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ABSTRACT
This study sought to determine the strength and nature of the relationships between social,
academic, and financial support and the intent of military students to persist in higher education
at a large private non-profit university. The study also collected data from nonmilitary students
to note contrasting relationships and looked at overall results for the two groups combined.
Multivariate stepwise models confirmed the emphasis on academic support for persistence
towards degree completion with all groups. Financial aid affects varied by military, nonmilitary,
and for the overall population; military students were negatively impacted by loans, nonmilitary
by university scholarships, and the overall sample by government grants and aid. Lastly, an
overarching and strong relationship was noted as an additional finding in this study for

institutional support for military, nonmilitary, and combined groups.

Descriptors: Military students, veterans, support services, persistence, higher education, GI Bill,

academic support, financial support, social support, resilience
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CHAPTER ONE: INTRODUCTION

The military and veteran student population grew significantly in the United States after
the September 11, 2001 attack on New York City. Since then, over three million veterans of the
post-9/11 conflicts returned from combat and the population of veterans has increased in some
colleges 200 to 300% (McCready, 2010). Over 840,000 former military students now depend on
educational assistance from veterans benefits and 25% of the active and reserve duty force, or an
additional 580,000 students, gain some benefits from tuition assistance (TA) programs while on
duty (Picker, 2011; U.S. Department of Veterans Affairs, 2011b). An estimated $63 billion is
expected to be spent on returning veterans’ GI Bill benefits alone before 2016 (United States.
Congress. Senate, 2008). This educational support is crucial for the advancement of veterans in
college, in citizen leadership, and for building a legacy for following generations (Mettler,
2005c¢).

Since the passing of the National Defense Act of 1916, educational needs of the military
have been supported by higher education institutions (Rumann & Hamrick, 2009). The creation
of the Reserve Officers Training Corps (ROTC) and the wedding of military training to the
universities provided professional training to military officers after World War I (WW I). At the
end of World War II (WW 1I), the creation of the Educational Benefits of the Servicemen’s
Readjustment Act (GI Bill) responded to a potential unemployment crisis and exploded the
number of former military on campus (Olson, 1994; Ortiz, 2009).

Researchers, focused on these periods, recorded overlapping positive and negative
aspects of the military students’ engagement across a broad range of variables. Some research
characterized these students as gifted due to their leadership, critical thinking skills, and life

skills (Ackerman, DiRamio, & Mitchell, 2009). Other researchers noted that military students
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needed more attention to remain engaged in education (Artino, 2009; Rumann & Hamrick, 2010;
Van Asselt, Banks-Johnson, Duchac, & Coker, 2009).

Higher education institutions assist the military member, veteran, or family members
persist in their education is the goal of this research study. For the purposes of this study,
military students include active duty, veterans, and family members who are attending university
or college. This grouping may be rather unique for research purposes, but reflects the current
support culture and benefits provided to the military for their education (Obama, 2012; Sander,
2013a).

This paper seeks to determine the weight and relationships of various support systems
that contribute to military students persistence in college. Tinto (Tinto, 1975, 1987; Tinto &
Pusser, 2006) describes five basic qualities that help students persist: commitment, expectations,
support, feedback, and involvement. His research shows that financial, academic support, and
social supports assist student persistence. Bean (1983), and later Bean and Metzner (1985) and
Metzner and Bean (1987), note the applicability of a student’s intent to persist to student
attrition, re-enrollment, and persistence. Structural modeling shows the integrated aspects of
Tinto’s attrition model with Bean’s intent model (Allen & Nora, 1995; Cabrera, Nora, &
Castaneda, 1993).

More specifically, this study focuses on the correlation of military students intent to
persist to social, financial, and academic support. Often researchers fix on veterans due to the
impact of the post WW II GI Bill legacy. Current educational benefits (e.g., the P9/11 GI Bill or
university scholarships) and the military culture support a wider population sampling. This study
seeks to expand the population to the larger military related student population instead of the

narrower groups of disabled veterans, combat veterans, or returning veterans. This study
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includes the family members and veterans who are supported by military educational benefits as
well as the active duty and reservists who commonly receive tuition and scholarships that may
greatly impact their intent to persist.

Background

Historically, post-war communities face challenges as they support returning war
veterans and their families (Hoge, 2010). Prolonged and intensive stress levels, differences in
military v. civilian culture, and lack of civilian jobs burden veterans as they returned from
combat to become positive, contributing community members (Church, 2009; Seal, Bertenthal,
Miner, Sen, & Marmar, 2007). For those who rotate from combat to remain in the military, the
transition from combat to professional military or academic training poses difficulties as the
combat veteran reengages in a less intense environment (Institute of Medicine, 2010).

In the United States, war veterans often target a college education as they make the
transition home. Since WW II, education benefits helped reinforce this transition making
veterans healthy contributors in both their colleges and the workforce (Jacobs, et al., 2004;
Mettler, 2005b). The military itself advertised these benefits as one of the major reasons for
joining the fighting force and studies showed that most join to obtain these education benefits (L.
A. Harris, 2000; Teachman, 2007).

Factors that contributed to this successful transition from military service to civilian
contributor have astounded and confounded researchers. Mettler (2002, 2005b) found that
veterans from WW II returned, used their GI Bill, and became model citizens. She found that
they participated in civic institutions, became deeply involved in politics, and became democratic
leaders. Beneficiaries of the GI Bill “belonged to 50% more civic organizations and participated

in 30% more political activities and organizations than the non-recipient” (Mettler, 2005b, p.
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10). Her linkage of the military educational benefits to civic leadership is a common theme in
surveying the lives of WW II veterans (Ortiz, 2009; U.S. Department of Veterans Affairs,
2009b).

When studying recent veterans, Smith-Osborne (2009a) found that educational and social
support systems were significant to veterans with mental health issues. She noted that veterans
who received treatment from the VA for Post Traumatic Stress Disorder (PTSD) were more than
twice as likely to use their GI Bill benefits and thus attend college. Smith-Osborne concluded
that colleges should provide a more formal support system for veterans to work with both their
mental health difficulties and navigate their main support systems, the college and the VA.

This study seeks to identify the importance of the financial, social, and academic supports
to military, veteran, and family members’ persistence in education. Contributions of educational
benefits and education support systems in both the sociological and mental health research have
described the need for positive systems surrounding veterans returning for treatment and
education. Identifying the overall and individual contributions of the academic, financial, and
social support mechanisms may provide a helpful window into how these support processes
contribute to general persistence and degree completion. In addition, it is hoped some insight
may come from studying these support mechanisms which will further the success of this
important student population.

Problem Statement

The problem this research study addresses centers on identification of the relationships of
social, financial, and academic support to the intent of the military, veteran, or military family
student to persist. Some military members may be attending a university during their military

combat service. They may come directly from a combat patrol and “log-in” to an online college
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classroom or walk across the forward operating base into a civilian-like educational setting.
Others may remain focused on their duties, finish multiple combat tours with the intense
experience of the battlefield or security challenges, and then, after returning from the combat
zone, enter the college setting.

In recent times, the military student may be a member of the family receiving the benefits
of the veteran. Regardless of the relationship of the student to the military or the timing of the
educational experience in the military student’s career, identifying and honing the quality of the
educational support for this population requires basic identification, measurement, and careful
analysis before we propose programs that will increase the potential of this population. In almost
every case, military members and family members receive social and financial assistance from
government agencies and the community at large. Recognizing the basic and essential
ingredients that provide for healthy support services in the higher educational environment will
highlight not only these benefits and support, but also the role of academic support from the
educational institution itself in their transition to civilian life.

Veterans that received treatment at the VA for psychological or physical disabilities
usually received educational counseling and were more than twice as likely to go to colleges than
those who do not (Smith-Osborne, 2009b). After admission to college, the veteran may come to
the school’s military affairs program, which might offer extensive support to them as they
prepared for their studies. However, less than a fourth of U.S. colleges provide counseling
support for those with mental health issues (Asch & Loughran, 2005). Thus, the veteran might
enter this unique educational experience with social, financial, military, and family supports and
yet struggle during their educational experience as they may suffer from mental health

difficulties or become confused because they lack clear educational advice and focus.
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Aside from the community support systems, the value of the military students’
educational experience may occur in conjunction with, or because of economic support systems.
Conversely, military students may see a need to obtain their college degrees in order to take on
positions of leadership in their families or larger communities. Schools may have a sense of
their support roles and even understand the achievement a degree can bring to the culture of
military students. Careful research is needed to clarify these powerful relationships, tasks,
support elements, and connections that can potentially bring success to military students.

Purpose Statement

The purpose of this study is to identify the relationships of social, financial, and academic
support to the intent of the military, veteran, or family member student to persist in their
education. Though the higher educational process is extremely complex and filled with multiple
overlapping systems, finding areas where university programs powerfully contribute to the
commitment of this populations’ engagement in civilian life and possibly in leadership positions
within the community would provide a much needed guide for higher education, government
programs, and the group itself. This study proposes to capture the relationships of these support
mechanisms as they affect their intent to persist.

Significance of the Study

The educational benefits offered to the military personnel and their families affect this
group, the educational system, and the taxpayers. Identifying areas to emphasize or streamline
support systems may allow the military and VA to focus on areas that magnify their return for
this social benefit program (Riegel, 2013). Estimated costs of the current GI Bill program are
placed at over $64 billion between 2008 and 2018 or, on average, over $6 billion to as high as

$10 billion a year (Office of the Press Secretary, 2013; United States. Congress. Senate, 2008).
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TA for military members yet on duty was about $600 million in 2010 (Picker, 2011). Thus,
identifying areas of strength in educational support may highlight areas for financial efficiency.
However, the greatest efficiency may not come from the implications for the government, but
rather for the veteran who makes better use of their benefit that may only cover only a small part
of their educational expenses (Shankar, 2009; Spaulding, 2000). Thus, the veterans, the U.S.
government, and the colleges and universities may benefit from identifying the value of support
relationships for these students (U.S. Department of Veterans Affairs, 2013).

Increasing the educational success of the combat veteran, family member, and service
member provides a solid platform for cultural and social growth. The use of the GI Bill benefits
has, in general, opened a gateway to increase economic, leadership, and citizenship achievement
(Spaulding, 2000; Walck, 2008). Reinforcing the relationships between social, academic, and
financial benefits achieving a successful college experience would clarify the importance of
these support mechanisms as well as the opportunities they offer for lifetime growth for veterans
and their families.

Research Questions

The following research questions were proposed for this study:

Is social support provided to military students significantly correlated to the intent of
these students to persist in their higher educational goals? According to Tinto and Pusser (2006),
research on persistence focuses on students’ reasons for leaving, theoretical constructs for
integrating persistence concepts, factors external to universities (e.g., family support, prior
student experience, or students’ private lives), or completion rates for first-year or bachelor
students. This research question seeks to identify the correlation of social support to the intent of

the military student to persist in their education thus identifying the impact of the community
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support on persistence in this population. Smith-Osborne (2009b) noted that when education
was offered with a nuclear family support mechanism and higher incomes due to increased
financial support, military students attained a higher level of education. Her study also noted
that veterans who sought mental health treatment were also more likely to seek out higher
educational resources. Thus, identifying the relationship of social support to the military
students’ persistence may help universities properly resource and reinforce military support
departments and community groups.

What correlation exists between financial support provided to military students and a
students’ intent to persist in their degree program? This research question is built around the
need to measure an area that allows universities to make programmatic or policy differences that
affect a student’s intent to persist. This question seeks to clarify the impact that the financial
benefits have on the students’ educational goals at the university. In spite of extensive support
systems, veterans usually achieve less status economically and in job status when compared with
their peers who did not enter service (Maclean, 2005, 2008). They are already behind their peers
financially due to entering the military. Though often reported as crucial to educational
attainment (Mettler, 2002), the GI Bill and other government benefits do not seem to be as
important as overall income in finishing a college degree (Smith-Osborne, 2009a). Thus, this
question seeks to look at the correlation between the use of financial benefits and the motivation
it provides for the military student to persist in their education. Using these benefits to actually
finish a degree would substantial increase the quality of the investment made by the government
and nation in those who receive these benefits. If financial benefits help the student persist to
their educational goals, this area of support may provide the stepping-stone to catching up to

their peers’ level of financial achievement.
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Does academic support provided to military students correlate to the intent of these
students to persist in their higher educational goals? According to Tinto and Pusser (2006),

students are more likely to succeed when they find themselves in settings that are

committed to their success, hold high expectations for their success, provide needed
academic and social support, provide frequent feedback, and actively involve them,
especially with other students and faculty, in learning. The key concept is that of
educational community and the capacity of institutions to establish educational

communities that involve all students as equal members (p. 8).

This question seeks to capture the academic support provided by a major university department
and the student’s intent to persist in their education.

What combined elements of social, academic, and financial support accounted for the
strength of the military students’ intent to persist in their education? Weighing the social,
academic, and financial support provided to students will provide focused areas for improvement
in programs and policies. Providing support for the large amount of financial aid may have an
impact on the military student and have a large affect a university’s financial picture. However,
we may find that providing programs that fill the need for a cohesive academic program may pay
off more for the military student. In contrast, social support and community strength may affect
a students’ clear commitment to their educational goals and degree completion.

Lastly, what relationships exist between the support systems of the military students’
intent to persist in their education, the strength of these covariables, and those who are not with
the military? Contrasting these populations may highlight areas where support elements reinforce
or diverge with their intent to persist to degree completion. Researchers often note the need for a

unique approach to military students over and against the non-military culture (Fawley &
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Krysak, 2013; McBain, 2013; Rumann & Hamrick, 2009; Sander, 2013b). Quantifying these
possibilities and noting areas of similarity may as well guide institutional and community
support elements.
Research Hypotheses
The following hypotheses guide this study:

* A statistically significant correlation exists between social support systems and the
military students’ intent to persist in education.

* A statistically significant correlation exists between academic support systems and the
military students’ intent to persist in education.

* A statistically significant correlation exists between combination of the support systems
(social, academic and financial systems) and the military students’ intent to persist in
education.

* A statistically significant correlation exists between the interaction of social, academic,
and financial support and the students’ intent to persist in their education.

* A statistically significant correlation exists between the support systems and the intent to
persist for the military students and those not with the military.

Expressed as null hypotheses:

* No correlation exists between social support systems and the military students’ intent to
persist in education.

* No correlation exists between academic support systems and the military students’ intent
to persist in education.

* No correlation exists between combination of the support systems (social, academic and

financial systems) and the military students’ intent to persist in education.
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* No correlation exists between the interaction of social, academic, and financial support
and the students’ intent to persist in their education.
* No correlation exists between the support systems and the intent to persist for the military
students and those not with the military.
Identification of Variables

The study variables are social, financial, and educational support data as well as items
that measure the students’ intent to persist. Descriptive data representing financial aid offered to
both military and nonmilitary students will be gathered and the data compared for the overall
population of students.

The social variables were measured by using social integration, collegiate stress, and
advising factors in the College Persistence Questionnaire (CPQ v2) prepared by Davidson, Beck,
and Milligan (2009). The financial variables were measured by financial strain on the CPQ v2
and included descriptive data on loans, grants, and scholarships. Academic variables included
measuring academic integration, motivation, efficacy, and conscientiousness. Covariables
concerning the students’ intent to persist included degree commitment and institutional
commitment will be gathered along with demographic data including household size, yearly
income, race, sex, age, and time served in the military.

Assumptions and Limitations

This study used a stratified sample of military and nonmilitary students measuring
students coming from a department within a major U.S. non-profit private university. This
sample from one department and in one location may limit the generalizability of these
conclusions. Secondly, the study assumed that students would accurately report their benefits.

Lastly, variables such as combat-exposure and mental health issues such as PTSD, that may
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greatly affect educational success, are not identified in this study though they are often more
common among veterans (Hulsey, 2010).
Research Plan

This quantitative study compiled data from a face-to-face survey. Correlational analyses
provided supporting perspectives on the relationships of social, academic, and financial support
mechanisms to the students’ intent to persist in the higher education environment. Descriptive
statistics tabulated from demographic data gathered in the survey gave context for the study.
This demographic data reflected current definitions, categories, and data ranges used by the
Common Education Data Standards of the National Center for Educational Statistics (National

Center for Educational Statistics, 2014).
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CHAPTER TWO: REVIEW OF THE LITERATURE
Introduction

U.S. military students possess over a century long legacy of professional service
enhanced by their educational opportunities. Benefits, both during and after their active service,
were offered as a recruiting incentive for service and as an opportunity to prepare them for the
civilian workforce (Frydl, 2009; Mettler, 2005b; Olson, 1994). In addition, Congressional
legislation and the DoD created a TA program for active and some reserve duty personnel in
2001 investing from $4000 to $4500 per year in their education (“Payment of tuition for off-duty
training or education,” 2008; Picker, 2011). Since the introduction of the newest version of the
GI Bill—the Post 9/11 GI Bill, education and housing benefits were now transferrable to family
members of veterans (Dortch, 2011; Sander, 2013a).

Other educational benefits overseen by the DoD, VA, or negotiated with the universities
further supplemented family member education. Some of these family support grants focused on
veterans with disabilities or families whose military member was killed in action (Department of
Defense, 2011a; U.S. Department of Veterans Affairs, 2009a, 2011a). Spouses of active duty
members obtained limited benefits through a direct grant from the DoD that was eventually
confined to the lower enlisted and officer ranks due to funding limitations (Department of
Defense, 2011a).

Conceptual Framework

Research on persistence in college students has an almost 40 year legacy in U.S.
universities (Tinto, 1975). The focus in recent persistence research shifted from documenting
student behaviors for dropout and success to describing institutional changes in behavior, policy,

and programs that can reinforce student persistence (Tinto & Pusser, 2006). Previous research
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was constrained to behaviors often external to the institution such as income, college entrance
scores (e.g., ACT or SAT), parents’ level of education, and student academic success in high
school.

This study is designed to apply this newer, more institutional perspective in persistence
research to the military student sub-set of the university population. With the breadth of military
related benefits, this study seeks to document the efficacy of the current focus on supporting
military students. In addition, this study will document and contrast elements of social, financial,
and instructional support. Teacher organization and clarity of teacher communication are
important aspects of academic support that, when contrasted with the divergent variables of
financial and social support, should highlight important relationships that could imply
organizational change.

The narrowing of persistence literature to social, financial, and academic elements is
necessary to provide both a manageable research base and population response. Military
members and their dependents are closely acquainted with surveys and formal research studies as
the DoD and VA conduct continuous institutional assessment and research for process and policy
improvement. This population completes multiple surveys to gauge interest, achievement, and
future plans on a yearly basis. Thus, confining this study to a compact, focused questionnaire is
a necessity.

This study has chosen to sample the financial benefits due to their perceived impact on
military related members’ persistence in education and accomplished citizenship (DiRamio,
2011; DiRamio & Jarvis, 2011; Gururaj, Heilig, & Somers, 2010; Hossler, Ziskin, Gross, Kim, &
Cekic, 2009; Mettler, 2005a, 2005b, 2005¢). Academic factors in persistence literature receive a

robust institutional and student response among researchers (DiRamio, 2011; Elliott, Gonzalez,
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& Larsen, 2011). Social factors are also thought to have an important relationship to student
persistence across the undergraduate and graduate experience (Barnett, 2011; Burnett & Segoria,
2009; DiRamio & Jarvis, 2011; Livingston, 2009; Mannan, 2007; Pascarella, 1980; Smith-
Osborne, 2009a; Terenzini & Pascarella, 1980; Tinto, 1999; Vance & Miller, 2009). With the
influx of military students, it is assumed that solid academic programs designed to increase
student academic success and interaction and provided with adequate financial support will
provide an increased possibility for student persistence reflected in higher graduation rates
(Cragg, 2009; Van Asselt, et al., 2009).

