, 1994).

Filipinos were the last to immigrate as laborers and in the early 1900s, Filipinos

had the smallest percentage of sixteen and seventeen-year-olds enrolled in school.

Agbayani (1996) explained that White, Hawaiian, and Japanese populations had high

proportions (64%, 56%, 35%, respectively) enrolled in school compared to Filipinos at

18 percent. They could not afford school fees, and parents did not encourage children to

pursue educational opportunities on the plantations since they and their children did not

want to be pulled away from plantation work (Agbayani, 1996).

Agbayani (1996) documents that Hawaiians and Filipinos are the largest ethnic

groups among public school students with the following representation in the public

school system: Hawaiian (24%), Filipino (18%), White (18%), and Japanese (13%). The

percentages of eighteen through twenty-four years old of each group enrolled in college

are also relatively high: Japanese (52%), Filipino (31 %), Hawaiian (22%), and White

(21 %). However, a majority of these Hawaiian and Filipino students are enrolled in the

community colleges, rather than baccalaureate degree granting institutions, except for

Hawaiians at the University of Hawai'i at Hilo (Agbayani, 1996). Japanese students have

a lower representation in the public school system and a high enrollment at the college

level. White students are relatively at parity at both levels.
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Institution

The enrollment, two-year persistence, and six-year graduation rates of Caucasian,

Filipino, Hawaiian, and Japanese undergraduate students vary considerably by ethnic

group at the institution studied (Table 1). Compared to the state population, Caucasian

and Japanese students are slightly over represented while Filipinos and Hawaiians are

highly underrepresented at the institution. In addition to enrollment rates, their

persistence and graduation percentages vary by ethnic group. The university's

Institutional Research Office (2000b) defines persistence as the percentage of first-time

freshmen in a given Fall semester who returned to the institution in a subsequent fall

semester. While Filipino, Hawaiian, and Japanese students persist at rates of 65 percent

and above, Caucasian students' two-year persistence rate is the lowest among the four

groups at 54 percent. The six-year graduation rates, which are the cumulative percentage

of first-time freshmen in a given Fall semester who graduated within six years, also differ

by ethnic group (Institutional Research Office, 2000b). Filipino and Japanese students

graduate within six years at 54 and 64 percent, respectively; whereas, Caucasian and

Hawaiian students graduate at approximately 42 percent. This suggests that there is

variability by ethnicity in terms of student experiences in higher education. Previous

theories about attainment of higher education do not place ethnicity, gender, or class at

the center of theories to explain student experiences. These models usually treat students

of various backgrounds as a homogeneous group. Rather than merely controlling for

demographic differences, such differences must be central to the investigation. In order to
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identify fine-grained differences in the experiences of students, the focus must be on

differences that make a difference.

Table 1.

bEth' GRdG dt P . tSt t P I f & UHM E II

(InstitutIOnal Research Office, 2000a, 2000b; State of HawaII, 2000).

ae opu a Ion nro men, ersls ence, an ra uatlon ates )v nlC roup.*
State Population UHM 2-year 6-year graduation

(2000) Fall 2000 persistence as of 1999**
Ethnicity/Race (%) Enrollment as of 1999** (%)

(%) (%)

Caucasian 20.5 22.7 54.4 41.6

Filipino 12.3 8.6 74.8 54.1

Hawaiian/
Part-Hwn

22.1 8.6 65.2 41.8

Japanese 18.3 23.0 80.7 64.3

..

*Percentages reflect only the groups in this study and do not add up to 100%.

**Fall 1990 to Fall 1998 cohorts.

Stratified Sample

The population sample was stratified according to ethnicity. From a list of 4,875

seniors, a stratified random sample consisting of 1,000 seniors was drawn. Four groups of

250 individuals of each ethnic group were sampled. Although the population sampled

was stratified according to ethnicity, we acknowledge that there are problems in the

results due to the differential return rates. The results were not weighted because the

return rate of 35 percent indicates a large proportion of non-responses. The population

was stratified on ethnicity with the expectation that the returns would be high enough to

weight the sample to describe the population more accurately. However, the low return
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rate of 35 percent precludes any effort to generalize the results to the population (as with

weighting the sample), since it is likely that any weighting attempt would be unreliable

due to the large number of nonrespondents. The problems are not exactly known and may

introduce bias. In general, the representative sample is approximate in the method that

was sampled.

Respondents

In Table 2, the background characteristics of the respondents are described. Most

of the respondents are female (63%), have a high school grade point.average (GPA) of

3.0 or above (61 %), and work while in college (72%). About one-fourth of the

respondents are Filipino (25%), 21 percent are Hawaiian/Part-Hawaiian, 27 percent are

Japanese, and 23 percent are Caucasian. Less than nine percent of the students are

immigrants; however, 25 percent of their parents immigrated to the United States. Over

half of the respondents' parents have a college degree and attended a public high school

in Hawai'i. The representation of the sample falls between 27-32 percent of each of the

following family income levels: $40,000 and under (32%), $41-74,000 (32%), and over

$75,000 (27%). The representation is distributed between 22-27 percent ofthe following

household size categories: 1-2 (25%), 3 (22%),4 (27%), and 5 and more household

members (22%). Many of the respondents either lived at home with their parents and

relatives (48%) or off-campus (42%). By their senior year, few lived in campus housing

(7%). Of those who are employed, many of these seniors worked off-campus (45%) and

worked 20 or fewer hours per week (45%).
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Table 2.

Background Characteristics of Respondents (n=339),

Frequency Percent*
Gender

Female

Male 116

62.5

34.2

Japanese

Caucasian

.:~~~i~i~~.......... . , : +1 ; : : +.·····················································1
Filipino 84 I 24.8

..........,., , + j...................... . , ...

Hawaiian/Part Hawaiian 70 20.6

93 27.4
.............................................................

77 22.7

Immigrants 29 ! 8.6 i

Father's highest education level i
·····Higt)·schooj ...·... ·...... ········· ... .······················1··· · · 137·1··... ·····

................................................................... , ··· ·· · ·········· ·148·1
...CG··Or··all·d:u~a:t···e·········s·····c······h·····0 ··0··1······· I,ll _ J.

46 !
Immigrant parents 86 I 25.4 i
High school GPA i 1

······2·:0=3':·6 ·· ··· ························ +! 9··2··..·····+! ; ··································..·············2·'····7····· ·1 ·+1·························..············ j

......::..~~.:: ..: +1 10..,..6 ; :::::::::::.::::.:-.::::::-.~~::.::~].-.:::: .. ::::::::-.::::::::::::::::-.-.:
3.6+ 117 30.1 i

I
Attended Hawai'i public HS 193 I 56.9 I
Attended Hawai'i private HS 69 1 20.4

....................
I,! i

108 i ··\·········· ············· ···················3·:···1······.··9·:······+·········..··········..················_··········1

····· ···· ····1·67-1··· ·········· ..····r· · ·· ·····3·1":·6 ··..··· .
I I

Family income level
. . ~ .

$40,000 and under 1
····$·4'1··:·74;000··...· ... ·····,··

$75,000+ 93 27.4

*Percentages reflect only the groups in this study and do not add up to 100% due to

missing data.

51



Table 2 (Continued).

Background characteristics on Respondents (n=339).

I
Household size

... ~

1-2

Frequency

····.......... ·83··1·····
!

.. ..1

Percent*

:2"4·..·5·····[ , .

3

4

5+

76 I ..J............ ~.~:~.J .. _..
91 I 26.8 i

... . :::..·+..·..················· ······_···..t - + ..
76 22.4 !

~==.i.~=~:=~~~i~~.:~'.I=~:.. ... ........1
Home with family

Campus housing
......................................................" .

Off-campus

I
161

.......~=J
142 I

.........j..

47.5

6.8 i
··················....·····........········-r

41.9 i
i

242
"·"""""62" .

152

29

71.7 I

............................................................................:...::.....:::.....+
18.3

44.8

8.6

25.4

...................+.............................................................. .. ..

44.9

86

152
.....................! , "

......... ...... ...../ ..
Over 20 hours

Hours worked per week
-, .

20 and under

*Percentages reflect only the groups in this study and do not add up to 100% due to

missing data.
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Instrumentation

The survey instrument gathered information on the effect of social networks on

the quality of the college experience. The instrument builds on Antonio's (1998) research

on the impact of friendship groups at a multicultural university, as well as studies on the

effect of social networks on freshmen transition and college success (Antrobus et aI.,

1988; Culbert et aI., 1988; Hays & Oxley, 1986). Figure 3 explains the items measuring

the network constructs of the proposed model of Figure 2. The following four support

functions that may help measure the quality of formal and informal networks were tested

in Hayes and Oxley's (1986) study on freshmen networks, and were originally used in

Barrera and Ainlay's (1983) research on social support: task assistance,

information/advice, emotional support, and fun/relaxation. These four dimensions were

described earlier on page 41. Since this study also examines the effects of social networks

by ethnic group, the construct of ethnic/cultural identity is added. Each of the constructs

consists of items that measure the nature of the construct and networks. Items that

measure the nature of each of the constructs and networks were designed by the principal

investigators.

Variables

In this study, the constructs are operationalized to follow Tinto's (1993)

integration model (Figure 1) and the proposed model (Figure 2). Personal andformal

networks variables are operationalized by how these networks function in the

respondent's college experience. Personal networks include family members and close
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1. ethnic/cultural identity
(cross/same ethnic networks)

1. studying
2. on-campus extracurricular
activities
3. on & off-campus work

1.major advice
2.career advice
3.college-related advice

1.provide support!
comfort regarding a personal
problem

1.have fun/relax
2.on-campus leisure actvs
3.oft-campus leisure actvs

Formal Networks
-faculty
-counselorsladv
-staff

1. ethnic/cultural identity
(cross/same ethnic networks)

1. studying
2. on-campus extracurricular
activities
3. on & off-campus work

1.major advice
2.career advice
3.college-related advice

1. provide support!
comfort regarding a personal

r--p_ro_b_le_m --./

1.have fun/relax
2.on-campus leisure actvs
3.off-campus leisure actvs

Personal
Networks
-family
-on-campus friends
-off-campus friends
-people at work

Figure 3. Items Measuring the Network Constructs.
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friends. Formal networks include acquaintances and institutional agents, such as

schoolteachers, administrators, and community leaders. During the college years,

students expand their network structures to include faculty, advisors and staff in their

formal networks and new friends in their personal networks. Family ties remain part of

the student personal networks during college.

Background Tinto's (1993) model examined how pre-college variables affected student

integration. In the proposed model, variables that describe the respondent's

characteristics prior to entry to the institution studied will be studied and their effect on

the student's experience with networks. The following variables will be examined to

describe the background construct:

demographics include items such as parents' educational level, generation level,
and ethnicity;

prior schooling includes high school GPA and type of high school (public or
private);

prior networks include the formal and personal networks developed before the
respondent arrived to college and their functions to the respondent.

Academic and social integration. Formal networks and personal networks variables are

operationalized by how these networks function in the respondent's college experience.

These functional dimensions are operationalized similar to Hayes and Oxley's (1986)

study. Respondents were asked to indicate to what extent their interactions with their

network group involved each type of support dimension. A 5-point response format that

range from rarely (1) to about everyday (5) was used.
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The following functional dimensions were operationalized as follows:

task assistance-items that describe functions such as helping with homework,
planning course schedules, and encouraging retention;

information/advice-items that define functions such as offering advice on
college classes, major and graduate school;

emotional support-items that describe providing comfort during a personal
problem, calming the respondent during a college-related issue, and sharing
personal feelings;

fun/relaxation-items that measure the extent each of network groups involves
on-campus or off-campus fun and relaxation; and

ethnic/cultural identity-item that describes ethnic/cultural identity.

