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Introduction 
I have practiced institutional research for many years primarily using 

quantitative methods in generating decision support information .  General ly, 
my use of qualitative methods was more a pragmatic , convenient, alternative 
reaction to time constraints (interviewing through focus g roups instead of 
using a su rvey of some sort) rather than a selected methodology based on 
the question to be answered . And , whi le these methods seemed to meet 
my needs, it did not become clear to me how usefu l qualitative methods 
cou ld  be to increase the strength and usefu lness of the information I was 
creating until as a facu lty member I taught a graduate course in qualitative 
research methods .  

My first experience with this cou rse was in a team teaching situation 
where my col league had a background in qualitative research .  Our  first 
conversation about what should be incl uded in the cou rse quickly tu rned 
into a point-for-point debate about the merits of each approach .  I t  was from 
that first conversation that Ken Borland and I both began to understand that 
when used as complementary methods, the resu lts of research efforts 
(particu larly assessment and evaluation studies) had the potential to be 
much more usefu l .  This was particularly true as we discussed mixed methods 
uses in the creation of decision support information or in the assessment of 
academic and support programs. Du ring my tenu re as a fu l l -time facu lty 
member, I taught the qualitative methods course five times, and through 
these experiences I have become more comfortable with the methods used 
by qualitative researchers ,  how mixed methods approaches can enhance a 
study, and the knowledge that can be developed . 

I n  part, the genesis of this volume reflects my growth in understanding 
how q ua l itative research can en hance the usef u l n ess of t raditiona l  
quantitative work typical ly performed in  institutional research offices . When 
used in a complementary fashion ,  the quantitative approaches a l low one to 
assess what the outcomes of a program or process are, whi le the qualitative 
methodologies provide the researcher with insights about why the outcomes 
developed as they did . 

Richard D .  Howard 
University of Minnesota 



Chapter 1 
The Role of Mixed Method Approaches in 

Institutional Research 

Richard D. Howard 
Un iversity of M i n nesota 

Ken neth W. Borland,  Jr. 
East Stroudsburg University 

Fundamental to the considerat ion and use of mixed methodology in 
institutional research is understanding its pu rpose within the context of 
institutional research and its place relative to the two dominant contemporary 
research paradigms.  Therefore , prior to introducing th is specif ic volume ,  
we fi rst d iscuss the purpose of  mixed methodology re lative to  the "what" 
and "why" questions institutional researchers address. We then d iscuss 
the place of mixed methodolog ies relative to positivist and constructivist 
research paradigms.  

Answering the "What" and "Why" Questions 
The fundamental pu rpose of i nstitutional research is to create data­

based information that supports planning and decision making .  Traditional ly, 
the majority of the data used by professionals i n  institutional research offices 
has its orig in  in the operating systems of the col lege or university or  was 
co l l ected through su rveys or other  stud ies .  These data typical l y  are 
quantitative, numerical or read i ly  coded i n  numerical form . From these 
data institutional research professionals are able to describe the i r  institutions: 
student enrol lments ; facu lty counts by rank ;  ethn ic  breakdowns, etc . ;  and 
the activities and outcomes of academic ,  research ,  and service programs 
and processes. These institut ional research functions and quantitative data 
typical ly describe "what" has happened . The resu lting academic and social 
outcomes are metrics for measu ring progress toward goal attainment,  and 
they tend to reflect i nformation used in  summative decision making .  

These data, however, do not  provide a l l  the information necessary to 
support formative decisions about the effectiveness or effic iency of the 
ongoing processes that define the program.  In other words ,  productivity 
data or those col lected and analyzed i n  quantitative studies do not usual ly 
provide information about "why" the status of programs is as it is .  Nor do 
they explain why the outcomes of a process are what they are-good or 
bad . I nformation about both the outcomes and why they are what they are 
provides the decision maker with information that wi l l  i nform pol icy formation 
or adjustment as wel l  as an indicator of the overal l  success (outcomes) of 
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the program or process. The type of information that addresses the question 
of "why" is usual ly qualitative , narrative data within a particular context 
col lected using various interview methodologies or open-ended questions 
on surveys . 

Below is a brief example of how the two methodologies were used to 
identify and understand a student performance issue by answering both the 
"what" and "why" questions.  

A number of years ago, the institutional research analysts in 
an office at a large university conducted a study of grading 
patterns in introductory courses. Reviewing ten years of trend 
data, it was discovered that the average grade in an 
introductory biology course had dropped significantly (from 
a B to a C- level) over the preceding five-year period. This 
was a course that had traditionally been used by non-science 
and math majors to meet the core science requirements. 
From these trend data, the institutional research staff learned 
"what" had happened in terms of academic performance in 
the course, but it was not known "why" it happened. Through 
a series of interviews with the students, department head, 
and faculty who had taught the course over the previous 
seven years, information was developed about "why" it 
happened. In response, the department made changes that 
resulted in student grades for the course returning to former 
levels of achievement. 

Specifically, the institutional research staff found from focus 
interviews with the students who had taken the course the 
previous semester that the faculty teaching the course, 
contrary to its catalog description, taught the course using 
calculus-based tools. The department head indicated that 
new faculty were usually assigned the course, as it gave 
them an opportunity to teach a course that did not require a 
great deal of content preparation on their part. When asked 
about recent hiring, he indicated that the department was 
building capacity to react to emerging biotech opportunities. 
In other words, new assistant professors were analytic­
research oriented in their training and interests. Their 
approach to the introductory course was analytic in nature, 
using math-based tools beyond the skills of most students 
who were advised to register for the course. To the 
department head's credit, once the reason for the downward 
trend in the grades was pointed out, the course content and 
approach was standardized to reflect its original intent. The 
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average grade in the course returned to former levels within 
a semester. 

I n  th is example ,  the staff in the institutional research office used both 
quantitative and qual itative methodologies, fi rst to identify and describe "what" 
was happening and second to determine "why. "  The department head made 
changes based on what the institut ional research staff learned about "why" 
student grades had fal len significantly over the seven-year period. The impact 
of the changes was assessed through the quantitative analysis of "what" 
the g rades were in the cou rse du ring the fol lowing semesters . 

Two Dom inant Research Paradigms 
I n  the ir  text on research methods, Best and Kahn  ( 1 998) , provide a 

classic def in ition of research as "the systematic and objective analysis and 
record ing of contro l led observat ions that may lead to the development of 
general izations,  princip les, or theories ,  resu lting in predict ion and poss ib ly 
u lt imate control of events" (p .  1 8) .  During the past 40 years ,  the re levance 
of classical research conducted to understand human behavior has been 
quest ioned ; and these "questions" have at t imes been expressed with 
emotion (Hedrick, 1 994) . As described below, the parad igms that govern 
the use of qual itative and quantitative methodologies, defi ne two opposing 
worldviews or beliefs of  reality or  truth that u lt imate ly can not be proven .  

Parad igms are the world views that are held by a g roup o f  scientists 
that reflect the ir  bel iefs about the natu re of reality or truth . I n  the world of 
social science research ,  there are two opposing parad igms.  G l iner  and 
Morgan (2000) describe them as Constructivist and Positivist. Broad ly, the 
Constructivist bel ieves that there are mu lt ip le real i ties and that truth is ever 
changing ,  dependent on context and the ind ividual (subject and researcher) .  
Posit ivists on the other hand bel ieve that there is a s ing le real ity or  truth 
across time and contexts , and that this truth can be understood through the 
objective study of independent variables. In the f i rst case, the focus is  on 
humans and "the i r" understandings of the phenomenon at the time and 
place of the study; while in the second case , the focus is on variables that 
defi ne the construct or phenomenon under study, with the f ind ings able to 
be general ized to the populat ion . 

The implications for research from these bel iefs are s ign ificant when 
looked at from a methodological perspective and fundamental purpose. 
Methodological ly, the Construct ivist selects the ind ividuals to be studied as 
they reflect specif ic characteristics of interest . The intent is to develop 
hypotheses or theories that wou ld  describe the phenomenon understudy 
and describe in deta i l  what the subjects say, the envi ronment, and the 
researche r 's ro l e .  Gene ra l i zat ion beyond the popu lat ion  or context 
understudy is the not the researcher's responsib i l ity, but is u l timately the 
responsib i l ity of the consumer of the research (Borland ,  2001 ) .  
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The Positivist bel ieves that cause/effect relationships exist ing i n  nature 
can be measu red by isolat ing the impact of demographic and envi ronmental 
attributes (variables) typically through sampl ing procedu res (Borland,  2001 ) .  
From the  f ind ings,  the researcher general izes , with a level o f  confidence, to 
the popu lat ion from which the sample was selected , thus suggest ing a 
description of the popu lation and pred ict ing behaviors related to the variable 
studied.  

G iven the d iametrical ly opposing bel iefs about the natu re of real ity 
that these two parad igms reflect , it is not surpr is ing that proponents of each 
camp have argued passionately for their  point of view over the years . In the 
volume "The Qual itative-Quantitative Debate : New Perspectives" ed ited by 
Reichardt and Ral l is ( 1 994) the arguments for each parad igm are presented 
with in  the context of conducti ng program evaluations.  The i ntens ity of the 
arguments or "parad igm wars" resu lted in two research cu ltu res that i n  
essence advocated that t he  two  pa rad i g m s  and  the i r  assoc i ated 
methodologies can not and should not be m ixed (Johnson & Onwuegbuzie, 
2004) . 

Bu i ld ing on these notions,  parad igms and methodologies should not 
be thought of as synonyms; nor does the bel ief in  one world view or paradigm 
demand the use of a part icu lar methodological approach .  As is always the 
case , the appropriate method and form of data col lection are dependent on 
the question that is to be answered by the research .  I f  the intent is to develop 
a theory or hypothesis, then specif ic ind ividuals may be selected to study; 
and both quantitative and qual itative methodologies can be used to create 
the desi red information .  I f ,  the intent is to d iscover and/or describe a trend 
with i n  a popu lat ion  o r  to study an attr i bute of a popu lat i o n ,  then a 
representative sample is selected and the trend or attri bute is stud ied ,  
quantitatively or qual itatively, and the results are general ized to the population .  
From th is perspective, the key issue is how the people to be stud ied are 
selected-randomly from a def ined popu lat ion or pu rposefu l ly to reflect a 
specific characterist ic . 1  

The two parad igms and respective research methodologies can be 
thought of as the extremes of a "research conti nuum" with the Posit ivist at 
one end and the Constructivist at the other. Borland (200 1 ) suggests that 
"The re lat ionship between qual itative and quantitative research should not 
be considered in terms of a mutual ly exc lusive d ichotomy but rather as a 
continuum of complementary parad igms with in  systematic scientif ic i nqu i ry 
that, when used in  concert ,  produce complete or useful knowledge" (p .  5 ) .  
Th is  concept of  approaching research is defined as mixed methods research 
by Johnson and Onwuegbuz ie (2004) . They fu rther  suggest that th is  
approach to creat ing knowledge may be thought of  as a th i rd research 
parad igm that bridges the "sch ism between quantitative and qual itat ive 
research" (p .  1 5) .  Creswel l  (2005) fu rther discusses mixed methods research 
as a world view or paradigm in which the pragmatists bel ieve in  "what works" 
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for a particu lar problem and that the researcher shou ld use what ever 
methods necessary to understand the problem .  

I t  seems that th is is a particu larly attractive philosophy for those 
practic ing i nstitutional research .  One reason is that the theoretical i ntent of 
systematic scientific inqu i ry, which transcends particular research paradigms 
and methodolog ies, is to u l timately address al l  poss ib le "what , "  "why, "  and 
"so what" questions .  In a p ract ica l  sense , the i nstitutiona l  research 
professional's work is both l imited and del im ited . She or he is constrained 
by limited institutional resources of time and money as wel l  as a specif ic 
i nstitutiona l  context which is bounded by o rgan izationa l  struct u res ,  
processes, and values (Howard & Borland ,  200 1 ) .  I n  reality, the  pressure 
on the institutional research professional is to develop alternatives or answers 
to questions of decision makers regard less of the restrictions Positivist or  
Constructivist paradigms might impose.2 

C reswel l  (2005) def i nes m ixed methods research desig n  as a 
"procedure for col lecti ng ,  analyz ing ,  and "m ixing" both quantitative and 
qual itative data in a single study to understand a research problem" (p. 
5 1 0) .  Whi le the use of mixed methods has been around si nce the early 
1 930s , it is only with in  the past couple of decades that it has become an 
accepted form of research .  In this text , Creswel l  also describes the evolut ion 
of m ixed methods research over the past 80 years ,  provid ing a rationale for 
why it has only been relatively lately that mixed methods have become an 
accepted approach to conducting research .  

This Vol u me 
For the most part ,  inst itut ional research has been described as a 

profession that primari ly uses quantitative methods to conduct its work. Over 
the years , most of the Association's publ icat ions have focused on the use 
of quantitative methods in  describ ing studies and institutional research work. 
Exceptions to this have incl uded the use of two qual itative methods-focus 
group interviews and open ended questions in su rveys . In th is volume ,  the 
integrated use of qual i tative and quantitative methodolog ies ,  or mixed 
methods is explored . Us ing case studies that describe the use of mixed 
methods, the authors i l l ustrate the use of qual itat ive and quant itative data 
and methodologies to create information that is used to support planning 
and decision making at four  year un iversit ies, community col leges, and with in  
a national organizat ion . 

With respect to Creswel l 's (2005) admon ition ,  that conducting mixed 
methods research it is  necessary to understand both qual i tat ive and 
quantitative research methods,  i n  th is volume,  we preface the presentation 
of t h e  m ixed methods  case st u d i e s  with d iscu ss io n s  of t h e  two 
methodologies. Carol Trosset (chapter 2) and Rob Toutkoushian (chapter 
3) provide an overview of qual itative and quantitative methods. I n  these 
chapters , Trosset (qualitative) and Toutkoush ian (quantitative) discuss the 
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techn iques and analyses used in the methodologies , providing descriptions 
of the two approaches to c reat i n g  know ledge .  Whi le knowing and  
understand ing the  technical aspects o f  these methodologies are important 
for conducti ng institut ional research ,  their strengths and limitations are 
predicated on the ph i losophies or  paradigms that provide a framework for 
their use and should also be understood by the researcher. I n  the fol lowing ,  
these paradigms are defi ned and discussed in  terms of  their methodological 
implications and how the use of m ixed methods can take advantage of the 
strengths of both .  