Positive expectations and institutional support are thought to encourage educational
engagement. They may be especially important if they help the military member achieve
lifelong goals that would not have been possible without them. Many join the military with
higher education as their chief goal (Asch & Loughran, 2005; Teachman, 2007) and the
perception that achieving a professional degree or a technical license is necessary to affect their
family economically and socially for generations (Teachman & Tedrow, 2007). Though these
motivations and perceptions exist, use of the financial benefits available to veterans does not
necessarily exhibit gains over the veterans’ peers who did not serve in the military—
economically, educationally, or in social standing (MacLean, 2008; Smith-Osborne, 2009a;
Teachman, 2007). Thus, the perception might motivate them to both join the service and finish
college, but may not show financial or vocational growth greater than their peers who did not
join the military.

The community generally recognizes the personal and professional sacrifices made by
service-members and attempts to supplement the military students benefits are a direct result. In

this study, it is important to note that colleges and veterans groups provide direct social,
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education, and financial support to the returning veteran providing a safety net for their studies
which may mitigate their societal, personal, and professional sacrifice (Vance & Miller, 2009).
Measuring the social and financial contribution of the larger community to military members
may surface a key contributor to their growth vocationally or as citizens and leaders in the
community.

Self-report from veterans highlight these social and educational benefit programs with
being crucial to their progress, and ongoing research continues to chart its efficacy. Smith-
Osborne (2009a) studied returning college student-veterans based on resiliency theories and
found that veteran college students living with a small nuclear family, having higher family
incomes, and having higher levels of health and educational benefits were associated with higher
academic achievement. She predicted that further social support from the educational offices at
universities and the VA would boost the academic success of the veteran students—especially
those with mental difficulties related to war or return from conflict (i.e., PTSD, stress reactions,
or relationship difficulties).

Since the institution of education benefits for veterans at the end of WW II (the GI Bill),
veterans often expect to go directly to a college or the vocational classroom to improve job
prospects and professional skills (Asch, Du, & Schonlau, 2004). College admissions
departments and professors are eager to support these students and often offer special tutoring,
materials, and staffing offices to enable them to succeed (Crisp, 2010; Ford, Northrup, & Wiley,
2009; Hulsey, 2010). In addition, some schools sponsor special events and staffing to support
not only the financial benefits, but to build social and academic networks for military members.
The VA and military departments (Army, Navy, Marine Corps, and etc.) continue to support

student veterans who are usually seen as well-disciplined, solid academic performers who will
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later in life achieve great good for their communities (Mettler, 2002; Smith-Osborne, 2009b).
Large segments of the educational and veterans communities have traditionally gathered around
the returning military members to support their educational and social success and encourage
greater vocational achievement.
Review of the Literature

Veterans in the Classroom

Concern for veterans returning from combat has a long legacy stretching into ancient
history (Ross, 1969). The U.S. Department of Defense (DoD) and the VA sponsor a number of
programs helping the veteran reintegrate into civilian life (Department of Defense, 2011a, 2011b;
U.S. Department of Veterans Affairs, 2011a, 2011b). Retelling their experiences and identifying
with previous veterans is an important part of this process. The DoD has even sponsored groups
who retell the ancient war stories of the Greeks as a way of understanding the modern veterans’
struggle to reintegrate with society while experiencing intrusive, even suicidal thoughts (Healy,
2009; Theater of War Productions, 2010). Thus, a common breadth of experience that provides a
tie for the veteran in the present to warriors of the past who struggled with reintegration and
reconnection to a society once peace is established.
The GI Bill

The modern story of educational support for veterans began with the U.S. Servicemen’s
Readjustment Act originally signed into law in 1944. Use of the educational benefits of this
legislation, the GI Bill, was connected to the economic recovery of the post-WW II United States
(O’Donnell, 2002), and was seen as a way to delay the entry of the servicemen into an already
full workforce (Frydl, 2009). The lessons of the Hoover era Bonus March where WW 1 veterans

marched on Washington were still in politicians’ memories (Dickson & Allen, 2004). And even
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though President Roosevelt had opposed the idea of a social benefit for returning veterans, the
lessons of the Hoover-era riots were not forgotten. Thus, delaying the veterans reentry into
civilian life by offering them a full year of unemployment or educational benefits cushioned the
return of veterans from war both for the service member, the American economy, and the
political climate of the nation (Johnson, 2009).

WW I Veterans

The GI Bill was commonly seen as the open door to higher education and economic
success among WW II veterans (Loss, 2005). Though originally opposed by President Roosevelt
at the American Legion’s Chicago convention in 1934, the Commander in Chief later supported
and spearheaded the legislation to retool veterans for better jobs and housing (Ortiz, 2006; Wall,
1998). Ironically, the later head of the American Legion helped write and support the final
legislation that laid the foundation for the GI Bill through its inception and seeing it placed under
the Department of Veterans Affairs rather than the Department of Defense (U.S. Department of
Veterans Affairs, 2002).

By 1947, the number of veterans exploded to almost 50% of the student body on college
campuses. Before the bill was discontinued in 1956, nearly 50% of the WW II veterans
participated in a training or education program with their GI Bill education benefits (U.S.
Department of Veterans Affairs, 2009b).

Since 1944, research into the four of the five revisions or cancelations of the GI Bill
showed each to be crucial to both economic development and continued participation in the
military (Colson, 2000; Dale & Gilroy, 1983; Fisher, 1975). WW II veterans set the stage for

attending college, obtaining careers, and returning from war to build their country.
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Korean War Veterans

A small set of draftees fought the Korean War and, in contrast to WW 11, this conflict did
not have a definite end. Educational services for these veterans, though similar to those of the
WW II veterans, changed as payments went to the servicemen instead of the educational
institutions. As a consequence, these generations of veterans obtained benefits more directly and
thus were able to juggle tuition, books, and other fees more effectively (Fisher, 1975). This
benefit provided a 3.7% overall improvement in the education level of these veterans and a 15%
improvement in the college level achievement of Black students. Like their WW II counterparts
almost half of the returning veterans took advantage of the opportunity to return to the classroom
(Brown, 1979).
Vietnam Veterans

Educational benefits for Vietnam veterans varied greatly from their WW II or Korean
War counterparts. These benefits, known as the Veterans Education Adjustment Program
(VEAP), were substantially reduced and the use of the program by veterans almost non-existent.
As a consequence, Senator Montgomery sponsored what became known as the Montgomery GI
Bill (the MGIB passed in 1984) that for the first time required the veteran to make a payment
into the program and obtain their benefits after successful service (Spaulding, 2000).
Consequently, these benefits required a $1,200 payment deducted from the serviceman’s pay
(continued to this day) and the benefit would be paid out over the course of their college
attendance. Over a decade separated this legislation from the Vietnam conflict, so few Vietnam
veterans used their educational benefits. The influx of veterans did not reflect the anticipated

participation set by WW II and Korean War veterans. In 1947, 59% of the student body at
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Harvard University was veterans while only 1.5% of the student body at Harvard was veterans in
1972 (Spaulding, 2000).
Desert Storm

Educational benefits under the 1984 Montgomery GI Bill covered only 40% of the
college expenses. This contrasted greatly with the WW 1II veterans who had 100% of their
expenses covered and the Korean War veterans whose benefit was about 51% of their expenses
(Spaulding, 2000). Department of Defense and political leaders pointed out that increasing the
educational benefits to veterans would cause an exodus of badly needed military personnel
(Thomason, 1987). Thus, attempts to increase this benefit were not forthcoming, as the military
branches balanced these benefits against retaining an all-volunteer force (Chisholm, Gauntner, &
Munzenrider, 1980; Negrusa, 2007).
OEF/OIF and Operation New Dawn

Operations Enduring Freedom (OEF) and Iraqi Freedom (OIF) transitioned to Operation
New Dawn in September of 2010. Veterans that were a part of these wars in Iraq and
Afghanistan numbered about 1.6 million (Tanielian & Jaycox, 2008). Educational benefits
changed drastically for this group of veterans with the most recent revision labeled the Post-9/11
GI Bill. A number of benefits shifted more directly to educational funding (i.e., the educational
institutions) rather than to providing blanket benefits to the individual veteran as in previous
legislation. Among the new provisions were basic housing allowances, reimbursement for
books, sliding tuition reimbursement, and the ability to transfer benefits to family members (U.S.
Department of Veterans Affairs, 2009a). Much of these benefits are re-enlistment and retention

tools as the veteran must complete a number of years of service, usually four years, in order to
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receive the full range of benefits from the Post-9/11 GI Bill (Dortch, 2011; Picker, 2011, U.S.
Department of Veterans Affairs, 2011c).

Research into the impact of the Post-9/11 GI Bill awaits the future as two major revisions
have only recently went into effect on August 1, 2010 and on August 3, 2011 (Dortch, 2011;
U.S. Department of Veterans Affairs, 2011c). In general, the Post-9/11 GI Bill covers 36 months
of education for a maximum of $17,500/year in tuition and fees. This varies with the type of
instruction (e.g., less for online education than for face-to-face) and the living circumstances of
the recipient (if still on active duty, no payment for housing allowance is issued as a housing
allowance is already being paid). In some circumstances, military members use their Post-9/11
GI Bill benefits (as they could with the Montgomery GI Bill) while on active duty for classes
after their first term of service.

In 2010, about 840,000 military students depended on educational assistance from
veterans’ benefits (U.S. Department of Veterans Affairs, 2010). The U.S. Treasury projected
$63 billion dollars in expenditures for returning veterans’ GI Bill benefits through 2016 (United
States. Congress. Senate, 2008). In fiscal year 2012, about 54,400 spouses and some 93,500
children drew Post 9/11 GI Bill benefits from family veterans (Student Veterans of America,
2013). The Post 9/11 GI Bill increased enrollment for males between 15 and 20% and even
more in states who supplemented these benefits (Barr, 2013). Research into the Post 9/11 GI Bill
linked this benefit to psychological, political, and social enhancement for veterans (Loss, 2005;
Ross, 1969; Sander, 2013b; Walck, 2008).

GI Bill benefits benefit the U.S. military so much so that other countries copied and
sought to replicate the U.S. experience and it became a mainstay of positive political rhetoric

(Boozman, 2009; Bréadiin, 2009; Brown, 1979; Reed, 2001). Statistics from the NCES in their
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2007-2008 National Postsecondary Student Aid Study (Radford, 2009; Radford & Weko, 2011;
Radford & Wun, 2009) summarized the initial impact of the Post-9/11 GI Bill. Preliminary data
noted the linkages of employment and education on the Iraq/Afghanistan war veterans
(Humensky, Jordan, Stroupe, & Hynes, 2013).

In early 2013, Veterans Affair’s Secretary Eric Shinseki announced that a partnership be
formed between the VA and the Student Veterans of American to capture graduation rates on
one million veterans and family members currently using their GI Bill benefits. The preliminary
results of this analysis, published in early 2014, were not encouraging (Cate, 2014). According
to this study, the degree completion rate for veterans from WW II veterans was about 80%,
Korean War 73%, Vietnam Era 68%, and, since 2001, the average veterans’ completion rate was
about 51%. However, Cate (2014) warns that most students in this era were yet in process with
their degrees and this 2010 data may change.

Other Financial Support

The U.S. military first provided Tuition Assistance (TA) in 1916 in the form of base
libraries and YMCA-led English classes (Dickinson, 1922). This inherent need to communicate
in English became in present time a means for 25% of the military to enroll in higher education
courses, use their TA benefit, and complete multiple degrees in off-duty time over the course of a
career. One service alone, the U.S. Air Force, granted over 336,000 Associates Degrees over the
last 40 years from TA (Picker, 2011). In FY10 alone, the DoD voluntary education program
expended over $542 million in TA alone completing 45,366 degree programs including 43,510
higher education degrees with almost 858,000 students enrolled (Defense Activity for Non-

Traditional Educational Support, 2011). Thus, TA provided a support system for degree
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completion and, along with the GI Bill, provided numerous military students with the
opportunity to earn a college degree.
Other Types of Support

University Military Affairs Programs (MAP) can be crucial to the military student
(McCready, 2010). A recent survey of four-year universities showed that 74% of the public
institutions had a MAP dedicated to military students (Cook & Kim, 2009). Over 60% of all
colleges surveyed included a MAP in their long-term plans. Services offered by MAPs differ in
scope and purpose. The only two agreed upon goals of current MAPs in a survey of military
student offices were establishing new services and marketing or outreach (Cook & Kim, 2009).
Recommendations for these programs included providing community connections for the
students, encouraging internal study groups, providing help with disabilities, and implementing a
basic orientation program (O’Herrin, 2011). Institutional support encourages educational
engagement and is important as it helps the military student achieve lifelong goals that would not
have been possible without them (Cook & Kim, 2009).

Not all assessments are positive about support offered to military members. The National
Survey of Student Engagement (NSSE) (2010) found that though veteran students were
academically very much like their nonmilitary counterparts in the time they spent in study,
military students were less engaged in integrative and reflective learning. The veterans they
surveyed were less involved with school affairs, more likely to have a job, and spent six times as
many hours taking care of dependents. In addition, the veterans felt less support from their
teachers and school than the nonveteran survey participants (NSSE, 2010). As a result the NSSE

concluded “institutions should seek ways to more effectively engage student veterans in effective
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educational practices and provide them with the supportive environments that promote success”
(p. 16).

Other researchers noted the challenge that military students, especially those involved in
intense combat or with PTSD, may present to the university system. Elliot, Gonzalez, and
Larsen (2011) summarized their research on veteran alienation at college, “given that over half
of student veterans state that they do not fit in on campus, and almost one-third feel unfairly
judged, interventions are needed to increase social integration” (pp. 289-290). Other researchers
noted the need for special financial programs, educational groups, support groups, disability
support, library programs, and individual counseling support (Ackerman, et al., 2009; DiRamio
& Jarvis, 2011; DiRamio & Spires, 2009; Fawley & Krysak, 2013; Wurster, Rinaldi, Woods, &
Liu, 2013). Providing support to academic, social, and financial issues may mitigate the
isolation and mental health challenges military students bring to the college setting. Penk and
Little (2013) note in the Military Psychologists’ Desk Reference, “Regaining mastery of skills in
careers is essential for recovery and resiliency. Returning to education is a time-honored form of
rehabilitation (p. 276).”

Persistence in Educational Research

Graduation rates across four-year universities increased from 55% in 2002 to 57% in
2008 (NCES, 2011). Rates have varied greatly by type of institution: non-profit private
universities graduated 65%, public universities 55%, and for-profit private colleges only 22%.
According to the NCES (2011), graduation rates vary by race and sex, and are greatly affected by
academic preparation and socioeconomic levels with the poorer students (in the lowest quartile)
graduating at 76%, those in the highest at 90%, and the greatest number of drop-outs from the

middle groups.
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Research on persistence at four-year colleges showed five facets as important to the
college students’ success: commitment, expectations, academic support, feedback, and
involvement (Tinto & Pusser, 2006). Tinto’s theory (1975, 1987; Tinto & Pusser, 2006) served
as the primary reference for this study though two other theories have shaped persistence
research and thus, this study as well. The addition of intervening variables such as student
satisfaction and linking graduation or completion with the intent of the student to persist are
important shifts in persistence research (Allen & Nora, 1995; Bean, 1983; Bean & Metzner,
1985; Cabrera, Nora, & Castaneda, 1993; Metzner & Bean, 1987; Pascarella, Salisbury, &
Blaich, 2011). In spite of this additional material, this study sought to narrow its focus to the
three subsets of the support element in Tinto’s persistence theory: social, financial, and academic
support.

The Contribution of Academic Support to Persistence

Over eight decades of research underlays any study on the affect of universities on
students. Feldman and Newcomb (1969) reviewed 1,500 studies covering four decades of
research in higher education. Their foundational summary on persistence research (to that point)
noted that researchers had no coherent or comparable theory to help in generalizing results.
Thus, they concluded “that completely psychological or attitudinal explanations that ignore the
institutional context will rarely be generalizable across student populations, since psychological
or attitudinal factors have differential relevance for attrition in different types of campus setting”
(Feldman & Newcomb, 1969, p. 291).

This extensive research summary was followed by Pascarella and Terenzini’s (1991)
two-decade survey of over 2,600 studies and their subsequent follow-up volume (2005) covering

over 2,500 studies. In 1991, they summarized persistence research by focusing on degree
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completion and dropout rates in the context of overall educational attainment. In 2005, they
defined persistence research as “the progressive reenrollment in college, whether continuous
from one term to the next or temporarily interrupted and then resumed” (2005, p. 374). They
excluded research on degree completion, yet they held to the conclusion that persistence needed
to remain within the overall goal of educational attainment. From their survey of the literature,
they noted that grade performance, supplemental instruction, academic support services, some
forms of financial aid, degree selection, and athletics contribute in varying amounts to
persistence. They concluded that “despite a large number of studies designed to test one
persistence model or another, the findings are inconsistent, and the causal linkages remain
obscure” (Pascarella & Terenzini, 2005, p. 440).

In the next year, Pascarella (2006) predicted that research surveying the affect of college
on students would double or triple in the coming decade to between 5,000 or even 10,000
articles, creating an inherent need for quality research findings. He argued that replication
studies, longitudinal designs, diverse population studies, and studies that focused on previously
ignored students would enrich the substantive directions for research.

Pascarella, along with other researchers, followed these observations with two further
studies, one documenting the impact of quality teaching on student persistence (Pascarella,
Seifert, & Whitt, 2008) and the second replicating these findings with a broader sample
(Pascarella, Salisbury, & Blaich, 2011). The first study (Pascarella et al., 2008) concluded that
organized and clear instruction has a significant impact on student persistence (#=1,353). This
relationship was not seen as a causal element in persistence, but rather a mediator that increased

the causal variable—student satisfaction. The study showed that an increase in clear and

organized instruction (equal to 1 0) had a net increase of 1.41 O in persistence.
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Pascarella et al. (2011) replicated this study longitudinally. They broadened their
population across the U.S. in 19 two-year and four-year institutions with a cross-section of
Carnegie Classifications (#n=2,934). In this study, an increase in clear and organized instruction

(equated to 1 O) had a net increase of 1.40 O in persistence or a possible 40% enrollment

increase related to improvement in clear and organized instruction (Pascarella, et al., 2011).
These studies (Pascarella, et al., 2011; Pascarella, et al., 2008) defined persistence as actual
enrollment in the second year of college instead of degree completion or the intent to persist.
Thus the design of these studies was based on logical regression analysis (covariable was
enroll=1 or not enroll=0) instead of linear regression (a covariable that was continuous).

As research in persistence stretched over three decades, standardized instruments to
measure persistence have received some attention (R. Chen, 2008; Pascarella, et al., 2011;
Pascarella, et al., 2008; Rivas, Sauer, Glynn, & Miller, 2008). Pascarella et al. (2008) produced
the Instructional Organization and Clarity Scale to capture and clarify only the educational
support variable in persistence.