Integration occurs in the academic and social systems (Tinto, 1993). The

constructs that measure academic and social integration are the academic and social

systems. In this study, college networks at the institution are indicators of academic and

social integration. Formal and personal network interactions providing type ofadvice and

academic tasks during the college experience indicate the academic integration construct.

Formal and personal networks interactions providing emotional support and

fun/relaxation during the college experience indicate the social integration construct.

Outcome variable. The final outcome variable in this study, the quality ofthe college

experience, is comprised of two measures: academic achievement measured by GPA,

and satisfaction measured by a series of statements to which students responded on a

five-point scale (poorly satisfied [1] to very satisfied [5]). For example, respondents were

asked to rate their satisfaction levels with curriculum, general education requirements,

and student involvement activities.
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Procedures

In spring 2003, a survey instrument was mailed to a stratified random sample of

1,000 undergraduate students in senior standing. A three-step mailing process was used to

ensure a sufficient response rate (35%). In the first stage, a cover letter, describing the

study and assuring confidentiality, the survey, and a return envelope were enclosed in a

packet. The survey was coded for tracking purposes. The second stage consisted of a

reminder and thank you postcard. The postcard was mailed to all respondents in the

sample. This notice served as a reminder for those respondents who did not return their

survey and also served as a note of appreciation for those who submitted their survey

responses. The third mailing was only sent to those who did not return their completed

survey. This was tracked by the coding of the first mailing. In this packet, a letter that

assures confidentiality, an uncoded survey, and a return envelope was enclosed. The

letter also explained to the respondent that if they have lost their survey, a replacement

was enclosed.

Protection ofHuman Subjects

Consent from the Committee on Human Subjects was requested and approved to

protect all subjects associated with the study. Protection of confidentiality of the

respondents was assured. No response is associated with individual students.
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Data Analysis

The research design of this study is a primary data analysis of survey data that

was collected in spring 2003. Social network patterns among undergraduate students are

examined. Patterns vary by demographics, background items, type of networks, and

functional area of networks. Two methods that classify objects or cases into categories

and patterns are cluster analysis and discriminant analysis. While discriminant analysis

requires that group membership be defined prior to the analysis, cluster analysis

establishes groups with a data set with unknown membership (Kaufman & Rousseeuw,

1990; Norusis, 2000). Since the patterns of the extent of the network involvement of the

respondents are unknown, the analytical method of cluster analysis is used for this study.

Results examine the effect of informal and formal networks on the quality of the college

experience. Unlike prior research on student satisfaction that examines correlations

among pre-determined satisfaction topics, this study uses cluster analysis to investigate

the existence and nature of groups of individuals with common patterns of networks and

satisfaction.

Cluster analysis is a multivariate statistical approach that separates data into

groups or clusters with similar characteristics and identifies a structure in a data set that

has not been defined (Aldenderfer & Blashfield, 1984; Everitt, 1974; Kaufman &

Rousseeuw, 1990). Data containing information about a sample of cases is reorganized

into relatively homogeneous groups (Aldenderfer & Blashfield, 1984). Everitt (1974)

notes that data is reduced of information ofN individuals to information about g groups

(where g is smaller than N).

58



Several approaches of cluster analysis have been fonnulated to classify different

types of data. One technique, hierarchical agglomerative methods, is frequently used

among clustering techniques (Aldenderfer & Blashfield, 1984; Norusis, 2000). In these

methods, clusters are formed by grouping cases into bigger and bigger clusters until all

cases are members of a single cluster (Norusis, 2000). At the lowest level of the

hierarchical organization, all cases are independent. At the highest level, they are all

joined as one group (Aldenderfer & Blashfield, 1984). During the group formation and

classification process, hierarchical methods produce nonoverlapping clusters. These

methods are nested because each cluster can be counted as a member of a larger, more

inclusive cluster at a higher level of similarity.

One advantage of using cluster analysis is that clustering methods are viewed as

objective (Aldenderfer & Blashfield, 1984). Scholars also prefer to use this method since

cluster analysis includes identification of patterns of group membership for cases from

unknown group membership. In addition, social sciences have strong modern traditions

in the use of clustering methods. This method also produces groups which fonn the basis

of a classification sche!fie useful in later studies for predictive purposes of some kind

(Everitt, 1974). In this study, once clusters are established, their impact on the college

experience is examined using multiple regression.

Logit regression provides a flexible, general-purpose modeling strategy with

straightforward interpretation (Hamilton, 1992). Multinomial logistic regression allows

the research a more refined analysis of dichotomous variables in predicting or explaining

certain outcomes. Linear regression estimates the coefficients of the linear equation,
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involving one or more independent variable, that best predict the value of the dependent

variable (Norusis, 2000).
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CHAPTER FOUR

RESULTS

This study examines whether social networking can be adequately measured

among various groups of students and whether patterns can be identified by utilizing a

cluster analysis. Once these patterns of relationships are determined, multiple regressions

are conducted to identify which network patterns help explain the quality of the college

experience and whether these patterns differed by ethnic groups.

Descriptives

The respondents were asked to report how often their type of networks

(pre-college personal, pre-college formal, college personal, and college formal) helped

them with the following four college-related functions: (1) advice, (2) task, (3) emotional

support, and (4) fun and relaxation activities. The reliability ofthe items within their

function areas are strong since the alpha scores, which implies the relationship, ranged

from .79 to .89, except for the fun and relaxation items (.47 to .64). These may be low

scores because there were only two items in this area.
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Pre-college Networks & Item Scores

Respondents were asked to describe how often their networks assisted them with

the functional areas of college-related advice (type ofadvice), college-related tasks (task),

emotional support, andfun/relaxation activities before they entered college (Table 3).

The range of response was 1, which described that the network type rarely helped the

respondent in that area, to 5, which meant that the network group assisted the respondent

in the corresponding functional area almost everyday. Personal networks, which include

relatives and friends, frequently helped the students with advice related to going to

college (mean=3.78, SD=1.22), while the formal networks ofteachers, mentors, and

supervisors were approached for college-related advice (mean=3.42, SD=I.32) before the

students' college experience. When respondents sought help with college-related tasks,

such as homework and applying to college, students relied on their personal networks for

personal growth, values, and attitudes (mean=4.29, SD=1.00) and formal networks for

intellectual growth (mean=3.67, SD=1.25) most frequently in the area of task. Both types

of the pre-college networks (personal and formal) rarely attended a college outreach

program with the respondents (personal: mean=1.78, SD=1.23; formal: mean=1.51,

SD=.99).

For emotional support, respondents frequently shared their personal feelings with

their networks (personal: mean=4.33, SD=1.00; formal: mean=2.38, SD=1.30). In the

area offun/relaxation, respondents participated with their personal networks in

non-school related activities (mean=4.21, SD=1.14) and their formal networks with

school-related activities (mean=2.47, SD=1.37). Of the four functional areas, personal
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Table 3.

Means and SO of Network Function Items by Pre-College Personal & Formal Networks.

SOMean

Personal Formal Networks
Networks

Mean SO
Pre-college networks

Type of advice

Going to college

College-related advice

Types of colleges

3.78 1.22

3.63 1.20

3.11 1.37

Alpha=.85

3.33 1.40

3.42 1.32

3.02 1.39

Alpha=.89

"Task m

•

Classwork or homework

Apply to college

Apply for financial aid

Encourage you to go to college

Plan your college schedule

Help you grow academically

Attend a college outreach program with you

Intellectual growth

Personal growth, values & attitudes

3.06 1.39

2.80 1.39

2.28 1.41

3.92 1.28

2.31 1.33

3.39 1.25

1.78 1.23

3.70 1.16

4.29 1.00

Alpha=.86

2.83 1.41

2.65 1.39

2.07 1.32

3.53 1.41

2.01 1.28

3.49 1.37

1.51 .99

3.67 1.25

3.54 1.24

Alpha=.86

Emotional support

Comfort you during a personal problem

Calmed you when a problem arose with applying to
college (e.g. problems with financial aid or
transferring)
You've shared personal feelings with them

4.17 1.10

3.33 1.42

4.33 1.00

Alpha=.79

2.29 1.27

2.16 1.25

2.38 1.30

Alpha=.80

School-related activity

Non-school related activity

3.29 1.52

4.21 1.14

Alpha=.60

2.47 1.37

1.94 1.20

Alpha=.57

Range: 1=rarely, 5=about everyday
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networks were most frequently approached when respondents shared personal feelings

with them (emotional support) and formal networks for intellectual growth (task). Both

types of networks were rarely asked to attend a college outreach program with the

respondents.

College Networks & Item Scores

In Table 4, the results of the frequency of the network interactions of college

personal and formal networks are reported as mean scores by items. In the functional area

ofadvice, personal networks (such as family members and friends) provided advice most

frequently on future jobs and careers (mean=3.39, SD=1.19). Respondents relied on their

formal networks (such as professors and mentors) more frequently for college-related

advice (mean=3.34, SD=1.14), which is similar to the pre-college formal network results.

Comparable to the network interactions before the college experience, respondents relied

on their personal networks for personal growth, values, and attitudes (mean=4.07,

SD=1.14) and formal networks for intellectual growth (mean=3.85, SD=1.15) most

frequently in the area of task. Personal networks rarely worked on a job with the

respondents on-campus (mean=1.65, SD=1.19) and formal networks seldom provided

some financial support (mean=1.48, SD=1.00).

Respondents most frequently approached their personal networks for the

emotional support function of sharing personal feelings with them (mean=4.38,

SD=O.94). In the same functional area, formal networks were approached more
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Table 4.

Means and SO of Network Function Items by College Personal & Formal Networks.
Personal Formal

College networks Networks Networks
Mean SO Mean SO

Type of advice

On classes

Your major

College-related advice

Future jobs/career

Graduate school

Task

Classwork or homework

Planning your major

Planning your class schedule

Helping your grow academically

Encouraging you stay in college

Attend a campus extracurricular function with you

Work on extracurricular activities (campus-related)
with you
Work on a campus committee with you

Work with you on your on-campus job

Provide some financial support

Personal growth, values & attitudes

Intellectual growth

Emotional support

Comfort you during a personal problem

Calmed you when a problem arose at college

(e.g. Problems with financial aid)

You share personal feelings with them

Fun/relaxation
Off-campus activities
On-campus activities

Range: 1=rarely, 5=about everyday.
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3.14 1.25

2.96 1.24

3.28 1.11

3.39 1.19

2.46 1.31

Alpha=.83

2.81 1.37

2.46 1.26

2.39 1.34

3.07 1.27

3.74 1.39

2.51 1.38

2.42 1.37

1.75 1.20

1.65 1.19

2.80 1.66

4.07 1.14

3.90 1.10

Alpha=.84

4.27 .99

3.85 1.23

4.38 .94

Alpha=.84

4.11 1.15
2.78 1.49

Alpha=.47

3.23 1.20

3.24 1.23

3.34 1.14

3.33 1.19

2.65 1.29

Alpha=.84

2.82 1.39

2.79 1.30

2.37 1.29

3.57 1.22

3.26 1.43

1.84 1.16

2.02 1.21

1.62 1.04

1.79 1.29

1.48 1.00

3.41 1.24

3.85 1.15

Alpha=.86

2.26 1.25

2.42 1.26

2.37 1.28

Alpha=.85

1.86 1.11
2.16 1.26

Alpha=.64



commonly when a problem arose at the college campus (mean=2.42, SD=I.26). Finally

with/un/relaxation activities, the results were similar as those before the college

experience. Personal networks were more active with off-campus activities (mean=4.11,

SD=1.15) and formal networks with on-campus activities (mean=2.16, SD=1.26). Of the

four functional areas, personal networks were most frequently approached when

respondents shared personal feelings with them (emotional support) and formal networks

for intellectual growth (task). Respondents rarely worked on-campus with their personal

networks and received financial support from their formal networks (task).

