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ABSTRACT

FACTORS THAT CONTRIBUTE TO THE EXTRACURRICULAR
INVOLVEMENT OF THE 18- TO 23-YEAR-OLD COMMUTING
STUDENT AT A SMALL MIDWESTERN UNIVERSITY
By

Diane Lynne Brimmer

In this qualitative study, three standardized interviews were conducted to
determine (a) the factors that influence commuting students to become involved
in the college extracurriculum, (b) the factors that influence commuting students
to maintain their involvement in the extracurriculum, and (c¢) how one
postsecondary institution might encourage the extracurricular participation of its
commuting students. The 20 study participants were 18- to 23-year-old
commuting students at Saginaw Valley State University (SVSU) in east central
Michigan. The students interviewed were members of student organizations who
had never lived on any campus and were of sophomore, junior, or senior class
standing.

The interviews were recorded and transcribed. Data from the interview

transcripts were categorized and examined, using methods of inductive data

analysis. The eight themes emerging from the interview data were:




Diane Lynne Brimmer

1. Involved commuting students at SVSU sought extracurricular
involvement to satisfy a desire for a sense of community and/or belongingness.

2. Involved commuting students at SVSU were encouraged to
participate in the extracurriculum and/or were supported for their extracurricular
involvement.

3. Involved commuting students at SVSU sought extracurricular
involvement to explore an area of interest.

4. Involved commuting students at SVSU became active in the
extracurriculum early in their college careers.

5. Attaining a sense of accomplishment helped the commuting
students at SVSU maintain their extracurricular involvement.

6. Theinvolved commuting students at SVSU were limited by the time
constraints of work, class, and study schedules. Given these limitations,
convenience became of utmost importance.

7. Involved commuting students at SVSU sought accurate information
that was quickly read and easily accessible.

8. Involved commuting students at SVSU found that opportunities for
extracurricular involvement increased once they became involved.

These themes provided answers to the study questions, were listed as
study conclusions, and were the basis for discussion and recommendations in

the final chapter of the research project.

Dissertation Adviser: Dr. Louis Hekhuis
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CHAPTERI
THE RESEARCH PROBLEM

Introduction

A widespread interest in postsecondary education is to develop
techniques to engage students more completely in the learning process in and
outside of the classroom. A 1984 National Institute of Education report entitled
Involvement in Learning stated that the amount of student learning is directly
related to the quantity and quality of student involvement in a program. The
same year, Astin (1984) published an article entitled "Student Involvement: A
Developmental Theory for Higher Education.” In the article, Astin outlined the
importance ofinvolvement in the academic experience. Astin’s view was that the
academic experience is notlimited to the classroom and that student involvement
“refers to the quantity and quality of the physical and psychological energy that
students invest in the college experience" (p. 307). "Such involvement," said
Astin, "takes many forms, such as absorption in academic work, participation in
extracurricular activities, and the interaction with faculty and other institutional
personnel" (p. 307). Educators, Astin believed, should center their efforts on
studentinvolvement. In his words, “student involvement--rather than resources

or techniques typically used by educators" must be "the focus of concern" (p.

301).
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Creamer (1987) supported Astin's convictions as he claimed that:
"Regardless of history, involvement is a basic indicator of excellence in student
affairs” (p. 12). Other researchers have agreed and have maintained that the
degree to which students manifest effort in classroom and extracurricular
learning is the most significant factor associated with quality education (Pace,
1980). Quality learning may be seen, then, as being more closely associated
with the use of resources than with the monetary value and number of resources
available (Pace, 1980).

Quality education is not the only benefit of involvement. Student
involvement results in continued learning; greater growth, accomplishment, and
satisfaction; and an increased number of graduating students (National Institute
of Education, 1984). Astin (1977), Pascarella (1980), and Tinto (1987) found that
involved students exhibited higher levels of achievement, tended to be more
satisfied with their college experience, and were more likely to persist and
graduate. Involvement also is a demonstration of a functioning mission
statement, campus spirit, and unity (Noel, Levitz, Saluri, & Associates, 1985).

Involvement is especially helpful to the commuting student who seeks a
sense of belonging within the institution. Social skills, financial gain, and new
opportunities are also among the benefits of commuting students’ involvement
(Rosenblum, 1986). However, commuters may have difficulty in obtaining
extracurricular involvement as they do not have the convenience of location,
quick access to college resources, and frequent interaction with the faculty and

staff that are more readily accessible to resident students. Time spent traveling
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and in one’s home community may further impede the extracurricular
involvement of the commuter. Returning to campus for meetings and activities
also may be inconvenient (Cohen & Brawer, 1982). Concerns about family, time,
and transportation are commonplace among commuting students (Chickering,
1974), and family or work may take precedence over school and studies
(Counelis & Dolan, 1974).

Commuting students have become known as the forgotten students (Graff
& Cooley, 1970) and the neglected majority (Jacoby & Girrell, 1981). The
complications related to serving them are among the reasons for the ongoing
negligence. Astin (1985) and Pascarella (1985) recognized the trials associated
with extracurricular participation by commuting students. Bothinvited educators
to take up the challenges. Pascarella asserted:

If student involvement is a major force in student development as Astin

suggested, then an important question focuses on those structures that

provide involvement. . . . At commuter institutions and with commuter

students . . . greater compensatory needs may exist. Consequently, the

most significant challenges to the creative programming of student affairs

staff are likely to be found at these settings and with these students. (p.

298)
Pascarella’s critical question of structures, services, and programs that best

provide and facilitate commuting students’ involvement is addressed in this

investigation.

Statement of the Problem
In recent years, much concern has been expressed about the quality of

campus life and the lack of student involvement at colleges and universities.
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Boyer (1987) stated that "the effectiveness of the undergraduate experience
relates to the quality of campus life. It is directly linked to the time students
spend on campus and to the quality of their involvement in activities” (p. 191).
The Carnegie Foundation for the Advancement of Teaching (1990) reported that
"very early in our study, we observed an unhealthy separation between in-class
and out-of-class activities. . . . It became increasingly apparent during our study
that the quality of campus life is declining" (p. 3).

Whereas the quality of campus life is deteriorating, the number of
commuting students is increasing. These students have held majority status
nationally since the early 1970s (Schuhman, 1974). Yet administrators have
been slow to respond to these students’ educational needs (Educational
Facilities Laboratory, 1977).

Researchers have acknowledged the troubles associated with engaging
commuting students in learning experiences outside of the classroom. Still, they
have invited postsecondary educators to create programs and services that will
engross the commuting student in the extracurriculum (Astin, 1985; Pascarella,

1985).

r th
The researcher’s purpose in this study was to determine the factors that
contribute to the initial and ongoing involvement of commuting students in the
college extracurriculum. It was also the researcher’s intention to determine how

educators at one university might better encourage the involvement of its
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commuting students. This task was accomplished by analyzing the content of
in-depth, qualitative interviews with commuting students who had displayed a
pattern of college-campus involvement.

Qualitative research was selected for its ability to uncover answers to
questions of how and why. The researcher was interested in knowing how and
why commuting students became involved and continued their involvement. The
interview discussions explored the reasons for and benefits of the students’
involvement and practices that might be employed to enhance the extracurricular

involvement of traditionally aged commuting students.

Need for the Study

This examination focused on two areas in need of research: student
involvement and commuting students. Astin (1984) recommended further study
of student involvement. He suggested evaluation of the various forms of
involvement, the range and intensity of involvement, developmental outcomes,
and methods for the nurturance of student involvement. Winston and Massaro
(1987) reported that "studies are also needed to identify which strategies for
encouraging student involvement prove most effective" (p. 173). To know what
influences student involvement is, as Pascarella (1985) indicated, an important
question. This question introduces a great challenge to institutions with large
numbers of commuting students as such students are often constrained by time,

distance from campus, and competing obligations (Pascarella, 1985).
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Many have expressed a need for research on the commuting student
(Harrington, 1972; Jacoby, 1989; Likins, 1986; Rhatigan, 1986). Schuhman
(1974) suggested that commuting students must be more engaged in "the total
educational process" (p. 486). Chickering (1974) recommended that
postsecondary institutions design experiences to lessen the fragmentation of a
commuting student’'s life. Increased commuting-student involvement and
decreased fragmentation of the commuter’s life are both ideal and possible.
However, attaining this ideal will require studies examining present patterns of

activity for the commuting student.

I f t

The importance of this research lies in its subject matter, timeliness, and
methodology. Campus life and student involvement are currently matters of
interest to a great number of educators. This study follows recent research on
student involvement (Kuh, Schuh, Whitt, & Associates, 1991) and a call for
improved campus life by the Carnegie Foundation for the Advancement of
Teaching (1990). Because campus life and student involvement recently have
been raised as issues worthy of serious study and improvement, many student
affairs professionals are seeking services and solutions to cultivate and foster
them.

It also is notable that the methods used in this study were qualitative in
nature. Much of the research done in the field of student affairs is quantitative.

Ithas been said that "qualitative methods have the potential to more accurately
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describe and, perhaps, help student affairs staff, faculty, and others better
understand the behavior of individual students and groups of students" (Kuh &
Andreas, 1991, p. 397). Schuh and Whitt (1992) stated that qualitative research
is best suited to questions of why and how. These are the precise questions
addressed in this study as commuting students were asked how and why they
became participants in the extracurriculum.

Finally, the study is important because the researcher examined the
patterns of those commuting students who were exemplary in their campus
involvement. The students were asked about their involvement and the factors
that influenced it. The researcher followed the approach outlined in three recent
books: Involving Colleges: Successful Approaches to Learning and Develop-
ment Qutside of the Classroom (Kuh et al., 1991), In Search of Excellence:
Lessons From America’s Best Run Companies (Peters & Waterman, 1982), and
Traits of a Healthy Family (Curran, 1983). Although each of these publications
was based on a unique structure--postsecondary institutions, the corporate
organization, and the family system, respectively—each focused on good practice
rather than that which is unsatisfactory. It was the researcher’s intention to
uncover those things that work in encouraging the out-of-class participation ofthe
commuting student by soliciting information from those who had succeeded in
campus involvement. That is to say, this research was intended to tell why

students became involved rather than why they did not do so.
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The Research Question

This research project was based on personal, in-depth interviews with
commuting students who had demonstrated involvement in the extracurriculum.
The researcher’s purpose was to determine the factors that contribute to or
influence the extracurricular involvement of commuting students. The primary
research question was:

What are the factors that contribute to or influence the extracurricular

participation of involved commuting students at Saginaw Valley State

University?

Subsidiary Questi
Other questions under study and related to the main research question

are as follows:

What are the factors that contribute to or influence the maintenance of
commuting students’ extracurricular participation?

How might Saginaw Valley State University encourage and nurture the
extracurricular participation of commuting students?