The Contribution of Social Support to Persistence

Over three decades ago, Pascarella and Terenzini (1980) developed an instrument that
focused on both academic and social support variables. They concluded that these two factors
could predict persistence and retention factors in over 75% of students. These findings set the
stage for social support in persistence research, pairing and contrasting social and academic
support variables, for the next 20 years (Hossler, Ziskin, Moore, & Wakhungu, 2008; Mannan,
2007; Pascarella, 1980; Pascarella & Terenzini, 1980, 1991; Pascarella & Terenzini, 1997;

Terenzini & Pascarella, 1980; Tinto, 1999).
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Research in the last 10 years has included studies focused on various areas. Mentoring
programs are shown to have significantly contributed to the community college persistence
paradigm (Crisp, 2010); social encouragement affected community college persistence rates
(Barnett, 2011); and family encouragement was important in three contrasting university
contexts (Hossler, et al., 2008). In a decade-long survey of research on programs, Karp (2011)
noted four areas of support that increased persistence: creating relationships; clarifying
aspirations/increasing commitment; developing know-how about the college; and providing a
community safety net. She noted that making new relationships, the most social of these four
areas, was most important to persistence, yet not significantly related to academic achievement.

Numerous authors have argued over the last few years from a persistence perspective that
social support was crucial to veterans facing cultural change, mental health issues (e.g., PTSD),
and other transitional issues. Most have recommended increased college counseling support,
veterans leadership groups, and special recognition for veterans (Burnett & Segoria, 2009;
DiRamio, 2011; DiRamio & Jarvis, 2011; Elliott, et al., 2011; Ellison, et al., 2012; Hulsey, 2010;
Rumann & Hamrick, 2009; Van Asselt, et al., 2009; Vance & Miller, 2009; Whiteman, Barry,
Mroczek, & MacDermid Wadsworth, 2013).

Smith-Osborne (2009b) reviewed data on veterans of the first Gulf War using social
ecology theory (in social work). She noted that veterans with a small nuclear family, better
health assistance, higher income, and increased educational benefits achieved higher educational
attainment. In addition, Smith-Osborne’s research discovered that if a veteran had used VA
mental health services, then their educational attainment was diminished compared to their peers.

Smith-Osborne concluded, “more effort to foster informational social networks is needed, and
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could include help designing and applying individualized packages of combined financial aid for
veterans” (2009b, p. 334).
The Contribution of Financial Aid to Persistence

While research on financial aid in making decisions to attend college is fairly robust,
measuring financial aid as a part of the persistence process is much less studied (Pascarella &
Terenzini, 2005). This is especially noted for the period between 1990 and 2005 (Murdock,
1990; Pascarella & Terenzini, 2005; St. John, Kirshstein, & Noell, 1991). Tinto (2012) revised
his earlier book, Leaving college: Rethinking the causes and cures of student attrition (1987),
which tied finances to commitment to a new point of view, linking finances to adjustment at
college. Though included in his earliest persistence model (Tinto, 1975, 1987), Tinto, possibly
due to the economic climate of higher education between 1970 and 1980, did not highlight the
influence of finances and financial aid in persistence (St. John, Cabrera, Nora, & Asker, 2000).
Critiques of Tinto’s work also overlooked financial factors in persistence (Braxton, Sullivan, &
Johnson, 1997). As a result, other researchers proposed additions to Tinto’s model that included
financial support, intent to persist, and overall finances that affect year-to-year decisions on
persistence (Cabrera, Burkum, & La Nasa, 2005; St. John, et al., 2000).

Chen (2008) noted that researchers have two main points of focus for financial aid:
college choice (i.e., lower tuition and higher financial aid was negatively correlated with college
choices) and departure from college. He noted that researchers over the last fifty hears have
described five separate points of focus for financial aid’s contribution to persistence. First,
researchers noted the students’ perceptions towards the subjective value of financial aid.
Secondly, the type of aid became the focus of this research. Thirdly, behavioral differences of

those with or without certain types of financial aid became important to researchers. Fourthly,
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financial aid researchers looked at the relationship of student departure to the amount of different
types of aid. Lastly, researchers noted, with a more longitudinal perspective, the amount of aid
and when it was introduced into the departing student’s college experience in order to discover
the affect it may have had on persistence.

More recently, research has outlined the need for institutional (federal, state, and
university) oversight when dealing with financial support in the persistence process (Hossler,
Ziskin, Gross, et al., 2009). Four recent persistence studies focused on the need to both
supplement financial aid for both ethnic groups and poorer students, and to continue financial aid
through degree completion (R. Chen, 2008; Kim, 2007; La Nasa & Rogers, 2009; Nora, Barlow,
& Crisp, 2006). Two studies noted the negative affect of student loans on degree completion—
especially the negative impact between loans and persistence on low-income, Black, and
Hispanic students (Kim, 2007; Nora, et al., 2006). Most researchers on the connection of
financial support, student loans, and persistence have agreed that further study is needed to
establish theoretical clarity and the impact of finances on persistence (La Nasa & Rogers, 2009;
Pascarella, 2006). Some researchers have argued that a required longitudinal approach for this
research becomes a necessity before any relationships will emerge (R. Chen, 2008; Pascarella,
2006).

After analyzing the financial aid and persistence literature for the last 15 years, Hossler et
al (2009) made the following observations and policy recommendations:

* However large or small the effects of financial aid on persistence, grants have a more

positive impact than loans.

41



Although more research should be done on college work-study, there is sufficient
evidence to indicate that it may be a promising tool for enhancing persistence and that it
deserves more institutional and public policy attention.

Although we have few studies in this area, there is an intriguing pattern of findings
suggesting that large single-aid-source programs may have more impact than the myriad
federal programs that currently exist.

As currently structured, loan programs have a small or negligible impact on persistence
from year to year and debt has a negative effect on persistence.

Overall, financial aid has a positive effect on persistence. However the effect sizes seem
most likely to be small and indirect. . . . There is a sizable number of students who
would not have enrolled in postsecondary education without assurances of financial aid
and that, once enrolled, many of the students persist and graduate. (Hossler, Ziskin,
Gross, et al., 2009, p. 419)

After reviewing recent research into financial aid and persistence and noting the

increasing tuition and fees involved in modern education, Haynes (2008) recommended changes

in both access and retention policies. He recommended mentoring programs for third and fourth-

year student, which allow the student to “earn” their financial aid while reinforcing the

educational goals of the institution. Haynes offered a second insight into the literature somewhat

related to his first recommendation in that students should be offered aid that reinforced the

academic support of the institution. Due to the powerful impact of academic support

mechanisms on student persistence, Haynes recommended that “institutions should consider

policies that mandate enrollment in academic support in return for institutionally funded

financial aid” (2008). Haynes extended this requirement to include at-risk students who may
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need help with pre-college academics, thus linking academic mentoring, financial aid, and at-risk
students into a systemic response to student persistence (2008).

Financial aid processes and research present a confusing and complex picture for any
researcher or theoretician (Heller, 2010). Though these recommendations and observations are
recorded for the purpose of providing perspective on the field, confidence in both general and
specific policy recommendations based directly on research was difficult to pinpoint.

Research noting the relationship between the intent of a student to persist in their college
education and their financial benefits would be helpful for policy recommendations. Research
that would focus on benefits obtained due to military service would provide a unique addition for
financial aid-related persistence research. This would especially be the case during a time of
financial transition, retirement, and when reengaging in civilian culture after completing military
service.

Towards an Institutional Perspective on Persistence

According to Tinto and Pusser (2006), persistence research has traditionally focused on
issues that were not helpful to a university response. They noted that research did not lead to a
coherent model of practice for five reasons:

» Most research on persistence has focused on knowing why students leave which does not
lead to the “mirror image” of why they stay or persist in their education.

* Too much of the research in persistence is focused on “theoretically appealing concepts”™
that do not work well in application.

e Much of the research has described events (e.g., family context or high school
experiences) that are external to the educational institutions’ mission, policy, and

program.
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e Researchers have become confused with the definition of persistence, with some
measuring degree completion rates, others class completion, and others continuous
enrollment.

e Few practitioners and researchers that have worked from an institutional response
perspective have taken a systemic approach to persistence seeing the pervasive nature of
policies and policy changes at the statewide and university level and their affect on
student persistence. (p. 4)

In this article, Tinto and Pusser (2006) restate the results of persistence research with a
focus on institutional action instead of one focused on student behavior (see Figure 1, Appendix
F). They concluded that commitment by the university is considered necessary for student
persistence. High expectations expressed in concrete counseling that are adaptable to each
student are a college-wide requirement. In addition, institutions must provide expanded support
(financial, social, and academic), frequent feedback from faculty that adjusts the learning process
to the students, and, finally, university involvement in providing social and academic interaction
for students with other students which, in turn, grows a community of learning that fosters
increased persistence (Tinto & Pusser, 2006). This return to a larger picture of institution action
contrasts with the previous 25 years of persistence proposals focused on student traits and action.
Though this contrast had been drawn in the literature previously.

Berger (2001) described a subset of the institution when he defined universities as
organizational structures whose leaders purpose behaviors that reinforce student persistence. He
surveyed over 30 years of persistence research and recommended 10 behaviors that college

leaders must provide to increase persistence. Berger noted that university leaders must:

* Clearly communicate the vision, values, policies, and procedures of the institution.
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* Emphasize student involvement in decisions.

* Establish fairness when implementing policies.

* Retain flexible goals and structures.

* Engage students in campus politics.

* Provide student advocates.

* Create symbols reflective of important university values.

* Establish positive connections with external professional organizations.

* Develop a clear understanding of internal organizations

* Constantly assess student perceptions. (2001, pp. 14-19)
Berger’s survey did not focus on financial aid or academic support systems, but his survey and
summary actions for institutions anticipate the theoretical shift that Tinto and Pusser (2006)
describe.

Additional studies touched on financial support, the institutional context, and persistence
rates. Titus (2004) drew data from a nationwide longitudinal database and explored the
relationship of an array of institutional context variables to four-year college persistence rates.
Drawing from the 1996-1998 Beginning Postsecondary Students database maintained by the
U.S. Department of Education’s National Center for Educational Statistics (NCES), the
researcher correlated measured commitment (i.e., persistence) against other factors including
institutional prestige, intellectual growth, social life, campus climate, financial need, work hours,
family responsibilities, class size, teacher ability, and other variables. Using hierarchical
generalized linear modeling and stepwise multivariate analysis, Titus determined that academic
performance, living on campus, and commitment to a bachelor’s degree all contributed

significantly to student persistence. In addition, he noted that this data showed that increased
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financial need and more hours working at a job also increased persistence; two areas that Titus

felt required extensive study due to their counterintuitive nature. His recommendations for

further research included the need to reassess the relationships of financial aid and work hours to

persistence and to expand contextual factors when looking at persistence from the institutional

perspective.

Two recent studies, conducted in partnership with the College Board and the Lumina

Foundation, described the relationship of financial aid and the institutional role in college

students’ persistence (Hossler, Ziskin, & Gross, 2009; Hossler, Ziskin, Gross, et al., 2009;

Hossler, et al., 2008). These researchers found that:

Larger amounts of financial aid were more positively related to persistence than smaller
amounts.

Work-study was likely to be positively related to persistence.

Large single-sources of financial aid had a greater impact on persistence than smaller
amounts from various sources.

Loans were not as affective as grants for reinforcing persistence and loans likely worked
against a students’ persistence —especially for minorities and economically challenged
students.

Merit-based aid was slightly positively correlated to persistence.

Financial aid seemed to be indirectly related to persistence and likely freed students to
engage in academic and social support mechanisms. (Hossler, Ziskin, Gross, et al., 2009,
p. 102)

The authors concluded that, when looking from an institutional perspective, the role of

financial aid was insignificant in reinforcing student persistence (Hossler, Ziskin, Gross, et al.,
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2009). However, when they shifted their focus to the institutional role in student persistence, the
researchers recommended a well-resourced leader be appointed on each campus that is tasked
with setting and reporting on retention and persistence goals (Hossler, Ziskin, & Gross, 2009).
They also recommended that student services and financial aid advisors be integrated within the
academic advisory teams receiving input from the persistence leadership. These results show
that financial aid, from the institutions’ perspective, required leadership and well-trained
individuals even when it served only to reinforce what they concluded were the more powerful
variables, academic and social support, involved in student persistence. It should be noted that
the Lumina Foundation’s stated goal is to increase student persistence to 60% in the U.S. by
2025 (Lumina Foundation, 2012).

After an extensive review of the history of persistence research, Reason (2009) proposed
“the goal of persistence research must be to explore students within the multiple concentric
environments they inhabit, recognizing that different students engage differently within those
environments” (Reason, 2009, p. 676). His proposal summarized the complexity of both the
student decision and the various contexts involved in providing support for persistence and gave
a context for further research that looked for more possibilities within the framework of
persistence.

Tinto (2010) restated the history of persistence research and the need for transition to an
institutional context for action in this research. He argued that researchers should shift from
research focused on student behavior to institutional action. He noted the three types of support
(financial, educational, and social) necessary to balance commitment by the student and
institution. Tinto outlined the chief importance of academic support, warned of the negative

relationship of lack of social support to persistence, and noted that financial aid often impacts
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persistence most when a student is in need. He noted that academic and social support
mechanisms overlap greatly and that reinforcing one may promote the other especially in the
sense of belonging that a student experiences. He concluded in this summary article, “there is
still much to learn about how institutional actions can more effectively promote student retention
generally and for particular groups of students” (2010, p. 77).

Tinto (2012) summarized 36 years of research in a recent publication, Completing
College: Rethinking Institutional Action. He noted, “I have come to appreciate the centrality of
the classroom to student success and the critical role the faculty play in retaining students. But I
also learned that the classroom was the domain of institutional action that was given the least
attention” (2012, Kindle Locations 62-64). Tinto discussed the conditions necessary for student
success (expectations, support, assessment with feedback, and involvement) and pointed towards
institutional action as necessary to enhance retention and persistence.

Social connectedness to the institution during the first year was seen as crucial in Tinto’s
overview of the research on persistence (Tinto, 2012). By contrast, if social support is not
provided, students (especially minority students) can become marginalized, isolated, and even

hostile. He noted that social support provided four crucial areas that reinforce persistence:

It eased the transition to college and reduced academic stress levels.

* Itenabled students to more easily access informal knowledge from their peers, helping

them navigate the foreign terrain of the institution.
* It promoted a sense of self-worth, which in turn influenced academic performance.
* Itenhanced students’ attachment or commitment to the institution and their willingness to

remain enrolled, which is especially important for underrepresented students, who
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sometimes found themselves out of place in a largely majority-serving institution. (2012,

Kindle Locations 604-609)

Social support for persistence often came in the form of mentoring, faculty interaction
and extracurricular activities for Tinto. These activities were most important during the first year
of a student’s presence on campus and were meant to be places where both academic learning
and emotional support could reinforce their sense of belonging. They should be places where the
minority students find a place to be socially engaged (Tinto, 2012).

Tinto (2012) also summarized 10 years of research on financial aid’s contribution to
persistence. He concluded that financial aid “has an indirect effect via its impact on levels of
student engagement” (2012, Kindle Location 654). Tinto argued for a systemic approach to
financial aid that intervenes when both short-term and long-term requirements are presented in
supporting student persistence. He noted that often students are challenged by delays in their
financial aid and require short-term financial support to connect them to their long-term financial
resources. In addition, Tinto thought that financial aid is connected to the value seen in the
degree or school attendance. Often a student persists in their education and radically adjusts
their financial circumstances or work commitments to attend school based upon their perception
of the value of their education (Tinto, 2012). He observed that students persist even with part
time jobs, part time attendance, or both if they see the value in the educational achievement. By
contrast, if that value does not exist, even a small financial burden can have a negative affect on
persistence. Thus, Tinto concluded that institutions could greatly influence a student’s
persistence if they increase the perceived value of the degree at this particular institution.
Schools and universities must enhance the student’s view of the quality of their education to

enhance degree completion.
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Academic support served as the centerpiece of student persistence, according to Tinto
(2012). “Nothing is more important to student retention than academic support, especially
during the critical first year of college, when student retention is still very responsive to
institutional intervention” (2012, Kindle Locations 546-547). Tinto recommended an “early
warning” system that alerted faculty and staff to students in need of academic support at the
beginning of the first year, at the beginning of the first semester of classes. He advised placing
academic support personnel within the staffing of key classes in the first semester. This
placement would allow them to work seamlessly with the faculty, intervening when necessary,
and allowing the student to implement their learning as quickly as possible on their own or,
whenever possible, in a learning community. Tinto recommended that institutions develop the
first-year faculty and support staff into a professional unit focused on building student-learning
teams (Tinto, 2012). He concluded his recent research and institutional proposals with an
emphasis on systemic intervention.

If we hope to make significant gains in retention and graduation, institutions must focus

on the classroom experience and student success in the classroom and align classrooms

one to another in ways that provide students a coherent pathway that propels them to
program completion. In doing so, institutions must also focus on the acquisition of
knowledge and skills students require for life after college. Lest we forget, the goal of
retention is not only that students stay in college and graduate, but that they learn while

doing so. (2012, Kindle Locations 2492-2495)

Tinto (2012) also described other forms of academic support programs. Building
summer bridge programs that provide first-year students with study skills, connection to

mentoring or tutoring, and an introduction to the academic community were proposed to increase
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student persistence through academic support. Learning communities that navigate through the
introductory and research courses for the degree as a cohort were suggested as well as
supplemental instruction through classes that bracketed the classroom time or reinforced learning
through an online option. Tinto noted that students involved in these types of efforts increased
persistence for the institution between 5 to15% from year to year. Learning communities also
provided interconnections between classes, additional support services for the students, and
allowed the faculty to set higher expectations for academic achievement. Lastly, Tinto suggested
embedding basic-skills instructors into classrooms or grouping students to reinforce basic skills
instruction where students may need assistance. He concluded that academic support, like social
support, should be provided as soon as it was identified as needed, rather than when the student
went for help.

Tinto (2012) described the ideal institution as one that proactively gathered data and
assessment on students to improve persistence. Course alignment, orderly course planning,
targeting points that provide completion motivation, and specific counseling are needed for
students who have a difficult time seeing their path to degree completion. He also felt that long-
term investment that brought a change in faculty interaction with students was primary.
Adjustments to faculty workload or incentives for faculty were necessary as those who would
work with the beginning classes could spare little time or energy for academic support efforts
without other institutional adjustment. Finding agreement to implement increasing change
towards persistence efforts is often easier to achieve in institutions that retain the small-college
environment without the often-fractious large faculty. He felt that the sense of multiple missions

often describe divergent courses of action rather than a unified approach. Tinto noted that
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technology could often assist faculty with creating a more unified approach in a large institution
without creating the overwhelming burden of work.

Tinto concluded this research overview with an emphasis aligning the actions of the
institution to persistence. Designing a policy for persistence is only the beginning for Tinto.
Institutions must align the faculty, staff, and administration to become aware of student needs
and to promote student success. Without institutional leadership from the trustees, the
institutional commitment would collapse. For academic, social, and financial support to play
their role in Tinto’s model, the various publics of the school must work in concert to assist the
student to persist.

Persistence in Veteran Populations

DiRamio and Jarvis (2011) surveyed the persistence research from 2007 to 2011
regarding veteran students. They concluded “solid empirical evidence will assist administrators
and practitioners with decision-making about services, supports, and programs” (p. 251). They
further predicted that research with veterans would shift from focusing on veteran transition and
adjustment to degree completion and meeting the challenges of the disabled veteran.