Similar to the period before the college experience, respondents relied on their

personal networks most frequently for sharing personal feelings with them (emotional

support) and formal networks for intellectual growth (task). Both types of networks were

rarely asked to attend a college outreach program with the respondents.

Measuring and Describing the Networks

The first research question addresses the possibility of adequately measuring

networks among various groups of students. Measurement can be defined as the

assignment of numbers to aspects of objects or events according to some type ofagreed

upon role or convention (Pedhazur & Schmelkin, 1991). It implies a theory about the

relations among a set of variables relevant to one phenomenon being studied. In this

study, the first part of the analysis is to observe differences on a scale of measure. From

the literature on social networks and educational outcomes, differences between formal

and personal networks are measured, which is a similar conceptualization to

66



Montgomery's (1992, 1994) weak (formal) and strong (personal) ties. Another

measurement scale includes the various roles of the networks in relation to the

respondent, which are determined by titles and relationships. These roles of the networks

examine the forms of social capital the networks provide to the respondent.

Since one approach of this study is to examine differences by ethnicity, the

ethnicity of the network members is compared to the respondent. Finally, differences are

also measured by examining the different types of networks at two different time

periods-before and during the college experience, which follows Tinto's (1993) model

ofpre-college characteristics and college integration affecting student outcomes. Through

these various forms of measurement, there should be some evidence of variability.

The respondents identified five individuals at two different points in time in their

college experience (before college and during college) and two different types of social

networks (personal and formal networks). Thus, the respondents separated their social

networks in the following four network groups: (1) pre-college personal, (2) pre-college

formal, (3) college personal, and (4) college formal networks. To ensure confidentiality,

respondents only identified the individuals in their networks by initials. The respondents

were also asked the title, relationship, gender, and ethnicity of each identified individual.

The respondents identified a total of 67 different types of titles that ranged from student

to restaurant worker.
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Personal Networks-Titles, Relationships, & Same Ethnicity

The networks that assisted the respondent with college-related functions most frequently

were titled student, teacher, relative, and professional for personal networks (Table 5).

Relatives in the title category include mother, father, brothers, sisters, grandparents,

aunts, uncles, cousins, and distant relatives. Professionals include lawyers, doctors,

accountants, and other individuals who hold professional occupations. The proportion of

students as personal networks increased slightly from the pre-college to the college

experience while the percentage of teachers, relatives, and professionals decreased.

The types of relationships that were identified ranged from friend to role model.

Thirty-three types of relationships were identified and friend, relative, mother, andfather

assisted the respondents most frequently as their personal networks. The proportion of

friends as personal networks increased slightly from before the respondents entered

college to the time they were seniors at college, while the percentage of relatives,

mothers, andfathers decreased. Sharing the same ethnicity between the respondent and

identified individual network was also measured. The proportion of same ethnicity

among the respondent and their personal networks slightly decreased from the

pre-college to the college experience.
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Table 50

I Network~ *fP& Relationsh O

. -- ----- -~- -- ------ ---------- ~ - -----7

Title of identified network Relationship of identified network
Same

Pre-college Networks ethnicity Student Teacher Relative** Professional+ Friend++ Relative+++ Mother Father

Identified individual #1 67.4 40.8 9.6 11.0 4.5 50.7 15.0 14.4 5.2
.........•- ...._--_.........................._..................................- ..._...............................................

Identified individual #2 65.6 40.7 7.2 14.5 6.2 52.0 13.7 13.3 11.3
..............__......................................................................................... .................. .................................

Identified individual #3 64.7 51.3 6.5 9.7 5.8 58.3 19.0 6.9 6.6
......._..._..- .........................._..................._..__..._................... ..... ..............__.............................

Identified individual #4 61.6 51.2 7.8 11.2 5.0 61.3 16.3 8.1 4.8
- ........................__......_.__..._-_.. ..._.__m ....

Identified individual #5 65.7 52.7 6.3 8.4 4.6 61.3 18.9 2.8 4.0
...__................_-_.........__......................................_.. ..__..........................................

College Networks
..........-_......................................-._......................... .......__..._--_.__..._.......

Identified individual #1 61.4 51.4 4.7 11.0 3.8 56.5 10.5 13.8 4.8
.......__....__........................_-_........_---_._.. _....__..._....

Identified individual #2 63.4 51.0 4.5 10.2 5.4 57.6 14.3 8.5 7.0
._........................._-_............_ ..........- ............_..._..._- ...._....................................._..

Identified individual #3 58.4 52.6 5.0 8.3 3.6 59.6 16.4 5.4 4.4
....................__..........._.......................................................... ............_-_....__........._........

Identified individual #4 54.5 56.3 4.6 5.6 4.6 62.9 14.2 4.0 6.6
............_.........................................._.._... _...__.__........_...__..

Identified individual #5 55.5 50.0 4.8 7.8 4.1 63.8 12.9 6.3 3.8

0\
\0

*Note: Valid percentages used to take into account missing data. **Includes mothers, fathers, brothers, sisters, grandparents, cousins, etc.

+Includes lawyers, doctors, accountants, etc.

++Includes boyfriends &girlfriends.

+++Includes brothers, sisters, grandparents, cousins, etc., except mother & father.



Formal Networks-Titles, Relationships, & Same Ethnicity

The most frequently reported titles and relationships of formal networks differed

slightly from the personal networks (Table 6). In addition, same ethnic proportions

between the respondents and formal networks differed from the personal networks. The

most frequently reported titles were related to the educational experience - student,

teacher and educator, high school teacher, and professor. Students were identified in a

large proportion of the personal and formal networks; however, the percentages were

smaller in formal networks (50% vs. 14%, respectively). In comparing the different

points in time, the proportion of students as formal networks increased from the time

before college to when the respondent became a college senior. The role ofprofessors

also increased as formal networks during the college experience. High school teachers,

other teachers and educators participated in college-related activities before the college

experience; however, their percentages as formal networks decreased during the college

expenence.

The four most common relationships of formal networks were friend, mentor,

advisor, and supervisor. Similar to personal networks,friends played a role as formal

networks; however,friends as formal networks were smaller percentages (58% vs. 18%,

respectively). The proportion offriends increased from the time before college to the

senior year in college. The proportion ofadvisors and supervisors also increased during

this time. However, the relationships with mentors decreased from the pre-college years

to the college experience. Although the respondents had more personal networks who

shared the same ethnicity than formal networks (62%-personal vs. 39%-formal), the

70



Table 6.

Percentages of Same Ethnicity, Titles, & Relationships of Formal Networks.*

Relationship of identified networkTitle of identified network

4.7

8.5 r 5.8

Advisor Supervisor

57.7

MentorProfessor Friend+

10.6 9.2
...................__._._--_...

12.5 13.8
-_._-_.__._......................... ..................

10.6 17.7
.................... ......._-_.

U 3.8 22.0
...........__.......... .._.............................

).4 7.1 21.6

High
School

Teacher

24.7

Teacher &
Educator

3.0

8.3

6.7

Student

Same
ethnicity

Pre-college Networks

Identified individual #1 42.0
....... ....................-.............................................................................. ........ ..........................

Identified individual #2 36.8
........_.................................................--_.._-_........................... ......--_......

Identified individual #3 39.9
..........._.........._--_.._ .. • ......m __..

Identified individual #4 39.6
.........................__......_.- .......................

Identified individual #5 42.4
I

-....l......

Identified individual #2

Identified individual #3

I
5.9 0.0 57.3 12.5

36.3 I 14.1 7.9 0.0 46.4 19.9
.- •••••••--._~. mm •• •••• ..••••••••••••• 'r .mmmmmm.····.... ··1··--..·.. ······ mm

[-........ --..-.

26.034.3 21.0 i 6.9 i 0.0 ' 43.1 I

Identified individual #4

Identified individual #5

34.1

40.1

25.0

30.0

6.0

11.6 9.1 25.0

6.8

3.6

*Note: Valid percentages used to take into account missing data.

+Includes boyfriends &girlfriends.



proportion decreased by the time the respondents became seniors in college. These

formal types of networks are similar to Stanton-Salazar and Dornbush's (1995)

institutional agents of school teachers, administrators, and community leaders. In their

study, they found that students with higher grades and students with higher status

expectations had supportive relationships with institutional agents with greater social

capital.

Student Networking by Ethnic Groups

Defining the Clusters & Shared Ethnicity

Once it was established that networks can be measured, this study focuses next on

the extent to which the ethnic identity of the networks is shared by the respondent, which

addresses the second research question. K-Means cluster analysis was conducted to group

the same ethnic patterns of the five individual identified networks into one cluster

membership score. This analysis attempts to identify relatively homogeneous groups of

cases based on selected characteristics (Norusis, 2000). Each respondent had a cluster

membership score for each of the four network types (pre-college personal, pre-college

formal, college personal, and college formal). Table 7 describes the proportion of "same

ethnicity" or "different ethnicity" between the respondents and their networks.

Respondents had a more diverse set of personal networks. They decreased their

amount of same ethnic personal networks by the time they were seniors. Similarly,

seniors decreased their proportions of same ethnic formal networks from the time before

college to their senior year. However, before college, they had more personal networks of
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Table 7.

Percentages of Same or Different Ethnicity of Networks by a K-Means Cluster Analysis!

Same ethnicity Different ethnicity

Pre-college personal networks (N=311) 67.2% 32.8%

College personal networks (N=333) 60.7% 39.3%

59.3%

····· ·· ···1 ..··.·· · .
64.9%

40.7%Pre-college formal networks (N=268) I
College formal·netvVorks··

mm
"

HH

" (N=325)m'l m3·5:1 %

*Note: Valid percentages used to take into account missing data.

the same ethnicity (67.2%) than ofa different ethnicity relative to same ethnic formal

networks before college (40.7%).

Defining the Racial Makeup ofNetwork Patterns

Cluster analysis is also used to determine whether there are identifiable patterns of

individuals that provide help to students attending college at two different points in time

(e.g., before college and during college). Respondents identified five individuals per

network type (i.e., pre-college personal, pre-college formal, college personal, and college

formal networks). K-Means cluster analysis is conducted to determine patterns of same or

different ethnicity of the respondent and their network type. For example, the cluster

analysis can determine if a Filipino senior has college personal networks who are

Filipino. The analysis compiles the groupings for the same ethnic patterns between the

respondent and their networks. The results of the cluster analysis demonstrate that social
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networking does vary by ethnic group. Relations before and during the students' college

experience are also identified by this method.

In Table 8, two different patterns emerge showing that there is reliance on the

"same ethnic" group as opposed to "different ethnic" group in the two time periods of

before and during college. First, K-Means cluster analysis identifies same or different

ethnic network types. Then, crosstabs analysis separate these patterns by the four ethnic

groups studied - Filipino, HawaiianlPart-Hawaiian, Japanese, and Caucasian. The

Pearson chi-square was conducted with the crosstabs analysis with the cluster patterns of

"same" or "different" ethnic types and ethnicity.