Conceptual Framework

"The behavioral view of involvement (Astin, 1984, 1985; Pace, 1980,
1986)--that involvement can be found in what students do and how much effort
they expend in various activities" (Kuh et al., 1991, p. 367)--was used in this
research. However, it should be noted that:

Because the concept of involvement is relatively new, it remains

somewhat ambiguous, a state of affairs typical of the early stages of

development of a social construct. When an idea or construct attracts the

interest of researchers, there is a period during which its scope and
parameters must be examined before precise definitions can be
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developed (Baird, 1989). Baird suggested that the concept ofinvolvement
encompasses dimensions of behavior in addition to that which can be
observed. . . . Aspects of a student’s personality, such as motivation and
interests, may be relevant. . . . In addition, involvement probably has a
social dimension. A student may become involved in an activity because
of affiliation needs. . . . Some students feel responsible for advancing the
status or causes of their group. (Kuh et al., 1991, p. 367)

In 1984, the National Institute of Education said that:

Highly involved students demonstrate their commitment in a variety of
ways: by devoting considerable energy to studying, by working on-
campus rather than off-campus jobs, by participating in student

organizations, and by frequently interacting with faculty members and
student peers. (p. 17)

Astin (1984) defined the involved student as "one who devotes considerable
energy to studying, participates actively in student organizations, and interacts
with faculty members and other students” (p. 297). Astin (1977, 1984, 1985b)
believed that a student’s involvement is of utmost importance in determining the
quality of that person’s educational experience.

The present investigation was centered on the portion of the preceding
definitions that speaks to participation in a student organization. The rationale
for this decision was that, because the researcher was concerned with
extracurricular involvement, the study should be focused on the portion of the
definition dealing with involvement in student organizations. Further, the
researcher assumed that members of student organizations regularly converse
with other students and with faculty members. No requirement of study time was
made of the interview participants as it would be difficult to measure the time and

effort put into learning. On-campus employment was not required of the
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interview participants because the researcher reviewed volunteer extracurricular

participation.

ttin

The study was conducted at Saginaw Valley State University (SVSU), “a .
comprehensive, co-educational, four-year, state-supported university offering
bachelor's and master’s degrees" (SVSU, 1992, p. 1). SVSU s situated in east
central Michigan between the cities of Saginaw, Bay City, and Midland. The
university enrolls approximately 6,800 students. The university’s convenient
location is among many reasons for a large population, approximately 90%, of
commuting students. It should be noted that approximately one-half of the
university’s students attend class during the evening hours. ltis also noteworthy

that approximately one-half of SVSU'’s student body is 25 years of age or older.

Subjects

The subjects of this study were 20 traditionally aged commuting students
who voluntarily participated in at least one student organization or governing
group at SVSU. The students were of sophomore, junior, or senior class
standing and had never lived on any college campus.

Traditionally aged students between the ages of 18 and 23 were selected
for the study because their needs are said to be different from those of older
adult students (Knox & Associates, 1980). Also, the researcher surmised that
nontraditional students may be less interested in involvement in student

organizations because of the time demands of work and family obligations.

_—4
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Members of student organizations and governing bodies were chosen as
study participants because their participation was most likely to be voluntary.
Unlike members of intercollegiate athletic teams or student employees of the
university, most ofthe members and representatives in campus organizations do
not receive payment, stipend, salary, or scholarship. Hence, the motivation for
joining a group is typically nonmonetary.

Participants were recruited through contacts with faculty and staff club
advisers, notices posted in classrooms, telephone appeals, and an
announcement at an SVSU Student Government meeting. A small stipend was
offered to entice commuting students to participate in the research project.
There was no need to reduce the number of volunteers with selection criteria as

locating 20 eligible study participants proved to be a challenge.

Methodology

Qualitative research was selected for the study because of its ability to
elicit deep and thorough responses and to provide answers to questions of how
and why. Standardized open-ended interviewing was the specific technique
used. This method has advantages over other qualitative interview techniques.
Among the benefits of standardized interviews are these: (a) greater consistency
between interviews (Kahn & Cannell, 1957; Payne, 1951); (b) a more exact and
accurate data analysis provided through routine questions, order, and format;

and (c) the ability to inspect the interview instrument (Patton, 1990).
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Three standardized interviews were arranged with each of the 20 study
participants. The interviews were conducted between February and May 1993.
In most cases, the length of the initial interview was one and one-half hours. As
a part of this interview, students responded to demographic questions, probes
about their initial campus involvements, and influences on thatinvolvement. The
second interview took about 20 minutes and contained questions necessary to
clarify data. In most cases, the third and final interview lasted 40 minutes.
Questions in the final interview focused on maintaining involvement, significant
moments in involvement, and closing recommendations. Each of the interviews
was recorded on a standardized coding form and on an audiotape.

As recommended by Patton (1990), a content analysis was conducted on
the verbatim transcripts of the interviews. Conclusions were drawn from the
transcribed data only after coding, counting, and noting patterns and metaphors
(Miles & Habermann, 1984). The inductive analysis associated with qualitative
research was managed by using small units of data to develop larger categories,
patterns, and themes as suggested by Guba and Lincoln (1981). Theresearcher
preserved an audit trail of survey and coding forms, audiotapes, verbatim
interview transcripts, and consent and interview release forms. The audit trail,
methods, codes, counts, and interpretations were authenticated by an external

auditor, as proposed by Schuh and Whitt (1992).
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imitati n limitation

As is the case in a great number of studies, this research project has its
limits. The study used what Astin (1984) referred to as "a student development
theory based on involvement" (p. 297) in its conceptual framework. It has been
said that Astin’s theory of involvement offers a "general dynamic, a principle"
(Pascarella & Terenzini, 1991, p. 51) rather than a set of interrelated constructs,
concepts, and propositions that typically comprise a theory. "It remains to be
seen whether Astin’s involvement propositions are useful in guiding research
beyond a general, conceptual orientation" (Pascarella & Terenzini, 1991, p. 51).
It is precisely that conceptual framework for which Astin’s work was used in this
investigation. Although Astin’s views of student involvement are suitable in
providing direction and underpinnings to this particular examination, educators
must determine the appropriateness of Astin’s ideas to other studies.

Some may find the participant requirement of being a member of a student
organization or governing group to be narrow. It can be said that membership
in a campus organization does not equate to participation in activities such as
intercollegiate athletics, orientation leading, honors programs, or on-campus
employment. Theresearcher’s concern was that, for each ofthe aforementioned
groups, money or scholarship may have been the motivation for participation.
For this reason, volunteer membership in an SVSU student organization or
governing group was selected as a requirement. Student organizations and
governing groups may attract members differently than do other groups

associated with the extracurriculum. Hence, generalizations may be limited.
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Another limitation was the use of a paid volunteer sample. Paid
volunteers may be more motivated, introspective, or in need of money than a
group of students who are required to undergo the interview process. Hence, the
sample may not have been representative of the entire commuting population at
SVSU or any other college.

Further, no distinction was made among students living at home with
parents and those who had moved to the area to live with other relatives, those
who were married, and those who were apartment dwellers. In this study, only
one student was married and living in an apartment. Two others had moved to
the area to live with other relatives. Although all were or had been commuting
students, the uniqueness of these situations may have had an effect on the data
they provided.

It also should be noted that the researcher/interviewer held a position in
the division of student affairs at SVSU. A part of her role was to coordinate
campus events and services to student organizations. Because of this, student
interviewees may have been reluctant to express displeasure with or
improvements needed inthe campus environment. They may have spoken more
freely with an interviewer from another campus or someone who was not
responsible for the coordination of extracurricular activities. However, her
familiarity with the campus and various opportunities for extracurricular
involvement may have balanced this liability with an ability to probe the students’

responses more deeply.
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This inquiry also was limited by the size of the study group. Twenty
students from one postsecondary institution participated as interviewees in the
research project. Because the study was constrained by a small sample and the
use of one institution, the findings may not be generalizable.

Whereas SVSU has a student population similar to that of many other
institutions, it is unique in its history, culture, and location. With only one
institution and 20 students under study, it would be imprudent to generalize the
findings. Given this caveat, the findings and recommendations should be useful
in developing an understanding of the commuting student and how and why she
or he participates in the extracurriculum. This research is also useful in

identifying areas in need of further examination.

Definitions
The following terms are defined in the context in which they are used in

this dissertation:

Audit: In qualitative research, “"dependability and confirmability can be
established by means of an audit, in which someone notinvolved in the research
examines the products and processes of the study" (Whitt, 1991, p. 413).

Audit trail: An audit trail is an accumulation of the

raw data (tape recordings, transcriptions, and notes from interviews and
observations), products of data analysis and synthesis (all phases of
category-development and themes), process notes (including decisions
about research strategies and researcher reflections, questions and
insights) and materials relating to the intentions of the researcher, such
as notes and journals. (Whitt, 1991, p. 413)



16
Researchers using qualitative methods compile these materials to ensure the
trustworthiness of their data and in anticipation of questions concerning findings

and conclusions.

mmuting student or commuter: "In the last decade or so, the definition

of commuter students as all students who do notlive in institution-owned housing
has emerged as the preferred one" (Jacoby, 1989, p. 1). For the purpose of this
study, the preceding definition of a commuter student was employed.

Credibility: According to Patton (1990):

A credible, qualitative study will . . . need to address all three of these

issues: (1) What techniques and methods were used to ensure the

integrity, validity, and accuracy of the findings? (2) What does the

researcher bring to the study in terms of qualifications, experience, and

perspective? (3) What paradigm orientation and assumptions undergird

the study? (p. 461)

External auditor: The use of an external auditor is common in and
recommended for qualitative research. The auditor is not a part of the research.

Instead, he or she "examines the products and processes of the study" (Whitt,

1991, p. 413).

Extracurricular activities or extracurriculum: Two definitions of the
extracurriculum were used in this study. The extracurriculum is typified by
organized activities, as in the following definition:

Student activities can generally be described as anything involving a
group of two or more students who form an organization or participate in
an activity or an organization that can effect social, moral or political
change. What this definition comes down to is any activity from producing
a student newspaper to learning how to whitewater canoe, to joining a
sorority, to attending a play, to promoting a concert. (Shandley &
Shandley, 1985, p. 22)
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However, it is necessary to broaden the given definition as it does not
necessarily account for activities coordinated by faculty or staff members,
intercollegiate athletics, student representation on all-university committees,
employment, or participation by one individual in an activity or organized group.
For this reason, a broader definition also was used to define extracurricular
activities and the extracurriculum. Extracurricular activities are those activities
“carried on outside the curriculum or regular course of study in school or college
life" (Morris, 1976, p. 466).

Inductiv ta_analysis: "Qualitative data analysis is inductive: using
small units of data to develop categories, patterns and themes, and hence,
interpretations and findings" (Lincoln & Guba, 1985). “"Procedures typically used
in inductive analysis of qualitative data include organization of data; generation
of categories and themes; seeking alternative explanations for data by
challenging the themes that seem to be emerging; and writing a report on the
findings" (Whitt, 1991, p. 412).