I n  the fol lowing chapters , case stud ies are presented which il l ustrate 
the usefu lness of m ixed methods in planning and decision support activit ies. 
I t  is my hope that for those of you who have not explored the use of mixed 
methodology these case studies wi l l  p rovide you with "a new parad igm" 
from which you might study the institution .  To those familiar with the use of 
mixed methodology, these case stud ies may provide you with more ideas 
about using mixed methods in institut ional research .  
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Endnotes 
1. The above has been a very short d iscussion of a complex issue.  Understand ing ,  

at  a basic leve l ,  of  the Positivist and Constructivist bel iefs about real ity and 
imp l ications for  the creation of  knowledge is important if one is to understand 
the strengths and weaknesses of the research methodologies that they use.  
G l iner and Morgan's (2000) comparison of the two phi losoph ies, with in the context 
of five axioms proposed by Lincoln and Guba m ight be a good start ing point for 
those unfami l iar with these ph i losoph ical perspectives . 

2. We recogn ize that the Constructivists argue that an important contribut ion of 
qua l itat ive research is to ident i fy the "mean i ng" that people g ive to the i r  
experiences or phenomena that they have witnessed. However, t h i s  type of 
knowledge is not often pursued in i nstitut ional research .  
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Chapter 2 
Qualitative Research Methods for Institutional Research 

Carol Trosset 
Hamps h i re Col lege 

Qualitative research methods are h igh ly developed i n  some academic 
disciplines, especial ly cultural anth ropology, and are increasingly in demand 
within institut ional research .  L ike other types of methods, they can be used 
for a variety of pu rposes and in the service of a variety of theoretical 
paradigms.  Al l  qualitative approaches involve the col lection of the words 
and thoughts of other people. Some of them also involve the rigorous analysis 
of these words and thoughts .  This article wil l address both the col lection 
and the analysis of qualitative data , although not every project wil l need to 
d raw on a l l  the methods described here. 

Within the community of quantitative researchers ,  qualitative methods 
often remain the object of various popular stereotypes that both restrict 
their use and dim in ish their status .  I wi l l  begin th is discussion by bringing 
these into the open and getting them out of the way. The three most pervasive 
m ispe rcept io n s  a re t hat q ua l itative research is (a )  non -em pirica l ,  
(b) subjective , and (c) anecdota l .  

What is wrong with these characterizations? First , empirical simply 
means using or  based on data, and data come in many different types -
inc luding both quantitative and qualitative. Second,  subjective should refer 
not to a methodology but to the subject matte r of peop le 's  i nterna l  
experiences and percept ions .  The ste reotype imp l ies that q ua l itative 
researchers are simply communicating their own feelings and biases, but 
there is no reason why this should be the case.  On the other hand , treated 
as a topic ,  human subjectivity is one possible thing about which a researcher 
might gather data-and those data are often qual itative , but they may 
sometimes be quantitative, as when su rvey respondents are asked to use a 
Li kert scale to quantify their opinions.  Third , "anecdotal" refers to a common 
practice in which one or  a few data pOints are selectively presented as a 
substitute for an empirical ly g rounded argument. Stories about individuals' 
experiences are indeed frequently used in this way-and so are isolated 
statistics , taken out of context. 

I submit ,  the n ,  that if qua l itative research were non-empirica l , 
subjective , and anecdotal it would be of poor qual ity, and wou ld probably 
not deserve to be cal led research. Qualitative methods ,  however, j ust l ike 
quantitative ones, are based on data that are systematical ly col lected and 
analyzed . Qualitative research simply means that the data are not numbers .  
Instead , they are usual ly words,  things the people we study have said or  
written .  
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One final misperception about qualitative research is that anyone can 
do it without special training .  True ,  anyone can ask questions and write 
down people's answers ,  just as anyone can count things.  Neither of these 
in their na·ive form constitutes research .  Like quantitative studies , qualitative 
research requires appropriate project design ,  data col lection methods,  and 
analytical techniques.  In what fol lows, I wil l describe various processes but 
wil l usual ly not name them ,  as qualitative researchers and their disciplines 
use a wide variety of terminologies . The important thing is not what these 
processes are cal led ,  but that they be carried out in ways that increase the 
quality of the data and the resu lting interpretations.  

Col lect ing Qual itative Data 
Qualitative data can be gathered in a variety of ways , two of which 

frequently appear on surveys . Some standard su rvey questions col lect 
nominal or categorical data, such as religious preference or anticipated major. 
Categorical data are easily represented numerical ly and can be manipulated 
statistical ly, but the possible responses are discrete entities and any rank 
order established between them would be arbitrary. 

The more visibly qualitative type of su rvey data are the comments, 
where people write text responses to open-ended questions .  Sometimes 
these are written in response to a particu lar question with a specific focus,  
but often an otherwise numerical su rvey ends with some white space and 
instructions such as "please write additional comments here . "  I n  these latter 
cases , the comments may refer to almost anything at al l .  

Other  methods o f  col lecting qua l itative data involve face-to-face 
interaction ,  with the researcher asking questions of the subjects . I nterviews 
are general ly conducted one-on-one, and may be more or less structured . 
I n  a high ly structu red interview, the questions have been determined in 
advance and are asked of each person in the same way. At the other extreme 
lies the unstructu red interview, in which the researcher intentional ly e l icits 
information  on particu lar  topics but without a p rescribed schedule of 
questions. 

Focus groups are another popular method of col lecting qualitative data. 
I n  a focus group ,  a number of people (often eight to twelve , but the number 
varies) are "interviewed" together. This may sound l ike j ust a more efficient 
way to inte rview more people in less time ,  but it has the added (and 
sometimes desirable) complication of the members of the focus g roup 
responding to each other's comments. An astute focus group leader wil l 
gather information not simply on what each participant says , but also on 
how the participants infl uence each other's remarks . Sometimes focus 
g roups are designed to be relatively homogeneous with respect to some 
variable of interest to the researcher, such as j unior  and senior facu lty 
members ,  or white students and students of color. 
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Pre-existing texts can form an additional sou rce of qualitative data . 
For example ,  col lege view books cou ld be read as providing data on what 
institutional qualities they believe their prospective students wil l value .  Or  a 
set of end-of-cou rse evaluation comments could be read , not for information 
about the quality of individual instructors , but to discover whether a particular 
population of students believes they are being asked to work too hard or not 
hard enough .  

The choice of  data col lection methods is  usua l ly  a trade-off between 
quantity and quality of data . For example ,  you can administer a survey to 
hundreds of people and learn a lot, but you wil l learn less about any one 
individual 's thoughts and experiences than if you interview that person in 
depth . On the other  hand,  in-depth interviewing gathers much detailed 
information but requires a great deal of time (and , therefore , usual ly money 
as wel l ) ,  so it is rarely possib le to interview a large number of people.  

The choice of data col lection methods shou ld ,  whenever possib le ,  be 
gu ided by what you want to f ind out .  There are at least fou r  kinds of 
circumstances in which interviews or focus g roups wil l be more helpfu l  than 
surveys . 

• 

• 

• 

• 

When you aren't sure what you want to know. 
When the topic is complex and you aren't  sure what questions to 
ask. 
When you' re trying to study people's unconscious assumptions 
which they may not be able to articu late . 
When you ' re designing a survey and want to test whether the 
questions work. 

The risk we take when we administer su rveys is that the person 
answering the questions wil l interpret them differently than we did when we 
posed them, but that we won't be able to tel l  this from looking at their answers. 
I n  an interview, however, if a person misunderstands the question,  or goes 
off at a tangent, the interviewer can ask immediate fol low-up questions and 
make sure the two people are communicating in ways that further the research . 
By hearing a range of things that occur to people when a particular question 
is posed , the researcher can refine that question, or learn that posing a different 
one would be more useful .  In a sense, all of these points indicate that qualitative 
methods are extremely useful for exploratory research . 

Focus g roups are a popu lar method and,  as mentioned above , seem 
l ike an efficient way to interview more people .  There are ,  however, various 
circumstances in which interviews are a better technique than focus groups,  
inc luding the fol lowing :  

• When the topiC is sensitive and people may be reluctant to speak in 
front of others ;  
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• 

• 

• 

When you don't want people to i nf luence each other's responses; 
When you aren't sure how to g roup people to permit effective 
d iscussion ;  and 
I f  you are better at paying close attent ion to one person at a t ime.  

Anyone gathering data in these ways should be taking notes . (For 
focus groups, it usual ly works better to have one person direct the discussion 
and a second person take the notes . )  Sometimes researchers also make 
record ings .  Whether to do so is a j udgment cal l .  On the one hand,  tape 
record ings provide the researcher with a more detailed record of what was 
said than can be obtained in written notes. On the other hand,  transcrib ing 
tapes is difficu lt and takes a very long t ime.  Some individuals wil l not want to 
be recorded , and in focus groups,  i t  w i l l  be d i ff icult to te l l  from the tape 
which person said what .  

Whatever data col lection method is used , the researcher must answer 
various design  quest ions, inc lud ing two in  part icular :  (a) which and how 
many people should be interviewed , and (b) what questions they should be 
asked . 

The fi rst of these is a sampling question .  The answer, as usual , depends 
on the pu rpose of the research .  I t  is always good practice to ensure that 
one's sample incl udes a range of whatever types of people make up the 
target population . There are several ways to draw samples. A random sample 
is one in which every member of the population has an equal chance of 
being selected . Many people erroneously assume that random sampl ing 
always resu lts i n  a group of  people who are representative of  the population ,  
but  th is  may wel l  not happen un less the sample inc ludes a large percentage 
of the popu lation .  What ,  after a l l ,  does representative mean? Answering 
th is question requ i res decid ing  what characteristics of  the popu lat ion are 
important to the researcher, and until we do the research ,  we can't be sure 
how to answer that question .  

For  example, gender and ethn icity are often bu i lt i nto stratified samples 
(which d raw separate ly from part icular subgroups with in  the popu lation) . 
These dimensions are important for sampl i ng ,  if only because the people 
for whom we do the studies wi l l  wonder whether  these qual ities make a 
difference-that is ,  whether  male and female students have different levels 
of satisfaction ,  or different levels of involvement i n  various activit ies. We 
might ,  however, discover that gender does not make a difference to these 
th ings ,  but because we didn't know anything else about members of the 
popu lat ion when we drew the sample, we were unable to stratify it on any 
other basis .  Sometimes we can use other  information .  For example ,  if a few 
dozen students are being interviewed about residence l ife , it wou ld  be best 
to make sure to include some ind ividuals from each residence hal l .  However, 
because qua l i tative studies almost always involve smal l  samples,  it is  
important to be cautious about extrapolat i ng  the resu lts to an ent i re 

1 2  



population ,  or to refra in from doing so altogether. This caution is i n  order no 
matter how apparently representative you r  sample .  

Two other sampl ing strategies are sometimes usefu l ,  especial ly in 
qual itative research . One is cal led a snowball sample. Snowbal l  samples 
are obtained by making a few in itial contacts and then asking them to refe r 
you to other people who might be wi l l i ng to be interviewed , or who might 
have other perspectives . This techn ique has the advantage that when you 
approach a new person ,  you can say you have been referred to them by 
someone they know. This approach can d ramatical ly increase the number 
of people who are wi l l ing to part icipate in  a study, and used carefu l ly it can 
result in  a very diverse sample. Another type is called a convenience sample, 
which means that we ta lk  with people to whom we have easy access . 
Convenience samples can be very usefu l  for exploratory research , and for 
help ing to design a study and test interview questions, but it is very important 
not to extrapolate the resu lts obtained from them without also using other 
strategies, s i nce the people who are easy to find may have other  th ings in 
common, such as al l  taking a certain course or al l  working for the admissions 
office-the type of factors that might l imit the range of responses we might 
hear from them.  

I n  design ing the questions to  be asked in  an interview or focus group ,  
it is important to remember that what you want to find out  is  often somewhat 
d i fferent from what you need to ask. For example ,  the questions you ask 
must address th ings the people you interview have knowledge of, such as 
the i r thoughts , the i r  immed iate behavior  or direct experience,  or the i r  
reactions to  some information or  event. Though flawed , one  widely used 
quest ion is found on some end-of-cou rse evaluations:  when students are 
asked whether the professor is knowledgeable about the subject matter. 
Students can te l l  us whether the professor appeared knowledgeable, and 
whether the material was clearly presented , but s i nce by def init ion students 
are not experts in the subject matter of the course, they cannot g ive us 
usefu l  information on whether or  not the professor is knowledgeable .  

Another potential pitfal l  in  framing questions is to confuse data col lection 
and analys is ,  and to ask the i nterviewees to do our work for us .  If we want to 
know what students th ink about the new d istr ibut ion requ i rements , the best 
practice wou ld  be to ask each of a number of students what he or  she as an 
individual thinks and then compi le their various op in ions in the process of 
analysis to bu i ld  up a pictu re of the popu lation .  While it m ight be usefu l to 
ask the members of our  sample what they hear from the i r  friends on the 
subject, asking them "What do students th ink about the new requirements?" 
would not be an empirical ly sound way to build an answer. Likewise in a 
longitudinal study, we look at change over t ime by asking the same question 
repeatedly and documenting if the person's response changes-this gives 
us better information than asking someone at a late point "how have you 
changed?" 
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After questions have been written ,  it is important to p i lot-test or val idate 
them. (Validity addresses the issue of whether the questions actually measure 
what we think they measure and wi l l  be addressed in  more deta i l  i n  a later 
section . )  This is done by posing them to several people who are typical of 
those in the i ntended sample. During these p i lot i nterviews, you wil l d iscover 
what th i ngs need to be re-worded so that the test subjects understand the 
question and provide relevant i nformation .  These experiments wi l l  i nd icate 
how to ph rase each question so that it re l iably captu res high-qual ity data . 
Once a few peop le  have responded to t he  q u est i o n s  withou t  any 
misunderstandings, and you have obtained from them the sort o f  information 
you are seeking ,  then the questions are probably ready for use. I t  can also 
be helpfu l  to go over the questions with another experienced researcher, 
who may be able to imagine pitfa l ls you have not yet noticed . 