Other recent studies have centered on the entry of the military member into college (Cate,
Gerber, & Holmes, 2010), the qualitative need of disabled veterans in college (Carne, 2011), and
the correlation of various demographics to academic motivation (Morreale, 2011). Van Dusen
(2011) researched the veteran students’ intent to persist in education using transition models and
an integrated model of student persistence. Though limited to three research universities in
Texas, the testing of these two models is helpful for persistence research. Van Dusen concluded

that the only significant factor affecting the students’ persistence was the sense of belonging that
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the Texas schools provided. The veterans clearly felt that school pride was an important element
in their intent to persist to college completion.

This study proposed to return to a significant part of Tinto’s model of student persistence:
social support, financial aid, and academic support (Tinto, 1975, 1999). In addition, this study
sought to reflect on Tinto’s focus on institutional behavior that affected a student’s intent to
persist instead of focusing solely on student behavior (Tinto, 2010, 2012; Tinto & Pusser, 2006).
By centering on the military students intent to persist, this author intended to provide a
description of the relationships of academic, social, and financial support for an ever-growing
segment of the university population that may once again have a substantial impact on the nation

and the world due to their educational achievement.
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CHAPTER THREE: METHODOLOGY
Introduction

This study sought to determine the strength and nature of the relationships between
social, academic, and financial support and the intent of military students to persist in higher
education at a large private non-profit university. The study also collected data from nonmilitary
students to note contrasting relationships.

Participants

A major department within the university was surveyed providing over 294 surveys
representative of some 18-20,000 military students from over 60,000 students (Liberty
University Advancement Staff, 2010). This stratified sample represented various demographic
characteristics and provided a solid base to look for relationships between social, academic, and
financial support mechanisms. The Post-9/11 GI Bill also included provision for family
members to receive education benefits at the direction of the veteran in return for years of service
and thus, some receiving these benefits were not veterans, but family members. In addition, the
DoD supplemented job training by paying tuition for spouses of active duty members at certain
ranks (Department of Defense, 2011a). The diversity of this population and the support
mechanisms sampled in this study are expected to reflect the financial, vocational, and social
challenges of the current climate.

Setting

The survey was divided into two groups: those who are military (active, veteran, reserve,
and dependents) and those who are not with the military. Various class formats, educational
abilities, degree paths, and levels of achievement were represented in this survey. Only face-to-

face classes are represented in the present study, though most of the degree was delivered online.
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For many of the students, this was their first class. The student sample reflected a full range of
student achievement and was not stratified by GPA or degree level.
Research Design

This study used basic correlational techniques to compare the academic, financial, and
social support covariables to the persistence of the military, nonmilitary, and combined groups.
A linear multivariate regression model determined the contributions of the variables to
persistence. Lastly, a stepwise multivariate model of the variables and demographic data
combined (20 items) provided the overall contribution of the data to persistence. This three step
design was selected as multiple covariables for social, academic, and financial support were used
to determine the predictor variable, persistence (Ary, Jacobs, Razavieh, & Sorensen, 2006;
Stevens, 2002). The survey (a modified CPQ v2) and demographic data reflected current
Common Education Data Standards (National Center for Educational Statistics, 2014) and is
contained in Appendix A and was provided to the students in printed form. The survey was then
conducted face-to-face in a classroom setting by instructors and hand delivered to the researcher
upon completion.

Research questions that guide this study are as follows:

Research Question 1: What is the correlation of social support provided to military
students with the intent of these students to persist in their higher educational goals?

Hypothesis 1: The resulting null hypothesis from this question is that the correlation was
not statistically significant between the social support systems and the military students’ intent to
persist in education.

Research Question 2: What is the correlation of academic support provided to military

students with the intent of these students to persist in their higher educational goals?
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Hypothesis 2: The resulting null hypothesis from this question is that no correlation was
statistically significant between academic support systems and the military students’ intent to
persist in education.

Research Question 3: What is the correlation of financial support provided to military
students and a students’ intent to persist in their degree program?

Hypothesis 3: The resulting null hypothesis from this question is that no correlation was
statistically significant between financial support systems and the military students’ intent to
persist in education.

Research Question 4: What is the combined relationship of the combination of social,
academic, and financial support to the military students’ intent to persist in their education?

Hypothesis 4: The resulting null hypothesis from this question is that no statistically
significant relationship exists between the combination of the support systems (social, academic
and financial systems) and the military students intent to persist in education.

Research Question 5: What statistically significant differences exist for the social,
financial, and academic support systems between the military students and their civilian
counterparts?

Hypothesis 5: The resulting null hypothesis from this question was that no statistically
significant differences exist for the social, financial, and academic support systems between the
military students and their civilian counterparts.

Research Question 6: What statistically significant differences exist for the intent to

persist between the military students and their civilian counterparts?
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Hypothesis 6: The resulting null hypothesis from this question was that no statistical
significant differences exist for the intent to persist between the military students and their
civilian counterparts.

Data Analysis

The intent of the students to persist in their education is the predictor variable. This
variable is measured using a 5-point Likert scale using questions from Davidson et al. (2009)
College Persistence Questionnaire v2 (CPQ v2). CPQ v2 is a 73-item questionnaire shortened to
53 items as items 54 through 73 are not statistically associated or correlated to any one factor,
but are included in the CPQ v2 for counseling purposes only. The survey instrument is included
in Appendix A.

The CPQ v2 is made up of ten factors: Academic Integration, Academic Motivation,
Academic Efficacy, Financial Strain, Social Integration, Collegiate Stress, Advising, Degree
Commitment, Institutional Commitment, and Scholastic Conscientiousness. Permission to use
this questionnaire was received from the authors.

The questions pertaining to the student’s intent to persist correspond to the Degree
Commitment factor. These questions provide a continuous variable for analysis.

The covariable for financial support is measured by the continuous variable in the CPQ
v2 for Financial Strain and supported by descriptive data estimated in dollar amounts (loans,
government grants, university scholarships, and other grants and scholarships). Estimated
amounts were grouped following a model proposed by Nora et al. (2006) grouping expected
contributors to persistence (grants and scholarships) separated from items that contributed

negatively to persistence (loans). Thus, government grants + university scholarships + other
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grants and scholarships = positive contributors and are considered apart from the chief negative
contributor—loans obtained for the degree.

The academic support covariable is drawn from three factors of the CPQ v2: Academic
Integration, Academic Motivation, and Academic Efficacy. The Advising, Scholastic
Consciousness, and Institutional Commitment factors are not used in this study.

The social support covariable is drawn from the Social Integration and Collegiate Stress
factors of the CPQ v2. The first factor provides a positive variable while the second a negative
one.

Standard descriptive statistics (means, standard deviations, and Pearson R), prepared by
SPSS, describe the correlation of the students’ intent to persist in relation to the covariables.
Analyses for outlier relationships are then examined for each item in the variables and as
aggregates for each variable.

Multicollinearity is examined to test for stability of the covariables. The correlation
coefficients R’ are then examined along with the analysis of variance and the combined
relationships, the multiple coefficients, and their correlation to the predictor variable. Results are
analyzed at the p < .05 level to determine whether the null hypotheses should be rejected (Ary, et
al., 2006; M. B. Harris, 1995).

Due to the continuous nature of the predictor and covariables, a multiple regression
procedure using SPSS software was conducted to identify the data most associated with the
predictor variable. Linear regression was expressed in simplest form as y = foxq + f1x1 + €
(Cohen, Cohen, & West, 2003). In this study, y = intent to persist, x = the covariables expressed
in the social, financial, and academic support data, § was the regression coefficient for the

covariables, and ¢ was the intercept. In this study, 7 data points (6 factors in the CPQ +
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financial support descriptors) supported the predictor variable; thus, the formula for this
study was y = foxq + f1x1 + B2x, + P3x3 ... + B,x; + c¢. Each variable was held constant in
the computations by adjusting their coefficients so that the impact upon the covariable, y,
was identified through the variations in the predictor variables (x,, x;, x,, through x-).
Thus, this study is designed to provide a correlational analysis using multiple regression
analysis of social, academic, and financial support variables in correlation to the students’ intent
to persist. The combination of these variables is also measured to note the correlation of the
subsets of these covariables on the predictor variable. The questionnaire that illustrates the
covariables and their subsets, which was used as the basic survey instrument for this study, is
included in Appendix A. The descriptive financial support data is in Appendix B and contains
data about loans and scholarships. The survey cover sheet and consent form is in Appendix C
and the instructions for the survey is in Appendix D. The Institutional Review Board notification

and authorization is attached in Appendix E.
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CHAPTER FOUR: FINDINGS
Introduction

This study sought to determine the strength and nature of the relationships between
social, academic, and financial support and the intent of military students to persist in higher
education at a large private non-profit university. The study also collected data from nonmilitary
students and combined these findings to note contrasting relationships between military,
nonmilitary, and combined populations.

Purpose of the Study

The purpose of this study was to identify the relationships of social, financial, and
academic supports to the intent of the military and nonmilitary students to persist in their
education. Survey responses from 294 participants were used for this study.

Demographic Data Findings

Table 1 displays the frequency counts for selected variables. Ages of the respondents
ranged from “16-24 (8.2%)” to “55-65 (4.4%)” with the median age being 39.50 years. Of those
who answered the gender question, there were three times more women (7 = 126, 42.9%) than
men (n =42, 14.3%). The most common racial/ethnic groups were Caucasian (67.4%) and
Black (26.5%). Seventy-one percent of the respondents were married. The number of persons in
their households ranged from “1 (13.6%)” to “5 to 9 (16.7%)” with the median being three
household members. Seventy-three percent of the sample reported never being associated with
the military. For the 42 respondents who were either currently in the military or previously in
the military (veterans), the most common number of years served was “4-10 years (n = 23).” As
stated previously, 72.8% had no military association while 80 participants (27.2%) had some sort

of current or prior association with the military. The number of years currently working on their
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degree ranged from “1 (43.9%)” to “4 or 5 (2.0%)” with the median being two years. Eighty

percent were working on a Master’s degree.
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Table 1

Frequency Counts for Selected Variables (N = 294)

Variable Category n %
Age?
16-24 24 8.2
25-34 112 38.1
35-44 9  32.7
45-54 49 16.7
55-65 13 4.4
Gender
Male 42 143
Female 126 429
Did not respond 126 429
Race/Ethnicity
Black 78  26.5
Caucasian 198 674
Other 18 6.1

* Age: Mdn = 39.50.
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Variable Category n %
Marital Status
Married 208  70.7
Divorced 25 8.5
Widowed 2 0.7
Separated 11 3.7
Never married 48 163
Number of persons in household
1 40 13.6
2 67 228
3 58 19.7
4 80 272
5t09 49 16.7
Military Status
Military 12 4.1
Veteran 30 10.2
Military Dependent 38 129
Never Associated with the Military 214 728

® Persons in Household: Mdn = 3 members.
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Variable Category n

%

Military Years Served

0-3 9
4-10 23
10-20 7
20-30+ 3
Never 252
Military Association
No 214
Yes 80
Years working on current degree °
1 129
2 128
3 31
4or5 6
Current Degree Level
Masters 236
EdS 19
EdD 39

3.1

7.8

24

1.0

85.7

72.8

27.2

43.9

43.5

10.5

2.0

80.3

6.5

13.3

° Years Working on Degree: Mdn = 2 years.
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Table 2 displays the frequency counts for selected financial variables. Household annual
income ranged from “$0-$19,999 (7.1%)” to “$100,000 or more (15.3%)” with the median
annual income being $50,000. Loans ranged from “$0 (20.1%)” to “$50,500 or more (12.6%)”
with the median being $17,750. Other sources of financial support were less common with
67.7% receiving no government grants and aid, 71.1% receiving no university provided

scholarships and 83.0% receiving no “other grants and scholarships”.
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Table 2

Frequency Counts for Selected Financial Variables (N = 294)

Variable Category n %

Household Annual Income *
$0-$19,999 21 7.1
$20,000-$39,999 52 17.7
$40,000-$59,999 82 27.9
$60,000-$79,999 44 15.0
$80,000-$99,999 50 17.0
$100,000 or more 45 15.3

Loans °
$0 59 20.1
$1-$8,500 30 10.2
$8,500-$14,999 20 6.8
$15,000-$20,499 41 13.9
$20,500-$29,999 68 23.1
$30,000-$39,999 21 7.1
$40,000-$49,999 18 6.1
$50,500 or more 37 12.6

* Income: Mdn = $50,000.

® Loans: Mdn =$17,750
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Variable Category n %

Government grants and aid °
$0 199 67.7
$1-$8,500 60 20.4
$8,500-$14,999 9 3.1
$15,000-$20,499 11 3.7
$20,500-$29,999 8 2.7
$30,000-$39,999 5 1.7
$40,000-$49,999 0 0.0
$50,500 or more 2 0.7

University provided scholarships
$0 209 71.1
$1-$8,500 63 21.4
$8,500-$14,999 12 4.1
$15,000-$20,499 3 1.0
$20,500-$29,999 5 1.7
$30,000-$39,999 2 0.7

¢ Grants and aid: Mdn = $0.

4 Scholarships: Mdn = $0
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Variable Category n %
Other grants and scholarships °
$0 244 83.0
$1-$8,500 44 15.0
$8,500-$14,999 2 0.7
$15,000-$20,499 0 0.0
$20,500-$29,999 4 1.4

¢ Other Grants and scholarships: Mdn = $0.

Table 3 displays the psychometric characteristics for the 12 summated scale scores. The

Cronbach alpha reliability coefficients ranged in size from o = .41 to a = .84 with the median

sized alpha being o =.735 (Table 3). This suggested that some of the scale scores had

unacceptably low levels of internal reliability in this particular sample. This is a common

occurrence when scales contain few items (Ary et al., 2006).
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Table 3

Psychometric Characteristics for the Summated Scale Scores (N = 294)

Number
Scale of ltems M SD Low High o
Academic Integration 7 1.30 0.49 -0.29 2.00 74
Academic Motivation 8 0.52 0.53 -1.38 1.63 .60
Academic Efficacy 5 0.92 0.56 -0.80 2.00 .64
Academic Support 20 0.91 0.38 -0.15 1.83 74
Financial Support 4 -0.55 1.00 -2.00 2.00 .83
Social Integration 6 0.53 0.66 -1.50 2.00 74
Collegiate Stress 4 -0.50 0.77 -2.00 1.50 81
Social Support 10 0.01 0.50 -1.17 1.42 .66
Advising 4 0.80 0.89 -2.00 2.00 .84
Intent to Persist 6 1.50 0.45 -0.17 2.00 Sl
Institutional Commitment 4 1.61 0.52 -0.67 2.00 41
Scholastic Conscientiousness 4 1.26 0.73 -2.00 2.00 73

Table 4 displays the results of the chi-square tests comparing 11 demographic and
financial variables with whether the respondent was associated with the military. Eight of the 11
tests were significant. Specifically, military respondents were more likely to be: (a) older (p =
.001); (b) male (p = .004); (c) non-Caucasian (p =.01); (d) living in larger households (p =.003);

(e) more affluent (p = .02); (f) the recipient of government grants and aid (p =.001); and (g) the
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recipient of university provided scholarships (p = .001). In addition, the military respondents

tended (p = .07) to be more likely to be married.
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Table 4

Chi-Square Test Comparisons for Selected Variables Based on Group (N = 294)

Non-Military Military

Variable Category n % n %
Age Range *

16-24 22 103 2 2.5

25-34 93 435 19 238

35-44 67 313 29 363

45-54 23 10.7 26 325

55-65 9 4.2 4 5.0
Gender °

Male 23 19.0 19 404

Female 98 81.0 28 59.6
Caucasian °

No 61 285 35 438

Yes 153 715 45 563

“%* (4, N=294)=27.31, p=.001. Cramer’s V= 3.
®* (1, N=294) =828, p=.004. Cramer’s V= 22.

°X2 (1, N=294)=6.15, p=.01. Cramer’s V' =.15.
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Non-Military Military

Variable Category n % n %
Married ¢

No 69 322 17 213

Yes 145 67.8 63 78.8
Number in house °

lor2 90 42.1 17 213

3or4 94 439 44  55.0

5 or more 30 14.0 19 238
Annual Income '

Under $40,000 64 299 9 113

$40,000-$59,999 59 27.6 23 28.8

$60,000-$79,999 30 14.0 14 175

$80,000-$99,999 33 154 17 213

$100,000 or more 28 13.1 17 213

4o (1, N=294)=3.40,p = .07. Cramer’s V'=_11.
°¥* (2, N=294)=11.76, p = .003. Cramer’s V= 20.

fxz (4, N=294)=12.36 p=.02. Cramer’s V'=.21.
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Non-Military Military

Variable Category n % n %
Loans &

$0 38 17.8 21 263

$1-$8,500 20 9.3 10 125

More than $8,500 156 72.9 49 613
Government grants and aid "

$0 157 734 42 525

$1-$8,500 41 19.2 19 238

More than $8,500 16 7.5 19 238
University provided scholarships '

$0 164 76.6 45 563

$1-$8,500 42 19.6 21 263

More than $8,500 8 3.7 14 175

& Xz 2, N=294)=3.79, p=.15. Cramer’s V'="_11.
"? (2, N=294)=17.30, p = .001. Cramer’s V' = 24.

" (2, N=294)=19.33, p=.001. Cramer’s V' = .26.
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Non-Military Military

Variable Category n % n %
Other grants and scholarships !

$0 174  81.3 70  87.5

$1-$8,500 37 173 7 8.8

More than $8,500 3 1.4 3 3.8
Current Degree Level ©

Masters 177  82.7 59 738

EdS 14 6.5 5 6.3

EdD 23 10.7 16 20.0

1?2, N=294) = 4.68, p=".10. Cramer’s V'=.13.

“y? (2, N=294)=4.35 p=_11. Cramer’s V' =.12.

Answering the Research Questions

Research Question 1 asked, “What was the correlation of social support provided to

military related students with the intent of these students to persist in their higher educational

goals?” and the related null hypothesis predicted that, “the correlation is not statistically

significant between the social support systems and the military related students’ intent to persist
in education.” Table 5 displayed the results of the relevant Pearson product-moment correlations
related to this question. Intent to persist was not significantly related to the social integration

scale (r=.12, p = .28), the collegiate stress scale (» = .06, p = .57), or the social support scale (»

=.13, p=.25). This combination of findings retained the null hypothesis.
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Table 5

Pearson Correlations for the Intent to Persist Scale with Selected Scale Scores Subdivided into

Three Samples
Intent to Persist Scale Score

Non-Military Only Military Only All Respondents
Scale Score n=214 n=280 N=294
Academic Integration 36 wEkwE 36 AR 36 wEwE
Academic Motivation 13 21 A5 **
Academic Efficacy 31 ek 26 * 30 ek
Academic Support 35 ek 42 AR 37 ek
Financial Support .01 .09 .04
Social Integration 24 ek 12 21
Collegiate Stress -.01 .06 .02
Social Support A5 0* 13 A5
Advising 22 wERE 18 21 wEE
Institutional Commitment 47 kHERE 44 ek 47 kHRE
Scholastic Conscientiousness 24 kkE 12 21 kR

*p<.05. ¥ p<.01. *** p<.005. **** p<.001.
Research Question 2 asked, “What was the correlation of academic support provided to
military related students with the intent of these students to persist in their higher educational

goals?” and the related null hypothesis predicted that, “no correlation was statistically significant
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between academic support systems and the military related students’ intent to persist in
education.” Table 5 displays the results of the relevant Pearson product-moment correlations for
this hypothesis. The intent to persist had a significant positive correlation with the academic
support scale score (= .42, p <.001). In addition, the intent to persist was positively related to
academic integration ( = .36, p <.001) and academic efficacy (» = .26, p <.05). This
combination of findings provided support to reject the null hypothesis. Though these results
were statistically significant for these factors, academic support explained only about 18% of the
variance, academic integration only about 13%, and academic efficacy 8%.