Pre-college networks by ethnic groups. Pre-college networks are networks that are

formed before the student enters college. Personal networks include family members and

friends, while pre-college formal networks include high school teachers, counselors, and

supervisors. The patterns by ethnicity are shown in Table 8. For example, Filipino seniors

had more "same ethnic" pre-college personal networks (62%) than "different ethnic"

personal networks (38%). However, they had more "different ethnic" formal networks

before college (90%) than "same ethnic" formal networks (l 0%). Hawaiian!

Part-Hawaiian seniors had a tendency to choose more "different ethnic" personal (56%)

andformal networks (82%) before college. Japanese seniors chose more "same ethnic"

pre-college personal (77%) andformal (53%) networks. Caucasian seniors had more

"same ethnic" pre-college personal (83%) andformal (85%) networks than "different

ethnic" (l7%-personal; 16%-formal, respectively).
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Table 8.

Personal & Formal Networks b Ethnic Grou s.

Pearson Chi-Square

Filipino

same ethnlclty

different ethnlclty

Pre-college Pre-college College College
Personal Formal Personal Formal
Networks Networks Networks Networks
(N=301) (N=260) (N=319) (N=314)

.000 * .000 * .007 * .000 *

Hawaiian/Part-Hawaiian

same ethnlclty

different ethnlclty

Japanese

same ethnlclty

different ethnlclty

Caucasian

same ethnlclty

different ethnlcity

28 44.4%

12 17.4%

10 18.2%

9 15.5%

31 45.6%

20 26.3%

14 20.6%

16 21.6%

*significant, p<. 05.

Note: shaded area =x! > 3.84 (p<. 05) & highlights the greater concentration ofsame or different

ethnic networks.
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College networks byethnic groups. College networks are networks that are created and

maintained during the collegiate experience. Personal networks continue to be family

members and include new friends. Formal networks are professors, advisors, and

supervisors. During college, Filipino personal and formal networking patterns remained

in similar patterns. Their personal "same ethnic" networks proportion is similar before

college (62%) and during college (61 %). Filipino seniors also had similar high

proportions offormal networks before and during college (89-90%). Hawaiian!

Part-Hawaiian seniors also have a high percentage of "different ethnic" personal (54%)

andformal (79%) college networks. Japanese students have more "same ethnic" personal

networks during college at 63 percent and more "different ethnic" formal networks at 67

percent. Finally, Caucasian seniors continue to have a high percentage of "same ethnic"

personal (74%) andformal (78%) college networks. The patterns of significant results

across network types and ethnic groups lends support to the view that networks help

differentiate student interactions (chi-square is significant, p<.05 for all four networks

types). These four groups had ethnic networking patterns (same or different ethnicities)

before and during their college experiences.

Defining the Nature ofInteractions by Ethnicity

After identifying the network differences across ethnicities, other variables are

added in the attempt to further explain the ethnic network relationships. A finer analysis

of addressing the second research question uses a multinomial logistic regression that

examines what types of network variables best differentiate students according to their
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ethnicity by network function (Table 9). Four function areas ofthe college experience

were evaluated by the respondents on how their networks assisted them in each of the

areas. The first college-related function, type ofadvice, includes the functions of offering

advice on college classes, undergraduate major, and graduate school while the second

college-related function of task is the role of helping with homework, planning course

schedules, and encouraging staying in college. Two other functions th<;lt are not

academically related are emotional support andfun/relaxation. These areas are important

to the college experience since they affect students' college adjustment, retention, and

persistence (Hays & Oxley, 1986; Kenney & Stryker, 1996).. Emotional support includes

providing comfort during a personal problem, calming the respondent during a

college-related issue, and sharing personal feelings. Fun/relaxation is the extent of

involvement with the respondent with on-campus or off-campus fun and relaxation

activities.

The results of the multinomial logistic regression are reported as change-in-odds,

Exp(B). Change-in-odds ratio are constructed such that if the value falls between zero and

one, seniors are more likely to not to rely on their networks compared to the reference

group of Caucasian seniors is significant. If the value is one, there is no change in odds or

there is no difference between the ethnic student group and the reference category

(i.e., the probability is the same for either event occurring). If the value is more than one,

students are more likely to rely on their networks in that function area compared to the

reference group. Caucasian students are used as the reference group since they are usually
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Table 9.

+c

*slgmflcant, p<.05.

Multinomial Loaistic hange in Odds Explaining Network Functions by Ethnicity.

Hawaiian!
Filipino Part-Hawaiian Japanese

Type of Advice
Pre-college Personal 1.52* 1.27 1.41 *
Pre-college Formal 2.08* 1.79* 1.71*
College Personal 1.75* 1.63* 1.41 *
College Formal 2.10* 1.62* 1.59*

Task
Pre-college Personal 1.56* 1.32 1.70*
Pre-college Formal 1.97* 1.85* 1.87*
College Personal 2.07* 1.87* 1.56*
College Formal 2.05* 1.99* 1.72*

Emotional support
Pre-college Personal 1.21 1.03 1.02
Pre-college Formal 2.16* 1.98* 1.75*
College Personal 1.20 1.10 1.14
College Formal 1.44* 1.53* 1.28

Fun/relaxation
Pre-college Personal 1.47* 1.06 1.34
Pre-college Formal 1.92* 1.72* 1.80*
College Personal 1.71* 1.46* 1.19
College Formal 1.89* 1.69* 1.41

. .

+Reference Category = Caucasian.

what is reported is the Exp(B)--change in odds.

0-1: Seniors are more likely to not to rely on their networks compared to reference group of

Caucasian seniors.

1: no change in odds or there is no difference between the ethnic student group and the

reference category.

1+: Seniors are more likely to rely on their networks in that function area compared to Caucasian

students.
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used as the reference group in other student outcome studies (Nora, Cabrera et aI., 1996;

Rendon et aI., 2000; Steward et aI., 1996).

The results indicate that networks do differentiate students according to their

ethnicity by network functional area. For example, Filipino, HawaiianfPart-Hawaiian,

and Japanese seniors all use their social networks for advice, task-related, emotional

support, andfunlrelaxation areas more than Caucasian seniors use their networks. More

specifically, Filipinos interactions with all types of networks (pre-college personal,

pre-college formal, college personal, and college formal) for college-related advice,

college-related tasks, and fun and relaxation activities are significant. For emotional

support, only formal networks for Filipino students are significant. The significant

interactions for HawaiianiPart- Hawaiian seniors are networks who provide

college-related advice, college-related tasks, and fun and relaxation activities, except for

their pre-college personal networks for fun and relaxation activities. Similar to Filipinos,

formal networks for emotional support are significant for Hawaiian students. Japanese

students interact with all types of networks for college-related advice and tasks. Their

pre-college formal networks for emotional support and fun and relaxation activities are

significant. Results show a strong relationship with ethnicity across all four function

areas.

These results indicate that networks differentiate students according to their

ethnicity. This suggests that ethnicity is related to different patterns of behavior regarding

networks and that Filipino, HawaiianlPart-Hawaiian, and Japanese network interactions

are more significant than Caucasian networks in similar areas (i.e., tasks, advice,
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emotional support, and fun/relaxation). While all types of pre-college and college

networks for academic-related functions during college are significant for Filipino and

Japanese students, all networks types except for pre-college personal networks such as

family member and friends for Hawaiian/Part-Hawaiian seniors are also significant. For

emotional support, formal network interactions with include teachers, professors,

counselors, advisors, and supervisors are significant for Filipinos and Hawaiians/

Part-Hawaiians, while only formal networks created before attending college are

significant for Japanese students. Finally, for fun and relaxation activities, all types of

networks are significant for Filipinos and all networks except for personal networks

developed before attending college are significant for Hawaiian/Part-Hawaiian students.

Formal networks created before attending college for fun and relaxation activities are

significant for Japanese seniors.

Explaining Satisfaction

The third research question addresses whether networks help to explain the

quality of the college experience, such as satisfaction and academic achievement. This

stage of the analysis involves using background characteristics and network variables to

explain outcomes. A listwise linear regression analysis determines whether the

background variables and networks functional areas affect the outcome variable-a

measure of the college experience, which is satisfaction and academic achievement

(GPA). The first model examined the effects of the variables of background

characteristics and functional area by networks (academic and social integration) on
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satisfaction measured by a factor score created from reported scores of eleven items

describing areas of collegiate satisfaction.

Respondents were asked to rate their satisfaction with the following eleven areas

of the college experience: (1) curriculum, (2) general education requirements,

(3) administration, (4) interactions with faculty, (5) student involvement opportunities,

(6) student life, (7) student support services, (8) facilities, (9) campus environment,

(10) overall academic experience, and (11) overall college experience (Astin, 1993).

Five-point Likert scale was used (1=poorly satisfied, 5=very satisfied). Table 10

described the mean scores of the satisfaction areas. Respondents were most satisfied with

their overall college experience (mean=3.54; SD=.96) and least satisfied with

administration (mean=2.87, SD=1.lO).

Table 10.

Satisfaction Item Means & Standard Deviations.

How satisfied are you with the following areas? Mean SO
Curriculum 3.35 .88.......................~.................................................................................. . ,.......................... . ..

General Education requirements 2.88 1.08
...................................................................... .. ,- ,.... . , .

Administration 2.87 1.10
.................................................... , _ ..

Interactions with Faculty 3.36 1.08·· ···Student·in·vo·ive·menioppo·rtu·n'iiies ...." ""3>i4··········" ······· "............. 1.05 ·" .. ·.. ·.. ·
"'''Stude'nt'Ufe'''' """..."""""""." """ _.. ".......... .. .·,,··2·:·92·......· .."-·" .. "1:·12

............................................................................................................................ . ..

.. .. ~!~~.~~.!~~P..P..?:.!,,~~.~i~~.~...... """""""" ". 3. 11 """ ~..:Q.~............. .
Facilities 2.91 1.01

................................................................. .. ,

""" "~~r.!.!p.~.~"~.~YiE~~~.~.~!...,,,,. ."""."."" "....... "" .."................".............. ~:~9. ".. ""..".."",,..~,,:Q.~..,,"_""
."_,,.S?y.~~~II.,,~.~~.~.~.r.!.!i.? ...~~p.~~i~.~.~~ """""""."."" ..""_."."".,, ..""".~.:.~ ..~.""""" ..""""_""".. _"".,,,,..:.~.~ ..,, .
.".. ...Qy..~r.§ll~9.I.I.~g~.~~E~Ei.~Q~~.. .." "" "" " ".. 3.54 " ""."...... .~~ _" _ ..

Alpha=.86
Range: 1=poorly satisfied, 5=very satisfied.
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A confirmatory factor analysis was conducted to reduce the eleven areas to one

satisfaction score for each respondent so that the first model of the listwise regression

analyses could be conducted. Findings indicate that the background variables of being an

immigrant, assistance with academic-related tasks such as homework and applying to

college with pre-college formal networks, andfun/relaxation activities shared with

pre-college formal networks have a positive significant effect on college satisfaction

(Table 11). Fun/relaxation activities shared with pre-college personal networks has a

negative significant effect on college satisfaction. The background variable of

pre-college personal networks interacting infun/relaxation activities has the largest

influence on satisfaction (the standardized beta value is -.327, the largest among the

variables). After adjusting the R-Square for model complexity, about 11 percent of the

variance in satisfaction is explained by the variables of immigrant, assistance with

academic-related tasks with pre-college formal networks, andfun/relaxation shared with

pre-college networks. In all, therefore, the model explains modest variation in

satisfaction.