There are many ski l l s  i nvolved in  col lecting qualitative data , and they 
can be learned . They include framing good questions,  asking good fol low­
up questions, being consistent in how questions are asked of d ifferent people, 
be ing a good and unbiased l istener, and keeping oneself and one's opin ions 
out of the conversat ion . Another  way to th i nk  about these ski l l s  reveals at 
least th ree d imensions:  

• 

• 

• 

The i nte l lectual techn iques involved in  deSigning both pr imary and 
fo l l ow-up  q uestions  to e l i cit i nformat i o n ,  and to not ice  the  
complexit ies or  impl ications o f  what is being said ;  
The emotional techniques involved in  creating the  right atmosphere,  
keeping an interview different from a conversation and establ ishing 
good rapport whi le rema in ing  cogn i t ive ly detached from the 
experience of  the interviewee; and 
The creativity to be able to perceive undesignated material as data, 
which may reveal the existence of an entire un-used data set , or 
enable you to notice some idea in  time to pursue it during the course 
of an interview. 

Qual itative Analysis Step 1 - Developing Categories 
Depending on the goal of the study, the col lection of qual itative data 

may or may not be fol lowed by analys is .  Some researchers simply want to 
captu re people's expressions of the i r  own experience and help communicate 
that to an audience. Many audiences l ike this sort of th ing ,  and the use of 
d i rect quotations,  even anecdotal ly, can be very powerfu l .  

However, much qual itative data goes unanalyzed because people are 
unfamiliar with appropriate analytical techniques.  They type up lists of su rvey 
comments and stop.  I nstitut ions can learn th ings j ust from looking at what 
people said ,  but much more can be learned if the data are properly analyzed . 

What is the point of qual itative analysis? Remember that nominal  or  
categorical data are qualitative (male/female,  first-year/sophomore/jun ior/ 
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senior). They work wel l  for mu lt ip le choice su rvey questions,  and can be 
coded as numbers and analyzed i n  crosstabs. But su rvey and interview 
comments don't come in this form-they' re messy. Qualitative analysis is 
about taking messy stuff and turning it into categorical data. I t 's a data 
reduction exercise-somewhat l i ke factor and c luster analys is .  I n  th is  
respect, qual itative analys is is s im i lar to analytical work i n  other f ie lds that 
identify categories, such as biological taxonomy, paleontology, or l i ngu istics . 

Data reduction does not imply that you lose i nformation by reducing it 
to someth ing excessively simple. In fact , you gain i nformation because you 
d iscover how g roups of quotat ions are re lated to each other. I nstead of 
treat ing hundreds of comments as separate , you can combine them and 
relate part icularly rich quotes and examples to larger patterns of percept ion 
and experience . 

A version of th is sort of analysis is often done informal ly and even 
unconsciously. When people read the l ists of su rvey comments ,  they often 
th ink  th ings l i ke "Wow, a lot of people are complain ing  about the new 
requ i rements."  When the categories are sought systematically, the technique 
is often referred to as content analys is .  I t  essential ly consists of tak ing 
batches of text , usual ly su rvey or i nterview comments , and sort ing them 
i nto mean i ngfu l categories. 

• 

• 

• 

Good categories have certa in properties:  

They are neither arbitrary nor pre-determined .  I f  they were pre­
determined and there were only one way to sort th ings ,  analysis 
wou ld  not be necessary. On the other  hand ,  they need to be 
g rounded in the data such that they are not i nf in itely variable .  
Good categories are usefu l ;  they te l l  you someth ing you d idn 't 
al ready know. 
Good categories are "r ight"-which real ly means they are cu ltu ral ly 
accurate in  some way. There are several ways to check this: (a) 
they resonate with the experience of members of the cu ltu re being 
descr i bed , (b) oth e r  research  methods  res u l t  in a s i m i l a r  
i nterpretat ion ,  and/or (c) another  researcher can come up with 
s imi lar  resu lts . 

There may be more than one "r ight" answer depend ing on what k ind 
of th ing people need to know. That is ,  you cou ld div ide cou rse evaluation 
comments (a) i n  a way that helped you identify better and worse teachers ,  
or (b)  i n  a way that told you what aspects of  class d iscussions students l i ked 
and which aspects they d is l iked . But it's important to remember that there 
are wrong answers .  Not every way of looking at a data set is equal ly valuable 
or equally accurate . 

When I develop a new set of categories, I start by read ing through 
most or  a l l  of  the data, j ust to get a sense of what is there .  As I read , I ask 
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myself what I want to know, and I start to notice themes. Depending on the 
complexity of the issue,  one reading may not be enough ,  so I go back and 
read everything again , this time making a l ist of different issues or themes. 
Eventual ly the l ist stops g rowing ,  and then I work directly with the l ist, trying 
to consolidate the items into a manageable number of categories. 

One way to do this consolidation is to read the l ist and decide on some 
categories ,  building a classification from the top down . When the data are 
Simple ,  such as a l ist of the types of problems students have encountered 
in their residence hal ls ,  this is usual ly sufficient. The other way is more 
gradual , beginning by c lustering individual pairs of items that appear very 
similar, without knowing what categories wil l eventual ly emerge.  When the 
data are complex, this is a safer approach .  The development of categories 
should be an inductive process-that is , the answers should emerge from 
the data , rather than being derived from some pre-existing theory. You don't 
know in advance which issues wil l be important in answering you r  question ,  
so it's important to  make sure a l l  the data are included in  the analysis .  
Occasional ly a sing le response may deserve its own category because it 
reflects an idea or perspective that is different from a l l  the others .  That's 
okay; counting how often the different categories are represented in the 
data comes later. 

It's best to start with more categories rather than fewer. You may decide 
later that two of them are insufficiently different and should be col lapsed , 
but if you combine them too early, it wil l be extremely difficu lt to re-separate 
them . 

Most data sets wil l require making some decisions about what kind of 
categories are most usefu l .  For example ,  here is a partial l ist of comments 
describing various professors ,  taken from end-of-cou rse evaluations:  

• Available, 
• Gives clear explanations,  
• Unprepared , 
• Organized, 
• Vague, 
• Cares about students, 
• Encouraging ,  
• Patronizing ,  
• Supportive , or 
• Disorganized. 

One approach would be to put al l  the positive comments in one category 
and a l l  the negative ones in the other, so that "unprepared , "  "vague, "  and 
"patronizing , "  and "disorganized" wou ld  be g rouped together in opposition 
to a l l  the other items. It is possib le ,  however, to develop a more informative 
set of categories . 
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I nstead of j ust counting good and bad comments , we cou ld find out 
what aspects of faculty behavior students are perceiving and describing .  
Taking this approach,  we would first combine "organized" and "disorganized ," 
since they refer to the presence or absence of the same quality. Then we 
wou ld  consider whether "unprepared" should be part of the same group 
(probably) , or whether it seems different enough from "disorganized" to merit 
a separate category (probably not, but maybe) . "Gives clear explanations" 
and "vague" wou ld  form a second group .  A third wou ld incl ude "cares about 
students , "  "encou raging , "  "supportive ," and "patron izing , "  al l of which refer 
to the emotional dimension of faculty-student i nteract ion . On this short l ist , 
"available" wou ld probably deserve its own category. This approach resu lts 
in a very informative set of categories, but a re latively compl icated one,  
since each category cou ld be manifested in e i ther positive or negative forms. 

Fol lowing up on the idea that there are wrong answers ,  note that it 
would be very difficult to justify creating a category that combined "organized ," 
"unprepared ," and "supportive . "  Even if one person cou ld be described in al l  
those ways , it would not make sense to combine these terms with each 
other  to the exclusion of all the others .  

Sometimes you r  best categories come by combin ing responses to 
several different questions. On an end-of-course form , for instance, there might 
be separate questions asking about the professor and about the classroom 
activities .  Both might elicit comments about the professor, and if so, if would 
be worth including al l  those comments in  the process of creating categories. 

Qual itative Analysis Step 2 - Coding 
After developing a good l i st of  categories, the next step is  to retu rn to 

the raw data and code it. Coding is the term that refers to the process of 
identifying which responses belong in which categories. To develop the 
categories , a l l  responses were treated as an aggregate data set . What 
mattered then was the variety of content ,  not which person gave which 
response. Now, during the cod ing process , what matters is which category 
best describes each response. Like the creation of categories, this step 
requires making judgment cal ls .  

Sometimes a response may fit wel l  i nto more than one category. I f  th is 
happens very often ,  it may be a s ign that the l ist of categories needs to be 
revised . However, it cou ld indicate that th is response should be split into 
two responses and the two should be coded separately. (Such as: Person X 
said one th ing about the avai labil ity of his adviser and a different th ing about 
the value of d iscussing career goals in an advising session . )  

There are usual ly some comments that don't belong i n  any category. 
These s h o u l d  have been i g n o red w h i l e  deve l o p i n g  the  catego ries 
themselves , and often read something l ike "Su rveys l ike this are stupid . "  
They share the  quality o f  providing no usefu l information about the  topic 
being investigated .  

1 7  



On the other hand , there wil l occasional ly be a comment that belongs 
as the only member of its own category. The odds are good that most 
members of a g roup being interviewed or su rveyed wil l comment mostly on 
the same things, since they are ,  after a l l ,  being asked about the same things. 
However, there may have been one insightfu l  person who thought about 
something different and interesting ,  or one person who had a unique but 
relevant experience. This person's comments should be inc luded in the 
analysis , though it must be noted that on ly person fel l  into that category 
(see the section on mixed methods, below) . 

Some comments that should provide usefu l information must be th rown 
out because they contain insufficient detail and cannot be classified with 
certainty. It 's important not to over-interpret ambiguous comments. These 
are common on su rveys-people write things l ike "advising" in response to 
a question l ike "What should the col lege change?" You know this indicates 
some kind of dissatisfaction with advising ,  but you don't know anything about 
what aspect of advising that student is dissatisfied with . You wil l be tempted 
to assume they are referring to some aspect that another  student has 
mentioned , or  that you believe to be a problem,  but you mustn't do this .  

The  mechanics o f  coding can be  done in  a variety o f  ways , both low­
tech (a print-out of responses and different colored high l ighter pens) and 
high-tech (an Excel spreadsheet with comments in one column ,  adding 
categories in a different column) . I t  can also be done as one stage in the 
use of qualitative analysis software ; however, even here ,  the researcher 
must do the thinking and make the decisions about how to code each item .  
The  main benefits o f  t he  software are obtained later when you want to 
assemble a l l  the comments on a particu lar topic or cross-corre late them 
with categorical information on the respondents. 

Once each response has been coded , you then have a categorical 
variable.  At this point, you can do things l ike count how many responses fal l 
into each category, l ink the coded responses to other information about the 
respondents, and even represent them numerical ly in data sets and do 
non parametric statistics. 

Both developing categories and coding responses require a variety of 
analytical skil l s .  General inductive reasoning skil ls  are fundamenta l .  To 
develop and use good categories, you must be able to stay with the data 
and not become too imaginative or theoretical . On the other hand , intel lectual 
creativity enables the analyst to see patterns and to notice ideas and 
connections that have not al ready been made explicit . I t  he lps to be able to 
hold large amounts of information and themes in you r  memory so that you 
wil l notice if a pattern or phrase taps into anything else that is part of the 
study. And it is necessary to be able to detach and stand back from your  
own feelings and opinions,  so  that you wil l notice and be ab le  to  work with 
views and experiences that you find unfamiliar or even unwelcome. 
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Val id ity Issues 
Qual itative analysis is not susceptib le to mathematical p roof. I t's 

sometimes described as being more l ike a legal proof-a preponderance 
of t h e  evidence  t hat eve n t u a l l y  makes  a partic u l a r  in terp retatio n 
overwhelmingly probable. It's good to have your  findings sometimes produce 
something intuitive ly obvious,  or to replicate something al ready known from 
other sources-this is a good confirmation of the val idity and effectiveness 
of you r  methods. Local knowledge can help you identify relevant issues, but 
you should sometimes find concepts you hadn't thought of before . I f  you 
don't ,  you may j ust be repl icating you r  own assumptions and missing things 
in the data. The best answers tel l  you something that you didn't know before , 
and contribute to an understanding of something that is cu ltu ral ly significant. 
I t's always a good sign when thoughtfu l  insiders find your  resu lts resonating 
for them, having what's sometimes described as an "Aha!"  experience. 
However, an interpretation can be true and not receive this response, either 
because it doesn't overlap with something people usual ly notice, or because 
it describes something people don't l ike about their own cu ltu re and wou ld 
rather not acknowledge.  

The whole concept of val idity refers to whether the researcher is 
measuring the thing he or she is trying to measure .  Qualitative data are 
extremely helpfu l  in doing this .  Quantitative researchers sometimes check 
for val idity by seeing whether there are statistical ly significant differences 
between respondents of different sociological categories (in cases where 
those categories are not intended to be the object of the researCh) .  But 
what if everyone is misinterpreting a question in the same way? For example, 
the use of the word studying appears to have shifted over time, from referring 
to a l l  the work a student did for a class to referring j ust to test preparation .  
Quantitative data wou ld  on ly  reveal that the  reported amount o f  time spent 
studying had gone down , but qualitative data can provide an explanation for 
the shift in how the question is interpreted . 