Research Question 3 asked, “What correlation existed between financial support provided
to military related students and a students’ intent to persist in their degree program?” and the
related null hypothesis predicted that, “no correlation was statistically significant between
financial support systems and the military related students’ intent to persist in education.” Table
5 displays the results of the relevant Pearson product-moment correlation for this question.
Intent to persist was not significantly related to the financial support scale (» = .09, p = .44). This
finding provided support to retain the null hypothesis.

Research Question 4 asked, “What was the combined relationship of the combination of
social, academic, and financial support to the military related students’ intent to persist in their
education?” and the related null hypothesis predicted that, “no statistically significant
relationship existed between the combination of the support systems (social, academic and
financial systems) and the military related students’ intent to persist in education.” Table 6
displayed the relevant multiple regression model for Question 4. The overall model was
significant (p = .007) and accounted for 20.9% of the variance in the intent to persist. Inspection

of the table found that the intent to persist was positively related to academic integration (f = .31,
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p =.009) and tended to be positively related to academic efficacy (f = .21, p =.07). This

combination of findings provided support to reject the null hypothesis.
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Table 6
Multiple Regression Model Predicting the Intent to Persist Based on the Combination of Support

Systems (Social, Academic, and Financial) for the Military Subsample (n = 80)

Scale Score B SE B p
Intercept 0.93 0.16 .001
Academic Integration 0.29 0.11 31 .009
Academic Motivation 0.12 0.09 .14 .19
Academic Efficacy 0.17 0.09 21 .07
Financial Support 0.04 0.05 .10 40
Social Integration 0.02 0.08 .03 .82
Collegiate Stress 0.00 0.07 -.01 .96

Full Model: F (6, 73) =3.22, p=.007. R*=.209

Research Question 5 asked, “What statistically significant differences existed for the
social, financial, and academic support systems between the military related students and their
civilian counterparts?” and the related null hypothesis predicted that, “no statistically significant
differences existed for the social, financial, and academic support systems between the military
related students and their civilian counterparts.” To answer this question, Table 7 displayed the
results of the 7 tests for independent means comparing the two groups of students for 11 selected
scale scores. Two of 11 scores were significant. Specifically, the military associated students
had higher scores for financial support (p =.002) and institutional commitment (p =.03). The

financial support result provided support to reject the null hypothesis and the institutional
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commitment score serves as an additional finding in this study. The difference in the mean
scores below for the financial support element showed a 3.6% difference while institutional

support exhibited a 1.5% difference.
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Table 7

t Test Comparisons of Selected Scale Scores Based on Type of Student (N = 294)

Scale Score Military n M SD n t p

Academic Integration 03 044 .66
No 214 131 051
Yes 80 1.28 045

Academic Motivation .09 1.52 A3
No 214 049 054
Yes 80 0.60 0.49

Academic Efficacy .04 0.61 .54
No 214 091  0.58
Yes 80 095 0.51

Academic Support 05  0.82 42
No 214 090 0.40
Yes 80 094 0.32

Financial Support A8 3.19 .002
No 214 -0.66  0.99
Yes 80 -0.25 098
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Scale Score Military n M SD n t p

Social Integration .03  0.56 .58
No 214 054  0.67
Yes 80 049 0.64

Collegiate Stress .08 1.34 18
No 214 -0.54  0.77
Yes 80 -0.40 0.76

Social Support .04  0.66 Sl
No 214 0.00 0.51
Yes 80 0.05 049

Advising 06  1.06 .29
No 214 077  0.89
Yes 80 0.89 0.88

Institutional Commitment A2 214 .03
No 214 158 0.54
Yes 80 1.72  0.45

Scholastic Conscientiousness .05 0.88 .38
No 214 124  0.74
Yes 80 133  0.70
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Research Question 6 asked, “What statistically significant difference existed for the intent
to persist between the military related students and their civilian counterparts?” and the related
null hypothesis predicted that, “no statistical significant difference existed for the intent persist
between the military related students and their civilian counterparts.” To answer this question,
Table 8 displayed the results of the 7 test for independent means comparing the two groups of
students for their intent to persist score. No significant differences were found (p = .33) which

provided support to retain the null hypothesis.
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Table 8

t Test Comparison for Intent to Persist Based on Type of Student (N = 294)

Scale Score Military n M SD n t p
Intent to Persist 06 097 33
No 214 1.49 047
Yes 80 1.54 042
Additional Findings

Also in Table 5 were the Pearson correlations for the intent to persist score with the other
11 scales scores based on the non-military sample (n = 214) and the entire sample (N = 294).
For the non-military subsample, the intent to persist was significantly related to 8 of 11 scale
scores. The largest correlations were intent to persist with institutional commitment (» = .47, p <
.001), academic integration (» = .36, p <.001), and academic support (» =.35, p <.001). For the
entire sample (N = 294), the intent to persist was significantly related to 8 of 11 scale scores.
The largest correlations were intent to persist with institutional commitment (» = .47, p <.001),
academic integration ( = .36, p <.001), and academic support (» = .37, p <.001) in Table 5.

Table 9 displayed the multiple regression model predicting the intent to persist based on
the combination of support systems for the non-military subsample (n = 214). The overall model
was significant (p = .001) and accounted for 18.0% of the variance in the intent to persist.
Inspection of the table found that the intent to persist was positively related to academic

integration (B = .29, p = .001) and academic efficacy (p =.26, p =.001).
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Table 9
Multiple Regression Model Predicting the Intent to Persist Based on the Combination of Support

Systems (Social, Academic, and Financial) for the Non-Military Subsample (n = 214)

Scale Score B SE B p
Intercept 0.92 0.10 .001
Academic Integration 0.26 0.08 .29 .001
Academic Motivation -0.06 0.06 -.07 .30
Academic Efficacy 0.21 0.06 26 .001
Financial Support -0.02 0.03 -.05 52
Social Integration 0.03 0.05 .04 .63
Collegiate Stress -0.06 0.04 -.10 17

Full Model: F (6, 207) = 7.60, p = .001. R*=.180.

Table 10 displayed the multiple regression model predicting the intent to persist based on
the combination of support systems for the entire sample (N =294). The overall model was
significant (p = .001) and accounted for 17.2% of the variance in the intent to persist. Inspection

of the table found that the intent to persist was positively related to academic integration (f = .28,

p =.001) and academic efficacy (p = .24, p =.001).
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Table 10
Multiple Regression Model Predicting the Intent to Persist Based on the Combination of Support

Systems (Social, Academic, and Financial) for the Entire Sample (N = 294)

Scale Score B SE B p
Intercept 0.97 0.08 .001
Academic Integration 0.25 0.06 28 .001
Academic Motivation -0.01 0.05 -.01 .90
Academic Efficacy 0.19 0.05 24 .001
Financial Support 0.00 0.03 .00 98
Social Integration 0.02 0.04 .03 .65
Collegiate Stress -0.04 0.04 -.07 28

Full Model: F (6, 287)=9.91, p=.001. R*=.172.

Table 11 displayed the results of the stepwise multiple regression model predicting the
intent to persist based on 20 candidate variables for the non-military subsample (n =214). The
final 5-variable model was significant (p = .001) and accounted for 30.5% of the variance in the
intent to persist. Inspection of the table found that the intent to persist was positively related to
institutional commitment (B = .40, p = .001), academic efficacy (p =.22, p =.001), and
scholastic conscientiousness (f = .13, p =.03). In addition, the intent to persist was negatively

related to the amount of university provided scholarships (B =-.13, p = .03) and collegiate stress

(B=-.14, p = .02).
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Table 11

Stepwise Multiple Regression Model Predicting the Intent to Persist Based on Scale Scores and

Demographics for the Non-Military Subsample (n = 214)

Scale Score B SE B p
Intercept 0.74 0.11 .001
Institutional Commitment 0.35 0.05 40 .001
Academic Efficacy 0.18 0.05 22 .001
University provided scholarships -0.08 0.03 -.13 .03
Collegiate Stress -0.08 0.04 -.14 .02
Scholastic Conscientiousness 0.08 0.04 13 .03

Full Model: F (5, 208) = 18.30, p = .001. R*=.305. Candidate variables = 20.

Table 12 displayed the results of the stepwise multiple regression model predicting the

intent to persist based on 20 candidate variables for the military subsample (n = 80). The final 3-

variable model was significant (p = .001) and accounted for 32.0% of the variance in the intent to

persist. Inspection of the table found that the intent to persist was positively related to

institutional commitment (B = .41, p =.001) and academic efficacy (f = .24, p =.02). In

addition, the intent to persist was negatively related to the amount of loans (f =-.28, p = .004).
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Table 12
Stepwise Multiple Regression Model Predicting the Intent to Persist Based on Scale Scores and

Demographics for the Military Subsample (n = 80)

Scale Score B SE B p
Intercept 0.90 0.18 .001
Institutional Commitment 0.38 0.09 41 .001
Loans -0.05 0.02 -.28 .004
Academic Efficacy 0.19 0.08 24 .02

Full Model: F (3, 76)=11.91, p=.001. R*=.320. Candidate variables = 20.

Table 13 displayed the results of the stepwise multiple regression model predicting the
intent to persist based on 20 candidate variables for the entire (N = 294). The final 4-variable
model was significant (p =.001) and accounted for 28.1% of the variance in the intent to persist.
Inspection of the table found that the intent to persist was positively related to institutional
commitment (B = .36, p =.001), academic efficacy (B = .18, p =.001), and academic integration
(B=.14, p=.01). In addition, the intent to persist was negatively related to the amount of

government grants and aid (B =-.11, p =.03).
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Table 13
Stepwise Multiple Regression Model Predicting the Intent to Persist Based on Scale Scores and

Demographics for the Entire Sample (N = 294)

Scale Score B SE B p
Intercept 0.76 0.09 .001
Institutional Commitment 0.31 0.05 36 .001
Academic Efficacy 0.14 0.04 18 .001
Academic Integration 0.13 0.05 14 .01
Government grants and aid -0.04 0.02 -.11 .03

Full Model: F (4, 289) =28.17, p=.001. R*=.281. Candidate variables = 20.
Summary

In summary, this study examined the survey results from 294 participants to identify the
relationships of social, financial, and academic support to the intent of the military, veteran, or
family member student to persist in their education. Hypothesis 1 (social support and intent to
persist) was not supported (Table 5). Hypothesis 2 (academic support and intent to persist) was
supported (Table 5). Hypothesis 3 (financial support and intent to persist) was not supported
(Table 5). Hypothesis 4 (multiple support systems and intent to persist) was supported (Table 6).
Hypothesis 5 (differences in support systems based on type of student) was supported (Table 7).
Hypothesis 6 (differences in intent to persist based on type of student) was not supported (Table
8). In the final chapter, these findings will be compared to the literature, conclusions and

implications will be drawn, and a series of recommendations will be suggested.

88



CHAPTER FIVE: DISCUSSION
Introduction

The findings of this paper clearly support Tinto’s persistence theory and research.
Tinto’s (1987, 1999, 2010, 2012) theory predicts that academic, financial, and social support
mechanisms are directly or indirectly related to persistence. He proposes that academic support
is the most important factor of the three. Pascarella and Terenzini (1980) supports Tinto’s
proposal and notes that the strength of academic and social supports contribute to well over half
of the students’ reasons for persisting in their education. This research reinforces Tinto’s overall
conclusions and provides some overlap and contrast with the Pascarella and Terenzini’s research.

The purpose of this paper was to capture the correlation and strength of financial, social,
and academic supports to military students persistence in education and compare them to
nonmilitary students. Each of these three support mechanisms were looked at singly in their
relationships to persistence with military students, and the strength of their contribution
measured. These supports were then combined with additional financial and demographic
information and placed in a stepwise multivariate equation designed to identify those areas that
contributed to persistence. The final results were then compared between the two populations,
military and nonmilitary students.

Summary of Findings

The overall results of this examination supported the theory that academic support is a
key element of student persistence. Both social and financial support elements did not clearly
have a direct correlation to persistence, which was an unexpected result of this study. However,
these covariables provided support for the overall persistence system when combined with other

data.
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Persistence itself was not significantly different with the two groups. Both military and
nonmilitary students weighted similarly when it came to their intent to persist to degree
completion.

When applying a multivariate technique to the military students scores, academic
support, as seen through the survey factors for academic efficacy and academic integration, was
found to have the greatest contribution to persistence. When applying correlational methods,
academic support accounted for 18.0% of the variance with persistence. For nonmilitary
students, the combined multivariate model showed that academic support provided a significant
contribution to persistence, again through academic efficacy and academic integration. The
correlation was significant with academic support providing about 18.0% of the variance with
persistence. Little difference in these findings (17% of the variation) occurred with the
combined population.

Findings with Additional Data

In addition, this survey captured support provided by advising, institutional commitment,
and scholastic conscientiousness elements. Some of these areas provided statistically significant
contributions to persistence.

Institutional commitment provided a significant relationship to persistence in the
combined population and alone accounted for 22% of the variance. The other two support
elements captured outside this study, advising and scholastic conscientiousness, showed little
direct correlation to persistence. When comparing the military and nonmilitary students,
institutional support showed a higher correlation with the military students.

When considering these additional items alongside financial, academic, and support

elements, institutional commitment once again showed a statically significant correlation to
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persistence (22% of the variance) along with academic integration (12.96% of the variance) and
academic support (13.7% of the variance). When the nonmilitary population was looked at
alone, the larger set of factors contributing to persistence resulted in institutional commitment
(22% of the variance), academic integration (12.3%), and academic support (12.3%). With some
contrast, the military group showed institutional commitment (19.4%), academic support
(17.6%), and academic integration (13.9%) as significantly related to persistence.

When combining these additional items with the main study elements and the
demographic elements (20 items) into a stepwise multiple regression model, the results varied.
For the overall group, institutional commitment, academic efficacy, academic integration, and
government grants and aid contributed to 28.1% of the variance in persistence. Government
grants and aid contributed negatively to this model. Using the same 20 item model to look at the
nonmilitary students alone yielded five predictors of persistence including institutional
commitment, academic efficacy, and scholastic conscientiousness as positive correlations and
university provided scholarships and collegiate stress as negative correlations (a total of 30.5%
of the variance). When this same 20-item stepwise multivariate model was applied to the
military students, 32.0% of the variance was found in three items: institutional commitment,
loans, and academic efficacy. Loans data was a negative contributor to this model.

In summary, when restricted to the study questions, academic support was the significant
contributor to the students’ intent to persist. Financial support was different for the two groups
with loans negatively impacting military students and university grants and aid negatively
impacting nonmilitary students. When considering additional support factors beyond the
questions asked in the study, institutional support showed an overarching, consistent, and

significant contribution to persistent in both groups of students. In addition, the demographic
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data, when weighted with the support data, highlighted differences, especially concerning
financial support, between the two groups.
Discussion of Findings

The key findings of this study centered in the strength of the academic and institutional
support variables on student persistence. The financial support variable and data (i.e., loans and
university grants and aid) had a statistically significantly, though minor and negative, effect on
persistence as well.

In general, this study supported much of the research surrounding Tinto’s persistence
theory. Tinto’s initial research emphasized the three support elements, financial, social, and
academic (Tinto, 1975, 1987, 1997, 1999) and noted that these elements provided structures that
mitigated dropout, thus increasing persistence. This study clearly supports Tinto’s use of
financial and academic elements as an aggregate to assist students in persistence.

Tinto’s seminal work, centered on Durkheim’s suicide theory and cost-benefit analysis
theory, sought to provide a foundation to explain dropouts and the contrasting social integration
necessary to bring persistence (Tinto & Cullen, 1973). In this early research, Tinto and Cullen
also emphasized the institutional support necessary to provide a fabric for persistence:

It is the characteristics of the institution; its resources, facilities, structural arrangements,

and composition of its members, which place limits upon the development and

integration of individuals within the institution and which lead to the development of
academic and social climates, or “presses,” with which the individual must come to grips.

(Tinto & Cullen, 1973, p. 65)
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In recent years, Tinto has returned to this emphasis on institution support echoing this
seminal research (Tinto, 2010, 2012; Tinto & Pusser, 2006). This study also supports Tinto’s
focus on institutional support.

Pascerella and Terenzini (1980; 1991; 1997; 2005) noted in their early research the power
of the academic and social partnership from Tinto’s model. Pascerella and Terenzine’s (1980a;
1980b; 1980c) early studies showed that interaction with faculty (informal and formal) as well as
interaction with fellow students accounted for anywhere from 35% to just over 50% of a
student’s persistence. Pascerella continued this research in a more focused fashion in both a one
sample and in a 19-school longitudinal study (Pascarella, et al., 2008; Pascarella, et al., 2011).
He noted that student faculty interactions (in and out of the classroom) led to greater student
satisfaction, which in turn greatly affected persistence. Pascerella noted in these studies that a
one unit increase in positive interaction appeared to increase the odds of a student reenrolling by
a factor of 1.4, meaning that the ratio of positive teacher interaction is 1:1.4 when related to
persistence. Pascerella’s research regarding academic support is supported by the conclusions of
this study in military, nonmilitary, and combined models.

Institutional commitment and academic support were also important measures in the
seminal study for the CPQ v1 (Davidson et al., 2009) and for a subsequent study using the CPQ
v2 in a strictly online school (Beck & Milligan, 2014). In Beck and Milligan (2014), the
emphasis was on providing a model for institutional commitment in the online environment.
Seven of the CPQ elements were seen to be statistically significant accounting for 35% of a
student’s persistence; financial support was not statistically significant.

Financial support was often listed as a positive contributor in persistence research

(Gururaj et al., 2010). In this study, loans negatively contributed to the military students’ intent
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to persist and financial aid negatively contributed to the overall group. This supports findings
from Cofer and Somers (2001) who noted that students dependent on financial aid (grants and
loans) were 7.9% less like to persist in their education.

The results of this study contrasted with much of the literature. For example, a number of
research summaries found that aid in any form is helpful to persistence (Gururaj et al., 2010;
Murdock, 1990). A number of qualitative studies point to the need for increased and more
organized financial aid to help with persistence (Barr, 2013; DiRamio, Ackerman, & Mitchell,
2008; Grimes et al., 2011; Nora et al., 2006; Wurster et al., 2013). Other studies point to the
inclusive nature of current financial aid research and call for new models for research (Braxton
& Lee, 2005; J. Chen & Zerquera, 2011; R. Chen, 2008; Pascarella & Terenzini, 2005; St. John
& Chen, 2011).

Social support did not make a significant contribution to persistence in this study. This
contrasted sharply with other research that cited the importance of social support to persistence
in education (Pascarella & Terenzini, 2005; Roberts & Styron, 2010; Smith-Osborne, 2009a).
Roberts and Styron (2010) reported that a lack of social connectedness predicted dropout rates
closely followed by a lack of faculty approachability. Using these measures they predicted with
58.9% accuracy those who would persist in their education. These researchers recommended
study cohorts and “learning communities” to increase the sense of social connectedness. Smith-
Osborne (2009), while working with a disabled veteran population, noted that social support was
one of two keys to reinforcing persistence (the other was non-labor income). She suggested that
mentoring, personal assistants, and informational social networks be required for disabled
veterans. In a third study, Crisp (2010) surveyed community college students noting that

mentoring, social integration, and academic integration explained 44% of the students’
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persistence. She concluded that mentoring would provide the academic and social integration
necessary to mediate persistence through goal commitment.