Involv tudent: "The highly involved student was defined by Astin
(1984) as "one who devotes considerable energy to studying, participates
actively in student organizations, and interacts frequently with faculty members
and other students" (p. 297). The National Institute of Education (1984) said,
"Highly involved students demonstrate their commitment in a variety of ways: By
devoting considerable energy to studying, by working on-campus rather than off-
campus jobs, by participating actively in student organizations, and byinteracting

frequently with faculty members and student peers" (p. 17). It was required that
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each interview participant be a member of a student organization or governing
body at SVSU. The requirement was made to ensure the interview participant’s
involvement and with the assumption that members of student organizations and
governing bodies have frequent contact with other students and family members.
An on-campus job was not required of the participant as the motivation for
employment is generally financial and because this researcher explored other
incentives for involvement.

Involvement or student involvement: "The behavioral view ofinvolvement
(Astin, 1984, 1985; Pace, 1980, 1986)--that involvement can be found in what
students do and how much effort they expend in activities" (Kuh et al., 1991, p.
367)-was the definition that was used for the purpose of this study.

Qualitative research:

A precise and generally agreed-upon definition of qualitative research is

at this time--perhaps for all time--elusive. The development of a common

definition for qualitative research is complicated by the fact that it has its
roots in many disciplines, including anthropology, sociology, history and
feminist studies (Marshall & Rossman, 1989). . . . The “"paramount
objective" (Merriam, 1988) of qualitative research is understanding rather
than the ability to generalize of the identification of causes and effects.

Thus, the qualitative researcher seeks to understand the ways in which

participants in the setting under study make meaning of--and so

understand--their experiences. (Whitt, 1991, p. 406)

Standardized interviewing: With this type of interviewing, interview
questions are written out exactly as asked by the interviewer and in a prescribed
order (Patton, 1990).

nt nizati l I izations:

"Student organizations are formally sanctioned opportunities that allow students
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to associate and work together toward accomplishing common goals" (Coyne,
1983, p. 394). Forthe purpose of this study, these terms--student organizations,
clubs, campus clubs, and campus organizations--referred to those groups

registered with the Office of Student Life at SVSU.

Qverview

Chapter | contained an introduction to the research problem. Included
were a statement of the problem, the purpose of and need for the study, the
importance of the study, the research question and subsidiary questions
investigated in the study, the conceptual framework for the research, the setting
and subjects for the study, a brief description of the methodology, limitations and
delimitations, and definitions of key terms.

Literature pertinent to the study is reviewed in Chapter Il. Topics included
in the review are a historical perspective of extracurricular involvement,
involvement as a concept, the importance of extracurricular involvement,
concerns about extracurricular involvement, increasing extracurricular
involvement, involvement and the commuting student, commuting students,
trends in the literature concerning commuting students, the concerns of
commuting students, changing attitudes about commuting students, and
improving the quality of life for commuting students.

The methodology used in the research is described in Chapter lll. The
population and sample are described, and data-collection methods are

delineated. The rationales for using qualitative research and standardized
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interviewing are setforth. Selection of the interview questions and data-analysis
techniques are discussed, as are credibility, consent, and confidentiality.

Results of the data analyses are presented in Chapter IV. A profile of the
study group is given, followed by individual profiles of the 20 student interview-
ees.

A summary of the study and conclusions drawn from the study findings
are presented in Chapter V. Suggestions for SVSU and general recommenda-
tions are set forth, as are suggestions for related research. Some final thoughts

of the researcher also are presented.



CHAPTER I
REVIEW OF RELATED LITERATURE

Extracurricular Involvement: A Historical Perspective

Throughout history, students have demonstrated a need for out-of-class
activities and groups. When such ventures were not available, students created
them. Today’s extracurriculum was born out of centuries of an innovative student
spirit and struggle between students and faculty/administrators. Campus
organizations, intercollegiate and intramural athletics, and student-run
publications were student initiatives coordinated in response to a rigid curriculum
with little opportunity for student input.

Campus life was born in revolt. . . . The recorded history of associations

of university students began in the twelfth century, at the very origins of

the university itself. When students and teachers first gathered in urban
centers in ltaly, students organized to protect themselves. . . . Records of
youthful hedonism and collegiate customs in North America go back to

Harvard’s beginnings. lts poverty, simplicity, piety, and small scale may

have initially inhibited adolescent enthusiasm, but Harvard in the heart of

Puritan New England caught its students playing cards, drinking and

stealing the turkeys of the Cambridge neighbors. (Horowitz, 1987, p. 24)

The concept of a research university was imported from Germany in the
late 1800s. With it came the notion of academic freedom for students and
faculty. In Germany, student freedoms were granted to teach the students

responsibility. The concept did not "take" in the United States, presumably

21
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because American faculty members had previously gained control of procedures
for decision and policy making (Horner & Horner, 1966).

The advent of modern extracurricular activity was gradual. In the
eighteenth century, "American students enjoyed a vigorous, creative fellowship
in the literary societies of their own devising" (Horowitz, 1987, p. 24). The first
of these groups was established at Yale in 1753. Many years later, after the Civil
War, colleges and universities experienced growth and development in the
extracurricular activities. Organized endeavors then expanded to include
newspapers, drama clubs, music groups, debate societies, and intercollegiate
athletics.

In 1787, the Princeton faculty prohibited shinney, a form of hockey. A
gymnastics movement began in the early 1800s. The year 1852 marks the
beginning of intercollegiate competition. In thatyear, Harvard competed against
Yale in crew or boat races (Rudolph, 1962). Informal athletic games were held
before the Civil War; organized competition followed it (Horowitz, 1987).

For the American college student, recreation and team sports were

necessary for the fullest enjoyment of life. They were institutions in which

the student imbedded his values, the values of worldly success;
institutions in which he clarified the nature of the distance that stretched
between his view of life and the view that the college purveyed. (Rudolph,

1962, p. 154)

College officials found sports to be useful as they channeled student energies
and rebellion into an organized exercise (Horowitz, 1987).

Fraternities were founded at-Union and Hamilton Colleges in the 1820s

and 1830s, respectively, and led to the decline of literary societies. Fraternities
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were established to bring men together and to fulfill the needs of home and
family. They met other needs of a break from monotony and the lack of privacy
in the dormitory setting (Rudolph, 1962). Rudolph saw fraternities and other
campus organizations as vital in transforming the college from a provincial
society to an urban center teaching students the ways of the world (Horowitz,
1987). By the 1920s, colleges had accommodated extracurricular life. "The trick
was to harness college life, limit its hedonism and more destructive elements,
and to emphasize its relationship to citizenship and service (Horowitz, 1987, p.
108).

Extracurricular participation increased at a steady rate until after World
War ll. Atthattime, many war veterans were attending college. The commuting
student population had increased, and some students were uncomfortable in an
unaccepting environment stimulated by the McCarthy hearings (Horowitz, 1987).
Duetothese and other factors, students acquiesced tofaculty and administration
in the 1950s, an era of in loco parentis, a philosophy by which it was expected
that the college take on the role of the parent (Horner & Horner, 1966). By the
late 1950s, many undergraduates became uncomfortable with the conformity
required by colleges and universities (Horowitz, 1987). The 1960s followed, with
an elevated student desire to participate in campus policy making (Horner &
Horner, 1966). With this yearning came a rebellion, which subsided in the 1970s
when students’ aspirations shifted more to careers and professions.

By 1979, only one-third of all students lived on campus or in a fraternity

house. An expanding number of commuting students, the focus on professional
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life, making money, goals of graduate school, a lack of community spirit, a
decline in social activities, less formal dating, and fewer Greek organizations
contributed to a diminished feeling of campus life in the 1970s and 1980s
(Horowitz, 1987). During the same era, most postsecondary institutions
decreased emphasis on and support of campus activities (Wise, 1978).
Thislack of concern for out-of-class learning experiences led Boyer (1987)

to declare that:

The college of quality remains a place where the curricular and
cocurricular are viewed as having a relationship to each other. Atatime
when social bonds are tenuous, students, during their collegiate years,
should discover the reality of their dependency on each other. They must
understand what it means to share and sustain traditions. Community
must be built. (p. 195)

Boyer's (1987) book College: The Undergraduate Experience in America, a
1987 National Institute of Education report entitled Involvement in Learning, and
a Carnegie Foundation (1990) report on campus life were instrumental in

creating a renewed focus on and revitalization of campus life in the 1990s.

Involv nt ncept
In 1970, Astin proposed a model demonstrating the effect of the college
experience. The model was illustrated using three words: “input--process--
output" (Pascarella & Terenzini, 1991, p. 50). When educators use this three-
word paradigm, there is a tendency to treat the student as a sort of black box.
Provided at the input end of the box are the policies and procedures of a college
or university; at the other output end are the various achievement measures,

such as the grade point average or scores on standardized examinations (Astin,
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1984). Astin believed that this view of education was lacking "some mediating
mechanism that would explain how educational programs and policies are
translated into student achievement and development’ (p. 299). Later, Astin
espoused the purpose of higher education to be student talent development
(Pascarella & Terenzini, 1991). Then, "based on his own research and Pace’s
work on quality of effort, Astin proposed a 'theory of involvement’ to explain the
dynamics of how students develop” (Pascarella & Terenzini, 1991, p. 50).

Astin (1984) saw involvement as a "construct that should not be either
mysterious or esoteric. Quite simply, student involvement refers to 'the amount
of physical or psychological energy that the student devotes to the academic
experience™ (p. 297). According to Astin, an involved student is one "who
devotes considerable energy to studying, spends much time on campus,
participates actively in student organizations, and interacts frequently withfaculty
members and other students" (p. 297). The National Institute of Education
(1984) had a similar definition of student involvement: "By involvement we mean
how much time, energy and effort students devote to the learning process" (p.
17).

To explain involvement, Astin drew on Freud’'s theory of cathexis.
Cathexis theory proposed that "people invest psychological energy in objects and
persons outside of themselves" (Astin, 1984, p. 298). Astin alsoincorporated the
learning theory of time on task. Supporters of time-on-task theory have
maintained that "the concept of effort . . . has much in common with the concept

of involvement" (Astin, 1984, p. 298). Astin saw involvement as the active
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participation that one often finds in task completion. The activity required with

involvement suggests a behavioral component.

Astin’s concept of involvement contains the following five postulates:

1.

Involvement refers to the investment of physical and psychological
energy in various objects. The objects may be highly generalized
(the student experience) or highly specific (preparing for a
chemistry examination).

Regardless of its object, involvement occurs on a continuum; that
is, different students manifest different degrees of involvement in
different objects at different times.

Involvement has both qualitative and quantitative features. The
extent of a student’s involvement in academic work, for instance,
can be measured quantitatively (how many hours the student
spends studying) and qualitatively (whether the student reviews
and comprehends reading assignments or simply stares at the
textbook and daydreams).

The amount of student learning and personal development
associated with any educational degree program is directly

proportional to the quality and quantity of student involvement in
that program.

The effectiveness of any educational policy or practice is directly
related to the capacity of that policy or practice to increase student
involvement. (p. 298)

Astin recognized that the last two propositions are not true postulates as they are

subject to empirical proof.