Another val idity issue has to do with bias . Some people believe it is 
impossible for a researcher not to be biased . I disagree ,  and I believe that 
carefu l  attention to appropriate methodology is a big part of the solution .  
Stil l ,  everyone has opinions (after doing research on a topic if not before) 
and must guard against letting those opinions infl uence the col lection , 
analYSiS , or presentation of data . It is easiest to do unbiased work when :  

• 

• 

• 

You 're new to the  com m u n ity you 're studying and have no  
preconceptions; 
You have no personal opinions or  investment in the topic and 
honestly don't care what the answer is ; or  
You don't share the basic assumptions of  the group you're studying­
this makes those assumptions high ly visib le .  
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The best way to avoid bias is to be genu inely i nterested in what other 
people think .  I f  you cannot set as ide you r  b iases on a part icu lar topic ,  then 
someone e lse should do that particular research project. However, it is often 
possib le ,  with care ,  to gather and present honestly and accu rate ly data that 
reflect views not you r  own .  This aspect of data col lect ion and analysis have 
been d iscussed briefly above . With respect to report ing resu lts , a l l  kinds of 
reporting requ i re authors to make judgment cal ls about what to say. I ncl uding 
everyth ing in some form is one way to limit apparent bias. I t  he lps to incl ude 
i l l ustrative quotes that describe pOints of view you disagree with , to g ive 
readers the chance to form their  own opin ions .  Another strategy is to use as 
few adjectives as possib le .  Adjectives tend to be one place where your own 
opin ions s l ip  i nto the analys is ,  as are descript ions of quantities .  Phrases 
l i ke "many people say" can introduce unconscious biases . Us ing numbers 
or percents helps to l imit th is tendency. 

On the other  hand , the researcher is the expert on the project. I n  that 
ro le ,  you have some responsibility to make the audience aware of what you 
see in the data. One caveat: what you ,  the researcher, see in  the dat� 
which is h igh ly re levant to you r  analysis-may not be the same th ing as 
what you ,  the ind ividual , th ink about the issue-and you r  thoughts about the 
issue are usual ly not at al l relevant to the analys is .  But if you think  you've 
found someth ing important in the data, te l l i ng readers that they ought to 
notice certain  th ings is not bias, as long as you r  argument is supported with 
evidence from the research .  

Using Qual itative Methods I n  M u lti-Method Projects 
The combinat ion of qual itative and quantitative methods i n  a s ing le 

project can be especial ly powerfu l .  Each approach accomplishes th ings 
that the other cannot do,  but many topics benefit f rom the applicat ion of 
both .  

Qual i tative methods are wonderfu l  for  exploratory research and also 
for obta in ing rich ethnographic deta i l .  Listen ing to what people say about 
the i r  thoughts and experiences is an excel lent way to learn what the issue 
real ly is and to th ink comprehensively about what needs to be stud ied .  The 
col lection of qual itat ive data can provide a greatly enriched understanding 
of quant itative categories.  For example ,  a satisfact ion su rvey gathers 
quantitat ive data but usual ly tel ls  us noth ing about why the respondents are 
satisfied or dissatisfied . This is one reason why facu lty often want end-of­
cou rse evaluat ion forms to inc lude space for comments-because the 
numeric responses themselves do not provide useful i nformation about what 
the instructor might want to do d i fferently to be a more effect ive teacher. 

What do q uantitat ive methods have to contr ibute to qua l itat ive 
research? On the s implest leve l ,  you do sometimes have to count when you 
summarize qual i tative data . I t's very important to say whether 60 people or  
2 people made a particular comment. The more frequently mentioned issues 

20 



should be emphasized in a report ;  however, sometimes one or two people 
say something you know to be very important. I n  that case , the report should 
stress and j ustify the importance of that thing ,  but should also make it c lear 
how rare ly it was mentioned . On the other hand , qualitative studies usual ly 
have smal l  sample sizes .  Don't report counts if it would give a misleading 
impression of how representative you r  data are .  Sometimes you only tal k to 
a dozen people ,  and the only usefu l  conclusion is something along the lines 
of "we found two different points of view on this subject , and here they are-­
we don't know how frequently these views are held in the total population . "  

Here's where a mu lti-method study can be particu larly usefu l .  The 
qualitative work from which these two points of view emerged can form the 
basis for a more extensive study using quantitative methods and a large 
and representative sample .  The identification of the two points of view, and 
the words respondents used to describe and explain them , should be used 
to design the su rvey that gathers the larger data set. 

I l l ustrative examples-sometimes known as "j uicy quotes"-can be a 
great asset in presenting qualitative data . They en rich a report and help 
readers understand what is going on .  They can enhance our  effectiveness 
as applied researchers by making a situation feel real to the decision-makers 
we are trying to reach .  However, to avoid j ust being anecdota l ,  we should 
put these examples in the context of the quantitative presentation of the 
various categories or make it c lear that they are simply present as a more 
detailed description of categories whose frequencies we do not know. 

Final ly, coding qualitative responses as categorical data permits us to 
ask and answer questions about whether certain themes tend to come from 
particular categories of respondents. Statistical techniques l ike correlations 
and cluster analyses can greatly enhance the analytical power of qualitative 
methods once the categorization and coding work has been done. 

Related References on Qual itative Research Methods 
Bernard , H. R .  ( 1 995) . Research methods in anthropology: Qualitative 

and quantitative approaches. Walnut Creek: Altamira Press . 
Fetterman ,  D .  M .  ( 1 989) . Ethnography: Step by step .  Applied Social 

Research Methods Series, Vol. 17. Newbury Park: Sage Publ ications.  
Handwerker, W. P. (200 1 ) .  Quick ethnography. Walnut Creek, CA: 

Altamira Press. 
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Chapter 3 
The Use of Quantitative Analysis 

for Institutional Research 

Robert K. Toutkoushian 
I ndiana Un iversity 

Introduction 
There are a number of d i fferent methods or approaches that cou ld be 

taken to investigate issues of i nterest in institutional research .  As described 
in th is  monograp h ,  these methods are often g rouped i nto two main 
categor ies :  q uantitative and qua l i tat ive studies . There is sig n i f icant 
d isagreement among education researchers as to which approach is best 
for studying educational phenomena. Researchers have also disagreed with 
regard to the theoretical paradigms that underl ie thei r  approaches to issues. 
These debates have been fueled , i n  part ,  by the recent emphasis by the 
federal government on funding research projects that use "scientif ical ly­
based methods" ( i. e. ,  quantitative methods) such as randomized experiments 
to determine whether education programs and pol ic ies are effective at 
achieving thei r  goals. This has led to fears that the government is becoming 
increasing ly crit ical of the field of education ,  and that qual itat ive research 
studies in education wil l be crowded out in favor of quantitative studies . 

H istorical ly, the f ie ld of institutional research has perhaps rel ied more 
heavily on quantitative methods than other education-related areas . Not 
surprisingly, this is especial ly true for the data reporting aspects of institutional 
research .  Many institut ional researchers have considerable experience 
working with data on a daily basis . I nstitut ional researchers access and 
manage data in student, human resou rce, and finance systems at the ir  
i nstitut ions,  create statistics about the institut ion from these data , respond 
to queries from stakeholders for quantitative information ,  and work with 
admin istrators on the i r  campuses to evaluate policies and programs. A l l  of 
these activit ies requ i re the man ipu lation of quantif iable data on various 
aspects of the de l ivery of postsecondary educat ion . Many off ices of 
institut ional research routi ne ly comp i le  "fact books" and "performance 
ind icators" about their i nstitutions,  i n  which quantitative data are used to 
describe the i r  i nstitution ,  compare it to others ,  and determine how the 
institut ion is changing along various dimensions.  

Researchers who use quantitative methods i n  the i r  work bel ieve that 
there are causal relationships between particular factors of interest, as shown 
in F igure 1 .  

The quantitative researcher beg ins with a variable (y) such as student 
academic performance , facu lty satisfaction , or i nstitut ional reputat ion that 
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Figure 1 
Diagram of Causal Natu re of Education Phenomena 

I ndependent 
variables ( X1 ,  
. . .  , Xk) 

Dependent 
variable (y) 

he or she would l ike to explain . A model is then specified which consists of 
a set of factors (x1 , • • •  , xk) that are believed to have an effect on y based on 
educational theories .  Note that the researcher specifies a direction of 
causality between facto rs that may or  may not exist .  The task of the 
quantitative researcher is to then obtain measures of the dependent and 
independent variables and determine if the evidence can refute or  support 
the pred ictions of theories. 

Un l ike disciplines in the hard sciences, where hypotheses can be tested 
more precisely in a laboratory setting ,  it can be very difficult  to implement 
s imilar randomized experiments in higher education research . According ly, 
statistical methods are used to obta in evidence to test conjectu res about 
these relationships. The goal of quantitative analysis in  i nstitutional research 
is to uncover evidence about these causal relat ionsh ips ,  and then use th is 
information to evaluate or refine institutional policies. Table 1 provides some 
examples of the types of causal models that an institutional researcher might 
use for a quantitative study. 

Table 1 
Hypothetical Examples of Causal Models for Institutional Research 

Problem Data Dependent Independent 
Variable Variables 

Which students are Students who y - 1 if admitted Measures of student 
most l i kely to accept applied to a student e n rol led at academic abi l ity, 
admissions offers given u niversity the u n i ve rsity, 0 d istance from 
from a u n iversity? and were otherwise u niversity, fami ly 

admitted characteristics , abi l ity 
to pay 

Are faculty paid Faculty y - annual  salary for Measures of facu lty 
d ifferently based on members at a each faculty productivity, years of 
their gender and given institution member experience, 
raceiethn icity? in a particu lar  departmental 

year affil iation ,  gender, 
raceiethn icity 

How can an I n stitutions that y - percentage of Measures of the 
institution increase its have tracked students at each academic qual ity of 
student graduation cohorts of institution who the student cohort, 
rate? students over graduated with in six price of attendance 

the same t ime years 
period 
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To il lustrate this approach,  suppose that a quantitative researcher were 
asked by her university president to he lp the institut ion understand how 
students make decisions about where to attend col lege .  A quantitative 
researcher might begin with human capital theory to posit that a student's 
col lege destination is affected by a series of factors such as fami ly  income, 
student ability, gender, and so on.  The analyst wou ld  then obtain data on 
these factors from a subset of students and apply statistical methods to 
determine whether and how these factors affect student choice in the larger 
population ,  and then use this information to make recommendations to the 
president on their f inancial aid pol icies. 

In th is chapter, I explore in greater deta i l  how quantitative methods 
can be used in  institutional research . I begin by describ ing the natu re of 
quantitative data-what it is and where it can be found .  I then tu rn to the 
methods that are typical ly used to col lect quantitative data, and conclude by 
reviewing approaches for analyzing quantitative data . My goal is to help the 
reader understand the general approach used in  quantitative analyses , the 
flexibil ity and util ity of this approach ,  and how it can be used for institutional 
research pu rposes. 

Nature of Data for Quantitative Analyses 
Quantitative methods seek to examine the patterns in data or the 

relationships among variables . The variables used in such analyses are 
usual ly numeric , although they may be either quantitative or qual itative in 
natu re . What is the distinction? General ly speaking ,  qual itative data refer 
to variables that are categorical measures. These wou ld  i nc lude factors 
such  as a student's gender  and race/eth n ic i ty, a facu l ty member's 
departmental aff i l iation ,  and an institution's geographic location and Carnegie 
classification .  What identifies these factors as qual itative in natu re is that 
the possible values for each factor (for example, male, Hispan ic,  Economics, 
I nd iana, Research Extensive) represent categories or  groups and are not 
numerical measurements. In contrast, the values for quantitative variables 
are numerical and are measurements rather than simply labels for categories . 
Examples of quantitative data that are encountered in institutional research 
would include a student's GPA and SAT score , a facu lty member's publication 
count and years of experience, and an institution's retention and g raduate 
rate . In each instance , the possib le val ues for these factors are numeric 
and the numerical values are measurements of someth ing .  

Despite its name,  quantitative research methods can be used to 
examine both quantitative and qualitative data . However, most quantitative 
appl ications requ i re that variables with categorical values fi rst be transformed 
into new variables with numerical val ues .  The most common way of 
accompl ish ing this is to apply an assignment ru le to the qual itative data to 
create dichotomous (dummy) variables. For example ,  suppose that the 
variable G has two val ues for gender: male and female .  An assignment 
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ru le m ight be devised such as F = 1 if G = female,  otherwise F = O. The new 
variable F can now be used in  a variety of quantitative methods even though 
the underlyi ng variable is a qual itative measure .  A s im i lar approach can be 
used for creat ing dummy variables when there are mu lt ip le categories for 
the qual itat ive measure ,  such as with a facu lty member's departmental 
aff i l iation .  

Methods o f  Col lect ing Data for Quantitative Analyses 
There are a variety of ways that data can be obtained for quantitative 

stud ies in i nstitut ional research .  The fi rst sou rce of data is i nstitutional 
databases. Institutions col lect sign ificant amounts of information on students ,  
facu lty, staff , and revenues and expenditu res and store them in  what are 
often referred to as legacy or i nformation systems.  These large databases 
were not designed for research purposes , but rather to assist the institut ion 
i n  fu l f i l l i ng  its day-to-day operat ions .  Student i nformat ion systems ,  for 
example ,  typ ical ly conta in deta i led records on the academic progress of its 
students for the pu rpose of conferri ng degrees. Human resource systems 
conta in i nformation on faculty and staff that are needed to process salary 
and benefit payments .  F inal ly, f inancial i nformation systems are used to 
track deta i ls  on receipts and expenditu res for the un iversity and meet the 
institution's f iduciary responsibi l it ies. These systems can , however, be used 
for institutional research purposes provided that thought is g iven to the type 
of i nformation to retrieve from each system and the defin it ions of variables 
used for each .  For example ,  a salary equ ity study cou ld be conducted by 
retrieving data from the human resources information system on facu lty i n  
a g iven year, or a retention study cou ld  be performed with data on a cohort 
of freshmen d rawn from the student i nformation system .  