Little contrasting information existed to unlink academic support from persistence
research; however, some recent research provided a different point of view of this support
mechanism. Pascarella et al., (2011) concluded that academic support in the form of clear
instruction provided impact to an underlying causal mechanism for persistence, which is student
satisfaction. Though this study looked at academic support mechanisms, student satisfaction was
not measured and thus identifying academic support as a mediating influence cannot be
determined.

Variations in persistence research could be attributed to the range of differing
methodologies, population samples, or selection and definition of variables. Definition of
financial aid variables was extremely complex and shifting with each institutional
(governmental, collegiate, and community) attempt to provide aid to students (J. Chen &
Zerquera, 2011). Social support variables varied as well in focus and definition (e.g., disabled
veterans vs. veterans and whether social support involved informal teacher involvement). Social
supports often overlapped with academic support variables as so much of the educational process
(even online) had a definite, clear social climate (e.g., mentoring or scaffolding). Semantically,
the variables for academic efficacy and academic integration in the CPQ v2 were not clearly
aligned with some of the research in the field. For example, Pascarella et al., (2011) study
categories contrasted greatly with earlier definitions in Pascarella and Terenzini (1980) though
they were closely related in their scope and conclusions and defined the same variables

considered in the CPQ v2.

95



In addition, the population for this study, graduate students from a private non-profit
institution, differed sharply with the community college, undergraduate, and multiple school
samples. The most contrasting demographic was the number of married students, about 71%.
According to the U.S. Census (Simmons, 2012), about 53% of the U.S. population was married
in 2011 with marriage rates lower between 18-24 years and other groups rather uniformly
distributed. Married students were obviously overrepresented in this graduate-aged sample.
Household size also differed greatly with national data: one person households were 13% in this
study and 23% of the U.S. population, two person households were 23% in this study and 46% in
the U.S., three person households were 20% and 13% in the U.S., four person households were
27% and 11% in the U.S., and five or more was 17% of our sample while only 8% in the U.S.
(U.S. Census Bureau, 2014). The study sample was skewed towards larger-sized households and
more married students than the current U.S. population. Most other demographics reflected the
2012 U.S. population estimates.

Methodologically, qualitative studies provided greatly differing results than quantitative
methods. And the primary variable for these studies, persistence, was often restricted to
completing a degree or graduating from school. Lastly, recent persistence research has shifted to
finding mediating variables correlated to persistence instead of looking at the direct effect on
persistence by support mechanisms.

In spite of these areas of difference, academic and institutional were highly correlated to
persistence in this study and the current literature. Social supports related to persistence were not
clearly supported. The negative impact of financial support mechanisms in the multivariate

analysis must not be overlooked.
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Due to the breadth of this study, the researcher chose to treat financial aid as an
aggregate. Military grants and aid (e.g., GI Bill, TA, and MyCAA) were blended, as were
various loans and university or community grants and scholarships. This treatment of the
financial aid data and lack of breadth in financial support survey items may have weakened the
desired results. This method contrasted with researchers interested in segmented, focused
relationships between the variables (J. Chen & Zerquera, 2011). However, the power of the
demographic data to show statistical significance in the stepwise multiple regression models with
military, nonmilitary, and overall population results should not be pushed aside. The observation
that increased loans to military students may actually decrease persistence was not an anomaly;
nor was the nonmilitary group’s negative relationship to university scholarships or the overall
population’s negative relationship to government grants and aid.

In addition to the financial, academic, and institutional findings, this study showed that
the nonmilitary subsamples negative relationship to collegiate stress and positive linkage to
scholastic conscientiousness was supported. These CPQ v2 factors summarized the sense of
stressful sacrifice, for collegiate stress, and timely response to class demands, for scholastic
conscientiousness. These two areas had a statistically significant relationship to persistence for
the nonmilitary group and, though not a primary focus of this study, should be highlighted.

Implications for Policy

Academic and institutional supports were clearly helpful for persistence. Focused
policies that bring clear class structure, course deadlines, institutional belonging, and school
loyalty should be stressed. Reassessing financial aid policies that increase loans for military
students, emphasize government grants for nonmilitary students, and magnify university

scholarships for all students are areas for policy revision.
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These policies should be extended into opportunities for teachers to clearly communicate
about academic requirements and structure with students. Revision of online software and
increased contact with students can provide basic mechanisms for policy implementation as basic
restrictions with class tools and format can disconnect policy changes.

Policies for institutional belonging and loyalty should be formulated to reflect the
academic excellence and accomplishment of the institution. These must include a focus on and
value of obtaining an academically superior degree that comes from a tradition and record of
competent success. Increasing feelings of loyalty toward the school by seeing the success of
other graduates and current students must become a part of the public story of the university,
supported by policy.

Implications for Practice

The results of this study clearly pointed to important areas to reinforce in educational

practice. Recommendations for practice from the current research literature are summarized in

in the following table (Table 14).
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Table 14

Summary of recommendations for practice from other sources

Support Element Recommendations Source
Social Strengthen student-teacher relationships Pascarella and Terenzini
Support (1980)
Provide mentoring Crisp (2010)
Involve families in encouraging completion Hossler, et al (2008)
Increase social networks Karp (2011), Barnett
(2011)
Increase information within social networks Smith-Osborne (2009)
Financial Student loans decrease persistence Kim (2007), Nora, et al
Support (2006)
Continue aid through degree completion for ethic ~ Chen (2008), Kim (2007),
and poorer students
Provide one large source of financial aid La Nasa & Rogers (2009),
Nora, et al (2006)
Integrate academic and financial aid counseling Hossler, Ziskin, & Gross
(2009)
Academic Focus on organized and clear instruction Pascarella, E. T.,
Support Salisbury, M., & Blaich, C.

Strengthen student-teacher relationships

Provide focused, first-year support integrated in
the classroom

F. (2011)

Pascarella and Terenzini
(1980)

Tinto (2012)

As a result of this study, further recommendations for practice include strengthening

academic support so that both military and nonmilitary students receive clear feedback and
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results from instructors. Policies should build the academic confidence and achievement of each
student, which supports one of the chief findings of this study.

Secondly, minimizing loans for military students, government grants for nonmilitary, and
university scholarships may increase degree completion. Formulation of policies that carefully
align degree completion for each of these groups while minimizing the various forms of financial
aid is required.

As an extension of this study, institutional commitment policies should reinforce
institutional loyalty and belonging, confidence in school excellence, and institutional
commitment to degree completion. These policies should include the academic excellence,
research acumen, and positive influence of the school and be designed to increase student
participation in each of these important university functions. Academic and institutional
supports powerfully contribute to persistence and should become cornerstones for policy and
programs.

Though possibly not appropriate for policy formulation, creation of a number of
programs and processes would align with the contributors to persistence reflected in this study.
Decreasing collegiate stress and the sense of pressure in the academic workload might be
achieved through time management and constant encouragement from faculty and staff. Another
extension of this study would include providing clear course schedules and academic deadlines
so that students can have a sense of accomplishment and responsibility.

Though not supported by this study, social support and advising mechanisms should not
be neglected. These elements were powerful supports for disabled veterans, first-year students,
and complex financial aid systems by other studies (Smith-Osborne, 2009a, 2009b; Vance &

Miller, 2009).
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Limitations

This study used a one-university, graduate level sample as for its results. This limitation
may make generalizability of the findings a challenge. Longitudinal data and a broader study
population would yield more generalizable results as is noted of most recent persistence research
(Pascarella, 2006). A follow-up study with this cohort of students, broadening the population to
other academic levels, and differing types of schools (i.e., state sponsored, for-profit, or strictly
online) would bring clarity to the results.

Demographic information for gender was not fully provided as requested in the survey.
Almost 43% of the respondents did not identify their gender, likely due to the crowded position
of this item on the survey. Not only did incomplete data impact this study, different survey items
may have provided greater clarity in other areas as well. Loan and benefit categories, which
reflected the current NCES items, may have provided greater clarity if these items were not
broadly focused. For example, the first category of loans ($0-8500) reflected a large range in
financial data and may have yielded more granular results for the impact of loans in the various
statistical models or population groups.

More precise definitions of financial aid would provide a research base for persistence
conclusions (J. Chen & Zerquera, 2011). Study participants may not have understood clearly the
university, government, or veterans’ benefits grouped in the survey or taken time to accurately
tabulate the number of benefits received. Often students do not realize that the university
provided tuition and fee scholarships and may need research the amount of tuition assistance or
GI Bill benefits they receive. The CPQ v2 survey contains a limited number of items for

financial aid and defines social and academic support categories in clearly separated subsets.
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Future studies are recommended to establish the breadth of financial aid impact and clearly
delineate the roles and areas of overlap in academic and social support mechanisms (e.g., is
mentoring academic or social?). Lastly, further studies of various aspects of the student
experience (military/nonmilitary online vs. face-to-face, GI Bill and other financial aid, or on
campus presence vs. commuter) would capture more of the social support and academic
mechanisms and provide a more diverse context for identifying contributors to persistence (Beck
& Milligan, 2014; Pascarella, 2006).

Conclusions

This study sought to determine the strength and nature of the relationships between
social, academic, and financial support and the intent of military students to persist in higher
education at a large private non-profit university. The study also collected data from nonmilitary
students to note contrasting relationships and looked at overall results for the two groups
combined.

Multivariate stepwise models confirmed the emphasis on academic support for
persistence towards degree completion with all groups. Financial aid affects varied by military,
nonmilitary, and for the overall population; military students were negatively affected by loans,
nonmilitary by university scholarships, and the overall sample by government grants and aid.
Lastly, an overarching and strong relationship was noted as an additional finding in this study for
institutional support for military, nonmilitary, and combined groups.

The results of this study imply the need for new policies and shifts in practices.
Academic and institutional support mechanisms must not be neglected if students are to persist in
their education. Revision of policies and best practices to consistently support institutional

identity and academic excellence should become a main part of the vision and mission of
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universities. Financial aid supports should be carefully examined to determine their strength to
persistence. Differences exist between military and nonmilitary students concerning financial
aid and should be taken into account. Social supports require further study to determine their
usefulness in persistence. This study did not find evidence that they were statistically significant

to degree completion.

103



REFERENCES

Ackerman, R., DiRamio, D., & Mitchell, R. L. G. (2009). Transitions: Combat veterans as
college students. New Directions for Student Services, 2009(126), 5-14.

Allen, D., & Nora, A. (1995). An empirical examination of the construct validity of goal
commitment in the persistence process. Research in Higher Education, 36(5), 509-533.

Artino, A. (2009). Think, feel, act: Motivational and emotional influences on military students’
online academic success. Journal of Computing in Higher Education, 21(2), 146.

Ary, D., Jacobs, L. C., Razavieh, A., & Sorensen, C. (2006). Introduction to research in
education (7th ed.). Belmont, CA: Thomson Higher Education.

Asch, B. J., Du, C., & Schonlau, M. (2004). Policy options for military recruitment in the
college market: Results from a national survey. Arlington, Virginia: RAND Corporation
Retrieved from http://handle.dtic.mil/100.2/ADA426692.

Asch, B. J., & Loughran, D. S. (2005). Reserve recruiting and the college market: Is a new
educational benefit needed? Santa Monica, California: RAND Corporation.

Barnett, E. A. (2011). Validation experiences and persistence among community college
students. The Review of Higher Education, 34(2), 193-230.

Barr, A. (2013). From the battlefield to the schoolyard: The impact of the Post-9/11 GI Bill.
CEPWC Working Paper Series. University of Virginia, Curry School of Education.
http://curry.virginia.edu/uploads/resourceLibrary/8 Barr GIBillCollegeEnrollment.pdf.

Bean, J. P. (1983). The application of a model of turnover in work organizations to the student

attrition process. Review of Higher Education, 6, 129-148.

104



Bean, J. P., & Metzner, B. S. (1985). A conceptual model of nontraditional undergraduate
student attrition. Review of Educational Research, 55(4), 485-540.

Beck, H. P., & Milligan, M. (2014). Factors influencing the institutional commitment of online
students. The Internet and Higher Education, 20(0), 51-56. doi:
http://dx.doi.org/10.1016/j.theduc.2013.09.002

Berger, J. B. (2001). Understanding the organizational nature of student persistence:
Empirically-based recommendations for practice. Journal of College Student Retention,
3(1), 3-21.

Boozman, J. (2009). Proud that I’ve helped update GI Bill benefits. Hill, 16(23), 24-24.

Braxton, J. M., & Lee, S. D. (2005). Toward reliable knowledge about college student
departure. In A. Seidman (Ed.), College student retention: Formula for student success
(pp. 107-127). Westport, CN: American Council on Education.

Braxton, J. M., Sullivan, A. S., & Johnson, R. (1997). Appraising Tinto’s theory of college
student departure. InJ. C. Stuart (Ed.), Higher Education: Handbook of Theory and
Practice (Vol. 12, pp. 107-164). New York, NY: Agathon Press.

Bréadiin, D. (2009). SF wants jobless to be given free education without losing benefits.
Retrieved May 5, 2009, from
http://www.irishtimes.com/newspaper/ireland/2009/0502/1224245839126.html

Brown, C. C. (1979). An economic analysis of the GI Bill educational benefits: A study of
Korean and post-Korean veterans. (Doctoral dissertation). Retrieved from ProQuest

Dissertations & Theses database. (UMI No. 8003560)

105



Burnett, S. E., & Segoria, J. (2009). Collaboration for military transition students from combat
to college: It takes a community. Journal of Postsecondary Education & Disability,
22(1), 53-58.

Cabrera, A. F., Burkum, K. R., & La Nasa, S. M. (2005). Pathways to a four-year degree.
College student retention: Formula for student success, 155-214.

Cabrera, A. F., Nora, A., & Castaneda, M. B. (1993). College persistence: Structural equations
modeling test of an integrated model of student retention. The Journal of Higher
Education, 64(2), 123-139.

Carne, G. (2011). Coming back to college: Middle East veteran student involvement and culture
shock. Retrieved from ProQuest Theses and Dissertations database. (UMI No.

3449946)

Cate, C. A. (2014). An examination of student veteran completion rates over service eras.: An
in-depth analysis of the 2010 National Survey of Veterans. Student Veterans of America,
Washington, DC.

Cate, C. A., Gerber, M., & Holmes, D. L. (2010). A4 new generation of student veterans: A
pilot study. Retrieved from http://www.uweb.ucsb.edu/~chriscate/PilotReport09.pdf

Chen, J., & Zerquera, D. (2011). A methodological review of studies on effects of financial aid
on college student success. Paper presented at the The Association for Education Finance
and Policy, Seattle, WA.

Chen, R. (2008). Financial aid and student dropout in higher education: A heterogeneous

research approach. Higher Education, 209-239.

106



Chisholm, R. F., Gauntner, D. E., & Munzenrider, R. F. (1980). Pre-enlistment
expectaions/perceptions of Army life, satisfaction, and re-enlistement of volunteers.
Journal of Political & Military Sociology, 8(1), 31-42. Retrieved from

Church, T. E. (2009). Returning veterans on campus with war related injuries and the long road
back home. Journal of Postsecondary Education & Disability, 22(1), 43-52.

Cofer, J., & Somers, P. (2001). What influences student persistence at two-year colleges?
Community College Review, 29(3), 56-76. doi: 10.1177/009155210102900304

Cohen, J., Cohen, P., & West, S. G. (2003). Applied multiple regression,; Correlation analysis
for the behavioral sciences. Mahwah, NJ: Lawrence Erlbaum.

Colson, M. A. (2000). A4 qualitative case study of Montgomery GI Bill education benefits and
the paradox of underachievement in the United States Navy. (Doctoral dissertation).
Retrieved from ProQuest Dissertations & Theses database. (UMI No. 9968776)

Cook, B. J., & Kim, Y. (2009). From soldier to student: Easing the transition of service
members on campus. American Association of State Colleges and Universities,
Washington, DC.

Cragg, K. M. (2009). Influencing the probability for graduation at four-year institutions: A
multi-model analysis. Research in Higher Education, 50(4), 394-413. doi:
10.1007/s11162-009-9122-2

Crisp, G. (2010). The impact of mentoring on the success of community college students. The
Review of Higher Education, 34(1), 39-60. doi: 10.1353/rhe.2010.0003

Dale, C., & Gilroy, C. (1983). The economic determinants of military enlistment rates.

Alexandria, VA: Research Institute fcr the Behavioral and Social Sciences, U.S. Army.

107



Davidson, W., Beck, H., & Milligan, M. (2009). The College Persistence Questionnaire:
Development and validation of an instrument that predicts student attrition. Journal of
College Student Development, 50(4), 373-390.

Defense Activity for Non-Traditional Educational Support. (2011). DoD voluntary education
fact sheet, FY2010. Retrieved October 9, 2011, from http://www.dantes.doded.mil/Sub
Pages/Resources/Docs/Fact Sheet FY10.pdf

Department of Defense. (2011a). MyCAA-My Career advancement account. Retrieved
September 24, 2011, from
https://http://www.militaryonesource.com/MOS/FindInformation/Category/MilitarySpou
seCareerAdvancementAccounts.aspx

Department of Defense. (2011b). The Yellow Ribbon program. Retrieved April 9, 2011, from
http://www.yellowribbon.mil/

Dickinson, J. (1922). The making of an army. New York, NY: The Century Co.

Dickson, P., & Allen, T. B. (2004). The Bonus Army: An American epic. New York: Walker &
Co.

DiRamio, D. (2011). Transition 2.0: Using Tinto’s model to understand student-veteran
persistence. PowerPlay: A Journal of Educational Justice, 3(2).

DiRamio, D., Ackerman, R., & Mitchell, R. L. (2008). From combat to campus: Voices of
student-veterans. National Association of Student Personnel Administrators Journal,
45(1), 73-102.

DiRamio, D., & Jarvis, K. (2011). Veterans in higher education;, When Johnny and Jane come
marching to campus [iBook Reader version]. Retrieved from

http://www.josseybass.com/WileyCDA/WileyTitle/productCd-1118150791.html

108



DiRamio, D., & Spires, M. (2009). Partnering to assist disabled veterans in transition. New
Directions for Student Services.

Dortch, C. (2011). The Post-9/11 Veterans Educational Assistance Improvements Act of 2010.
Washington, DC: Congressional Research Service.

Elliott, M., Gonzalez, C., & Larsen, B. (2011). U.S. military veterans transition to college:
Combat, PTSD, and alienation on campus. Journal of Student Affairs Research and
Practice, 48(3). doi: 10.2202/1949-6605.6293

Ellison, M. L., Mueller, L., Smelson, D., Corrigan, P. W., Torres Stone, R. A., Bokhour, B. G.,
etal. (2012). Supporting the education goals of Post-9/11 Veterans with self-reported
PTSD symptoms: A needs assessment. Psychiatric rehabilitation journal, 35(3), 209-
217.

Fawley, N., & Krysak, N. (2013). Serving those who serve: Qutreach and instruction for
student cadets and veterans. Paper presented at the ACRL 2013, Indianapolis, IN.

Feldman, K. A., & Newcomb, T. M. (1969). The impact of college on students. San Francisco,
CA: Jossey-Bass.