Explaining Academic Achievement (GPA)

The next model examines the effect of the background variables and functional

areas of networks on GPA. Most of the seniors in this study reported college GPAs above

3.0 at 70.9% (Table 12). Findings indicate that the variables of being female, high school

GPA, same ethnic pre-college personal networks, and assistance with academic-related

tasks such as planning a major or class schedule with college formal networks have a
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Table 11.

Linear Regression-Demographic Variables & Networks Functional Areas Impact on

Satisfaction.

Unstandardized Standardized
Coefficients Coefficients

Variable B Std. Error Beta t-value Significance

Demographics
Female .017 .151 .008 .114' .909

Filipino -.161 .307 -.073 -.526 .599

Hawaiian/Part-Hawaiian -.076 .249 -.031 -.304 .762

Japanese .186 .225 .084 .829 .408-- ..--Il&r
Family income level -.109 .086 -.099 -1.275 .204

Household size .079 .054 .109 1.464 .145

Mother's highest level of -.082 .106 -.061 -.778 .437
education

Father's highest level of -.035 .104 -.027 -.339 .735
education

Immigrant parents -.038 .216 -.017 -.177 .859

Academic background
High school GPA -.049 .080 -.042 -.615 .539

Attended public high -.191 .164 -.096 -1.165 .245
school

Prior Networks
Same ethnic pre-college .043 .173 .021 .251 .802
personal networks
Same ethnic pre-college -.268 .183 -.133 -1.466 .144
formal networks

Functional areas & networks :vpes- Pre-College
Advice: personal networks -.017 .102 -.016 -.161 .872

Advice: formal networks -.045 .111 -.044 -.408 .684

Task: personal networks .035 .109 .033 .324 .746--- -Emotional support: .158 .110 .145 1.445 .150
personal networks
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Table 11. (continued)

Linear Regression-Demographic Variables & Networks Functional Areas Impact on

Satisfaction.

Variable

Unstandardized
Coefficients

B Std. Error

Standardized
Coefficients

Beta t-value Significance

.189-1.317
Functional areas & networks
Emotional support:
formal networks

:..:.=.-----f------,""

Colle e Networks
Same ethnic college .042 .160 .021 .262 .793
ersonal networks

Same ethnic college .255 .178 .121 1.432 .154
formal networks

Functional areas & networks
Advice: personal networks .103 .030 .310 .757

Advice: formal networks .100 .128 1.337 .183

Task: personal networks .111 -.083 -.778 .438

Task: formal networks .108 .094 .867 .387

Emotional support: .104 .046 .475 .636
ersonal networks

Emotional support: -.059 .092 -.062 -.648 .518
formal networks

Fun/relaxation: .120 .087 .117 1.380 .169
ersonal networks

Fun/relaxation: .049 .084 .048 .578 .546
formal networks

*p < 0.1
**p < 0.05
Note: R Square = .241; Adjusted R Square = .113
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Table 12.

Percentages of College GPAs.

GPA Percent*

2.0-2.5 6.3

2.6-3.0 22.9

3.1-3.5 33.7

3.6-4.0 32.4

Above 4.0 4.2

·Note: ValJd percentages used to take mto account m/ssmg data.

positive significant effect on GPA (Table 13). Being Filipino and Japanese have a

negative effect.

The background variable of being Filipino has the largest influence on GPA (the

standardized beta value of these variables [-.316] is the largest among the other

variables). After adjusting the R-Square for model complexity, about 10 percent of the

variance in GPA is explained by the following variables: beingfemale, being Filipino,

being Japanese, high school GPA, same ethnic pre-college personal networks, and

college formal networks helping with college-related tasks. These results have

implications for how students and their networks affect their college experience.
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Table 13.

Linear Regression-Demographic Variables & Networks Functional Areas Impact on

Academic Achievement (GPA).

Variable

Unstandardized
Coefficients

B Std. Error

Standardized
Coefficients

Beta t-value Significance

Demo ra hies

Hawaiian/Part-Hawaiian -.432 .271 -.164 -1.596 .112

Immigrant .180 .278 .049 .648 .518

Family income level -.015 .093 -.013 -.163 .870

Household size .031 .059 .040 .531 .596

Mother's highest level of -.147 .115 -.101 -1.278 .203
education

Father's highest level of .114 .114 .082 1.004 .317
education

Immigrant parents .327 .233 .136 1.404 .162

Attended public high
school

Same ethnic pre-college -.166 .197 -.077 -.841 .401
formal networks

Functional areas & networks es- Pre-Colle e
Advice: personal networks .140 .111 .123 1.258 .210

Advice: formal networks -.153 .120 -.138 -1.275 .204

Task: personal networks -.079 .118 -.068 -.665 .507

Task: formal networks -.062 .128 -.053 -.481 .631

Emotional support: -.123 .119 -.105 -1.040 .299
ersonal networks

Emotional support: -.029 .095 -.029 -.306 .760
formal networks
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Table 13. (continued)

LInear Regression-Demographic Variables & Networks Functional Areas Impact on

Academic Achievement (GPA)

Unstandardized Standardized
Coefficients Coefficients

Variable B Std. Error Beta t-value Significance

Functional areas & networks :ypes- Pre-College (continued)
Fun/relaxation: .129 .106 .113 1.215 .226
personal networks

Fun/relaxation: .065 .084 .063 .774 .440
formal networks

Colleae Networks
Same ethnic college -.023 .173 -.011 -.134 .893
personal networks
Same ethnic college .012 .196 .005 .060 .953
formal networks

Functional areas & networks types-Colle e
Advice: personal networks .063 .111 .055 .564 .573

Advice: formal networks -.034 .108 -.031 -.319 .750

Task: personal networks .020 .120 .018 .170 .865- - 1Di ~ ~

Emotional support: -.077 .113 -.066 -.681 .497
personal networks

Emotional support: -.028 .100 -.027 -.277 .782
formal networks

Fun/relaxation: -.030 .094 -.028 -.323 .747
personal networks

Fun/relaxation: .020 .093 .019 .221 .826
formal networks

*p < 0.1
**p < 0.05
Note: R Square =.234; Adjusted R Square =.104
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CHAPTER FIVE

DISCUSSION, IMPLICATIONS, CONCLUSION

The purpose of this study is to examine students' college experiences by focusing

on differences in the experience that may explain differences in the outcomes among

various ethnic groups. This study adds to the student outcomes research by examining

social networks and the effect of such networks on integration among ethnic groups, as

well as their effect on the quality ofth~ college experience. The focus of this chapter is to

summarize the study and to discuss the fmdings of the analyses in relation to the research

questions. The implications of the study's fmdings for theory, practice and policy, and

future research are also addressed.

Summary of the Study

Higher education retention and persistence studies have utilized Tinto's theory of

integration and model over the past few decades. Most of these studies focus on various

variables that explain an outcome-either the college experience, retention, or

persistence. However, few studies have examined actual behaviors that explain

integration and lead to the outcomes studied. In addition, student outcome studies rarely

place ethnicity at the center of the approach (Rendon et al., 2000). Scholars recently

recommended that new theories and approaches to study this phenomenon are needed.
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Examining social networks by ethnic patterns is one approach to studying actual

integration activities while placing ethnicity at the focus of this study. In addition,

studying social networks is also a means to determine if social capital plays an important

role in student outcomes. This study develops and tests both research approaches, and

adds to the scholarship by filling the void that recent scholars have described by placing

ethnicity at the center of the approach and investigating actual integration behaviors.

In this study, the researcher disseminated a survey instrument to a stratified

sample of seniors at one Carnegie Doctoral Research Extensive University in the western

United States. The questionnaire documented networking patterns and the roles of social

networks in the following support functions: college-related advice, college-related tasks,

emotional support, and funlrelaxation activities. Respondents were asked to describe their

personal and formal networks and to rate how their networks affected their college

experience at two points of time-before college and during college. After a three-step

mailing process was completed, a return rate of 35% was obtained.

Descriptive results and findings from a K-Means cluster analysis and multinomial

logistic regression were used to determine if network patterns can be adequately

measured and if they vary by ethnic groups. Linear regressions were conducted to explain

the effects of the background variables and networking behavior on the quality ofthe

college experience, specifically college satisfaction and GPA.
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Summary of Results

The focus of this study is to determine the network patterns that help explain the

quality ofcollege satisfaction and academic achievement and whether these patterns

differ by ethnic groups. The research questions address the possibility of differentiating

network patterns by ethnicity, the different impact ofpersonal and formal networks on

college-related functions, and the significance of background variables and network

functions by network types (personal and formal) to college satisfaction and academic

achievement. The major fmdings are summarized according to the research questions.

Can social networking be adequately measured among various groups of students?

Social networking patterns in this study were first measured by examining the

types ofnetworks by titles and relationships of the individual identified networks. The

respondents in this study relied on their friends, mothers, fathers, and other relatives most

frequently as personal networks. Friends, mentors, advisors, supervisors, teachers, and

professors were most commonly identified as formal networks. These results show that

students report a wide variety of individuals as important to them, but that there is

commonality to the types of individuals. In addition, patterns of same ethnicity shared

with each identified network were measured. Patterns among the types of titles,

relationship, and shared ethnicities of the networks were measured at two different points

in time-before the college experience and during the college experience.

In addition, differences were measured between personal and formal networks

and how frequently they assist with various college-related functions. The results showed

90



that respondents relied on different type of networks for various activities. For example,

students shared in college-related advice and tasks with their networks. In addition, they

approached their networks for emotional support and shared in fun and relaxation

activities with them. All of these results showed that not only social networks can be

adequately measured, but they also can be differentiated by the nature of the

relationships, and the functional use they provide.

Does the use of social networking in higher education vary by student ethnic group?

Respondents did differentiate their networking by timing (before college and

during college), ethnic group, and function (advice, task, emotional support, and

funlrelaxation). As described above, respondents relied on various types ofpersonal and

formal networks for college-related function at two different points in time. In addition,

there were differences in the proportion of shared ethnicity between these time periods

and between personal and formal networks.

The analytical methods ofcluster analysis and cross-tabulations confIrmed that

social networking can be measured among various groups of students, specifIcally by

ethnic group. The analysis showed that each ethnic group differs in their patterns of

"same" and "different" ethnic network groups. The networks groups are separated into

the following four distinctions: pre-college personal networks, pre-college formal

networks, college personal networks, and college formal networks. The Filipino and

Japanese students in this study reported more personal networks of the same ethnicity

before and during college. The personal and formal networks ofHawaiianlPart-Hawaiian
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seniors are diverse, while the reverse is true for Caucasian students; that is, Caucasians

have more same ethnic personal and formal networks before and during their college

expenence.

A multinomial logistical regression provided a more refined analysis in

determining if the use of social networking in higher education varies by student ethnic

group. These results showed that Filipino, Hawaiian/Part-Hawaiian, and Japanese

students do rely on their networks more than the reference group of Caucasian seniors.

The three ethnic groups used their networks primarily for the college-related functions of

type ofadvice, academic-related tasks, emotional support, andfun/relation activities.

Does the use of networks help explain other types of behaviors of interests, such as

the quality of the college experience?

Two models were tested that utilized listwise linear regression analysis to help

explain the quality of the college experience. The first model examines the impact of

background characteristics and various types of network types with college-related

functions on college satisfaction. Results show that the background characteristic of

being an immigrant has a positive significant effect on college satisfaction. In addition,

pre-college formal networks such as high school teachers and counselors who assisted in

academic-related tasks and shared with fun and relaxation activities before college have

positive significant effects on college satisfaction. Results also indicate one variable that

has a significant negative effect. College seniors who shared fun and relaxation activities
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with personal networks such as family members and friends before college are more

likely to be less satisfied with their college experience.