Data for quantitative analyses can also b e  obtained through special 
studies at the institutional leve l .  I nstitutional researchers may survey students 
and facu lty to obta in  i nformation on var ious factors of i nterest to the i r  
i nstitut ions. S im i larly, i nstitut ions may contract out with g roups such a s  the 
Nat ional Survey of Student Engagement (NSSE)  to col lect th is type of 
i nformation . These provide another source of val uable data that can then 
be used by institut ional researchers for analytical pu rposes . 

A th i rd source of data for quantitative analyses is national databases 
on students ,  facu lty, and i nstitut ions. Perhaps the largest entity responsible 
for such databases is  the National Center for Education Statistics (NCES) .  
The NCES databases are of  two pr imary forms.  The fi rst represent data 
that are compi led from information subm itted by i nstitut ions as part of the i r  
fede ra l  req u i rements . These  wou l d  i nc l ude  the  va ri o u s  I nteg rated  
Postsecondary Education Data System ( I P E DS) su rveys on i nstitut ional 
characteristics , f inance, enro l lments, fal l staff , and employees by ass igned 
posit ion .  This i nformat ion can be used by i nstitutional researchers for 
quantitative analyses comparing institutions on a variety of measu res, or for 
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augmenting other datasets with i nformat ion at the institutional leve l .  The 
second form of data col lected by NCES is from su rveys of students and 
facu lty. The National  Su rvey of Postsecondary Facu l ty (NSOPF) , for 
example,  has been conducted periodical ly to survey random samples of 
facu lty nationwide and col lect detailed information on their compensation ,  
work h istory, and personal characteristics. Student level su rveys such as 
High School and Beyond (HS&B) , Baccalaureate and Beyond (B&B) , and 
National Longitudinal Study of the H.S. Class of 1 972 (NLS-72) are examples 
of longitudinal surveys that fol low g roups of students over time to observe 
the i r  experiences-educat iona l  and otherwise-after high school and 
col lege. 

Approach to Quantitative Analyses 
I now turn to the ways in which institut ional researchers can conduct 

quantitative analyses of h igher education data. Quantitative studies re ly on 
statistical analyses as the means for drawing conclusions about educational 
phenomena. In a statistical analys is ,  one begins by identify ing a parameter 
of interest and the relevant popu lation represented by the parameter. The 
popu lation is the entire group of objects that cou ld be examined in the study. 
For example ,  an institutional researcher might be interested in  learn ing  the 
average IQ of a l l  freshmen at the institution .  In this case , the unknown 
parameter of i nterest is the average IQ of al l freshmen , and the population 
is the set of a l l  freshmen at the institution .  While the analyses cou ld be 
conducted by obtain ing  information on al l  items in  the population ,  this may 
not be feasible because of the size of the population and the cost of obtain ing 
th is information . According ly, the populat ion parameter is not known and 
must be est imated . I n  a statist ical study, a subset , o r  sample ,  of items is 
drawn from the population and the resu lts studied to draw conclusions about 
the unknown population parameter. 

The statistics that are obtained from the sample are referred to as 
random variables, because the value for the variable is not known prior to 
the sample being drawn and can vary from sample to sample.  For example,  
suppose that the average IQ score of freshmen at a g iven institut ion is 1 1 0 , 
and a sample of 50 students is drawn at random from the student population .  
One would expect the average IQ score of the 50 students to be 1 1 0 , but 
the actual average for th is particu lar sample could be higher  or  lower. 
Furthermore, the mean for the first sample of 50 students may be different 
from the mean of another sample of 50 students d rawn from the same 
popu lation .  

Quantitative researchers use hypotheses tests i n  these situations to 
draw conclusions about conjectures (hypotheses) for the unknown population 
parameter. Every hypothesis test consists of three main steps: 
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2. Identify the appropriate test statistic and its critical value(s) . 
3. Calculate the test statistic and compare the value to the critical 

value(s) . 

The nu l l  hypothesis is the val ue of the population parameter that the 
researcher assumes is true ,  and the alternative hypothesis is what must be 
true if the nul l  hypothesis is false. For example ,  "The Earth is round" and 
"The Earth is not round" are two conjectu res that cou ld  be used in a 
hypothesis test because one of them must be true when the other is false. 

The test statistic is the particu lar estimator that wil l be calcu lated from 
the sample .  Each test statistic has its own distribution which describes the 
set of possible values for the estimator and their associated probabilities. 
Some of the common ly  used test statistics in institutiona l  research 
applications incl ude the normal distribution ,  student t-distribution ,  binomial 
distribution ,  Chi-square distribution ,  and F-distribution .  The distribution is 
then combined with the researcher's choice of significance level to identify 
the critical val ues for the hypothesis test . The critical values represent the 
maximum l imit(s) for the test statistic . When the calculated value of the test 
statistic exceeds the critical val ue(s) , the evidence is said to be so strong 
that the researcher can safe ly reject the nul l  hypothesis and conclude that 
the alternative hypothesis is correct . 

Quantitative researchers assert that hypothesis tests are necessary 
because in most real- l ife situations the analyst does not know the value of 
the statistic for the entire population .  I n  the earlier example ,  the analyst 
may not know the average IQ score of all freshmen , and thus does not 
know what to expect for the sample of 50 students . In a hypothesis test, the 
analyst wou ld specify a guess, or hypothesis ,  about what the average IQ 
score would be for  a l l  freshmen . A sample of  students is  then taken from 
the population .  The analyst then computes the average IQ score for students 
in the sample ( i. e. ,  the sample statistic) , and determines how far this value 
is  from what wou ld be expected when the nu l l  hypothesis is true .  I f  the 
sample statistic is not equal to the assumed population parameter, then 
either (a) the assumption about the population parameter is correct and the 
sample is not representative of the popu lation ,  or (b) the assumed value for 
the population parameter is incorrect . Note that as the distance between 
the sample statistic and the assumed popu lation parameter increases , it is 
less l ike ly that (a) is true. 

One way to think about hypothesis testing is that it is similar to how 
legal cases are tried in the United States . When a defendant is charged 
with a crime and brought to court, it is not known for certain whether the 
defendant is guilty or  innocent. Similarly, in statistical studies it is not known 
for certain whether the nu l l  hypothesis is true or  false . The trial proceeds by 
assuming that the defendant is innocent until proven guilty, j ust as the 
hypothesis test assumes that the nu l l  hypothesis is true until proven false . 
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The prosecution col lects evidence and presents th is to the judge and j u ry, 
who then determine if the evidence is so strong that they can conclude that 
the defendant is gu i lty "beyond a reasonable doubt." Likewise, the statistician 
col lects data from a sample and uses th is as evidence to prove beyond a 
reasonable doubt that the nu l l  hypothesis is false.  Final ly, in each instance 
there is the poss ib i l ity that the wrong decision may have been reached . I n  
legal cases , i t  i s  poss ib le for innocent defendants to b e  found guilty and 
vice-versa. Hypothesis tests may also reach the wrong conclus ion ,  such 
as rejecting the nu l l  hypothesis when it is true (Type I error) or  fail i ng to 
reject the nu l l  hypothesis when it is false (Type I I  error) . 

Whi le one may not know the val ue of a sample statistic before the 
sample is taken ,  it is possib le to descr ibe the range of poss ib le values by 
the d istribution of the random variable .  The shape of the d istribution is critical 
to conducti ng hypothesis tests because it a l lows the analyst to calcu late the 
probabi l ity that the nul l  hypothesis is true and the sample is not representative 
of the popu lat ion . The normal d istr ibut ion is an example of a common ly­
used d istr ibut ion in hypothesis testi ng .  The normal distri but ion is a be l l ­
shaped , symmetrical distribut ion as shown in  Figu re 2 .  As th is  probabi l ity 
becomes smal ler, the evidence becomes stronger that the nu l l  hypothesis 
is incorrect . The analyst wil l select a predetermined probabi l ity level for his 
or  her hypothesis test, and when the estimated probabil ity fal ls  below th is 
leve l ,  the analyst w i l l  reject the nu l l  hypothesis .  

Figure 2 
Hypothetical Example of Normal Distribution for IQ of Students 

(mean = 1 1 0, standard deviation = 20) 
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Before p roceed i ng ,  some d iscuss ion is  warranted regarding the 
advantages and d isadvantages of sampl ing from a population .  Quantitative 
researchers argue that relying on a subset of observations from a population 
can result  in substantial savings in  terms of t ime and cost . However, th is 
introduces the poss ib i l ity that the sampled i tems may not be representative 
of the population ,  and thus the sample statistic may not be a good est imate 
of the population parameter. This holds regardless of the care that is taken 
to ensure that all items in the population have an equal chance of being 
selected for the sample .  In some institut ional research appl ications,  the 
analyst wi l l  have access to al l  of the data for a given populat ion (such as the 
SAT scores for a l l  freshmen) ,  and thus wou ld obviously want to use a l l  of 
these data rather than draw a sample from the group .  In these instances, 
statistical analyses can sti l l  be val uable depending on the way in which the 
resu lts are interpreted and how the data are to be analyzed . When there 
are miss ing data for the variable of i nterest, the data col lected from a l l  items 
cou ld  sti l l  be cons idered a sample from a larger  popu lat ion .  A lso ,  by 
expanding the defin i t ion of "popu lation , "  one can sti l l  apply tradit ional  
hypothesis tests to data on a l l  i tems in  a g iven g roup.  Return ing to the SAT 
example ,  the average SAT of freshmen in a g iven year may be viewed as a 
sample from the larger popu lation of a l l  freshmen over a longer period of 
t ime. Final ly, when examin ing bivariate and multivariate relationships between 
variables, the concept of hypothesis test ing is stil l usefu l for determining if 
the re lat ionships observed in  the "popu lation" are due to random chance or 
are strong evidence that such a re lat ionsh ip exists . 

Types of Quantitative Analyses 
The choice of what procedu re to use in a given situation is not trivial . 

There are l iteral ly hundreds of alternative stat istical techn iques that can be 
used in  quant itative studies.  Each academic d isc ip l ine seems to have its 
own set of preferred statist ical procedu res that it uses, and the same 
procedu re may have different names across d isc ip lines. The choice of 
procedu re can also be infl uenced by the size of the sample and amount of 
i nformation that can be analyzed . I t  wou ld  be impossible to review in  this 
chapter a l l  of the different approaches that one might take i n  a quantitative 
research study. Rather, I w i l l  attempt to describe the types of quantitative 
stud ies that are most often performed by institut ional researchers .  In th is 
chapter, I wil l focus exclusively on what are referred to as parametric methods 
for statistical analyses . These approaches are best described as those that 
aim to conduct hypothesis tests about an unknown population parameter, 
such as the average family i ncome of a l l  col lege freshmen or the l i near 
relat ionsh ip  between years of experience and salary for a popu lation of 
facu lty. Parametric approaches are usual ly appl ied in situations where the 
sample sizes are suffic iently large so that rel iable conclusions can be d rawn 
about the population parameter in question without having to re ly on overly 
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restrictive assumptions.  I n  contrast , nonparametric statistical methods are 
most often used when the analyst has relatively smal l  sample sizes and is 
not directly interested in estimating a specific population parameter. These 
non parametric approaches can be equal ly valuable in institutional research 
settings ,  especia l l y  when examining time-series data or institutiona l  
comparisons that often involve smal l amounts of  information .  

Quantitative studies can general ly be grouped according to  whether  
they are descriptive , bivariate , or  mu ltivariate in  nature .  Descriptive studies 
(also referred to as univariate) seek to examine one factor at a time.  The 
goal of a descriptive study might be to test conjectu res about the measure 
of central tendency or dispersion of a factor. For example ,  an institutional 
researcher might be interested in whether the average time-to-degree for a 
typical student at her institution is g reater than the six-year window most 
often used for computing g raduation rates .  I n  contrast , bivariate studies 
focus on the relationship between two factors . The objective in these studies 
is to determine if there is some connection between two factors of interest . 
Retu rning to the previous example ,  an il l ustration of a bivariate study in 
institutional research wou ld be if an analyst wanted to determine if the time­
to-degree for female students is less than for male students .  Final ly, in a 
mu ltivariate analysis ,  the analyst is interested is examining the relationships 
between mu ltip le  (more than two) variab les .  Using the time-to-degree 
example ,  a mu ltivariate analysis might posit that the time-to-degree is 
affected by a student's gender, major, academic ability, and ability to pay for 
co l lege. I wil l now provide more details on these general approaches. 

Descriptive or U n ivariate Studies 
Descriptive studies focus attention on the characteristics of a single factor. 

The most common analytical method here is to perform a hypothesis test for 
the value of the mean for a specific variable in the population (denoted 11) . The 
analyst specifies a nu l l  and alternative hypothesis about the mean for the 
variab le in the popu latio n ,  d raws a sample of observations from the 
population ,  and calculates the mean for the sample (denoted x ) .  The student 
t-distribution is used as the test statistic for the hypothesis test: 

X - j.l t = --

s/..Jn 
(1 ) 

where s = standard deviation of the items in the sample ,  n = n umber of 
observations in the sample ,  and s I-J n = estimated standard error for the 
random variable X .  The value for t in Equation 1 represents the distance 
between the sample and (hypothesized) population mean in terms of standard 
errors . As this distance becomes greater, the evidence becomes stronger 
that the nu l l  hypothesis is false. 
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To i l lustrate , suppose that an institutional researcher at a large university 
wou ld l i ke to test her bel ief that facu lty at her institut ion have publ ished an 
average of three journal art icles in the past two years .  Because it wou ld be 
too expensive and time consuming to col lect this i nformation from every 
facu lty member, she randomly su rveys 64 facu lty and f inds that the average 
number of articles that they published in the last two years was 3.75 and the 
standard deviat ion was 2.0. Armed with this information ,  she cou ld  conduct 
a test of her hypothesis. The nu l l  hypothesis based on her belief is that 11 = 3. 
From the sample, she knows that i = 3.75, $ =  2 .0 ,  and 1] = 64. Accord ing ly, 
the calculated value of the test statistic is :  

t = 3.75- 3.0 
= 3.00 2 /.[64 

(2) 

This means that the sample mean of 3.75 i s  th ree standard errors 
above the assumed population mean of 3.0 .  The probabi l ity of this occurring 
if in fact 11 = 3 is on ly 0. 1 3%, so the analyst wou ld feel confident i n  rejecti ng 
the nu l l  hypothesis and concluding that the average number of journal articles 
published by facu lty in the last two years is  not equal to three. 