Pascarella and Terenzini (1991) believed that Astin provided a "general

dynamic, a principle" (p. 51) rather than a theory. These authors used

Kerlinger's definition of theory as "a set ofinterrelated constructs, definitions and

propositions that present a systematic view of phenomena by specifying relations

among variables with a purpose of predicting phenomena" (Pascarella &
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Terenzini, 1991, p. 51) to say that Astin did not provide variables that are related
to one another. Nonetheless, Pascarella and Terenzini did recommend that the
concept of involvement be used as a foundation for research.

As stated previously, Pace’s research inspired Astin. Both men believed
that the qualitative aspects of involvement are related to the effort put forth by a
student. Pace (1980) said, "The quality of energy or behavior can range from
passive to active, from silent spectator to active participants and public advocate.
The effort made to gain quality or intensity of experience can vary from high to
low" (p. 112). Pace contended that quality comprises both product and process,
both time and effort. Typically, educators look to the product--certification, grade
point average, skills acquired, and the modification of values and attitudes--as
being most valuable in the student’s collegiate experience.

Pace (1980) advised that education be seen as a value-added
experience. He wrote:

One could think of value added as all things that did not exist before and

so have been added to one’s life. . . . What our research shows is that this

value added element, or in our terms the percent who make substantial

progress toward the attainment of the important goals of higher education,

is primarily the result of the quality of effort students put into their
education. (p. 105)

Given this, one might say that the quality of a student’s collegiate experience has
more to do with what students do with campus and personal resources than with
the resources themselves. In other words, quality, time, and effort are of utmost

importance in acquiring a superior education.
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In developing this concept of involvement, Astin also examined five
traditional measures of educational quality used by academicians: (a) the nihilist
viewpoint, (b) the reputational perspective, (c) a view based on resources, (d)
another centered on outcomes, and (e) a value-added notion. Proponents of the
nihilist view maintain that the quality of education is not measurable because the
institutional activities, objectives, and organizational structures are complicated
and diverse. Using reputational measures of educational quality, those schools
seen as most prestigious are of the highest quality. "Quality, in this view, is
whatever people think it is" (Astin, 1982, p. 10). The resource measure of
institutional quality equates quality with a college’s educational resources--bright
students, sought-after faculty members, facilities, and affluence. With a
measurement of outcomes, quality rests in the worth of a college’s products.
Finally, value-added measures are those derived from a philosophy that "true
quality resides in the institution’s ability to affect its students favorably" (Astin,
1984, p. 11).

Astin (1982) accepted a value-added measure of institutional quality and
recommended that educators heed "a large body of evidence that shows that
students learn best when they . . . invest time and energy in the learning task" (p.
13). Value-added research shows that the benefits of college are directly
proportionate to the student's degree of involvement in the educational
experience. Involvement can be manifested in various ways: "how much time
students spend on campus, how much they study, how much they participate in

extracurricular activities, and so forth" (Astin, 1982, p. 13).
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Astin’s concept of student involvement had its roots in a longitudinal study
of college dropouts. In that study, Astin (1975) endeavored to identify factors in
the college environment that significantly affect the student’'s persistence in
college. In reviewing results of the study, Astin found that virtually every
significant effect could be rationalized in terms of involvement. That is, every
positive factor was likely to increase student involvement in the undergraduate
experience, whereas every negative factor was likely to reduce involvement
(Astin, 1984, p. 320). Astin developed the concept of involvement for the
aforementioned reasons and because it can be easily understood. The concept
also explains most of the research concerning the environmental influence on
student development, embodies a number of dissimilar theories presented in
several fields, and is used effectively by both researchers and practitioners
(Astin, 1984).

"Because the concept of involvement is relatively new, it remains
somewhat ambiguous, a state of affairs typical to the early stages of the
development of a social science construct' (Kuh et al., 1991, p. 367). Baird
(1989) suggested that involvement may be more than physical or psychological
energy. Involvement may also contain personality factors--motivation and
interests, for instance, and social components (Kuh et al., 1991). "Clearly, more
needs to be learned about individual student variables that influence student
involvement and the mutual shaping of student characteristics and institutional
factors and conditions that promote student participation in out-of-class learning

experiences" (Kuh et al., 1991, p. 368).
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he Im n xtracurricular Involvement

In 1985, Astin stated that nearly all forms of student involvement were
associated with a change in the characteristics of freshman students. Student
involvement is more closely associated with developmental changes in students
than are the characteristics of the entering student or of the institution (Astin,
1985a). Students apparently learn from involvement (Astin, 1985a). These
statements are made, given a "behavioral view of involvement (Astin, 1984,
1985; Pace, 1980, 1986)--that involvement can be found in what students do and
how much they expend in activities" (Kuh et al., 1991, p. 367).

Extracurricular involvement--involvement in those activities occurring at
a college or university and “carried on outside the curriculum or regular course
of study" (Morris, 1976, p. 466)--appears to affect student development and
retention significantly. In 1983, the American College Personnel Association
(ACPA) cited four areas in which extracurricular involvement was shown to have
a dramatic effect on students. These four areas are (a) student retention, (b)
personal development, (c) satisfaction with the institution, and (d) activities after
graduation, including career and civic and alumni involvement.

Regarding retention, "most research seems to support the belief that
participation in activities is a part of integration to the college environment and,
therefore, a factor in retention" (ACPA, 1983, p. 5). According to Chapman and
Pascarella (1983) and Tinto (1987), students who participate in out-of-class
learning experiences are more likely to become integrated into the academic and

social life of their institutions. Such students tend to be happier, exhibit higher
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levels of achievement, and be more apt to complete an undergraduate education
(Astin, 1975; Pascarella, 1980; Tinto, 1987). Those students who hold
membership in Greek organizations are less likely to withdraw from college
(Feldman & Newcomb, 1968; Summerskill, 1965). Astin (1975) found that
participation in extracurricular activities reduced the risk of student attrition and
that persistence was positively correlated with the level of involvement. In
Boyer's (1987) words, "It is not an exaggeration to say that students who get
involved, stay enrolled” (p. 191).

Graduates often note that extracurricular involvement was essential to
their personal development--increased confidence, competence, and self-
assurance (Marchese, 1990). The evidence consistently has demonstrated that
collegiate extracurricular involvement positively affects the development of
interpersonal and leadership skills (Bowen, 1977; Pascarella & Terenzini, 1991).
Students themselves seem to believe that extracurricular involvement has a
favorable effect on their self-concept, personal life, and social life (DeCrane &
Coleman, 1991) and will evaluate their participation according to the
contributions made to their own personal development (Wise, 1978).

A positive relationship between student participation in campus life and
satisfaction with one’s collegiate experience has been demonstrated (Bowen,
1977; Cook, 1973; Kapp, 1981). It appears that the intensity of extracurricular
involvement and satisfaction are also favorably related (McKaig, 1982). Bowen
(1977) stated that student involvement in extracurricular activities assists in the

achievement of success during and after the student’s collegiate experience.



32

Bowen’s remarks are supported by research indicating that out-of-class
experiences are associated with the attainment of one’s first post-college job
(Pascarella & Terenzini, 1991). Studies also have shown that students learn job
skills and civic responsibility through participation in extracurricular activities
(Kapp, 1981). Finally, Nelson (1983) found out-of-class involvement during one’s
undergraduate years to be associated with monetary gifts to an institution in later
years, and Krumboltz (1957, cited in Power-Ross, 1980) found extracurricular
participation to be the only indicator of adult success.

Extracurricular participation is beneficial not only to the individual, but to
the institution and to society. College graduates are better prepared for
volunteer, paid, and leisure experiences as a result of participation in campus
life. Horner and Horner (1966) contended that student involvement in university
decision making is essential to the improvement of democracy. They concurred
with Keyes (1968), who said that all constituents in a campus community should
be consulted on decisions. When decisions are made in this fashion, students,
faculty, and staff members are supplied evidence of a moral democracy.

Student activity adds vitality to a campus (Boyer, 1987). Further, it
enhances the mission of the institution, adds a spirit of community, and helps to
retain students (Noel et al., 1985). DeCrane and Coleman (1991) stated that
institutions benefit from the volunteer work done on campus by students,
especially in times of fiscal restraint. Extracurricular activity is associated with

campus vigor, quality of campus life, and adding value to a student’s experience.

In Astin’s (1985a) words,
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True excellence lies in the institution’s ability to affect its students and

faculty favorably, to enhance their intellectual and scholarly development,

and to make a positive difference in their lives. The most excellent
institutions are, in this view, those that have the greatest impact--"add the
most value" as economists would say--on the student’'s knowledge and

personal development. (pp. 60-61)

Astin held the conviction that increased involvement leads to improved
educational practice and to less student indifference. His thoughts on the effect
of involvement on a campus were not unlike those of Ward and Kurz (1969).
Ward and Kurz compared a campus to a city and said that the activity and people
make the city, not the buildings. Grobman (1988) maintained that "the
atmosphere of a campus is determined largely by the mix of curricular and
extracurricular activities" (p. 69). Woodrow Wilson (cited in Ward & Kurz, 1969)
asserted about 80 years ago: "The real intellectual life of a body of
undergraduates, if there be any, manifests itself not in the classroom, butin what

they do and talk of and set before themselves as their favorite objects between

classes and lectures" (p. 10).

ncerns About Extracurricular Involvement
In 1968, Keyes asked: "Why involve students at all?" as most are "ill-
informed, excitable, immature, rude and hardly have the qualities one would want
in sober captains of higher education" (p. 78). Keyes also stated: "A generally
accepted case for student involvement has yet to be made. A subsequent
definition of its legitimate role is even more elusive" (p. 78). The concern that
involvement should not be cultivated for the sake of involvement is prevalent.

Involvement for involvement's sake has been likened to caterpillars that starve
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while circling a plant on the rim of a flowerpot. Without direction or purpose, they
merely traverse in circles and will eventually expire from a lack of nourishment
(Drake, 1992). It also has been said that the effects of involvement are
curvilinear. Too much or too little is not of benefit to the student, but an
appropriate amount can provide a paramount educational experience.

Boyer (1987) avowed that the importance of campus life and out-of-class
learning is not understood by most faculty members. Because extracurricular
involvement is not seen to be serious or academic by many faculty members, it
lacks the zest and energy that it might otherwise possess. To change this
situation, Heller (1988) believed that extracurricular activity and college course
work must be closely related. A partnership between academic and student
affairs divisions is necessary to make this happen (Horner & Horner, 1966). The
student affairs administration “"must take the lead in involving faculty,
administration, and students in developing an institutional posture supporting the
total educational experience of its students" (Shaffer, 1968, p. 12).

Winston and Massaro (1987) encouraged practitioners and researchers
to measure the qualitative as well as the quantitative in reviewing students’
activities. The authors said that previous researchers have defined
extracurricular involvementin three ways: (a) participation or no participation, (b)
the number of organizations in which a student is involved, and (c) the hours
spent in active participation. They challenged such measures with a concept of
intensity of involvement which includes the quantitative dimension of amount of

time spent in extracurricular involvement and the qualitative dimensions of
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physical presence, affiliation, investments, contributions, and goal achievement.
Howard (cited in Pascarella & Terenzini, 1991) supported this view as he held
that breadth of experience is as important as level of position within an

organization.