The second model examines the effects on college academic achievement, which

is measured by GPA. The background characteristics that have a positive significant

effect on GPA are the following: being female, high school GPA, and same ethnic

pre-college personal networks (such as family members and friends). Being Filipino or

Japanese has a significant negative effect. During the college experience, formal

networks of professors and mentors who assisted with academic-related tasks has a

significant and positive effect on academic achievement.

Discussion

Social networking can be measured among college students. In this study, the

descriptive results that reported the titles, relationships, and shared ethnicity of the

identified individual network members demonstrated that social networks can be

adequately measured among various groups of students. The results of this method

provide information of social network patterns developed before the students entered the

four-year institution and during their attendance at the university. Respondents were able

to name the persons who have been of help to them. Other studies had similar

approaches; however, their methods varied. For example, Antonio (1998; 2001a)

examined the impact of friendship groups by ethnicity at a multicultural university. The

respondents in his study identified their close friends individually. He used multiple
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regressions to examine the influence of friendship group characteristics on interracial

interactions, commitment to racial understanding and cultural awareness.

Hays and Oxley (1986) studied social networks of first-year college students.

They asked students to list up to ten individuals whose relationship was enjoyable or

worthwhile to the respondent. MANOVAs were conducted on the structural and

functional characteristics of the students' networks. In Kenny and Stryker's (1996) study,

respondents were asked to list members of their social networks and asked to indicate

their relationship with each member. They examined how these networks affected college

adjustment. MANOVAs and a stepwise multiple regression were computed to compare

social network characteristics and to compare differences by gender and ethnicity.

Results included that friendships did not have a significant effect, but family support was

significant.

This study was similar to the three described above in that it employed the same

data collection techniques of the respondents listing their networks individually. Similar

to Hays and Oxley (1986), this study tested the networks by functional areas (advice,

task, emotional support, and fun/relaxation) and their impact on the outcome variable.

However, Hays and Oxley (1986) found that college-related advice and task were

functions that were not strongly related to freshman adaptation to college, while the

function of academic-related tasks was significant to college satisfaction and academic

achievement for this study. Fun and relaxation was the network function that was

significant in both studies.
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The results from a K-Means cluster analysis and a multinomial logistic regression

indicate that the use of social networking in higher education varies by student ethnic

group. Cluster analysis provides one useful means to describe social networking patterns

and to examine differences in the patterns by ethnic groups. The findings of this analysis

do explain important differences of social networking patterns by ethnic groups. In

addition, a multinomial logistic regression analysis allows a refined examination of

varied networking patterns according to ethnicity. Findings from this study show

evidence that ethnic groups do engage with various types of ethnic networks which are

separated by same or different ethnicity of the respondent's ethnicity. Previous literature

has described the experience of minority students relative to whether they are integrated

or isolated (D'Augelli & Hershberger, 1993; Fleming, 1984; Hurtado et aI., 1996; Nora &

Cabrera, 1996). Since we know outcomes differ for minority groups, it is important to

know that social networking differs and knowing that, brings to us the final question

addressed in this study.

The use of networks does help explain the quality of the college experience,

specifically academic achievement and college satisfaction. The results of the regression

analyses describe how the use of social networks explain the quality of the college

experience, specifically academic achievement and satisfaction, by the ethnic make-up of

the various types of networks. In these analyses, network variables account for small

amounts (11 % and 10%, respectively) ofvariance in overall satisfaction with the college

experience and college GPA.
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A few of the background characteristics and social networking patterns have a

significant effect on GPAs and levels of satisfaction. For example, immigrant students

tended to be more satisfied with their college experience. Immigrant populations view

education as a means of social mobility and emphasize the pursuit of higher education

(Fortuijn et aI., 1998; Perlmann & Waldinger, 1998). The pre-college formal networks of

teachers and mentors who assisted with academic-related tasks may have contributed to

positive satisfaction levels among the respondents. Examples of these tasks include

assisting the student in the classroom, tutoring beyond the class time, and helping

students apply for college. In addition, fun and relaxation activities shared with formal

networks before the college experience resulted in positive satisfaction levels. These

events may range from high school trips, sport events, and extra-curricular activities. The

non-academic related functions of fun and relaxation proved to be positively significant

to the college experience, specifically networking activity before the college experience.

A few background characteristics led to positive academic achievement. For

example, females and those who had a high GPA in high school tended to have higher

college GPAs. If one has a high GPA in high school, the student tends to have a higher

college GPA, which is consistent with other student outcomes literature (D. Allen, 1999;

Eimers & Pike, 1997; Murtaugh et aI., 1999). In addition, when the respondent shared the

same ethnicity with his personal networks before the college experience, this resulted in a

positive impact on the college GPA. Friends and family members of the same ethnicity

then have a positive influence on academic achievement. During college, formal

networks who assist with academic-related tasks led to higher academic achievement
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levels. Professors, mentors, advisors, and other students who helped with homework,

academic major decisions, and intellectual growth have a strong influence on a high

college GPA.

Although there are several factors that led to positive satisfaction levels and

academic achievement, there are a few variables that resulted in negative outcomes in the

college experience. For example, in this study, being Filipino and Japanese led to a lower

college GPA. Explanations to these results are not clear from the data. Therefore, this

finding may be an idiosyncratic one and may need further investigation by immigrant

status and/or by SES levels.

Implications for Theory

There are implications for theory that emerged from this study. In terms of theory,

social and cultural capital theories provide a: framework to demonstrate that social

networking adds to a positive college experience. Tinto's integration model (1993) also

guided the research in studying the impact of background characteristics and academic

and social integration on the quality of the college experience.

Social Capital

Theories of social capital help explain the inequities of the educational

experience. Bourdieu (1986)and Coleman (1988) provide frameworks that have been

frequently used to examine differences in college choice, academic achievement in lower

educational levels, and the college experience (Berger, 2000; Dika & Singh, 2002;
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Kalmijn & Kraaykamp, 1996; Perna & Titus, 2002; Stanton-Salazar & Dornbusch, 1995;

Valadez, 1996). This study adds to the current literature by studying one facet of social

capital, social networking.

As previously described, social capital includes the social relationships that

provide resources and support to individuals as they advance in their social status

(Bourdieu, 1986; Schmid, 2001; Stanton-Salazar & Dornbusch, 1995). Stanton-Salazar

and Dornbusch (1995) found that formal networks helped with the academic achievement

of Mexican American high school students. Other studies have shown that formal

networks usually result in advancing social status, especially through higher paying and

high status job attainment (Granovetter, 1973, 1982; Lin, Ensel, & Vaughn, 1981;

Montgomery, 1992, 1994). This study showed that the use of social networks with

various college-related functions is a means of social capital that assisted ethnic groups

navigate through college barriers and to college success.

In contrast to previous literature, social networking as studied here contributes to

the theory of social capital in that personal and formal ties playa significant role in the

advancement of social status. The college students in this study have already attained a

status of advancement since they persisted to their final year in a four-year university.

Their formal networks play an important role in enhancing their satisfaction levels and

academic achievement during college. More specifically, assistance with

academic-related tasks provided by formal networks and fun and relaxation activities

shared with formal networks before college, enhanced the college experience.
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In addition, the personal networks, which were based on the same ethnicity before

the college experience resulted in higher college GPAs. A limited amount of literature

investigates the differences of integration, such as social networking, by race patterns and

the role of social or cultural capital. Previous literature has examined educational

inequities by race with the framework of cultural capital (Kalmijn & Kraaykamp, 1996).

This study showed the various networking patterns by ethnicities which has implications

for the theory of social capital.

Various types of social networks (i.e., personal and formal networks) can explain

differences in employment attainment and educational experiences. However, little

research refers to social networking in of studies examining higher education student

outcomes. Moreover, few studies on social networks ofcollege students tie the networks

to outcomes. This study examined the quality of the college experience of students in

senior standing. Social networking patterns were identified at two points in time (i.e.,

before college and during the college experience), by personal and formal networks, and

by ethnic groups. The patterns combined with background characteristics were then

tested in regression models to determine their impact on college satisfaction and

academic achievement. Results showed that networking activities before and during the

college experience, distinguished by personal and formal networking, and by ethnic

patterns along with several background characteristics proved to be significant. These

results, which are distinguished by various types of networks, imply that social capital

contributes to college outcomes.
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Tinto 's Integration Model

This study adds to the research on Tinto's Student Integration Model (1993) by

examining actual integration behaviors-social networking. Personal and fonnal social

networking and how they impact four types of college-related functions are examined.

The academic-related functions of type ofadvice and academic tasks parallel Tinto's

construct ofAcademic Integration. Emotional support and fun/relaxation activities are

similar to the construct of Social Integration.

Critics of Tinto's Integration Model (1993) have consistently suggested that new

models are needed to examine the minority experience (Rendon et aI., 2000; Tierney,

1996). Usually, the minority experience is compared to the majority population.

Integration variables used in these studies include involvement in extracurricular

activities, engagement in the classroom, and interactions with faculty members. For

example, D'Augelli and Hershberger (1993) compared a group of African American

students with a group of Caucasian students. Both groups had similar academic

performance and semester standing. D'Augelli and Hershberger refer to Tinto's model,

but argue that African American students experience other dimensions in their social

interaction such as cultural adjustment, isolation, and racism. Nonetheless, the two

groups did not differ in their involvement on campus. The negative experiences of racism

led to negative perceptions about the university for African Americans (D'Augelli &

Hershberger, 1993).

Elkins, Braxton, and James (2000) studied the various underlying dimensions of

separation and their influence on student departure (Tinto's concept) decisions with
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first- to second-semester first-time, full-time freshmen at a public, four:'year institution

(8,000 students total). The theoretical framework used was Tinto's concept of separation,

which is an extension of Van Gennep's rites ofpassage to the college student departure

process. A path analysis was used to examine constructs of Tinto's model including

pre-entry attributes, goals and commitments, institutional experiences, personal

normative integration, and goals and commitments. This study showed that support from

family members, peers, and the community positively affects persistence. The direct

effects found that gender, race, parent income and high school academic achievement

affect support; the greater a student's initial level of institutional commitment, the more

likely the student is to perceive a need to reject attitudes of past communities; and both

support and the perceived need to reject past attitudes and values positively influence

first- to second-semester persistence. Racial differences in this study, as in most other

student outcomes studies, were examined as a demographic variable.

This study reported here is most important in that it attempts to add to our

understanding of the college experience by conceptualizing ethnicity as a key to

understanding integration processes, while attempting to determine whether the impact of

one process, social networking, varies by ethnic groups. Such an effort is an initial step in

ensuring that our research in this area does not exclude differences that may make a

difference in the lives of our students.
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Implications for Practice and Policy

Given the results of the ethnic types (same or different ethnicity) of personal and

formal networks, clearly there are differences by ethnic groups. Filipino and Japanese

students have more same personal ethnic networks-before and during college.

Immigration research suggests that these two immigrant populations develop networks

within their ethnic groups. Prior studies have indicated that Filipino and Japanese

immigrants use these networks for acculturation and adaptation to the American lifestyle

(Caces, 1985, 1986-87; Liu et aI., 1991; Tamura, 1994). These two groups may be using

same ethnic networks throughout their college experience to help them acculturate and

adapt to college.

Hawaiian!Part-Hawaiian students have diverse sets of social networks. Their

networks include more diverse individuals, perhaps because Hawaiians/Part-Hawaiians

are a relatively small proportion of the students on campus (8.6% in the Fall 2002), so

they tend to interact with students, faculty, and administrators of different ethnic groups.