B ivariate Studies 
I n  a bivariate study, the analyst is not focused on an unknown parameter 

for a s ing le variable ,  but rather a parameter that describes the relationship 
between two variables. The two most commonly used statistical tests in th is 
category wou ld be (a) tests of the d i fference between popu lation means, 
and (b) correlations and simple regression analysis between two factors .  In 
the fi rst test, the analyst may be interested in knowing whether the population 
means for a g iven variable are the same for two different groups (denoted 
by subscripts 1 and 2) . This is a usefu l approach when the grouping variable 
has only two possib le values.  An example of th is might be whether the 
average G PA for students differs by gender. The analyst typical ly begins by 
assuming that there is no difference in the means for the two g roups 
(i. e . ,  /11 - /12 = 0) .  The student t-d istribution is the appropriate test statistic i n  
th is  instance , and takes the fol lowing form : 

t = -r====�=1=-=X=2=)=-=(�=1=-=�=2=)===== 
( (n 1 - 1 )S� + (n 2 - 1 )S� )(� + �) 

n1 + n2 - 2 n 1 n2 
(3) 

In this test, the random variable (XI - x2 )  is used to estimate the unknown 

population parameter (/11 - /1) , and the quantity shown in the denominator of 
Equat ion 3 is the estimated standard error of this random variable .  

31  



To i l l ustrate , suppose that an institutional researcher wou ld l i ke to 
determine if there is a difference i n  the average earnings of male and female 
col lege g raduates five years after g raduation .  The analyst su rveys random 
samples of 1 00 male and 1 00 female col lege g raduates and obta ins the 
information found i n  Table 2. 

Table 2 
I nformation from Surveys of Randomly Selected Male and Female 

G raduates 

Statistic 
Sample of Male 

Students 
1 

Sample of 
Female Students 

2 

earn in  s s 
Number of students in  
each sample (I]) 

1 00 

The value of the test statistic i n  this case becomes: 

1 00 

t = ----r;=====�(3=3�,0=00=-=3=2�,0=0=0�)-=0=�=== = +0 .86 ( ( 1 00 - 1 )( 1 0 ,0002 ) + ( 1  0�--:: !)�6 '����2 J(-]- + _!_) 1 00 + 1 00 - 2  1 00 1 00 
(4) 

From this information ,  one can see that the d i fference in sample means is 
less than one standard error away from the assumed value of the populat ion 
parameter. The t-distribution can be used to determine that there is a 1 9 .49% 
chance of observ ing a d i fference in average salaries of $1 ,000 or more in 
samples of these sizes when in  fact there is  no difference in  average salaries 
for the two respective populations. Therefore, this is not very strong evidence 
that the nu l l  hypothesis is false, and thus the analyst wou ld not be able to 
reject the nu l l  hypothesis. Note that the analyst is not conclud ing that there 
is no difference in the two populations, but rather there is not enough evidence 
to safely overturn the nu l l  hypothesis .  

When the g rouping variable has more than two categories, the means 
for the categories can be compared to each other using an analysis of 
variance (ANOVA) approach .  For example, an institutional researcher might 
want to know if average facu lty salaries d iffer by academic discip l ine .  I n  
this instance, the n u l l  hypothesis is that the means are equal across a l l  k 
groups (J.l1 = J.l2 = J.l3 = . . .  = J.lk) .  A sample is then d rawn from the popu lat ion 
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and the means for each category are calculated . The F-distribution is used 
to measure the distance between these means. When all of the means are 
equal , F = 0 ,  and as the distance between the means increases, the F-ratio 
wil l also increase. The hypothesis test would then reject the nu l l  hypothesis 
of equality of means when the F-ratio exceeds a predetermined threshold. 

Another way of looking for whether  two variables are related to one 
another is through the use of correlations and simple (two variable) regression 
analysis . Here ,  the analyst seeks to determine whether two variables tend 
to move in the same or the opposite direction .  This approach is typical ly 
preferred to the two-sample t-test discussed earlier  when the two factors of 
interest are continuous variables and not dichotomous, as in the case of 
gender. Figu re 3 provides a g raphical representation of a positive and 
negative corre lation between two variables: 

When there is a positive correlation between two variables, such as 
col lege GPA and high school SAT score ,  then higher values of one variable 
are associated with higher values of the other variable and vice-versa. I n  

GPA 

Figure 3 
Depiction of Positive and Negative Correlations 

+ + 

GPA 

y=a+bx + 

+ + 

SAT Score 

Positive Correlation Negati ve Correlation 

y =a+bx 

Hours Worked 

Per Week 

contrast, negatively correlated variables such as col lege G PA and average 
hours spent working for pay are such that higher val ues of one variable are 
associated with smal ler values of the other  variable.  

The correlation coefficient (denoted p for a population and r for a 
sample) is typical ly used to measure the strength of the degree to which 
two variables move in the same or opposite direction .  The sample correlation 
coefficient between two variables x and y is calcu lated as fol lows : 
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�)Xi - X)(Yi - y) /(n - l) r = ='----------- (5) 

where x,y = means for variables x and y, respectively. The numerator of 
Equation 5 represents the covariance between x and y, and the denominator 
is the product of the standard deviations for the two variables. The correlation 
coeffic ient is restricted to fal l within the range of f = - 1  .00 (perfect negative 
correlation) to f =  + 1 .00 (perfect positive correlation) .  When f =  0 ,  there is 
no correlation or l i near re lationsh ip between the two variables. The analyst 
may conduct a hypothesis test to determine if the corre lat ion coefficient in 
the sample is sufficiently large so that one can reject the nu l l  hypothesis 
that there is no correlation between the two variables for the larger population 
( i . e . ,  p = 0) . 

When the analyst feels reasonably confident that he or she can identify 
the direction of causation between two variables, a l i near reg ression model 
can also be used to measure the strength of the re lationsh ip between the 
variables. A regression model strives to identify the best stra ight line that 
describes how an independent variable (x) affects a dependent variable (y) .  
The model is typ ical ly written a s  fol lows for the population i n  question :  

y = (X  + �x + u  (6) 

where a = y- intercept of the l ine, {3 = slope of the l ine, and J1 = random error 
term . As in previous examples, the true value of (3 is unknown because it 
wou ld usual ly be too expensive and time consuming to obtain data on a l l  
va l ues for  x and y in the popu lat ion and compute the s lope of the 
correspond ing regression l ine .  Therefore , a quantitative researcher wou ld  
draw a sample of  observations for  x and y and then est imate the linear 
re lationsh ip between them in  the sample .  The sample regression l i ne  is 
then expressed as fol lows : 

y = a + bx (7) 

where y = predicted value of y in  the sample ,  a = est imated y-intercept 
from the sample ,  and b = est imated slope from the sample .  G raphical 
depictions of these l i nes are shown in  Figu re 3. The slope from the sample 
is estimated as fo l lows : 

b = L(x; - x)(y; - .Y) /(n - I ) 
o 

(8) 

s;  
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which can be interpreted as the covariance between x and y divided by the 
variance for x. The y- i ntercept is then computed as a = 51 - bi . 

The regression equat ion has several uses in institut ional research 
appl ications.  F i rst , the model can be used to test hypotheses about the 
re lat ionsh ip between two variables in  the populat ion .  An analyst may have 
a bel ief or hypothesis about the value of the popu lation slope that he or she 
wants to test. Typical ly, the nul l  hypothesis is that the variable x has no 
l i near effect on y (� = 0) . A test of th is form is often referred to as a 
s ign if icance test, because reject ion of the nu l l  hypothesis leads to the 
conclusion that x has an effect on y. A sample of observat ions on x and y is 
drawn and the slope in  the sample is calcu lated as shown i n  Equation 8. 
The sample slope (b) can then be used as evidence to evaluate the nu l l  
hypothesis as  fol lows : 

b - p  
t = --

Sb (9) 

where Sb = standard error of b. The calcu lated t- rat io is then used i n  the 
same way as the calcu lated t- ratios i n  previous examples to conduct the 
hypothesis test. The regression model can also be used to obtain predictions 
of y (denoted y ) g iven values for x. Once the slope and i ntercept are 
calcu lated for the sample l ine ,  the analyst can substitute val ues for x into the 
equation and determine the pred icted value for y. 

To i l l ustrate both uses of reg ress ion  ana lys i s ,  suppose that an 
institut ional researcher wou ld l i ke to determine if there is a re lat ionsh ip  
between a student's h igh  school rank and academic performance in  col lege. 
Due to the t im ing of the variables, the analyst sets high school rank as the 
independent variable (x) and col lege G PA as the dependent variable (y) .  
He obta ins data o n  a random sample of 500 students and f inds that the 
slope and i ntercept are 0 . 1 0  and 1 .50 respectively. The regression l ine is 
then written as: 

= 1 .50 + 0 .01 x ( 1 0) 

To test the nu l l  hypothesis that there is no l i near re lat ionship between 
high school rank and col lege G PA in  the populat ion (b = 0) , she wou ld  then 
calcu late the t- ratio from Equation 9 .  Assuming that the standard error  of b 
is 0 .002 , the calcu lated t- ratio is 0 .01  / 0 .002 = +5.00. Because there is very 
l itt le chance of obtain ing a slope of +0 .01  or g reater when b = 0, th is is 
strong evidence that b :/:. 0 and thus the nul l  hypothesis can be rejected . 
The analyst cou ld also use th is equation to predict a student's col lege G PA 
based on the student's h igh school rank .  For example,  a student with a h igh 
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h igh school rank of 70% wou ld have a predicted col lege G PA of y = 1 . 50 + 
0 .01  (70) = 2.20.  

A few words of caut ion are warranted at th is point with regard to what 
can and cannot be concluded from a regression analys is such as th is .  As 
noted earl ier, i n  order to perform a regression analys is ,  the analyst must 
specify the d i rect ion of causation between two variables. There are several 
ways in which this might be done.  An analyst may rely on a part icu lar 
education theory that argues that a g iven variable x affects another variable 
y. For example ,  human capital theory suggests that a person's wages in 
the labor market is affected by h is or her ski l ls  that contribute to a person's 
productivity. Therefore , institut ional researchers who conduct salary equ ity 
stud ies often posit that a facu lty member's educational atta inment or years 
of experience would possib ly affect the faculty member's salary. A second 
way in  which decisions about causal ity may be made is by appeal ing to the 
timing of the two variables in  question . To i l lustrate , an analyst who is studying 
the retention of co l lege students may construct a model where the student's 
h igh school GPA has a causal effect on whether or  not the student retu rns 
to col lege for their  sophomore year. The d i rect ion of causation here may be 
j ustif ied by the analysts because a student's h igh  school G PA was by 
defi n it ion determ ined pr ior to the student's decision about return ing to the 
institut ion . 

I n  e i ther  i nstance ,  the researcher  needs to recog n ize that any 
conclusions d rawn about causal ity are condit ional on the in it ial decision 
made about causal ity. This is important for several reasons. F irst , the theories 
used to determ ine causal ity may be i ncorrect . Second,  in some situations 
the d i rect ion of causal ity may be amb iguous .  This cou ld  ar ise when 
compet ing theor ies offer alternative hypotheses about causal ity between 
variables of i nterest, or  when the t im ing of the variables is such that the 
d i rect ion of causal ity is unclear. I f  an analyst posits that a part icular variable 
x affects y, when in  fact the re lationsh ip is the other way around ,  and the (­
ratio shown in  Equation 9 is statistical ly ins ign if icant, the analyst would 
conclude that x affects y when the analyst should have concluded that y 
affects x. Final ly, i n  a l l  of these instances it should be recogn ized that even 
when one concludes that f3 is nonzero ,  the analyst has not proven that the 
variable x causes y to change. The s ign ificant re lat ionsh ip  between two 
variables cou ld in real ity reflect another re lat ionsh ip that is not observed by 
the analyst. For examp le ,  suppose that a reg ress ion study of col lege 
attendance found that h igh school students who come from fami l ies with 
col lege-educated parents are more l i kely than other high school students to 
attend col lege. This does not necessarily mean that higher parental education 
per se infl uenced a student's decis ion to attend col lege.  I t  cou ld  be that 
parental education is associated with other factors such as the emphasis 
that parents place on their ch i ldren's education ,  the amount of t ime that 
parents can spend with the i r  ch i ldren i n  support of the ir  education , and so 
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on ,  which rea l ly have the causal impact on col lege attendance. Accord ing ly, 
parental education may be a placeholder for other factors that truly have a 
causal impact on col lege attendance. Whi le  it is sti l l  commonplace for 
analysts to use causal language when describing their  f indings, these caveats 
should be kept in m ind .  

M u ltivariate Studies 
Final ly, there are many instances i n  institut ional research where a 

mu ltivariate analysis is des i rab le .  I n  most situat ions, there are l i kely to be 
mu lt ip le independent factors that cou ld have an effect on a given dependent 
variab le .  A student's col lege G PA is l i kely to be affected not on ly by h is/her 
high school rank ,  but also the student's gender, SAT score , hours spent 
studying per week, academic major, and so on. The same argument wou ld  
hold for virtually any dependent variable of  i nterest to  institutional researchers .  