Increasing Extracurri Iv n
Many of the recommendations made by educational researchers for the
purpose of increasing extracurricular involvement have been similar to those
made for increasing student involvement in the total academic experience. In
1984, the National Institute of Education suggested that student involvement
might be escalated if colleges and universities followed these tips:

1. College administrators should allocate faculty and other
institutional resources toward increased service to first- and
second-year undergraduate students.

2. Faculty should make greater use of active modes of teaching and
require that students take greater responsibility for their learning.

3. Learning technologies should be designed to increase, and not to
reduce, the amount of personal contact between students and
faculty on intellectual issues.

4. All colleges should offer a systematic program of guidance and
advisement that involves the student from matriculation through
graduation. Student affairs personnel, peer counselors, faculty
and administrators should all participate in this system on a
continuing basis.

5. Every institution should strive to create learning communities,
organized around specific intellectual themes or tasks.

6. Academic and student services administrators should provide
adequate fiscal support, space, and recognition to existing
cocurricular programs and activities for purposes of maximizing
student involvement. Every attempt should be made to include
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part-time and commuter students in these programs and activities.
(pp- 25-35)

Astin’s (1985a) recommendations were similar and included allocating
increased resources to the first years of college, experimenting with the
academic schedule to devise methods of increasing involvement, adding
innovations to the curriculum, and increasing faculty and student contact. In the
same publication, Astin proposed the use of activities to foster student
involvement. Academic advising, residential life, financial aid, counseling, and
campus lifein general were seen as vehicles to nurture out-of-class participation.
Regarding campus life, Astin encouraged postsecondary educators to address
these questions:

Towhat extent does campus life provide opportunities for students to take

part? What changes in the physical plant and surroundings might make

the campus a more exciting place? What special provisions are made for
commuter students? Are social and cultural events scheduled so as to
encourage students’ participation? Are enough activities offered to permit

most students to get involved in at least one? (p. 167)

In addition, Astin (1985) recommended that institutional research be
conducted to increase campus involvement, use of the concept of talent
development, and provisions for a special focus on commuting students. Astin
saw that the role of student affairs broadens if involvement is used as a
theoretical foundation to an institution’s policy and procedure: "If an institution
commits itself to maximizing student involvement, counselors and other student

personnel workers will probably occupy a central role in institutional operations"

(p. 151).
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Creamer (1987) supported Astin’'s contention that institutions must
question themselves on matters of interaction and involvement. Better
advertising, needs assessments, activities related to the academic mission, and
increased activity fees were Benacci’'s (1991) proposals for improving
extracurricular involvement. Parker and Aldred (1986) thought that the challenge
is to uncover methods to get students engrossed in their college experiences.
They advised that this might be done by encouraging students to (a) take
courses different from those they might choose on their own, (b) change their
residential situations, (c) become involved in on-campus activities, or (d)
associate with new peer groups.

Forthe purpose ofincreasing involvement, academicians might also need
to know which student groups and which types of schools have shown a
propensity to involvement. Highly involved students are likely to come from
relatively educated and affluent families. Such students typically have good
grades in high school, score well on college admission tests, attend selective
postsecondary institutions, and tend to live on campus (Frielander & McDougall,
1991). A recent study of colleges and universities known to be exemplary in
campus life and spirit demonstrated that institutions that are most likely to foster
involvement possess these commonalities: high expectations and shared vision
articulated well in mission and philosophy statements; an understanding and
celebration of the school’'s own campus culture; an environment conducive to
student ownership and belonging; and clearly outlined expectations, policies, and

procedures that promote campus involvement (Kuh et al., 1991).
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nvol nt and th mmuting Studen

Writings specific to institutional involvement of commuting students have
been presented. Swartz (1985) advised that college student affairs
administrators review Schlossberg’s (1984) transition model when addressing
commuter student needs. According to this model, one’s capacity to adapt to a
transition is affected by the individual's perception of the transition and the
individual's adeptness at balancing assets and liabilities in response to change.
Transitions may be seen as events or nonevents. Nonevent transitions are those
an individual had anticipated, but which do not occur (Schlossberg, 1984).

Swartz (1985b) thought that commuting students may experience college
attendance as a nonevent. Starting college might be seen as an opportunity for
change, when in fact "commuters are not thrown into a new environment with all
new values and lifestyle. They are caught between old ways and the new"
(Swartz, 1985b, p. 2). Commuters may not know how to cope; this might be
interpreted as apathy by college personnel. Apathy may actually be ambivalence
about where to channel energies and how to make connections (Swartz, 1985b).
Swartz recommended discussion of these questions:

* How do commuters view their transition?
Is college attendance a major event or a minor transition?
Is attending college seen as an event or a nonevent?

Is college attendance overwhelming?

Has attending college required a significant change in the student’s
support systems and social networks?
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How does the campus differ from other community environments?

What s the individual’s attitude and actions regarding the balance
of resource assets and deficits?

Is involvement an infringement on the commuting student’s time?

Are commuters anxious to be involved, but uncertain about how to
do so?

Do commuting students feel comfortable on campus?

Is the campus environment one that shows sensitivity to
commuting students’ needs?

Is the environment appropriately challenging?

Swartz (1985b) also recommended that colleges and universities measure

commuting students’ perceptions of the environment regularly and that their

thoughts be incorporated into program and service design. She advised that

opportunities for involvement be offered at various times through multiple forms

and avenues.

Rosenblum (1986) thought that campuses should measure the

involvement of commuting students. He believed that evidences of involvement

are (a) increased self-confidence, (b) personal and professional development, (c)

requests for references and recommendations, and satisfaction with one’s

collegiate experience. Rosenblum instructed student affairs personnel to use

these questions as short-term measures of commuter student involvement:

*

Do the commuting students stay involved?

Are commuters able to manage academic, social, and lifestyle
commitments?

Do the commuting students feel a sense of accomplishment?
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Are the friends of these students being encouraged to become
involved?

Are the commuting students becoming active in other areas of the
campus?

Wilmes and Quade (1986) offered five steps for good practice in involving
commuting students in the extracurriculum. Effective programming for and
service to commuting students provides for:

Good information that is easily accessible to the student.

Institutional identifications or developing a sense of belonging to a
campus community.

Frequent interaction between students.

Regular communication and sharing between students and the
faculty and staff.

Integrating support systems or including the student’s family and
friends in the activity of the institution.

mmuting St t

The National Clearinghouse for Commuter Programs (1980, cited in
Jacoby & Girrell, 1981) defined the commuting student as "any student not living
on campus” (p. 36). Flanagan (1976) believed that commuting students are
those students who live off-campus by themselves, with parents or families.
Stewart and Rue (1983, cited in Jacoby, 1989) stated: "In the last decade or so,
the definition of commuter students as all students who do not live in institution-
owned housing has emerged as the preferred one" (p. 1). Jacoby contended
that such a definition is appropriate and useful despite its breadth. Her view was

expressed in the following statement:
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Despite the diverse nature of the population, the use of the broad

definition of commuter student promotes recognition of the substantial

core of needs and concerns all commuter students share. It also
encourages institutions to regard their population of commuter students
as an aggregate for the purpose of ensuring that they receive their fair

share of attention and resources. (p. 2)

Commuters are diverse in nature. It has been suggested that, to
represent the commuting student population accurately, subgroups be identified.
Stewart and Rue’s (1983) classification was based on three variables: "(1)
dependence or independence in living arrangements, (2) traditional or non-
traditional age, and (3) full or part time enrollment" (Jacoby, 1989, p. 4). This
categorization allows all commuting students to fit into one of the following eight
subgroups:

* Dependent, traditional, full time.

Dependent, nontraditional, full time.

Dependent, nontraditional, part time.

Dependent, traditional, part time.

Independent, traditional, full time.

Independent, nontraditional, full time.

Independent, nontraditional, part time.

Independent, traditional, part time.

The classification system is designed to assist colleges and universities in

determining the number and percentage of students in each category and to

allocate resources accordingly.
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Trends in Literatur ncernin mmuter Student

In explaining the literature on commuter students, Jacoby (1989) said:

Although the body of literature about commuter students is limited in

quantity and breadth, it is difficult to synthesize. It is possible to

distinguish five waves of literature, each of which evinces common

characteristics, themes and attitudes. (p. 17)

The first wave of reports on commuting students was narrow in scope and
negative inimage. Emphasis was placed on academic performance, emotional
well-being, and place of residence. Comparisons frequently were made between
residents and commuters. Commuters did not fare well, but the collection of
writings and research is not considered reliable as the studies cited used
dissimilar methods, samples, and variables.

Jacoby (1989) tagged the second wave of commuter literature as “"Major
Studies, Increased Interest" (p. 17). Two longitudinal, national, and multi-
institutional studies prevailed during this time--Chickering’s (1974) research on
commuting and resident students and Astin’s (1975, 1977) studies of student
attrition. The result of Chickering’s study demonstrated that resident students
were more apt to come from families with higher incomes and levels of
education. There was also an increased likelihood that residents had
participated in more high school activities and had better academic standing in
high school. These data led Chickering to conclude that commuting students
should have experiences on the college campus equivalent to those of the

resident student.
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Astin (1975) found that living on campus was associated with a decreased
chance of dropping out of college. In 1977, Astin determined from his research

that:

Among the most positive effects of living on campus were involvement in
extracurricular activities, interaction with faculty, achievementinacademic
studies and leadership, career development, social life, and satisfaction

with the undergraduate experience. (Jacoby, 1989, p. 22)

As a result of his findings, Astin recommended that educators offer more
opportunities for involvement in learning—-both inside and outside the college
classroom.

The 1970s proved to be a time of increased interest in the commuting
student. However, studies centered on the heterogeneity of commuting students,
the damaging effects of commuting, and reasons for the favorable effect of on-
campus housing on students. Studies during this era continued to be
inconclusive and perpetuated negative characterizations of commuters (Jacoby,
1989).

The third wave of literature on commuting students focused on the
students of the late 1970s and 1980s who were diverse in nature. The students
studied during this period were adult learners, ethnic minorities, urban,
community college, and academically disadvantaged. Hence, although each
group had its particular needs, many were related to commuting and the

difficulties associated with travel, multiple life roles, and limited affiliation with

campus personnel (Jacoby, 1989).



44

"The fourth wave of literature regarding commuter students is
characterized by a challenge to the residential bias of student services and
programs and advocacy for a comprehensive response to commuter students’
needs" (Jacoby, 1989, p. 25). This selection of writings contains much on good
practice in commuter student services and on the direct and indirect effects of the
residential experience. Pascarella’s (1984, 1985) research substantiated notions
that the positive effects of the resident student experience might actually be
associated with another variable. The variable found to directly influence the
student’s college experience was that of interaction with fellow students, faculty,
and staff members. Place of residence had only an indirect link to student
achievement and satisfaction with the undergraduate experience.