At this institution, there are academic and student services targeted for Hawaiian!

Part-Hawaiian students, such as the Native Hawaiian Center for Excellence and the

departments of Hawaiian Language and Hawaiian Studies. Students may be utilizing

these services, but the staff may be of diverse ethnicities.

Caucasian seniors have more networks of the same ethnicity. Since the university

in this study has a diverse student and staff population, it is of interest that Caucasian

students choose same ethnic social networks. Further research should examine the extent

to which Caucasian students are transfer students relative to the other groups. In other
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words, their high percentage pre-college networks of the same ethnicity may have

occurred prior to their attendance at this college.

Non-Caucasian groups rely more on networks during their college experience,

specifically, in the areas of college-related tasks and advice, and fun/relaxation. As

described above, Filipino and Japanese populations may use networks for acculturation

and adaptation purposes. In the Hawaiian culture, maintaining relationships is an

important value in their lives (Perez, 1997; Young, 1980). Therefore, relying on networks

during the college experience may be a part of the Hawaiian culture. On the other hand,

Caucasian students rely less on networks during the college experience. This may be

explained by the more individualist Western culture, in which Caucasian students rely on

themselves for success rather than on networks (Perez, 1997).

Finally, the outcomes indicate in this study that networks do make a difference in

the college experience. Immigrant students tend to have higher levels of college

satisfaction. Since this group value higher education and the opportunities it brings

(Fortuijn et ai., 1998; Perlmann & Waldinger, 1998), they may be more satisfied with

their college experience.

Students who had assistance with academic-related tasks and shared in fun and

relaxation activities by their pre-college formal networks are also more satisfied with

college. For example, students who interact with teachers and mentors are pleased with

their experience. This finding underscores the importance of networks formed from high

school transitional or recruitment programs for the college experience.
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Students' pre-college personal networks, which are of the same ethnicity,

positively affect the college GPA. In addition, this study confirmed previous research that

has shown that a strong high school GPA is a good predictor of a high college GPA.

However, being Filipino or Japanese has a negative effect on satisfaction. Personal

network interactions shared with fun and relaxation activities before college had a

negative effect on satisfaction. Family members and peers may not have adequate

cultural capital to provide the appropriate knowledge the students need in order to

succeed academically in college. These negative implications may be resolved by

providing student services programs in serving Filipino and Japanese students on this

campus.

Students, who had help with their academic-related tasks before college by their

formal networks, as well as sharing in fun and relaxation activities, were more satisfied

than those students who did not have such support. In the Hays and Oxley (1986) study

on student network development, they found that the network function of fun and

relaxation was the network function most consistently associated with freshmen

adaptation. This type of social network support provides positive adaptation, and for this

study, it results in positive college satisfaction levels. Although college-related tasks are

important to a student's academic achievement and college satisfaction, network

interactions that share in fun and relaxation activities are also important to the college

experience of the seniors who responded in this study.

Although the effects are modest, the role of formal networks among college

students indicates that more institutional resources on campus are needed to provide
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assistance with academic-related tasks to enhance the college experience. Tutoring and

mentoring services need to be encouraged and publicized widely. Peer tutors at various

student support services, such as first-year transition offices and career centers, may be

instituted. Finally, more student recruitment activities that involve junior high and high

school students can be planned by the college administration in order to provide

pre-college formal networks that assist with college-related tasks.

Implications for Future Research

Since the study was conducted on a single institution sample with a large

population of commuter students, the results are not generalizable to other institutional

settings, except perhaps to other public, four-year institutions of similar size and

composition. However, the large diverse ethnic make-up of the institution studied

provided a context in which the interactions and integration process of underrepresented

students could be measured.

Social Network Research

The findings have implications for the analytical methods chosen to study social

networks. In this study, cluster analysis and crosstabs were used to analyze the patterns of

social networking patterns. These results are then used in various regression analyses to

determine the effects on the outcome variables. Future quantitative studies should further

examine gender and educational levels of the networks. For example, this study only

looked at the personal, formal, before college, during college, and ethnicity of the
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networks. Further analysis can be conducted to determine the socio-economic levels and

gender differences of the social networks. In addition, future qualitative studies should

investigate the selection process of chosing networks, the formation of the networks, and

the degree of closeness of the relationships and their affect on the college experience.

These studies will enrich the understanding of social networks and networking

integration.

Social networks have played an important role in international immigration to the

United States (Boyd, ; Massey et aI., 1987; Menjivar, 1997). These networks are essential

to the economic and social survival for new immigrants by helping with the attainment of

jobs. This study adds to the research on social networking among immigrants since

another outcome of social mobility is studied besides job attainment-the quality of the

college experience. Since immigrants were satisfied with their college experience, this

may suggest that immigrant's social networks played an important role in obtaining a

college degree. Future studies with immigrant social networks should not only study job

attainment, but also educational attainment.

Research on Asian Pacific Americans and Other Ethnic Groups

The ethnic groups studied in this research are not usually studied in other higher

education studies. This study adds to this body of research in that it examines three ethnic

groups of students that are usually clumped into the category of Asian Pacific Americans

(APA), which obscures any differences that may exist. Understanding the experiences of

Filipino, Hawaiian/Part-Hawaiian, and Japanese students acknowledges the diversity of
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the APA population. They have similarities, such as relying on their networks more than

Caucasian students. On the other hand, they also experience different educational and

social conditions, such as choosing and relying on certain type of social networks (same

or different ethnic social networks). In future research, the approach of studying the

social networking of various ethnicities can be used to study other populations such as

African Americans and Latinos.

Future research can examine other types of institutions, differentiate patterns of

social networking by other types of variables, and describe differences by other types of

ethnic groups. For example, results can be compared among community colleges, private

universities, and/or public institutions. This research furthers the scholarship by providing

a framework that measures the actual behavior associated with social networking and

distinguishes the patterns by ethnicity. It extends the focus of Tinto's model, by including

behaviors that have not been studied as academic and social integration factors, as well as

by framing the study to capture differences in integration behavior exhibited by different

groups.

Conclusion

Academic and social integration, the two main constructs of Tinto' s model, have

been frequently studied over the past two decades. His model has been used to study

student outcomes, such as college retention and persistence. Actual integration activities,

however, have been rarely studied. More importantly, placing ethnicity at the center of

the conceptualization is also rare. This study actually measures the self-reported behavior
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of student networking. In addition, this study begins with the assumption that there may

be ethnic differences in social networking that may, in turn, affect the outcomes for

groups differently.

Social networking patterns are also distinguished by the types of activities in

which the students are engaged. These activities may constitute the integration that Tinto

and others have found to be important. For example, networks may assist the student with

academic-related activities that may be classified as academic integration. Social

integration includes networks that provide emotional support and fun and relaxation

activities.

Theories of social and cultural capital, social networking, and Tinto's integration

model provide a framework for studying integration and social networking. Recent

critiques on work on student outcomes encouraged this researcher to consider more

carefully the role of ethnicity in this study. Ethnicity is placed at the center of the

approach by positing that networking may differ by ethnicities and examining the social

networking patterns by same or different ethnicity. These results are then used in a

regression analysis to explain the impact on the outcome variables of college satisfaction

and academic achievement. In addition, differences in the type of personal or formal

networks at two points of time (pre-college and during college) are examined by ethnicity

and compared to the reference group of Caucasians.

The results of this study provide a more refined understanding how social

networking affects the college experience, specifically by various ethnic experiences. The

evidence from this study demonstrates that social networking can be adequately
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measured by various groups and that social networking does vary by ethnic groups. In

addition, background characteristics and social networking have significant effects on

college satisfaction and academic achievement.

These results confirm that certain networking functions contribute to the quality

of the experience. Thus, policy and practice in higher education should institute more

opportunities for assistance with academic-related tasks and fun and relaxation activities

for the students-before and during college. Changes in programming are the

responsibility of student services on campuses and such efforts will enhance the quality

of the college experience. In addition, the diversity of the staff providing these services

should reflect the student ethnic diversity, especially for Filipinos, Hawaiian!

Part-Hawaiian, and Japanese students in this study.

Studying the actual integration behaviors of students in higher education

institutions is important to refining policies on retention and persistence. As we

understand the complexities of students' behaviors, the better we can implement

opportunities to enhance the college experience. Furthermore, scholars should continue to

study various ethnic experiences to further our understanding of the different student

populations entering higher education. This in turn will develop educational theory and

practice regarding student experiences and outcomes of ethnic and immigrant

populations.
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APPENDIX A: SURVEY INSTRUMENT

Student Questionnaire
University of Hawai'i at Manoa

This instrument has been developed to examine the effects of social networks on the quality of
the college experience among seniors at the University of Hawai'i at Manoa (UHM). Participation
in this research project is completely voluntary. By completing this survey, you are granting the
consent for the confidential use of this information. Your responses are very important to the
representativeness of the results. Your confidentiality is protected because all individual
identifiers will be removed. If you have any questions about your rights as a participant in this
study, you may contact the UH Committee on Human Studies (956-5007).

I. UHM Networks

A. Personal Networks. List 5 people who are close to you and have made an impact on your
UHM experience-on campus, at work, at home, in social or religious settings, etc. These people
may include your relatives and friends. (For confidentiality, please use only initials.)

Initials Title Relationship Sex Ethnicity

e.g. M.M. Student Friend M0 Caucasian

1. M F

2. M F

3. M F

4. M F

5. M F

B. Formal Networks. List 5 people who are acquaintances and have made an impact on your
UHM experience-on campus, at work, at home, in social or religious settings, etc. These people
may include your professors, advisors, supervisors at work, or friends made at UHM. (For
confidentiality, please use only initials.)

Initials Title Relationship Sex Ethnicity

e.g. J.G. Professor Mentor 0 F Filipino

1. M F

2. M F

3. M F

4. M F

5. M F
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C. Type of Advice. How often do your personal networks and formal networks help you with the
following (please circle appropriate response in both columns for each type of advice):

Personal networks Formal Networks
(1 =rarely, 5=about everyday) Type of Advice (1=rarely, 5=about everyday)

1 2 3 4 5 On classes 1 2 3 4 5
1 2 3 4 5 Your major 1 2 3 4 5
1 2 3 4 5 College-related advice 1 2 3 4 5
1 2 3 4 5 Future jobs/career 1 2 3 4 5
1 2 3 4 5 Graduate school 1 2 3 4 5

D. Task. How often do your personal networks and formal networks help you with the following
(please circle appropriate responses in both columns for each task):

Personal networks Formal Networks
(1=rarely, 5=about everyday) Task (1=rarely, 5=about everyday)

1 2 3 4 5 Classwork or homework 1 2 3 4 5
1 2 3 4 5 Planning your major 1 2 3 4 5
1 2 3 4 5 Planning your class schedule 1 2 3 4 5
1 2 3 4 5 Helping you grow academically 1 2 3 4 5
1 2 3 4 5 Encouraging you stay in college 1 2 3 4 5
1 2 3 4 5 Attend a campus extracurricular 1 2 3 4 5

function with you

2 3 4 5 Work on extracurricular activities 2 3 4 5
(campus-related) with you

2 3 4 5 Work on a campus committee 1 2 3 4 5
with you

2 3 4 5 Work with you on your on- 2 3 4 5
campus job

2 3 4 5 Provide some financial support 2 3 4 5
2 3 4 5 Personal growth, values & 2 3 4 5

attitudes
1 2 3 4 5 Intellectual growth 1 2 3 4 5

-- ... ---------------------------------------------------------------------------------.--------------_.----.-----

Formal Networks
(1=rarely, 5=about everyday)Emotional support

E. Emotional support. How often do your personal networks and formal networks help you with
the following (please circle appropriate response in both columns for each type of emotional
support):

Personal networks
(1=rarely, 5=about everyday)

1 234 5 1 2 345

1 2

2

3

3

4

4

5

5

Comfort you during a personal
problem
Calmed you when a problem
arose at UHM
(eg. Problems with financial aid)
You share personal feelings with
them

1

1

2

2

3

3

4

4

5

5
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F. Fun/relaxation. How often do you get together with your personal networks and formal
networks to have fun and relax (please circle appropriate response in both columns for each type
of fun/relaxation activity):

PersonalnehNorks
(1=rarely, 5=about everyday)

1 234 5
1 234 5

II. Parental Involvement

Fun/relaxation

Off-campus activities
On-campus activities

Formal Networks
(1 =rarely, 5=about everyday)

1 234 5
1 234 5

To what extent were your parents involved in your decision about college?