The most  common ly  used mu lt ivar iate stat ist ica l  p rocedu re for 
institutional research pu rposes is referred to as mu lt ip le regression analysis .  
The l i near equation describ ing the dependent variable needs to be expanded 
to i nc lude all of the k measurable factors that are thought to i nf luence y: 

( 1 1 ) 

The est imated coeff icients are interpreted as partial effects , mean ing how a 
one-un it change i n  a g iven x wi l l  affect y ho ld ing a l l  of the other x variables 
constant. The analyst can then use th is model to test hypotheses about the 
populat ion slope for each variable (f3k) i n  the same way as before , and can 
obta in predicted val ues for y after substituting values for all x variables into 
the equation .  

Suppose that an  institutional researcher wants to  understand why the 
six-year graduation rate for un iversit ies (y) f luctuates across i nstitutions .  
She uses educational theories and logic about the t im ing of variables to 
posit that an institut ion's graduation rate may be affected by the average 
SAT score of freshmen (Xl ) '  the enro l lment level of the un iversity (x2) ,  the 
percentage of freshmen who l ive off-campus (x3) ,  and/or whether the 
institution is publ ic (xJ .  Note that because the fourth variable is qual itative 
in natu re , it must be converted into a numerical variable for inc lus ion in the 
regression model .  In th is i nstance , the analyst created a dummy variable x4 
= 1 i f  the institution is pub l ic  and x4 = 0 otherwise. She obtains data for a 
random sample of 200 institut ions (See Table 3) . The coeff icient for the fi rst 
variable ind icates that ,  ho ld ing an institution's enro l lment leve l ,  percentage 
of freshmen l iv ing off-campus,  and publ ic/private status constant, a one 
point increase i n  the average SAT score of freshmen wou ld  lead to a 
pred icted 0 .02 percent increase in the un iversity's graduation rate . If the 
est imated y- intercept is 40, then the l i near equat ion wou ld  be written as 
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Table 3 
Resu lts from a Random Sample of 200 Institutions 

I ndependent Variables 
Whether 

Statistics Average Enrol lment Percentage of i nstitution is 
SAT score level of the freshmen who publ ic or 
of freshmen university l ive off-campus private (X4) 
(X1 ) (X2) (X3) 

Slope (b) 0 .020 0 .003 -0 . 1 00 -0.005 
Standard error 0 .006 0 .005 0 . 0 1 6  0 . 0 1 0 
(Sb) 
Calculated +3.33 +0.60 -6.25 -0.50 
t-ratio 

fo l lows : 

y = 40 + 0.02x1 + 0.003X2 - O. l OOxk - 0.005x4 ( 1 2) 

Fou r separate hypothesis tests can now be conducted to determ ine if 
any of the four  factors have a s ign ificant effect on an institut ion's graduation 
rate . The nu l l  hypotheses would be that each factor has no effect on an 
institut ion's graduation rate (f31 = 0, f32 = 0,  f33 = 0, f34 = 0) . Based on the 
calculated t- ratios shown above , the analyst would reject the nu l l  hypothesis 
for the fi rst and th i rd variables and conclude that the average SAT score of 
freshmen and the percentage of freshmen who l ive off campus each have 
an effect on a un iversity's g raduation rate . I n  contrast , there is not enough 
evidence for the analyst to concl ude that either the size or the publ ic/private 
status of the i nstitut ion have an effect on the graduation rate, ho ld ing the 
other two variables constant. The analyst should also recognize that the 
sign ificant f indings between the fi rst and th i rd variables and graduation rates 
has not proven that there are causal re lat ionsh ips between these specif ic 
factors . For example ,  it may not be that the average SAT score of freshmen 
per se has a causal effect on an i nstitut ion's graduation rate , but rather 
factors such as student aptitude or test-taking abi l ity have the true causal 
impacts on graduation rates . I t  is the correlat ion between SAT scores and 
student apt itude and test-taki ng ab i l ity that g ives rise to the statist ical 
conclus ion that SAT scores have a s ign if icant effect on an inst itut ion's 
g raduation rate. 

Concluding Thoughts 
I n  th is chapter, I have attempted to outl ine the general approach that 

quantitatively oriented institutional researchers use in their work. Quantitative 
analyses are based on the notion of us ing the resu lts from a sample for a 
g iven populat ion to say someth ing about what the resu lts would have been 
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had the enti re population been examined. Analysts use probabi l ity statements 
to determine the l ike l ihood of observing the resu lts obtained in a given sample 
if the nu l l  hypothesis was true and repeated samples were drawn from the 
population .  As this l i ke l i hood decreases , the fact that the resu l ts were 
obtained for the sample in hand becomes stronger evidence that the nu l l  
hypothesis is i ncorrect . 

Th is  approach is g rounded i n  what is referred to as a posit iv ist 
ph i losophy towards research issues where the analyst bel ieves that h is  or  
her job is to t ry and uncover evidence about the causal relat ionship between 
factors of i nterest . As noted in the in t roduction ,  there are alternative 
epistemolog ical schools of thought on th is issue that are not explored here .  
Even with in  the  positivist ph i losophy, one  may advocate fo r  us ing  either a 
quantitative or qual itat ive approach to research .  Carol Trosset's chapter i n  
th is  vo l u me exp lo res i n  deta i l  how i nst i tut ional  researchers may use 
qual itative methods to explore issues of i nterest. 

Education researchers often debate the relative merits of quantitative 
and qual itative methods and end up firmly entrenched in  one empi rical "camp" 
or  the other. I wou ld l i ke to propose an alternative view, however, that 
institutional researchers should consider the situations under which each of 
these empi rical approaches may yie ld usefu l  information .  If done correctly, 
the two approaches to i nqu i ry can complement each other and result  i n  a 
more complete analysis of the issue at hand.  

Quantitative methods have the advantage of being able to general ize 
f indings to larger populations of interest, and yet have been criticized because 
they must rely on constructs that are measurable and avai lable to the analyst. 
In the earl ier  example that I used of the impact of parental education on a 
student's postsecondary attendance , the quantitative researcher wou ld be 
l im ited in  h is or her abi l ity to uncover the more diff icu l t  to measure fam i ly 
attributes that may, in fact, have a causal relationship with student aspirations. 
Whi le qual itative stud ies general ly are not designed to apply their f ind ings 
to larger populations, the ir  advantage over quantitative studies is that through 
data col lection methods such as in-depth i nterviews , they can explore more 
subtle aspects of a problem than wou ld  usual ly be possib le i n  a quantitative 
study. 

Viewed in th is way, it can be seen that quantitative and qual itative 
methodologies complement each other and thus cou ld be used together i n  
many educational sett ings to  enrich our analyses of  education issues . To 
i l l ustrate how this m ight be done, I previously conducted a quantitative study 
in  New Hampsh i re of how socioeconomic factors of a commun ity affected 
the percentages of publ ic h igh school 1 oth graders who successfu l ly passed 
the state's standardized test (Toutkoushian & Curt is, 2005) . A school's pass 
rate on the standard ized test had been used as one measure of the qual ity 
of the schoo l .  The analysis showed that approximately half of the variat ions 
across publ ic high schools i n  their pass rates cou ld  be expla ined by these 
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socioeconomic factors . After read ing the study, several off ic ials across the 
state inqu i red as to what factors explained the remain ing 50% of the variation 
i n  pass rates across schools .  I i nformed them that the quantitative methods 
used here cou ld  not adequately address these issues. The quantitative 
approach provided some answers to pol icymakers ,  but left others to be 
explored . The state's Department of Education subsequently conducted a 
qual itative study of those high schools that the quantitative study had revealed 
had h igher-than-anticipated pass rates on the standard ized test . Without 
the quantitative analys is ,  the state wou ld not have known where it wou ld be 
best to cond uct more i n -depth i nterv iews . Wh i le  the resu lts from the 
qual itative approach cou ld not be general ized to a l l  h igh schools in  the state , 
they m ight lead to ideas for futu re quantitative stud ies that cou ld  test 
hypotheses about the f ind ings from the qual itative study. I bel ieve that a 
s imi lar  model of m ixed approaches to institutional research problems can 
yield valuable ins ights i nto the phenomena that we seek to expla in through 
our work. 
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Chapter 4 
Using a Mixed-Method Approach to Study a University 

Faculty and Staff Annual Giving Campaign 

Wil l iam E. Knight 
Bowl i n g  G reen U n iversity 

The pragmatists argue that a false dichotomy existed 
between qualitative and quantitative approaches and that 
researchers should make the most efficient use of both 
paradigms in understanding social phenomena (Creswell, 
1994, p. 1 76) 

We believe that the quantitative-qualitative argument is 
essentially unproductive . . .  quantitative and qualitative 
methods are "inextricably intertwined", not only at the level 
of specific data sets but also at the levels of study design 
and analysis. (Miles & Huberman, 1994, p. 4 1) 

Unquestionably all research designs are fla wed. By 
integrating both qualita tive and quantitative research, 
however, the deficiencies of one approach can be offset by 
the advantages of another. (Creswell, Goodchild, & Turner, 
1996) 

Just as machines that were originally created for separate 
functions such as printing, faxing, and copying have now 
been combined into a single integrated technology unit, so 
too methods that were originally created as distinct, stand­
alone approaches can now be combined into more sophisticated 
and multifunctional designs. (Patton, 2002, p. 252) 

The Context of the Study 
Despite an economic uptu rn in many areas si nce the turn of the 

M i l l enn i um ,  many state-assisted i nst i tut ions conti nue  to face f inancia l  
hardsh ip .  Part icu larly i n  states with t rad i t iona l ly  manufactur ing-based 
economies, continu ing resource constraints affect ing state governments , 
hesitancy to raise taxes ,  and ever- increas ing expenditu re demands for 
Medicaid, K- 1 2  education ,  and other priorities have led to cuts in  state support 
for col leges and un iversities (American Associat ion of State Col leges and 
Un iversit ies, 2006 ; Walters ,  2006) . As state support has moved from a 
condit ion of fai l i ng  to keep pace with i nstitut ional expenses to actual ly 
decl in ing ,  and tuit ion is legislatively constrained by state government, market 
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forces ,  or both , campuses are forced to make hard choices . They can 
downsize,  real locate funds ,  and/or cu lt ivate non-trad it ional  sou rces of 
revenue.  

I ncreasing private fund rais ing and external ly sponsored research and 
service activities are key strategies for col leges and un iversit ies fac ing such 
c i rcumstances (Britti ngham & Pezu l lo ,  1 990; Rhodes,  1 997; Worth ,  1 993) . 
It is often difficu lt to bu i ld  the i nfrastructu re necessary for success i n  those 
activit ies, part icu larly at small and medium-sized institut ions with a past 
h istory of l im ited success . In the area of private fund rais ing ,  development 
professionals have found that contribut ions from external donors are often 
in f l uenced by the success of i nternal  facu lty and staff annua l  g iv ing  
campa igns .  Such i nterna l  campa igns  often serve as an i nd i cato r  o f  
institut ional vita l i ty and success . 

Bowl ing Green State Un iversity (BGSU) faces many of the issues noted 
above . State budget cuts coupled with constraints on fee increases have 
forced the issue of gain ing revenue from non-tradit ional sou rces to become 
a pr iority. The campus is i n  the midst of a major comprehensive campaign .  
Both as  evidence for external donors and  as  a fund  rais ing strategy o f  its 
own , the Un iversity in itiated an annual giving campaign,  known as the Fami ly 
Campaign ,  among facu lty, admin istrative staff , classif ied staff , and reti rees 
in  1 998- 1 999. The fi rst year $454 ,985 was raised and 35% of employees 
contributed . At the end of the 2001 -2002 fiscal year, when the study was 
carried out, $699 ,020 was raised and the participation rate was 48%. I n  
2005-2006 , $803 ,030 was raised a n d  54% o f  employees contr i buted . 
BGSU's Fami ly Campaign  has been among the most successfu l  of its type 
in  the country, as evidenced by its receipt of the Counci l  for the Advancement 
and Support of Education (CASE) Seal of Exce l lence for Phi lanth ropy Award 
in 2001 and g iven the attention it has received from other institutions.  

Despite the success of the Fami ly  Campaig n ,  i ts leaders remain 
i n te rested in cont i n u i ng to i m p rove i ts resu l t s .  W h i l e  the  Off i ce  of 
Development cou ld determine that the part icipat ion rates in  the Fami ly 
Campaign were h ighest for reti rees, then admin istrative staff members,  then 
facu lty members ,  and lowest for c lassif ied (hou rly) staff members ,  more 
deta i led i nformat ion that cou ld  be used to improve marketi ng  for the 
campaign was not avai lable. For example, i t  would be useful to know whether 
part icipation varied s ign ificantly among staff g roups (e.g. ,  among clerical 
vs . ski l led craft vs . service/maintenance staff members) , by gender and 
race, and by whether employees resided near the campus (suggesti ng 
differences in  involvement) . Also, it was recogn ized that facu lty members ,  
given their compensation relative to their participation levels, had the greatest 
untapped giv ing capacity, but it was not known why more facu lty members 
d idn 't g ive ,  what the i r  percept ions were about the Fami ly Campaign ,  and 
what changes cou ld be made that wou ld encourage g reater levels of g iving .  
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A considerable amount of l iteratu re exists concern ing fund rais ing ,  by 
non-profit o rgan izations in  general and by col leges and un iversit ies i n  
particu lar, that offers some h ints about donor motivat ions. People g ive for 
ph i lanth ropic reasons,  to gain accla im and friendsh ip ,  to address their need 
to overcome gu i lt ,  i n  order to repay society for advantages that they have 
received , as an i nvestment in activit ies that may later benefit them ( e.g. ,  
sponsoring research projects) , and in  order to obta in tang ib le perqu is ites 
such as honorary degrees (Pezzul lo & Brittingham, 1 993) . G iving is motivated 
by values (G reenfie ld ,  1 999) . G iv ing is related to marital status,  gender, 
age ,  income, educational atta inment, rel ig ion , tax pol icy, establ ished levels 
of trust and i nvolvement with the institution ,  percept ions of the institut ion's 
management ,  and the percept ion of fund  ra is i ng  act iv i t ies as eth ica l  
(Brittingham & Pezul lo ,  1 990; Pezzul lo & Britt ingham, 1 993; Ciconte & Jacob, 
200 1 ) .  On a more conceptual leve l ,  theories on re lat ionsh ip-centered 
com m u n icat ion  wi th const i tue nts ,  such  as G run i g ' s  (200 1 ) two-way 
symmetrical model , hold that research and dia logue with fundraisers can 
promote changes and att itudes and behaviors among donors .  One study 
was found  that add ressed speci f ica l l y  the issue of facu l ty and staff 
partic ipation in a col lege or un ivers ity annual g iv ing campaign .  Hol land and 
M i l ler  ( 1 999) su rveyed fU l l -t ime facu lty at th ree un iversities to ascerta in the 
relationsh ip between facu l ty characterist ics, motivat ions for g iving ,  and 
fundrais ing strategies. They found that senior facu lty members who were 
not graduates of their  employing institut ion were more inc l i ned to give; that 
pr imary motives for giv ing i ncl uded altru ism,  a sense of social responsib i l i ty, 
self-fu lfi l lment, professional att itude, conviction , and institutional loyalty; and 
that telephone sol icitat ion was the most effective fundrais ing strategy. 