Fisher, K. E. (1975). A comparative analysis of selcted congressional documents related to
educational benefits legislated for the verterans of World War 11, the Korean conflict,
and the vietnam era under the GI Bill. (Doctoral dissertation). Retrieved from ProQuest
Dissertations & Theses database. (UMI No. 7526770)

Ford, D., Northrup, P., & Wiley, L. (2009). Connections, partnerships, opportunities, and
programs to enhance success for military students. New Directions for Student
Services(126), 61-69. doi: 10.1002/ss.317

Frydl, K. (2009). The GI Bill. Cambridge ; New York: Cambridge University Press.

109



Grimes, A., Meehan, M., Miller, D., Mills, S. E., Ward, M. C., & Wilkinson, N. P. (2011).
Beyond the Barricade: A Holistic View of Veteran Students at an Urban University.
Journal of the Indiana University Student Personnel Association, 62-74. Retrieved from
http://www.scholarworks.iu.edu/journals/index.php/jiuspa/article/view/976

Gururaj, S., Heilig, J. V., & Somers, P. (2010). Graduate student persistence: Evidence from
three decades. Journal of Student Financial Aid, 40(1), 31-46.

Harris, L. A. (2000). Major factors affecting recruiting: Making them work for the Army.
Washington, D.C.: Joint Center for Political and Economic Studies.

Harris, M. B. (1995). Basic statistics for behavioral science research. Needham Heights, MA:
Allyn & Bacon.

Haynes, R. M. (2008). The Impact of Financial Aid on Postsecondary Persistence: A Review
of the Literature. NASFAA Journal of Student Financial Aid, 37(3), 30-35.

Healy, P. (2009, November 11). The anguish of war for today’s soldiers, explored by Sophocles,
New York Times. Retrieved from
http://www.nytimes.com/2009/11/12/theater/12greeks.html

Heller, D. E. (2010). The financial aid picture: Realism, surrealism, or cubism? In J. C. Stuart
& M. B. Paulson (Eds.), Higher education: Handbook of theory and research (Vol. 26,
pp. 125-160). New York, NY: Springer-Verlag.

Hoge, C. (2010). Once a warrior--always a warrior: Navigating the transition from combat to
home--including combat stress, PTSD, and MTBI. Gilford, CT: Gpp Life.

Hossler, D., Ziskin, M., & Gross, J. P. K. (2009). Getting serious about institutional
performance in student retention: Research-based lessons on effective policies and

practices. About Campus, 13(6), 2-11. doi: 10.1002/abc.271

110



Hossler, D., Ziskin, M., Gross, J. P. K., Kim, S., & Cekic, O. (2009). Student aid and Its role
in encouraging persistence. InJ. C. Stuart (Ed.), Higher education: Handbook of theory
and research (Vol. 25, pp. 389-425). New York, NY: Springer-Verlag.

Hossler, D., Ziskin, M., Moore 111, J. V., & Wakhungu, P. K. (2008). The role of institutional
practices in college student persistence. Paper presented at the Annual Form of the
Association for Institutional Research, Seattle, WA.

Hulsey, T. L. (2010). From the battleground to the classroom. Phi Kappa Phi Forum, 90(2),
25-25.

Humensky, J. L., Jordan, N., Stroupe, K. T., & Hynes, D. M. (2013). How are
Irag/Afghanistan-era veterans faring in the labor market? Armed Forces & Society, 39(1),
158-183. doi: 10.1177/0095327x12449433

Institute of Medicine. (2010). Returning home from Iraq and Afghanistan: Preliminary
assessment of readjustment needs of veterans, service members, and their families.
Washington, DC: The National Academies Press.

Jacobs, L., Barber, B., Bartels, L., Dawson, M., Fiorina, M., Hacker, J., et al. (2004). American
democracy in an age of rising inequality. Perspectives on Politics, 2(4), 651-666.

Johnson, D. W. (2009). The laws that shaped America : Fifteen acts of Congress and their
lasting impact. New York, NY: Routledge.

Karp, M. M. (2011). Toward a new understanding of non-academic student support: Four
mechanisms encouraging positive student outcomes in the community college.
(Community College Research Center Working Paper). Columba University, New York,

NY.

111



Kim, D. (2007). The effect of loans on students’ degree attainment: Differences by student and
institutional characteristics. Harvard Educational Review, 77(1), 64-100.

La Nasa, S. M., & Rogers, S. (2009). Financial aid and engagement: An examination of how a
private scholarship program facilitates access, retention, and success for low-income
students. The Enrollment Management Journal, 3(1), 30-45.

Liberty University Advancement Staff. (2010). Military enrollment reaches record high.
Retrieved October 17, 2011, from
http://www.luonline.com/index.cfm?PID=19109&mid=19244

Livingston, W. (2009). Discovering the academic and social transitions of re-enrolling student
veterans at one institution. A grounded theory. Retrieved from Proquest Theses and
Dissertations database. (UMI No. 3355150)

Loss, C. P. (2005). The most wonderful thing has happened to me in the army: Psychology,
citizenship, and American higher education in World War 1. Journal of American
History, 92(3), 864-891.

Lumina Foundation. (2012). The big goal: To increase the proportion of Americans with high-
quality degrees and credentials to 60 percent by the year 2025. Retrieved May 28, 2012,
from http://www.luminafoundation.org/goal 2025.html

Maclean, A. (2005). Lessons from the Cold War military service and college education.
Sociology of Education, 78, 250-266.

MacLean, A. (2008). The privileges of rank: The peacetime draft and later-life attainment.

Armed Forces & Society, 34(4), 682-713. doi: 10.1177/0095327x07310336

112



Mannan, M. (2007). Student attrition and academic and social integration: Application of
Tinto’s model at the University of Papua New Guinea. Higher Education, 53(2), 147-
165.

McBain, L. (2013). Providing seamless administrative support to servicemembers, veterans,
and their dependents by government agencies and higher education institutions:
Opportunities for collaborative approaches. Paper presented at the Transitioning
Veterans to Engineering-Related Careers, NSF/ASEE Workshop, Washington, DC.

McCready, B. E. (2010). Supporting student veteran success: Institutional responses to the
Post-9/11 GI Bill and the influx of student veterans. (WISCAPE Viewpoints).
Wisconsin Center for the Advancement of Postsecondary Education, Madison, WI.

Mettler, S. (2002). Bringing the state back into civic engagement: Policy feedback effects of the
G.I. Bill for World War II veterans. The American Political Science Review, 96(2), 351-
365.

Mettler, S. (2005a). The creation of the G.I. Bill of Rights of 1944: Melding social and
participatory citizenship ideals. Journal of Policy History, 17(4), 345-374.

Mettler, S. (2005b). The only good thing was the G.I. Bill: Effects of the education and training
provisions on African-American veterans’ political participation. Studies in American
Political Development, 19(1), 31-52.

Mettler, S. (2005¢). Soldiers to citizens : The G.1. bill and the making of the greatest
generation. New York, NY: Oxford University Press.

Metzner, B. S., & Bean, J. P. (1987). The estimation of a conceptual model of nontraditional

undergraduate student attrition. Research in Higher Education, 27(1), 15-38.

113



Morreale, C. (2011). Academic motivation and academic self-concept: Military veteran
students in higher education. Retrieved from ProQuest Theses and Dissertations
database. (UMI No. 3460783)

Murdock, T. A. (1990). Financial aid and persistence: An integrative review of the literature.
NASPA Journal, 27(3), 213-221.

National Center for Educational Statistics. (2011). Fast facts. Retrieved October 9, 2011, from
http://nces.ed.gov/fastfacts/display.asp?id=40

National Center for Educational Statistics. (2014). Common Education Data Standards.
Retrieved March 1, 2014, from https://ceds.ed.gov

National Survey of Student Engagement. (2010). Major differences: Examining student
engagement by field of study—annual results 2010. Bloomington, IN: Indiana University
Center for Postsecondary Research.

Negrusa, S. (2007). Essays in defense economics: Veterans’ human capital accumulation and
military procurement choice. (Doctoral dissertation). Retrieved from ProQuest
Dissertations & Theses database. (UMI No. 3274299)

Nora, A., Barlow, L., & Crisp, G. (2006). Examining the tangible and psychosocial benefits of
financial aid with student access, engagement, and degree attainment. The American
Behavioral Scientist, 49(12), 1636-1651.

O’Donnell, M. A. (2002). The G.I. Bill of Rights of 1944 and the creation of America’s
modern middle class society. (Doctoral dissertation). Retrieved from ProQuest
Dissertations & Theses database. (UMI No. 3035741)

O’Herrin, E. (2011). Enhancing veteran success in higher education. Peer Review, 13(1), 15-18.

114



Obama, B. (2012). Establishing principles of excellence for educational institutions serving
service members, veterans, spouses, and other family members. (Executive Order 13607
of April 27, 2012). Federal Register: United States Government.

Office of the Press Secretary. (2013). Fact sheet: The Obama administration’s work to honor
our military families and veterans. Washington, DC: The White House.

Olson, K. W. (1994). The astonishing story: Veterans make good on the nation’s promise. The
Educational Record, 75(4), 16.

Ortiz, S. R. (2006). The “New Deal” for veterans: The Economy Act, the Veterans of Foreign
Wars, and the origins of New Deal dissent. Journal of Military History, 70(2), 415-438.

Ortiz, S. R. (2009). Beyond the Bonus March and GI Bill: How veteran politics shaped the
New Deal era. New York: New York University Press.

Pascarella, E. T. (1980). Student-faculty informal contact and college outcomes. Review of
Educational Research, 50(4), 545-595.

Pascarella, E. T. (2006). How college affects students: Ten directions for future research.
Journal of College Student Development, 47(5), 508.

Pascarella, E. T., Salisbury, M., & Blaich, C. F. (2011). Exposure to effective instruction and
college student persistence: A multi-Institutional replication and extension. Journal of
College Student Development, 52(1), 4-19.

Pascarella, E. T., Seifert, T. A., & Whitt, E. J. (2008). Effective instruction and college
student persistence: Some new evidence. New Directions for Teaching & Learning,

2008(115), 55-70. doi: 10.1002/t1.325

115



Pascarella, E. T., & Terenzini, P. T. (1980). Predicting freshman persistence and voluntary
dropout decisions from a theoretical model. The Journal of Higher Education, 51(1), 60-
75.

Pascarella, E. T., & Terenzini, P. T. (1991). How college affects students: Findings and
insights from twenty years of research. San Francisco, CA: Jossey-Bass.

Pascarella, E. T., & Terenzini, P. T. (1997). Studying college students in the 21st century:
Meeting new challenges. The Review of Higher Education, 21(2), 151-165.

Pascarella, E. T., & Terenzini, P. T. (2005). How college affects students: A third decade of
research (2nd ed.). San Francisco, CA: Jossey-Bass.

Payment of tuition for off-duty training or education § 2007 (2008).

Penk, W. E., & Little, D. (2013). Psychosocial rehabilitation of the physically and
psychologically wounded. In B. A. Moore & J. E. Barnett (Eds.), Military
Psychologists’ Desk Reference (pp. 274-278). New York, NY: Oxford University Press.

Picker, J. D. (2011). The Post-9/11 GI Bill: A catalyst to change service voluntary education
programs. (Joint Campaign Planning and Strategy). Joint Forces Staff College of the
Department of Defense, Norfolk, VA.

Radford, A. W. (2009). Military service members and veterans in higher education: What the
new GI Bill may mean for postsecondary institutions. American Council on Education,
Washington, DC.

Radford, A. W., & Weko, T. (2011). Military service members and veterans. A profile of those
enrolled in undergraduate and graduate education 2007-08. Washington, DC:

Retrieved from http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2011163.

116



Radford, A. W., & Wun, J. (2009). Issue tables: A profile of military servicemembers and
veterans enrolled in postsecondary education in 2007-08. Washington, DC: National
Center for Education Statistics Retrieved from
http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2009182.

Reason, R. (2009). An examination of persistence research through the lens of a comprehensive
conceptual framework. Journal of College Student Development, 50(6), 659-682.

Reed, A. (2001). A GI Bill for everybody. Dissent, 48(4), 53.

Riegel, D. J. (2013). Closing the 90/10 loophole in the Higher Education Act: How to stop
exploitation of veterans, protect American taxpayers, and restore market incentives to the
for-profit college industry. George Washington Law Review, 81, 259-292.

Rivas, R., Sauer, P., Glynn, J., & Miller, T. (2008). Measurement invariance of ten constructs
of pre-matriculation freshman attitudes to college student attrition. Academy of
Educational Leadership Journal, 12(1), 1-14.

Roberts, J., & Styron, R. (2010). Student satisfaction and persistence: Factors vital to student
retention. Research in Higher Education Journal, 6, 1-18.

Ross, D. (1969). Preparing for Ulysses, politics and veterans during World War ll. New York:
Columbia University Press.

Rumann, C. B., & Hamrick, F. A. (2009). Supporting student veterans in transition. New
Directions for Student Services, 126(Summer), 25-34.

Rumann, C. B., & Hamrick, F. A. (2010). Student veterans in transition: Re-enrolling after
war zone deployments. Journal of Higher Education, 81(4), 431-458.

Sander, L. (2013a). GI Bill offers military children relief from college costs. Chronicle of

Higher Education, 59(25), A4.

117



Sander, L. (2013b). Veterans tell elite colleges: “We belong”. Chronicle of Higher Education,
29(18), A1-A7.

Seal, K. H., Bertenthal, D., Miner, C. R., Sen, S., & Marmar, C. (2007). Bringing the war back
home: Mental health disorders among 103,788 US veterans returning from Iraq and
Afghanistan seen at Department of Veterans Affairs facilities. Archives of Internal
Medicine, 167(5),476-482. doi: 10.1001/archinte.167.5.476

Shankar, R. (2009). Recent developments: Post-9/11 Veterans Educational Assistance Act of
2008. Harvard Journal on Legislation, 46, 303-321.

Simmons, T. (2012). Marital events of selected group quarters populations: 2009-2011.
Washington, DC: U.S. Census Bureau.

Smith-Osborne, A. (2009a). Does the GI Bill support educational attainment for veterans with
disabilities? Implications for current veterans in resuming civilian life. Journal of
Sociology & Social Welfare, 36(4), 111-125.

Smith-Osborne, A. (2009b). Mental health risk and social ecological variables associated with
educational attainment for Gulf War veterans: Implications for veterans returning to
civilian life. American Journal of Community Psychology, 44(3-4), 327-337. doi:
10.1007/s10464-009-9278-0

Spaulding, D. J. (2000). The four major GI Bills: A historical study of shifting national
purposes and the accompanying changes in economic value to veterans. (Doctoral
dissertation). Retrieved from ProQuest Dissertations & Theses database. (UMI No.
3065737)

St John, E. P., & Chen, R. (2011). State financial policies and college student persistence: A

national study. The Journal of Higher Education, 8§2(5), 629-660.

118



St. John, E. P., Cabrera, A. F., Nora, A., & Asker, E. H. (2000). Economic influences on
persistence reconsidered: How can finance research inform the reconceptualization of
persistence models. In J. Braxton (Ed.), Reworking the student departure puzzle (pp.
29-47). Nashville, TN: Vanderbilt University Press.

St. John, E. P., Kirshstein, R. J., & Noell, J. (1991). The effects of student financial aid on
persistence: A sequential analysis. Review of Higher Education, 14, 383-406.

Stevens, J. (2002). Applied multivariate statistics for the social sciences. Retrieved from
EBSCOhost eBook database

Student Veterans of America. (2013 ). Press Kit. In A. Meza (Ed.), SVA Press Kit.
Washington, DC: Student Veterans of America.

Tanielian, T. L., & Jaycox, L. H. (2008). Invisible wounds of war: Psychological and
cognitive injuries, their consequences, and services to assist recovery. Retrieved from
http://www.rand.org/pubs/monographs/MG720/

Teachman, J. (2007). Military service and educational attainment in the all-volunteer era.
Sociology of Education, 80(4), 359-374.

Teachman, J., & Tedrow, L. (2007). Joining up: Did military service in the early all volunteer
era affect subsequent civilian income? Social Science Research, 36(4), 1447-1474.

Terenzini, P. T., & Pascarella, E. T. (1980). Toward the validation of Tinto’s model of college
student attrition: A review of recent studies. Research in Higher Education, 12(3), 271-
282.

Theater of War Productions. (2010). The theater of war. Retrieved September 8, 2010, from

http://www.philoctetesproject.org/

119



Thomason, J. (1987). Retention costs of the GI Bill and the draft: New evidence from the
Navy’s enlisted force. Alexandria, Virginia: Center for Naval Analysis.

Tinto, V. (1975). Dropout from higher education: A theoretical synthesis of recent research.
Review of Educational Research, 45(1), 89-125.

Tinto, V. (1987). Leaving college: Rethinking the causes and cures of student attrition.
Chicago, IL: University of Chicago Press.

Tinto, V. (1997). Classrooms as communities: Exploring the educational character of student
persistence. Journal of Higher Education, 599-623.

Tinto, V. (1999). Taking retention seriously: Rethinking the first year of college. NACADA
Journal, 19(2), 5-9.

Tinto, V. (2010). From theory to action: Exploring the institutional conditions for student
retention. InJ. C. Stuart & M. B. Paulson (Eds.), Higher education: Handbook of
theory and research (Vol. 25, pp. 51-89). New York, NY: Springer-Verlag.

Tinto, V. (2012). Completing college: Rethinking institutional action. Chicago, IL: University
of Chicago Press. Kindle Edition.

Tinto, V., & Cullen, J. (1973). Dropout in higher education: A review and theoretical synthesis
of recent research. Washington, DC: Office of Education.

Tinto, V., & Pusser, B. (2006). Moving from theory to action. Building a model of institutional
action for student success. Paper presented at the National Symposium on Postsecondary
Student Success, Washinton, DC.

Titus, M. (2004). An examination of the influence of institutional context on student persistence
at 4-year colleges and universities: A multilevel approach. Research in Higher

Education, 45(7), 673-699.

120



U.S. Census Bureau. (2014). 2012 American community survey I-year estimates. Retrieved
2014, March 6, from http://factfinder2.census.gov/faces/nav/jsf/pages/index.xhtml

U.S. Department of Veterans Affairs. (2002). GI Bill: Commemorating the place where it all
started. VAnguard, 48(6), 9.

U.S. Department of Veterans Affairs. (2009a). Annual benefits report, fiscal year 2009.
Department of Veterans Affairs, Washington, DC.

U.S. Department of Veterans Affairs. (2009b). Born of controversy: The GI Bill of Rights.
Retrieved April 16, 2010, from http://www.gibill.va.gov/GI_Bill Info/history.htm

U.S. Department of Veterans Affairs. (2010). The National Center for PTSD. Retrieved
September 22, 2010, from http://www.ptsd.va.gov/

U.S. Department of Veterans Affairs. (2011a). Benefits of the Yellow Ribbon program.
Retrieved April 9, 2011, from http://www.gibill.va.gov/post-911/post-911-gi-bill-
summary/yellow-ribbon-program.html

U.S. Department of Veterans Affairs. (2011b). Remarks by Secretary Eric K. Shinseki at the
American Legion National Convention. Retrieved September 5, 2011, from
http://www.va.gov/opa/speeches/2011/08 31 2011.asp

U.S. Department of Veterans Affairs. (2011c). Restoring GI Bill Fairness Act of 2011.
Retrieved October 15, 2011, from
http://www.gibill.va.gov/documents/factsheets/PL1383 Q&A.pdf

U.S. Department of Veterans Affairs. (2013). President Obama applauds community colleges’
and universities’ efforts to implement 8 keys to veterans’ success. Washington, DC: U.S.