Another significant study included by Jacoby (1989) in the fourth wave of
literature was completed by Abrahamowicz (1988). The results of this study,
conducted at a commuter institution, indicated large differences in levels of
satisfaction with the collegiate experience between those who participated in
campus organizations and those who did not. Abrahamowicz’s study ended with
recommendations that colleges increase opportunities for extracurricular
involvement to heighten satisfaction with the college experience. The literature
of the fourth wave also contains writings that stress the importance of both multi-
institution and institution-specific research.

Finally, educational-reform reports dominate the fifth and final wave of
literature on commuting students. Many ofthe reports were focused on curricular

matters, whereas others placed learning in a broader framework. The special
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needs that commuting students have for involvement and interaction were
mentioned in some of the written works (Jacoby, 1989). Reports that are
included in this last collection of literature about the commuting student include
Involvement in Learning (1984) by the National Institute of Education, Astin’s
(1985) Achieving Educational Excellence, Boyer's (1987) College: The
Undergraduate Experience in America, and the Association of American
Colleges’ (1988, cited in Jacoby, 1989) A New Vitality in General Education.

Many other publications from the era dealt with community colleges.
These accounts said that the residential experience has been viewed as the
norm in higher education and that institutions must uncover models and
techniques to make a commuting student's college life more akin to that of the
resident student.

The concepts of “involvement," "normal progress" toward a degree, and

"identification” with the institution, however, must be reexamined and

redefined when, as the reports readily point out, the vast majority of

students in higher education are commuters. (Jacoby, 1989, p. 28)

Th ncerns of Commuting Student

Wilmes and Quade (1986) identified the essence of all commuting
students’ needs and concerns with the following four items: (a) multiple life roles,
(b) integration of support systems, (c) developing a sense of belonging, and (d)
transportation issues. What is meant by multiple life roles is that for commuting
students, student status is only one of several significant roles. Other roles may
involve status at work, within the family, or the community. The commuting

students’ multiple commitments of student, employee, parent, child, sibling, or
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spouse lead such students to view themselves as jugglers--often waiting for one
ball to crash (National Clearinghouse for Commuter Programs, 1983). Many
postsecondary educators view students with multiple roles as lacking
commitment to the educational process. However, it is possible that these
students are actually more devoted than others because they attempt education
despite other pressures and responsibilities (Scherer, 1975, cited in Andreas,
1983).

Due to the responsibilities of work and family, a commuting student’s time
can be more restricted than that of the resident student (Harrington, 1972;
Schuhman, 1974). Research has shown that commuting students usually are
employed and that they spend as little time on campus as possible (McConnell
& Hurst, 1962, cited in Garni, 1974). A commuting student must plan school and
study around travel time, work, and parenting (Hardwick & Kazlo, 1973, cited in
Andreas, 1983). Travel typically requires one-half hour or more one way to
school. More road time is necessary for those students who work at a third
location. "Many spend more time traveling than resident students spend
attending class and studying" (Educational Facilities Laboratories, 1977, p. 9).
College personnel must become more knowledgeable about and responsive to
this situation.

The support systems for the commuting student might include parents,
siblings, friends, children, or co-workers. These important persons should be a
part of college life for the commuting student. Colleges and universities have

become more sensitive to a need for integrating the individual student’s support
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systems into that person’s college experience. Services frequently offered for
this purpose are orientation programs for family members, events designed for
families, and discount ticket rates to the families and friends of enrolled students.
Personal counseling and workshops also have been made available to help
students cope with the stress of academic and family life. Programmatic efforts
are critical as "commuters may be more prone to suffering the consequences of
stress than residents" (National Clearinghouse for Commuter Programs, 1983,
p. 2).

The most apparent of all concerns that commuters share are those
associated with transportation--commuting time, costs, parking, weather
conditions, and so on. "Commuting for most people is not viewed as a joyous
task" (Parrino, 1983, p. 6). Because ofthis, researchers began a study indicating
that stress-related problems may be associated with commuting and travel time
(Parrino, 1983). Meanwhile, most schools have not concerned themselves with
commuter transportation issues beyond bus service and parking spots.

Earlier, a model developed by Wilmes and Quade (1986) was presented.
The model showed multiple life roles, support, belonging, and transportation as
major issues for commuting students. It was formulated because professionals
lacked a theoretical framework to demonstrate the appropriate response to
commuting students’ needs. There is also a tendency among educators to
ignore commuters because they are too large a group with which to contend.
The model helped many to see the numerous subgroups within a commuting

student population. Graff and Cooley (1970) had like thoughts as they believed



48
it necessary to know commuting students’ lifestyles, needs, and concerns to
serve them adequately. Andreas (1983) agreed that institutional census data
and needs assessments are essential to proper planning for commuter services.

Andreas (1983) also stated several generalizations that hold true for most
commuting students. The generalizations followed and supported what was
written by Wilmes and Quade (1986). Commuters tend to be employed more
than residents (Harrington, 1972; Schuhman, 1974). The age range for
commuters is wider than itis for resident students (Chickering, 1974). Family life
and work are often of greater priority than the educational environment (Counelis
& Dolan, 1974). A commuting student'’s life is divided by the number of life roles
that a student performs (Chickering, 1974; Hardwick & Kazlo, cited in Andreas,
1983; Harrington, 1972; Schuhman, 1974; Ward & Kurz, 1969). The schedule
of a commuting student interferes with forming friendships on-campus unless
faculty and staffmembers encourage suchrelationships (Astin, 1977; Chickering,
1974; Ward & Kurz, 1969).

Students choose to attend college to build social relationships, to respond
to external expectations, to improve one’s social well-being, to advance
professionally, to stimulate one’s intellect, to escape an unfavorable situation,
and to explore academic interests (Rhatigan, 1986). The major reasons for
nonresident status are low cost, proximity to place of residence, and convenience
to work, according to the Educational Facilities Laboratories (1977). However,
there are obstacles associated with goal achievement for commuters. Demos

(1967, cited in Harrington, 1974) told of the difficulty commuters have in
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developing meaningful contacts and close personal relationships, getting
involved in activities, and breaking through barriers of anonymity and
depersonalization. Melisky (1982) agreed. Upon surveying commuting students
at Boston University, Melisky uncovered the greatest disadvantages cited by
commuters. ltems mentioned by Boston University students were time spent
commuting, not being able to meet people, dissatisfaction with transportation
services, lack of knowledge of available university events and services, and lack

of adequate parking.

nging Attit About Commuting Student

Commuting students "account for over 80 percent of the students in
American colleges and universities today" (Jacoby, 1989, p. 1). Commuters
have been the majority student population since the 1960s (Harrington, 1972;
Schuhman, 1974). Given this information, and if it is true that "the future of
higher education is increasingly the large, urban, commuter campus. . .. The
traditional campus belongs to another age" (Freedman, 1969, cited in Harrington,
1972, p. 85), why have postsecondary institutions been slow to respond to the
needs and concerns of commuting students, as has been suggested by the
Educational Facilities Laboratories (1977)?

Knefelkamp (1983) stated that the resident experience is seen as the
normative one on most college campuses. Likins (1986) concurred, as did Van
Bebber (1985). Likins wrote, "Despite the fact that commuters outnumber

resident students on many campuses, educators persist in thinking of the
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collegiate experience as primarily residential® (p. 11). Van Bebber noted, "The
‘commuter university’ is a reality, but one that many people refuse to accept" (p.
6). Pierce (1985) believed that college faculty and staff members assume that
most campuses are residential because their own backgrounds are residential
in nature, because they have romantic notions of the ideal university, and
because most of what is written on college students focuses on the student who
lives on campus. A report from the Educational Facilities Laboratories (1977)

declared:

Many administrators were educated at schools with residence
requirements and have not adjusted to commuters, especially evening
and late afternoon students. . . . Although it is an old-fashioned view,
many administrators stilllook down on "subway circuit" students and treat
them as second-class citizens in the college community. They are
separate and not equal. (p. 7)

In her book on campus life, Horowitz (1987) referred to commuters and
other groups of nonresident students as outsiders. She believed that outsiders
always have existed, a fact that most schools choose to ignore. Horowitz’s use
of the term "outsider" may be an accurate description of the commuting student.
Professional student affairs personnel may indeed treat commuting students in
a manner different from that used with residents (Foster, Sedlacek, Hardwick, &
Silver, 1977, p. 291). This lack of concern is related to commuting students’
becoming designated as the have-nots (Chickering, 1974), theforgotten students
(Graff & Cooley, 1970), and the neglected majority (Jacoby & Girrell, 1981).

How might this lack of regard for commuting students be reversed? Arthur

(1977) stated that educators must go beyond discussions that merely recognize
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the commuter's home situation. Action must be taken to enrich the learning
experience of the commuting student and to make that student’s life seem less
fragmented. Knefelkamp and Stewart (1983) thought that commuting students
must be seen as assets and not deficits to an institution. She agreed with
McCann and Blair (1955, cited in Graff & Cooley, 1970), who asserted that, by
the nature of commuting, commuters make priceless contributions to the
institution. Knefelkamp also believed that researchers must separate political,
economic, maturational, and developmental issues when studying commuters,
and that new institutional and developmental models are needed for the study of
commuters.

Andreas (1983), Jacoby (1983), Parnell (1985), and Rhatigan (1986) also
considered research on the commuting student to be of great importance. Each
researcher recommended the use of student census data and the review of an
institutional profile of commuter subgroups, before developing commuter
services. Jacoby proposed parental input as a good source of information, and
Parnell maintained that educators must seek the best for all college students, not
only those who reside on campus. "If we don’t cultivate the best in all, we are a
wasteful society" (Parnell, 1985, p. 171). Parnell believed that the critical
question for higher education is: "Is your school cultivating or chasing
excellence?" (p. 171).

The commuting student who is not a part of campus friendships or
activities often receives only half an education (Hatala, 1976). Many

postsecondary educators view commuting students as apathetic, whereas



52

students themselves say they do not know how to use resources or how to take
the initial steps related to becoming a part of the extracurriculum (Pierce, 1985).
Resident students have advantages of intense peer experience and ease of
access to "university resources for study, fun and coping with bureaucratic
necessities" (Hatala, 1976, p. 310). To balance this discrepancy for the
commuting student, Hatala contended that substantial institutional change willbe
required and that colleges may need to redefine community. He wrote,

The simple view of a totally unified community sharing identical

experiences and knowledge may be a reality on small campuses molded

by the English tradition. Most campus communities are, however, better
described as a network of flickering clusters. Dormitories, courses,

teams, projects, trips and special activities provide rallying points for a

special purpose. When the end is met, the cluster splinters, its members

joining in other clusters for other ends. The process is not unlike that
described by Kenneth Keniston in his definition of "youth" as a stage of
development coming between adolescence and adulthood. It is
characterized by high mobility and deep, but evanescent commitment to
cause or action. Clusters formed on campus meet individual needs with

time constraints felt by commuting students. (p. 311)

Hatala (1976) believed that, to respond to the needs of commuting
students, colleges and universities must also consider the ages and jobs of those
students. New programs and modifications to past programs must also be
established. The Educational Facilities Laboratories (1977) discovered many
administrators to be afraid of a costly and unnerving adaptation to commuting
student needs. Such fears may be unfounded.