(1 =not at all, 5=a great deal)
234 5
234 5

234 5

Encouraged me to attend college
Helped acquire college application materials

Helped acquire other college information
(Le. housing, financial aid, student employment, etc.)

Discussed college options with me

Helped me complete college application

Arranged campus visits

Accompanied me to see college advisors

Influenced my choice of major

Participated in college outreach programs

1
1

1

1

1

1

1

1

1

2

2

2

2

2

2

3

3

3

3

3

3

4

4

4

4

4

4

5

5

5

5

5

5

III. Community College Experience
If you began your college career at a community college, please respond to the following.
Otherwise, skip to Section IV (Pre-UHM Networks).

A. Attend. To what extent did each of the following contribute to your decision to attend a
community college?

(1=not at al/; 5=a great deal (1=not at al/; 5=a great deal)

Location 1 2 3 4 5 SAT scores 1 2 '3 4 5
High School counselor/ 2 3 4 5

Costs 1 2 3 4 5 Teacher 1
Friends 1 2 3 4 5 Size of school 1 2 3 4 5
Parents 1 2 3 4 5 Career goal 1 2 3 4 5
Other family
members 1 2 3 4 5 Academic major 1 2 3 4 5
Parking/traffic 1 2 3 4 5 Romance 1 2 3 4 5
High school grades 1 2 3 4 5 Other 1 2 3 4 5
MM. ____________ ._._. ____ • ________________________________________________________________________________________
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B. Transfer. To what extent did each of the following individuals influence your decision to
transfer?

(1=not at all; S=a great deal) (1=not at all; S=a great deal)

Your community college Other family members 1 2 3 4 5
counselors 1 2 3 4 5
UHM advisors 1 2 3 4 5 Members of the community 1 2 3 4 5
Friends 1 2 3 4 5
Parents 1 2 3 4 5 Other 1 2 3 4 5

C. Transferring. To what extent did you depend on the following for assistance in transferring to
UHM?

(1=not at all; S=a great deal) (1=not at all; S=a great deal)

Your community college
counselors 1 2 3 4 5 Friends 2 3 4 5

Information workshops at
your community college 1 2 3 4 5 Parents 1 2 3 4 5

UHM advisors 1 2 3 4 5 Other family members 1 2 3 4 5

UHM program advising
sheets 2 3 4 5 Members of the community 2 3 4 5

UHM websites 1
2 3 4 5 Other 1 2 3 4 5

5
definitely my goal

432

D. Goal. When you began attending a community college, to what extent was it your goal to
transfer to UHM?

1
my goal

IV. Pre-UHM Networks

A. Pre-UHM Personal Networks. List 5 people who are close to you and have made an impact
on your college experience before arriving to UHM. These people may include your relatives and
friends, and those who you listed on page 1. (For confidentiality, please use only initials.)

Initials Title Relationship Sex Ethnicity

e.g. T.L. Student Friend 0: Chinese

1.

2. M F

3. M F

4. M F

5. M F
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B. Pre-UHM Formal Networks. List 5 people who are acquaintances and have made an impact
on your college experience before arriving to UHM. These people may include your high school
teachers, counselors, community college instructors, or supervisor at work.
(For confidentiality, please use only initials.)

e.g.

1.

2.

3.

4.

5.

Initials

L.O.

Title

HS teacher

Relationship

mentor

Sex

M0
M F

M F

M F

M F

M F

Ethnicity

Chinese

C. Type of Advice. How often did your pre-UHM personal networks and formal networks help
you with the following (please circle appropriate response in both columns for each type of
advice)

Personal networks
(1=rarely, 5=about everyday)

1 234 5
1 234 5
1 234 5

Type of Advice

Going to college
College-related advice
Types of colleges

Formal Networks
(1=rarely, 5=about everyday)

1 234 5
1 2 345
1 234 5

D. Task. How often did your pre-UHM personal networks and formal networks help you with the
following (please circle appropriate response in both columns for each task):

Personal networks
(1=rarely, 5=about everyday) Tasks before UHM

Formal Networks
(1=rarely, 5=about everyday)

1 234 5
1 234 5
1 234 5
1 234 5
1 234 5
1 234 5
1 234 5

1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5

1
1

2
2

3
3

4
4

5
5

Classwork or homework
Apply to college
Apply for financial aid
Encourage you to go to college
Plan your college schedule
Help you grow academically
Attend a college outreach
program with you
Intellectual growth
Personal growth, values &
attitudes

114

1
1

2
2

3
3

4 5
4 5



E. Emotional support. How often did your pre-UHM personal networks and formal networks
help you with the following (please circle appropriate response in both columns for each type of
emotional support):

Personal networks
(1=rarely, 5=about everyday) Emotional support

Formal Networks
(1=rarely, 5=about everyday)

1 234 5 1 234 5

1

1

2

2

3

3

4

4

5

5

Comfort you during a personal
problem
Calmed you when a problem
arose with applying to UHM
(eg. Problems with financial aid
or transferring)
You've shared personal feelings
with them

1

1

2

2

3

3

4

4

5

5

F. Fun/relaxation. How often did you get together with your personal networks and formal
networks to have fun and relax before coming to UH (please circle appropriate response in both
columns for each type of fun/relaxation activity):

Personal networks
(1=rarely, 5=about everyday)

1 234 5
1 234 5

Fun/relaxation

School related activity
Non-school related actiVity

Formal Networks
(1=rarely, 5=about everyday)

1 234 5
1 234 5

V. Satisfaction at UH Manoa

How satisfied are you with the following areas? (1=poorly satisfied, 5=very satisfied)

Curriculum 1 2 3 4 5

General Education requirements 1 2 3 4 5

Administration 1 2 3 4 5

Interactions with Faculty 1 2 3 4 5

Student involvement opportunities 1 2 3 4 5

Student Life 1 2 3 4 5

Student support services 1 2 3 4 5

Facilities 1 2 3 4 5

Campus environment 1 2 3 4 5

Overall academic experience 1 2 3 4 5

Overall college experience 1 2 3 4 5
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Please tell us about yourself:

Gender: male female Race/ethnicity:

Year of graduation: _High school attended:

High school GPA:
(please circle) under 2.0 2.0-2.5 2.6-3.0 3.1-3.5 3.6-4.0 above 4.0

List all colleges & universities attended, including the University of Hawai'i, and any institution
tl t d'YOU are curren :IV at en InQ.

INSTITUTION FROM TO CREDITS MAJOR DEGREE
EARNED EARNED

Current GPA:
(please circle) under 2.0 2.0-2.5 2.6-3.0 3.1-3.5 3.6-4.0 above 4.0

Major:

List the proportion of contribution to your college expenses (add up to 100%):
Self __ Scholarships Loans

Parents __ Grants __ Work-study

__ Other family members Tuition Waiver __ Other (please specify):

Do you work? Yes/No
If yes, where?
__ On-campus

__ Off-campus

Both

If yes, how many hours per week?
under 10

11-15

16-20

over 20

full-time

What is your current resident/living status? (mark one)
__ Live at home with my parents or relatives

__ Live in campus housing

__ Live in off-campus private apartment or rented room

__ Live in a theme house or fraternity/sorority house

(please turn over)
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Did your parents immigrate to the United States? __

Did you immigrate to the United States? _
How old were you? _

Mother's highest level of education completed:
__ Elementary __ High School __ College

Father's highest level of education completed:
__ Elementary __ High School __ College

If yes, what year? _

If yes, what year? _

Graduate studies

Graduate studies

Immediate family yearly income:
__ Under $20,000 __ $20-40,000 __ $41-74,000 __ over $75,000

Household size (number of persons living in your household): _

Household yearly income:
__ Under $20,000 __ $20-40,000 __ $41-74,000 __ over $75,000

What do you plan to do after you graduate from UHM?

Graduate School
___ Military assignment

Take time off

Work

Travel
Other: _

If you're planning to attend graduate school, what field of study do you plan to pursue?

What is the highest academic degree that you intend to obtain (mark one):

__ Bachelor's degree

__ Master's degree

Ph.D. or Ed.D

__ M.D., D.O., D.D.S. or D.V.M.

__ LL.B. or J.D. (law)
Other: _

Please feel free to provide any additional comments below.

THANK YOU FOR YOUR THOUGHTFUL ANSWERS, TIME, AND EFFORT.
Please return this survey in the return envelope provided.
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APPENDIX B: QUESTIONNAIRE COVER LETTER

March 2003

Dear UHM Senior:

You have been selected to participate in a study about your satisfaction with your
University of Hawai'i at Manoa (UHM) experience, and the role that your social networks may
have played. Your social networks are the people who have been important to you during your
experience at UHM. We hope the results of this study can inform policy and practice on how to
improve the college experience for undergraduates. Enclosed is a questionnaire that asks you
about your experiences at UHM and pays particular attention to your social networks.

This study is being conducted by Jocelyn Surla and Niki Libarios, doctoral students in
educational administration, with the support of a Student Equity, Excellence and Diversity
(SEED) grant. They have designed the study to help us understand your experiences. Thus, you
will be asked to consider people with whom you have had contact-at school, at work, at home,
in social or religious settings, etc. whose relationships are particularly enjoyable or worthwhile in
contributing to your college experience.

We ask that you take the time to complete this questionnaire. It should take you about 15
minutes to complete. You are assured of complete confidentiality. We have coded the mailing to
enable us to send follow-up reminders to increase the response rate. No individual names will
ever be associated with individual responses. The results of the study will be reported in broad
patterns only. You will receive a reminder postcard in a couple of weeks. The coding process
will enable us to know who has sent in a questionnaire. If you haven't returned a questionnaire in
a month, another questionnaire will be sent to you. The coding information will be kept separate
from the questionnaire, so your responses will not be associated with you personally.

Your participation in this survey is completely voluntary, and your willingness to
participate will have no effect on your UHM status. We hope that you will participate in this
study and return the questionnaire within one week of receiving it. If you have any questions
about your rights as a subject, feel free to contact the Committee on Human Studies at 956-5007.
If you have any questions regarding this study, please contact Jocelyn Surla at 956-3708/
surla@hawaii.edu or Niki Libarios at 956-4268/nlibario@hawaii.edu. Thank you in advance for
your participation in this important study.

Dr. Linda K. Johnsrud
Professor, Educational Administration

Jocelyn Surla
Doctoral Candidate, Educational Administration

Dr. Amy Agbayani
Director, Student Equity, Excellence & Diversity

Niki Libarios
Doctoral Student, Educational Administration &
Academic Advisor, College of Education
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