Department of Veterans Affairs.

121



United States. Congress. Senate. (2008). Statement of Keith R. Pedigo, Associate Deputy
Under Secretary for Policy and Program Management. Washington, DC: U.S. Senate
Retrieved from http://veterans.senate.gov/media/Pedigo VA May 7 08.pdf.

Van Asselt, K., Banks-Johnson, A., Duchac, N., & Coker, J. (2009). The role of counselor
educators in preparing active duty military students. Journal for International Counselor
Education, 1, 32.

Van Dusen, R. L. (2011). A4 quantitative study of student veterans’ intent to persist.
(Unpublished doctoral dissertation). Texas Tech University, Lubbock, TX.

Vance, M. L., & Miller, W. K., II. (2009). Serving wounded warriors: Current practices in
postsecondary education. Journal of Postsecondary Education and Disability, 22(1), 18-
35.

Walck, B. M. (2008). In retrospect: After their military discharge, what factors enabled
combat Vietnam veterans to obtain a college degree and live a successful life, as defined
by them? (Doctoral dissertation). Retrieved from ProQuest Dissertations & Theses
database. (UMI No. 3304230)

Wall, W. L. (1998). The idea of America: Democracy and the dilemmas of difference, 1935-
1965. (Doctoral dissertation). Retrieved from ProQuest Dissertations & Theses database.
(UMI No. 9908863)

Whiteman, S. D., Barry, A. E., Mroczek, D. K., & MacDermid Wadsworth, S. (2013). The
development and implications of peer emotional support for student service
members/veterans and civilian college students. Journal of Counseling Psychology,

60(2), 265-278. doi: 10.1037/a0031650

122



Waurster, K. G., Rinaldi, A. P., Woods, T. S., & Liu, W. M. (2013). First-generation student
veterans: Implications of poverty for psychotherapy. Journal of Clinical Psychology,

69(2), 127-137. doi: 10.1002/jclp.21952

123



APPENDIX A: SURVEY QUESTIONAIRE

Version 2 based on CPQ v2:
Please provide us with some basic information about yourself:
Your age U 16-24, U 25-34, U 35-44,
0 45-54, 0 55-65, O 66-or more
Your sex: 4 Mor QF
Race U Asian/Pacific Islander U American Indian/Alaska Native
U Black U Hispanic  Caucasian U Other

Marital Status U Married Q Divorced 1 Widowed O Separated U Never
married

Number of persons in your household?

Are you:  Military W Veteran U Military Dependent d Never Associated with the

Military

If you served in the military how may years did you serve?

Q 0-3 a 4-10 Q 10-20 a 20-30+ U never
What is your estimated yearly household income:

a $0-19,999 a $20,000-39,999 Q $40,000-59,999
4 $60,000-79,999 1 $80,000-99,999 4 $100,000 or more

Scholarships and Loans. Please estimate the amount of financial support you have gained for
your education during your current degree from the following:

Loans

a $0 a $1-8,500 O $8,500-14,999

a $15,000-20,499 Q1 $20,500-29,999 a $30,000-39,999

U $40,000-49,999 Q1 50,500 or more QO Don’t know
Government grants and aid (including the GI Bill, Pell Grants and others)
a $0 a $1-8,500 O $8,500-14,999

a $15,000-20,499 Q1 $20,500-29,999 a $30,000-39,999

U $40,000-49,999 Q1 50,500 or more Q0 Don’t know
University provided scholarships (including tuition and fee discounts)

a $0 a $1-8,500 O $8,500-14,999

a $15,000-20,499 Q1 $20,500-29,999 a $30,000-39,999

U $40,000-49,999 Q1 50,500 or more Q0 Don’t know

Other grants and scholarships (Community groups and professional scholarships)
a $0 a $1-8,500 O $8,500-14,999

a $15,000-20,499 Q1 $20,500-29,999 a $30,000-39,999

U $40,000-49,999 Q1 50,500 or more QO Don’t know

How many years have you been working on your current degree?
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What level is your current degree? W Masters W EdS 4 EdD

1. On average across all your courses, how interested are you in the things that are
being said during class discussions?
U very interested U somewhat interested U neutral U somewhat disinterested
U very disinterested A not applicable

2. What is your overall impression of the other students here?
U very favorable U somewhat favorable U neutral U somewhat unfavorable
U very unfavorable QA not applicable

3. How supportive is your family of your pursuit of a college degree, in terms of their
encouragement and expectations?
U very supportive U somewhat supportive U neutral U somewhat unsupportive
U very unsupportive QA not applicable

4. Students differ quite a lot in how distressed they get over various aspect of college life.
Overall, how much stress would you say that you experience while attending this
institution?

U very much stress A much stress U some stress U a little stress

U very little stress A not applicable

5. How easy is it to get answers to your questions about things related to your education here?
U very easy U somewhat easy U neutral U somewhat hard
U very hard U not applicable

6. In general, how enthused are you about doing academic tasks?
U very enthusiastic A somewhat enthusiastic U neutral U somewhat unenthusiastic
U very unenthusiastic A not applicable

7. College students have many academic responsibilities. How often do you forget those that
you regard as important?
U very often U somewhat often U sometimes U rarely
U very rarely U not applicable

8. How confident are you that this is the right college or university for you?
U very confident U somewhat confident U neutral U somewhat unconfident
U very unconfident QA not applicable

9. How often do you worry about having enough money to meet your needs?

U very often U somewhat often U sometimes U rarely
U very rarely U not applicable
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10. How confident are you that you can get the grades you want?
U very confident U somewhat confident U neutral U somewhat unconfident
U very unconfident QA not applicable

11. Some courses seem to take a lot more time than others. How much extra time are you
willing to devote to your studies in those courses?
U very much extra time U much extra time A some extra time 1 a little extra time
U very little extra time 1 not applicable

12. In general, how satisfied are you with the quality of instruction you are receiving here?
U very satisfied U somewhat satisfied U neutral U somewhat dissatisfied
U very dissatisfied A not applicable

13. How much have your interactions with other students had an impact on your personal
growth, attitudes, and values?

U very much U much U some U little
O very little U not applicable
14. How difficult is it for you or your family to be able to handle college costs?
U very difficult U somewhat difficult U neutral U somewhat easy
U very easy U not applicable
15. How inclined are you to do most of your studying within 24 hours of a test rather than
earlier?
U very inclined U somewhat inclined Q a little inclined A not very inclined Q1
not at all inclined U not applicable

16. At this moment in time, how strong would you say your commitment is to earning a
college degree, here or elsewhere?

U very strong U somewhat strong U neutral U somewhat weak
U very weak U not applicable
17. How much pressure do you feel when trying to meet deadlines for course assignments?
U extreme pressure A much pressure U some pressure U a little pressure QA
hardly any pressure at all QA not applicable

18. How satisfied are you with the academic advising you receive here?
U very satisfied U somewhat satisfied U neutral U somewhat dissatisfied
U very dissatisfied A not applicable

19. How well do you understand the thinking of your instructors when they lecture or ask
students to answer questions in class?
U very well U well U neutral U not well
U not at all well U not applicable
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20. How often do you turn in assignments past the due date?
U very often U somewhat often U sometimes U rarely
U very rarely U not applicable

21. How much thought have you given to stopping your education here (perhaps transferring
to another college, going to work, or leaving for other reasons)?
U a lot of thought U some thought U neutral U little thought
U very little thought QA not applicable

22. How often do you read educationally-related material not assigned in courses?

U very often U somewhat often U sometimes U rarely
U very rarely U not applicable
23. How strong is your sense of connectedness with others (faculty, students, staff) on this
campus?
U very strong U somewhat strong U neutral U somewhat weak
U very weak U not applicable
24. How good are you at correctly anticipating what will be on tests beforehand?
U very good U somewhat good U neutral U somewhat bad
U very bad U not applicable

25. When you think of the people who mean the most to you (friends and family), how
disappointed do you think they would be if you quit school?

U very disappointed QA somewhat disappointed A neutral U not very disappointed
Q not at all disappointed QA not applicable

26. How satisfied are you with the extent of your intellectual growth and interest in ideas since
coming here?
U very satisfied U somewhat satisfied U neutral U somewhat dissatisfied
U very dissatisfied A not applicable

27. When considering the financial costs of being in college, how often do you feel unable to
do things that other students here can afford to do?
U very often U somewhat often U sometimes U rarely
U very rarely U not applicable

28. When you think about your overall social life here (friends, college organizations,
extracurricular activities, and so on), how satisfied are you with yours?
U very satisfied U somewhat satisfied U neutral U somewhat dissatisfied
U very dissatisfied A not applicable
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29. Students vary widely in their view of what constitutes a good course, including the notion
that the best course is one that asks students to do very little. In your own view, how
much work would be asked of students in a really good course?

U very much U much U some U little

O very little U not applicable

30. There are so many things that can interfere with students making progress toward a degree,
feelings of uncertainty about finishing are likely to occur along the way. At this moment
in time, how certain are you that you will earn a college degree?

U very certain A somewhat certain U neutral U somewhat uncertain

U very uncertain U not applicable

31. How often do you feel overwhelmed by the academic workload here?
U very often U somewhat often U sometimes U rarely
U very rarely U not applicable

32. How well does this institution communicate important information to students such as
academic rules, degree requirements, individual course requirements, campus news and
events, extracurricular activities, tuition costs, financial aid and scholarship opportunities?

U very well U well U neutral U not well

U not at all well U not applicable

33. How much of a connection do you see between what you are learning here and your future

career possibilities?
U very much U much U some U little
O very little U not applicable

34. How often do you miss class for reasons other than illness or participation in school-
related activities?
U very often U somewhat often U sometimes U rarely
U very rarely U not applicable

35. How much have your interactions with other students had an impact on your intellectual
growth and interest in ideas?

U very much U much U some U little

O very little U not applicable
36. How often do you encounter course assignments that are actually enjoyable to do?
U very often U somewhat often U sometimes U rarely

U very rarely U not applicable

37. When you consider the techniques you use to study, how effective do you think your study
skills are?
U very effective U somewhat effective U neutral U somewhat ineffective
U very ineffective U not applicable
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38. After beginning college, students sometimes discover that a college degree is not quite as
important to them as it once was. How strong is your intention to persist in your pursuit of
the degree, here or elsewhere?

U very strong U somewhat strong U neutral U somewhat weak

U very weak U not applicable

39. How concerned about your intellectual growth are the faculty here?
U very concerned U somewhat concerned U neutral U somewhat unconcerned
U very unconcerned QA not applicable

40. How much do you think you have in common with other students here?
U very much U much U some U little
O very little U not applicable

41. This semester, how much time do you spend studying each week relative to the number of
credit hours you are taking? Assume each credit hour equals one hour of studying per
week.

U many more hours studying than the credit hours U a few more hours studying than
the credit hours

U the same number of hours studying as the credit hours QA a few less hours studying than
the credit hours

U a lot less hours studying than the credit hours U not applicable

42. How much of a financial strain is it for you to purchase the essential resources you need
for courses such as books and supplies?

U very large strain ~  somewhat of a strain U neutral U a little strain d
hardly any strain at all A not applicable

43. When you are waiting for a submitted assignment to be graded, how assured do you feel
that the work you have done is acceptable?
U very assured U somewhat assured U neutral U somewhat unassured
U very unassured U not applicable

44. How much do other aspects of your life suffer because you are a college student?

U very much U much U some U little
O very little U not applicable
45. How often do you arrive late for classes, meetings, and other college events?
U very often U somewhat often U sometimes U rarely
U very rarely U not applicable
46. How much time do you spend proofreading writing assignments before submitting them?
U alot U some U little O very little
U none U not applicable
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47. How much doubt do you have about being able to make the grades you want?
U very much doubt U much doubt U some doubt U little doubt
U very little doubt QA not applicable

48. How would you rate the academic advisement you receive here?

U excellent U good 4 fair U poor
U very poor U not applicable

49. How would you rate the quality of the instruction you are receiving here?

U excellent U good 4 fair U poor
U very poor U not applicable

50. When you consider the benefits of having a college degree and the costs of earning it, how
much would you say that the benefits outweigh the costs, if at all?

U benefits far outweigh the costs U benefits somewhat outweigh the costs
U benefits and costs are equal
U costs somewhat outweigh the benefits U costs far outweigh the benefits

U not applicable

51. How likely is it that you will reenroll here next semester?

U very likely U somewhat likely U neutral U somewhat unlikely
U very unlikely U not applicable

52. How likely is it you will earn a degree from here?

U very likely U somewhat likely U neutral U somewhat unlikely
U very unlikely U not applicable

53. How much does the cost of courses limit how many you take?

U very much U much U some U little
O very little U not applicable

Thank-you for your time in filling out this questionnaire. We hope your answers will help us be

more successful as educators.
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APPENDIX B: FINANCIAL SUPPORT DEMOGRAPHICS
Loans
Government grants and aid (including the GI Bill, Pell Grants, and others)
University provided scholarships
Other grants and scholarships (Community-based aid and professional scholarships)
Choices for each:

$1-29,999; $30,000-47,999; $48,000-74,999; $75,000-109,999, $110,000 or more
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APPENDIX C: SURVEY COVER SHEET AND CONSENT FORM

31 December 2013

Education Students
Winter Intensive
Liberty University
Lynchburg, Virginia

Dear Education Student,

As a graduate student in the Department of Education at Liberty University, I am conducting
research as part of the requirements for a Doctorate in Education, and I am writing to invite
you to participate in my study.

If you choose to participate, you will be asked to complete the attached survey. It should
take approximately 10-15 minutes for you to complete the survey. Your participation will be
completely anonymous, and no personal, identifying information will be required.

To participate, continue to read through this page and the attachments, complete the survey,
and leave it in the envelope as designated by your instructor.

The informed consent document contains additional information about my research, but you
do not need to sign and return it.

If you choose to participate you will receive no compensation.

Sincerely,

Bruce D. Mentzer

EdD Candidate
Department of Education
Liberty University
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Consent Form
The Relationships of Social, Financial and Academic Supports
to Military Benefit Recipients’ Persistence in College
Bruce D. Mentzer
Liberty University
Department of Education

You are invited to be in a research study of possible reasons why you stay in your degree
program. You were selected as a possible participant because you have stayed in your degree
program and are receiving support to complete your degree. I ask that you read this form and
ask any questions you may have before agreeing to be in the study.

This study is being conducted by Bruce Mentzer as a doctoral student at Liberty University in the
Department of Education.

Background Information: The purpose of this study is to see if financial, academic, or social
support provides motivation for you to stay in your degree program.

Procedures: If you agree to be in this study, I would ask you to complete a short (10-15 minute)
survey

Risks and Benefits of being in the Study:

This study has minimal risks, which are no more than you would encounter in everyday life.
There is no direct benefit to participation. .

Compensation: You will receive no payment.

Confidentiality: The records of this study will be kept private. In any sort of report I might
publish, I will not include any information that will make it possible to identify a subject.
Research records will be stored securely and only the researcher will have access to the records.
Your name is not needed..

Voluntary Nature of the Study: Participation in this study is voluntary. Your decision whether
or not to participate will not affect your current or future relations with Liberty University. If
you decide to participate, you are free to not answer any question or withdraw at any time
without affecting those relationships.

Contacts and Questions: The researcher conducting this study is Bruce Mentzer. You may ask
any questions you have now. If you have questions later, you are encouraged to contact him at
Cell: (240) 274-8144 or at bdmentzer@liberty.edu. His faculty advisor is Dr. Ellen Black at
elblack@liberty.edu or (434) 592-4104.

If you have any questions or concerns regarding this study and would like to talk to someone
other than the researcher, you are encouraged to contact the Institutional Review Board, 1971
University Blvd, Suite 1837, Lynchburg, VA 24515 or email at irb@liberty.edu.

IRB Code Numbers: 1761.121913

%

Statement of Consent:

I have read and understood the above information. I have asked questions and have received
answers.

Please continue with the next page.
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APPENDIX D: SURVEY INSTRUCTIONS
To: SOE Intensive Professors
From: Dr. Ellen Lowrie Black and Bruce Mentzer
January 1, 2014

Good morning Liberty Department of Education professors.

Enclosed in the attached envelope is a survey for your class. The School of Education supports
this doctoral study.

Please read the following directions to the class:
“You are invited to participate in a study that considers the primary factors that support graduate
students in persisting and completing their degree programs. The survey is looking at all

students, military and non-military.

Bruce Mentzer, a doctoral candidate under the direction of Dr. Ellen Lowrie Black, is conducting
the study.

The survey will take between 10 and 15 minutes to complete. Names and identities are
anonymous. Please do not write your name or student ID on the survey.

If you have any questions, you can call the researcher at 240-274-8144.
(Please write number on board.)

Findings will be available on the School of Education website at the conclusion of the study.

When you complete your survey, please place it in the envelope provided.
Thank you for your participation.

Please have a student seal the envelope and return to the secretary in the Education Department
Office.

Thank-you!
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APPENDIX E: INSTITUTIONAL REVIEW BOARD (IRB) NOTIFICATION AND

AUTHORIZATION

LIBERTY UNIVERSITY.

INSTITUTIONAL REVIEW BOARD

December 19, 2013

Bruce Mentzer
IRB Exemption 1761.121913: The Correlation of Social, Financial, and Academic Supports to
Military Benefit Recipients' Persistence in College

Dear Bruce,

The Liberty University Institutional Review Board has reviewed your application in accordance with the
Office for Human Research Protections (OHRP) and Food and Drug Administration (FDA) regulations and
finds your study to be exempt from further IRB review. This means you may begin your research with the
data safeguarding methods mentioned in your approved application, and that no further IRB oversight is
required.

Your study falls under exemption category 46.101 (b)(2), which identifies specific situations in which
human participants research is exempt from the policy set forth in 45 CFR 46:

(2) Research involving the use of educational tests (cognitive, diagnostic, aptitude, achievement), survey
procedures, interview procedures or observation of public behavior, unless:

(i) information obtained is recorded in such a manner that human subjects can be identified, directly or
through identifiers linked to the subjects; and (ii) any disclosure of the human subjects' responses outside the
research could reasonably place the subjects at risk of criminal or civil liability or be damaging to the
subjects’ financial standing, employability, or reputation.

Please note that this exemption only applies to your current research application, and that any changes to
your protocol must be reported to the Liberty IRB for verification of continued exemption status. You may
report these changes by submitting a change in protocol form or a new application to the IRB and
referencing the above IRB Exemption number.

If you have any questions about this exemption, or need assistance in determining whether possible
changes to your protocol would change your exemption status, please email us at irb@liberty.edu.

Sincerely,

Fernando Garzon, Psy.D.
Professor, IRB Chair
Counseling

(434) 592-4054

LIBERTY

UNI'V'E RS LT Y,

Liberty University | Training Champions for Christ since 1971

1971 UNIVERSITY BLVD. LYNCHBURG, VA. 24515 IRB@LIBERTY.EDU FAX (434) 522-0506 WWW.LIBERTY.EDU

135



9¢l

‘(6 "d9007) Jossnd g pue ojur] ‘A Aq .‘SS900NG JUSPNIS I0J UONOY [euonmsu Jo [OpoJA & Suip[ing
JUOIOY 03 A109Y [, Wolj SUIAOJA],, Woly paydepy "UOIOY [BUONMIIISU] JO [SPOJA ATRUIWI[dI] € JO dINJONNS ] 24n31,]

JuIT[ILO ) [Ruonmpse

I HINOH ‘A XIANAddV