What appears to be needed is a shift in the way of looking at student
services and a greater flexibility about where, how and when services will
be provided. The cry of the commuting student is that most units have no
understanding for the great diversity of lifestyles and time schedules in
most student bodies. (Educational Facilities Laboratories, 1977, p. 69)
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Chickering (1974) found that colleges had the greatest effect on
commuting students in the last two years of attendance. The largest influence
on resident students was felt during the first two years. Chickering also
discovered that commuting students’ development was more gradual and was
constrained byinternal and external pressures. Theresearcher deemed resident
students to be advantaged by access to faculty, staff, facilities, and programs.
This edge, and the finding that commuting students tended to come from less
advantaged home lives, led Chickering to refer to resident and commuting

students as the haves and the have-nots, respectively.

Improving th lity of Life for Commuting Student

"Four categories have been proposed for sorting the variety of functions
that are and should be performed to improve the quality of life for commuting
students: services, programs, advocacy and research" (Jacoby & Girrell, 1981,
cited in Jacoby, 1989, p. 25). Even with these categories, "it can be exceedingly
frustrating to develop programs for commuters," particularly if one is "designing
programs in a conceptual vacuum" (Wilmes & Quade, 1986, p. 25). To lessen
the exasperation, campus administrators have been advised to keep the
commuting student concerns of multiple life roles, integrating support systems,
developing a sense of belonging, and transportation in mind (Wilmes & Quade,
1986). Program planners must also remember that examples of good practice
in work with commuting students include information, involvement of other

students, involvement of faculty and staff members, and the integration of
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support systems (Wilmes & Quade, 1986). Programs and services offered on
campuses with large numbers of commuting students must also be designed to
overcome the challenge of involving students outside of the classroom, of
promoting interaction among members of the campus community, and of
diminishing feelings of isolation and depersonalization (Demos, 1967).

Chickering (1974) made these recommendations for improving the life of
the commuting student: (a) connect commuting students with courses and
extracurricular activities appropriate to their backgrounds, (b) strengthen
relationships between commuting students and faculty and staff members, (c)
develop creative programs to broaden the experience of the commuting student,
and (d) "thoughtful development of new arrangements which make ’resident
experiences’ a fabric of educations” (p. 10).

Fullerton (1985) recommended increasing knowledge of one’s commuting
student population. Keller (1985) advised colleges to assess needs. Swartz
(1985b) thought that, if proper techniques are used, commuting students will be
better served by (a) matching demographic patterns, (b) individualized programs,
(c) balancing challenge and support to students, (d) providing opportunities to
meet with friends, and (e) offering occasions to identify with one’s peer group.

Tidbitts (1977, cited in Educational Facilities Laboratories, 1977) believed
that "conveniently located is the commuter’s slogan” (p. 10). Hatala (1976) said
thatinstitutions must provide programs and services equivalent to those afforded
resident students. The Educational Facilities Laboratories wrote, "Essentially

what commuters lack is a base from which to operate, a place to hang their hats"
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(p. 6). The services and facilities that commuters express a desire for are places
to put belongings and children, to study, to eat, to nap, to hang out, to meet
friends, to receive information, and to recreate (Educational Facilities
Laboratories, 1977). Facilities of this nature are essential to improving student,
faculty, and staff interaction (Ward & Kurz, 1969). The operating expenses for
commuter services might be realized through rentals, fees, and vending or
franchise operations (Educational Facilities Laboratories, 1977).

Some other services recommended for commuting students are walk-in
counseling services, experiential academic study groups, psychological
education, counseling referral services, academic advising, and peer counseling
services (Garni, 1974). Graff and Cooley (1970) suggested the aforementioned
services in addition to advising and counseling personnel trained in the special
needs of commuting students, information of interest provided to commuters
during orientation, and direct-mail notices of campus services and events.
Training for all staff members in academic advising was proposed by O’Banion
(1971).

Jacoby and Girrell (1981) suggested car-pool services, off-campus
housing lists, an information center, child care services, bus services, legal aid,
special meal plans, overnight housing accommodations, and lounges in
classroom buildings. The two researchers proposed that the following topics be
covered during orientation programs for commuting students: campus

resources, campus outreach centers and outposts, student organizations, vehicle
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registration and parking information, transportation alternatives, off-campus
housing, campus events offered during the day, and recreational facilities.

Mentoring programs for commuting students were recommended by
Beardsley and Beardsley (1987), and Gregg (1986) proposed a lounge and
recreation center with a fully equipped kitchen. Finally, evening child care and
an emergency locator service to find students quickly were proposals made by
Harrow (1987).

Regarding activities programming, Keller (1985) suggested holiday
parties, family activities, and theme-park discounts. Kubik (1985) demonstrated
success with musical programs in high-traffic areas, short day programs, and
placards for quick identification of such programs. Harrow (1987) was a
proponent of spouse and dependent discounts and free tickets to local cultural
arts programs. Requests from the students themselves appear to indicate
modest and conventional desires. Nonresident students often are pleased with
minor renovations that require more imagination than money (Educational
Facilities Laboratories, 1977).

Commuter advocacy is needed to increase awareness of the student as
commuter (Rue & Ludt, 1983). The most prevalent method of achieving this
awareness is by recording and reviewing demographic information on a regular
basis and by conducting periodic needs assessments. College administrators
often distribute this information to key decision makers and follow distribution
with a strong public relations effort (Rue & Ludt, 1983). Advocacy services

typically provide recognition of the diversity of commuting students, a display of
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the need to have commuting students involved in decision making, and
recognition of the needs and schedules of commuting students (Sloan, 1989a).
The advantages of using advocacy as one component in an effective overall plan
toimprove commuter services are those ofinformation exchange, understanding
the commuter client’s unique needs, and supplying information to college
employees in designing appropriate policies and procedures (Swartz, 1985a).

Likens and Beifus (1989) supported the establishment of commuter
advocacy programs. They placed emphasis on well-designed marketing
campaigns that promote the well-being of commuting students. Jacoby (1989)
held that good commuter advocacy includes (a) an institutional mission
statement that indicates a clear commitment to all students, (b) campus
executives who frequently articulate their commitment to commuting students,
(c) regularly collected data on commuters and subgroups, (d) a campuswide
initiative to identify and correct erroneous assumptions about commuters, (e)
equal practices for resident and commuting students, (f) arecognition that faculty
interaction is crucial to the intellectual and personal development of commuting
students, (g) arrangements made by campus officials for units to work together
to improve services to commuters, (h) the use of technology to streamline
processes, and (i) college and university executives who work together with
governing boards to make certain that commuting students and commuter
institutions are treated justly.

Institutional research about commuting students begins withdemographic

and census data. Observations, surveys, and interviews might also be
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implemented. Jacoby and Girrell (1981) were of the opinion that administrators

should ask these questions when revising or expanding services:

*

What specific services can we provide commuting students?

How can we make present services more accessible to nonresident
students?

Andreas (1983) encouraged institutional researchers to find the answers

to these questions:

*

How many full-time and part-time students are enrolled?
At what time and on what days are students on and off campus?
From where do students commute? What is the distance?

For which commuting students does a particular program provide
a quality experience?

Are institutional policies formulated to benefit the student?

Do college procedures enhance or stifle the development of
students?

Are staff members aware of student developmental needs? If so,
how aware?

Wilmes and Quade (1986) offered another set of questions to be

answered by student affairs professionals:

*

Do programming efforts target student groups?

Do programs take into account the multiple time demands of
students?

Are the program times and formats efficient and effective?

Does the campus have a system that provides timely and accurate
information?
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* Is there support for campus life and student involvement?
Does the campus offer opportunities for involvement?
Discussions with commuters about their preferences and lifestyles are
vital to sound and suitable programs. Ithas been said of ethnic minority students

that:

They need ladders with every rung in place in order to have a fair
opportunity to overcome incomplete preparation for college, unfocused
educational objectives, and the discrimination that has been a part of the
minority experience in the United States. (Richardson, 1989, p. A48)

Although this research intends for no comparison to be made between
commuting students and minority students, itis true that in a like fashion, an all-
out and carefully coordinated initiative will need to be launched to provide
commuters with appropriate services. Services, programs, advocacy, and
research will require thoughtful discussion, coordination, evaluation, and revision.
Our mere recognition of the fact that commuters remain in their home
environment, suffer parental dominance and indebtedness is not getting
the job done. Too frequently discussions of commuting students stop at

this realization which is, in fact, only a starting point. (Arthur, 1977, p.
317)
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METHODOLOGY

Population and Sample

The population for this study was drawn from all 18- to 23-year-old
commuting students at Saginaw Valley State University (SVSU) who were
members of student organizations during winter semester 1993. The study
sample consisted of 20 commuting students who were members of student
organizations or governing bodies at Saginaw Valley State University. Each of
these 20 students was 18 to 23 years old, had never lived on any college
campus, and were of sophomore, junior, or senior class standing. The study
participants were classified as paid volunteers because they were given a small
stipend for assistance with the study.

A number of techniques were used to recruit interview participants. The
methods used were (a) a request for names from campus club members, faculty
club advisers, and student affairs personnel; (b) notices posted in classrooms;
(c) telephone contact; (d) personal contact; and (e) presentation at a student

government meeting.

60
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Data Collection

During and immediately following winter semester 1993, 25 commuting
students enrolled at Saginaw Valley State University and holding sophomore,
junior, or senior class standing participated in three standardized interviews. The
interviews were held in an administrative office at SVSU. The firstinterview was
the lengthiest. For most participants, it lasted approximately one and one-half
hours. The second interview, the shortest, took an average of 20 minutes. The
final interview ran approximately 40 minutes in length.

The initial interview asked for demographic information and data related
to becoming involved as a commuting student at SVSU. It also requested replies
to questions of how to promote better participation on campus. The purpose of
the second interview was to clarify demographic information gained from the first
interview. In the third and final interview, questions of campus involvement were
further probed for the purpose of gaining a better understanding of the students’
patterns of involvement. Also explored in the last interview were the student

interviewees’ reasons for seeking positions of leadership and for remaining

involved.

Rationale for f litativ rch
In the case of this study, an attempt was made to understand the
involvement patterns of commuting students and how colleges might assist in
student participation in the extracurriculum. Qualitative methods were selected

to accomplish this task. These techniques were chosen as the researcher
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sought answers to questions of why and how--a task well suited to qualitative
research (Whitt, 1992). The researcher was particularly interested in gaining
insight into and an awareness of the involved commuting students’ attitudes,
practices, and perceptions. Qualitative methods appeared most appropriate as:

The goals of qualitative research are concerned more with understanding

than with causes. . . . The qualitative methodologies seek direct access

to the lived experience of the human actor as he or she understands and
deals with ongoing events. The goal is to describe and analyze the
activities and reasoning processes by which persons create their own
behaviors and understand and deal with the behavior of others. (Patton,

1990, p. 391)

The aims of qualitative thinking are to see the parts, the whole and the tensions
(Giarelli & Chambliss, 1988). It was important to the researcher to review each
of these three elements.

Many of those educators presently doing research in the field of student
affairs have advised and invited the use of qualitative methods to gain deeper
insight into systems within higher education (Kuh & Andreas, 1991; Kuh & Whitt,
1991; Schuh & Whitt, 1992; Terenzini & Pascarella, 1990). Qualitative research
was selected for this research because of its advantages and because it
produces richer data than are elicited in surveys. Qualitative analysis is used to
unravel and comprehend the changes in the social world and in the behavior of
persons (Patton, 1990). It also can clarify the hidden aspects of institutional
cultures (Kuh & Andreas, 1991). Such research often will put individuals within
the organization in touch with one another and challenge assumptions made

within an institution (Kuh & Andreas, 1991). It was accessible to the researcher

because it relies on the skills of looking, listening, and speaking (Biklen &
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Bogdan, 1986). Qualitative data are also attractive and undeniable (Miles &
Haberman, 1984).

Some of the other fundamentals in qualitative study were important to the
researcher as well. Qualitative research is focused on an objective of
understanding aninsider’s perspective, naturalistic inquiry, a sense ofthe unique
in context, value-laden inquiry, inductive analysis, personal contact and insight,
and design flexibility (Patton, 1990; Schuh & Whitt, 1992). Understanding,
obtaining the commuter student’s own perspective, and working in context were
mentioned earlier as issues that were significant to the researcher. Having the
individual and special contact provided by qualitative methods was also a
consideration, as was the ability to change direction given the changeable
structure that qualitative methods provide.

The researcher was also aware of the pitfalls linked with qualitative
methodology. It can be labor intensive, deceptive, and appear to be less difficult
than it is (Biklen & Bogdan, 1986). Such techniques are frequently expensive
(Whitt, 1991) and may overwhelm the researcher with data and decisions at
every juncture (Whitt & Kuh, 1989). It has also been said that qualitative
research is less rigorous because it is seen as being subjective, is based on
assumptions, and is value laden. On this point, Britain (1981) disagreed. He
saw neither experimental nor contextual evaluation as more rigorous. Each, he
said, carries values and can only be tested in application. As for assumptions,

it was Britain’s belief (1981) that interpreters of both quantitative and qualitative
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research must make suppositions and leaps in thinking by the very nature of
examination and deduction.

Three other concerns associated with qualitative methodology are
particularly significant to this research. Kane (1985) warned researchers that
“the more familiar the situation is to you, the more likely you are to make
premature judgments and the more effort you will have to make to avoid them"
(p. 54). The researcher was employed at the university in which the study was
conducted. Because there is no prior instrument in most qualitative studies,
emphasis is place on contextual validity and the conceptual framework (Miles &
Haberman, 1984). In this study, the research instrument was designed by the
interviewer/researcher. Finally, due to its focus on the unique, generalizability

is typically limited when using qualitative methods (Britain, 1981).

tionale for n i rviewi

The particular type of qualitative research used in this study was the
interview. Interviewing was seen as the desirable mode for this research
because it is penetrating and uncovers past memories and future plans
(Dandapan, 1971). Italso allows for a process of interstimulation from which rich
raw data come. The result of the interaction can be insight, new thoughts, and
new processes. Of interviews, Guba and Lincoln (1981) said, "The ability to tap
into the experience of others in their own natural language, while utilizing their
value and belief frameworks, is virtually impossible without face-to-face and

verbal interaction with them" (p. 1565). Guba and Lincoln (1981) favored the
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interview format over survey research when it appears that it will provide more
and better data and for its flexibility, probes for greater depth, and ability to
lessen the chance of misunderstanding and to be altered according to the
interviewee’s background and knowledge. They also believed that interviewers
are less likely than survey researchers to be turned down (Guba & Lincoln,
1981). Denzin (1970s) saw that interviewing offers the advantages of equality
and comparability that are not available in methods of observation.

The standardized or structured interview is the particular type of
interviewing that was chosen for the research study because of its strengths in
overcoming the difficulties of asking inappropriate questions and a lack of
common definitions. Standardized interviewing also allows for less complicated
interpretation and for exact replication. With a standardized procedure in each
interview, questions are the same and are asked in the same order.
Standardization is recommended because it is clear-cut and offers the
opportunity for comparison between interviews (Kane, 1985).

Structured or standardized interviews might look like surveys. Yet they
provide for clarification, probing, more detailed replies, greater depth, and
flexibility. Standardized interview techniques do not require that the respondent
be literate. They do, however, allow for questions to be restated and
approximate real life more closely than survey research (Guba & Lincoln, 1981).

In comparing standardized interviews toless structured interviews, Patton
(1990) reported that structured interviews have the benefits of a systematic

interview process, providing an instrument that is available for scrutiny and
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evaluation, minimizing variance between interviews, time effectiveness, written
questions, careful consideration of wording, appropriately placed probing
questions, less chance ofjudgment by the interviewer during the interview, easier
analysis and comparison of data, and more legitimacy and credibility. The
disadvantages of the standardized format are that questions may be of dubious
merit (Mishler, 1986) and that standardized interviewing does not allow the
interviewer to follow up on issues not anticipated when outlining a single
interview script (Patton, 1990).

The researcher also was cognizant of other troubles associated with
interviewing. Interviews can be inefficient and costly. They are vulnerable to
interviewer bias and to mistaken cues. Interviews may be influenced by the
personality, customs, and attitudes of the interviewees. In interview research,
samples are typically small, which makes generalizability problematic (Guba &
Lincoln, 1981). All of the aforementioned issues of concern were considered in
the development and implementation of the research project. The researcher
also was of the belief that the advantage of rich description from students

outweighed these disadvantages.

Selection of the Interview Questions
With qualitative analysis, one seeks to describe a situation and not to
confirm or deny a hypothesis (Schuh & Whitt, 1992). The research questions
were designed accordingly. It was known that questions of uncertain value are

followed by like answers (Mishler, 1986). Because of that, and as required with
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the standardized technique, questions were carefully worded and delivered
exactly as written (Atkinson, 1979; Patton, 1990). All questions were examined
by the researcher and others to ensure understanding, standard English, and a
lack of interviewer bias. Each question contained only one thought and was
worded to avoid violation of the respondent’s privacy (Fink & Kosecaff, 1985).
Probing questions were properly placed in the interview script (Patton, 1990),
and the interview questions were field tested for clarity (Payne, 1951).

The interviews included questions about the interviewee's behavior,
experience, feelings, knowledge, opinions, and demographic status (Patton,
1990). Neutral questions were asked first, and those requiring personal opinion
and experience were asked later once rapport had been established (Patton,
1990). Many of the questions were open-ended for the purpose of eliciting
serious, profound, and heart-felt responses. Questions commanding a more
neutral reply often were composed with a forced- or multiple-choice format. Card
sorts also were used in questioning. This technique was recommended to
educational researchers by Gable and Rogers (1987). The card-sort method can
assist interviewers in distinguishing patterns in participant responses. Goldman
(1992) also favored this interview technique as it extracts specific data while

actively involving the interviewee in the questioning process.
Data Analysis
Qualitative research is based on nonnumeric approaches to evaluation.

It seeks data not in numbers but in words, symbols, and behaviors (Paradise &
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Papa-Lewis, 1986). Qualitative methods are used to unravel and comprehend
the changes in the social world and in the behavior of persons (Patton, 1990).
Techniques for gaining these data are observation, interviews, case studies, and
content analysis. Data analysis involves an examination for common themes
and recurring comments (Paradise & Papa-Lewis, 1986).

Data have no significance until they are examined. "Qualitative analysis
is inductive: using small units of data to develop categories, patterns and
themes, and hence, interpretations and findings (Lincoln & Guba, 1985).
Procedures typically used in inductive analysis of qualitative data include
organizing data, generalizing categories and themes, seeking alternative
explanations for data by challenging the themes that seem to be emerging, and
writing a report of the findings" (Marshall & Rossman, 1989, cited in Whitt, 1991,
p. 412). In qualitative research, analysis is not a separate process. The three
stages of design, data collection, and analysis are intertwined (Biklen & Bogdan,
1986).

Before data analysis, the wording of questions was given much thought
(Atkinson, 1979). Interviews were field tested and revised as necessary (Miles
&Haberman, 1984). During the research interviews, the interviewer was diligent
in ensuring an appropriate setting and in establishing rapport, listening, and
observing (Fenlason, 1962). The interviews were recorded on tape, and brief
notes were taken during the interview. Interview notes were reviewed,

completed, and sorted after each interview (Guba & Lincoln, 1981).
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Verbatim transcripts of the interview audiotapes were produced (Patton,
1990). The researcher was careful to follow the advice of Patton to peruse
transcripts and notes, organize data, check for emergent patterns, and cross-
validate sources and findings. To determine patterns, each reply given was
divided into shorter phrases. These phrases were categorized and tallied to
provide a more exact, accurate, and reliable review of the interview data. The
tallies allowed for the development of codes and categories as advised by
Atkinson (1971), Biklen and Bogdan (1986), and Patton (1990).

The interview notes, transcriptions, tallies, and reports were critiqued and
studied for patterns, themes, relationships, inconsistencies, key events, people,
processes, issues, and chronology, as was discussed by Guba and Lincoln
(1981) and Patton (1990). The interview transcriptions were evaluated
individually and as a part of a set of interviews (Guba & Lincoln, 1981; Patton,
1990). The written interview report available for examination in the next chapter
includes a study-group profile, summaries of each interview including
demographic data, and a combined account of the responses given to each
interview question. The purpose was to ensure both individual and group data.
In other words, the data are presented in such a way that they will provide both
individual snapshots and a composite picture of the group.

Because there is no prescribed blueprint or outline for writing qualitative
research reports (Whitt, 1991b), the researcher followed two recommendations
made by Patton (1990). First, the report includes a detailed explanation of

procedures, perceptions, and insights with the support of verbatim quotations
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(Patton, 1990; Whitt, 1991b). It was the desire of the researcher that this study
be used by student affairs professionals to improve extracurricular participation
and services to commuting students.
Last, it should be noted that an external auditor was used to check the
formation, procedures, and motifs found in the study. The auditor was not

involved in the study, but facilitated it as an independent and objective observer.

Credibility

A credible qualitative study will . . . need to address all three of these
issues:

1. What techniques and methods were used to ensure the integrity,
validity, and accuracy of the findings?

2. What does the researcher bring to the study in terms of
qualifications, experience and perspective?

3. What paradigm orientation and assumptions undergird the study?
(Patton, 1990, p. 461)

The procedures used to strengthen the study’s integrity, validity, and
accuracy of analysis follow. Standardized interviewing was selected purposely
to enhance analysis. This form of interviewing is a less complicated comparison
than is available through the other qualitative methods of observation and
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