D iscussions with staff of the Office of Development and campaign 
vol unteers ,  as wel l  as review of the l iteratu re , suggested two research 
quest ions for a study that was carried out by BGSU's Office of I nstitut ional 
Research in  2002 : (a) Are there s ign if icant relat ionships between facu lty 
and staff characteristics and the i r  g iv ing behavior? , and (b) What are the 
knowledge and percept ions of the Fami ly  Campaign and suggest ions for 
improving part icipat ion rates among facu lty members? 

Methods 
The study was one characterized by Creswe l l ,  Goodch i ld ,  and Turner 

( 1 996) as using both methods equal ly and i n  paral le l .  Quantitative and 
qual itative approaches were appl ied separately to the research questions 
so the strengths of each cou l d  be max im ized ( M o rse ,  2003) . F i rst ,  
development,  human resou rces, and a lumni  records were merged and 
analyzed to examine s ign ificant relationsh ips between employee g iv ing and 
personal characteristics inc lud ing employee type , job classification , longevity 
at the Un iversity, gender, race , fu l l -t ime vs . part-t ime status ,  salary, city of 
residence, and whether the employee was an a lumnus .  Decisions on what 
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variables to inc l ude in  the data set were shaped by both the research 
questions and avai labi l i ty. G iven the confidential natu re of the development 
data, only the author was involved in  the man ipu lat ion and analysis of the 
data and the resu lts were shared in a summary fo rmat only with the 
development staff and campaign vol unteers .  A series of cross-tabulat ions, 
t-tests , and a log istic regression analysis were carr ied out to examine 
statistical ly sign ificant patterns between various demographic characteristics 
and whether or not emp loyees contri buted to the 200 1 -2002 Fam i l y  
Campaign .  

Second, i nterviews were carried out  with twelve BGSU ful l-time facu lty 
members.  This number provided manageab i l ity, representativeness, and 
information r ichness (Kemper, Stri ngfie ld ,  & Tedd l ie ,  2003) . The facu lty 
part ic ipants were selected through random stratif ied sampl ing in order to 
ensure that the prof i le of the part icipants was rough ly equ ivalent to that of 
a l l  fu l l - t ime facu lty members with respect to co l lege ,  longevity at the 
Un iversity, gender, and Fam i ly Campaign part ic ipat ion . E ight i nte rview 
questions were developed to gather i nformation about facu lty members' 
overa l l  knowledge of the Fami ly  Campaign ,  best methods of receivi ng 
i nformation , why faculty choose to g ive or  not  to g ive, how the Fami ly 
Campaign should best be marketed to faculty, barriers or situat ions that 
prevent facu lty from part ic ipat ing ,  possib le concerns over the use of funds 
raised , the effect of g iv ing by the academic leadersh ip on the g iv ing of rank 
and f i l e  facu lty, and other i nformation that part ic ipants cared to  provide.  
The interview protocol (see appendix) was developed by the author and the 
development staff i n  consu ltat ion with campaign vol unteers .  Data analysis 
yielded two types of f ind ings:  detai led descript ions of each case , which were 
used to document un iqueness, and shared patterns that emerge across 
cases (Patton ,  2002) .  Data analysis i nvolved breaking material i nto smal l  
un its of observat ion , develop ing i n it ia l  themes or categories with i n  the 
f indings, and consider ing alternative interpretat ions that wi l l  e ither confi rm 
the i n it ia l  themes or lead to the creat ion of new ones. The researcher 
attempted to bracket h is  knowledge and presupposit ions so as not to taint  
the f ind ings (Crotty, 1 998) , but rather to focus on part ic ipants' perspectives 
(Bogdan & B iklen , 1 998) . A peer debriefer was used to test themes and 
alternative conclusions (L inco ln  & Guba,  1 985) . Pre l im inary conclusions 
were shared with part ic ipants for thei r confi rmation and elaboration ; th is 
constitutes a member check (L i nco ln  & Guba,  1 985) . An audit tra i l  of study 
materials served to provide for dependabi l ity and confi rmab i l ity. 

Findings 

Quantitative Phase 
Table 1 provides the resu lts of a series of un ivariate stat istical tests . 

There was a statistical ly s ign ificant d ifference in  the giv ing rate by employee 
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Table 1 
Differences i n  Facu lty and Staff Giving Behavior Related to 

Employee Characteristics 

Gave to the 200 1 -2002 Fami ly Campaign 

Employee Group No Yes (,.2 (df) 

Employee Group 
1 34 .6*** (2) 

Admin ist rative Staff 226 335 
40.3% 59.7% 

Facu lty 722 382 
65.4% 34.6% 

Classified Staff 693 3 1 8  
68 .5% 3 1 .5% 

Work Category G roup 
333 .8*** (6) 

Executive/Admin istrative/ 
Manageria l  27 1 25 

1 7 .8% 82 .2% 

Other P rofessional  1 58 232 
40 .5% 59.5% 

Facu lty 62 306 
67 .2% 32 .8% 

Clerical-Secretar ia l  298 239 
55 .5% 44.5% 

Technical-Paraprofessional  76 45 
62 .8% 37 .2% 

Ski l led C rafts 33 4 
89 .2% 1 0 .8% 

Service Maintenance 290 33 
89 .8% 1 0.2% 
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Fu l l-Time or Part-Time 
2 1 1 .9*** ( 1 ) 

Fu l l-Time 1 305 1 024 
56.0% 44 .0% 

Part-Time 336 1 1  
96.8% 3.2% 

Race 
1 8 . 5** (4) 

Black 30 3 1  
49.2% 50.8% 

White 1 304 902 
59. 1 %  40.9% 

American I nd ian 6 3 
66.7% 33.3% 

Hispanic 6 1  1 9  
76.3% 23.8% 

Asian 35 1 0  
77 .8% 22.2% 

Alumnus 

76. 1 *** ( 1 ) 

No 1 382 725 
65.5% 34 .4% 

Yes 259 3 1 0  
45 .5% 54 .5% 

Live i n  Bowl i ng Green 

63.5*** ( 1 ) 

No 938 428 
68.7% 3 1 .3% 

Yes 703 607 
53 .7% 46.3% 
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Gave Previous ly 

699.0*** ( 1 ) 

No 

Yes 

Gender 
0 .5 ( 1 ) 

Female 

Male 

Employee G roup 

Mean Tota l Previous G iving 
8 .6*** (2347)  

Median 2001 -2002 Sa la!:y 

1 3 . 1  *** (23 1 2 )  

Mean  Years Employed at BGSU 
7 . 5*** (2674) 

* P < .05 ** P < . 0 1  

828 
88.6% 

486 
34 .4% 

898 
6 1 . 1 %  

6 1 2  
59 .7% 

1 07 
1 1 .4% 

926 
65.6% 

571 
38 .9% 

4 1 3 
40 .3% 

Gave to the 2001 -2002 Fami ly  Campaign 

No Yes UQf1 

$260 $ 1 ,477 

$35 ,804 $45 ,004 

1 0 .6  1 3 .4 

*** P < .001 

group ,  with admin istrative staff more l i kely to g ive than faculty or classif ied 
staff members .  More detai ls can be understood when the employee groups 
are further subd ivided by more specific work categories. This analys is also 
showed a statistical ly s ign ificant d ifference, with employees in  the Executive/ 
A d m i n i st ra t i ve/M a n a g e r i a l  a n d  Oth e r  P rofess i o n a l  g ro u ps ( both  
admin istrat ive staff) most l i kely to  g ive and  employees i n  the  Sk i l led Crafts 
and Service Maintenance categories (both classif ied staff) least l i ke ly to 
g ive. Fu l l-t ime employees were s ign ificantly more l i kely to g ive. B lacks and 
Whites were s ign if icantly more l i kely to g ive than Asians or H ispan ics ; the 
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giv ing rate for American I ndians fe l l  i n  between these groups .  It should be 
noted that the smal l  number of persons in  the minority g roups tends to 
inflate the percentages. Employees who were alumni  were sign ificantly more 
l i kely to g ive. Employee home z ip codes were used to determine whether  
or not employees l ived in  the City of  Bowl ing G reen . Those employees who 
l ived in  Bowl ing G reen were more s ign ificantly l i kely to g ive. There was a 
statistical ly sign ificant d ifference in Family Campaign 2001 -2002 giving rates 
based upon whether employees had ever given previously to the Un iversity; 
those who gave previously were much more l i kely to contribute again i n  
2001 -2002 . Although males were s l ightly more l i kely to  g ive than females , 
the difference was not statistical ly sign ificant. Employees with higher previous 
giving totals were s ign if icantly more l i kely to g ive in  2001 -2002 . Those with 
h igher salaries were sign ificantly more l ikely to give. There was a statistical ly 
s ign if icant d i fference in g iv ing rates based upon the n umber of years 
employees had worked at BGS U ;  those employed for more years were 
more l i kely to g ive .  

A log ist ic regression analysis was used to determ ine the relative 
strengths of the various employee demographic characteristics i n  explain ing 
or predict ing employee giv ing behavior. These resu lts (shown i n  Table 2 for 
statistical ly sign ificant effects on ly) reveal that having a previous giving history 
is by far the strongest posit ive pred ictor of g iv ing to the Fami ly Campaign .  
Other  predictors inc lude ( i n  order) , not  being in  the Faculty or Service­
Maintenance work categories, being White , l iv ing in  Bowl ing G reen , having 
a h igher salary, and not being in  the Techn ical-Paraprofessional or Ski l led 
Crafts work categories . Race was recoded into minority vs . Wh ite for the 
regression analysis ;  the fact that being a minority was associated with not 
g iv ing to the Fami ly  Campaign can be reconci led with the resu lts of the 
earl ier  analyses due to the fact that the p lu ral ity of minority employees at 
BGSU are H ispanic and th is g roup was among the least l i kely to give. 

Qual itative Phase 
All of the i nterview part ic ipants cou ld  articu late a basic sense of the 

pu rpose of the Fami ly Campaign as a method for faculty to include BGSU in 
their  charitab le giving ,  to contribute to the Un iversity's revenue base, and to 
enhance BGSU's mission . A few part ic ipants noted that faculty-staff g iv ing 
is used for external relat ions pu rposes to leverage g ifts . With one or two 
except ions, facu lty part icipants had only a general sense that contribut ions 
to a variety of Un iversity funds "count" for the Fami ly Campaign ;  one or two 
persons specifical ly stated that they were aware that contributions to sources 
such as the ath letic c lub or the publ ic television stat ion "count . "  With one 
exception , none seemed to be aware of the existence of deta i led fund l ists 
to which contribut ions can be d i rected . The one except ion was a facu lty 
member in the Col lege of Technology, who noted that a booklet of g iv ing 
opportun it ies specific to that col lege was developed and widely c i rcu lated . 
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Table 2 
Results of Log istic Regression Analysis Concern ing 

Facu lty and Staff G iving 

P red ictor � SE Wald 

� 

P revious G iving H istory 2 . 56 0 . 1 4  324 .38** 
1 2 .90 

Work Category: Facu lty - 1 . 1 9  0 .26 2 1 . 1 6** 
0 . 3 1  

Work Category: Service-
Ma intenance - 1 .58 0 .4 1 1 4 .86** 

0 .2 1  
Race (Minority) -0 .62 0 .20 9 . 3 1 ** 

0 .54 
Live in Bowl ing G reen 0 .33 0 . 1 1 8 .57** 

1 .40 
Salary 0 .00 0 .00 8 . 06** 

1 .00 
Work Category: Techn ical-
Paraprofessional  -0.97 0.37 6 . 84** 

0 .38 
Work Category: Sk i l led C rafts - 1 .79 0 .69 6 .66** 

0 . 1 7  

** P < . 0 1  

Many partiCipants noted that they were unsure how the  funds were used . 
Frustration was also expressed over the situation where facu lty (or spouses) 
were also alumn i  and felt pressured by the Un ivers ity to g ive to both al umn i  
fundrais ing efforts as  wel l  as  the  Fami ly Campaign ;  partiCipants felt that the 
Office of Development cou ld be doing a more effective job of not making 
mu lt ip le "asks . "  

Most facu lty members agreed that the cu rrent p ract ice of us ing 
departmental representatives as the pr imary sources of  i nformation about 
the Fami ly Campaign is a good one. Two partiCipants stated that use of 
departmental representatives was perceived as too much of a "hard sel l "  
and that they wou ld  prefer receiving written not ices through methods such 
as d i rect mai l ,  not ices placed into pay stubs,  and i nformation in  the faculty­
staff newsletter. Receiving e-mai l  and heari ng mu lt ip le verbal reminders i n  
va r i o u s  mee t i n g  and U n i ve rs i ty events  w e re n oted  as effect ive  
commun ication methods by  one  person .  Most noted that facu lty are so 
i nundated with commun ications that no one way of provid ing information 
about the Fami ly Campaign is part icu larly effective . The faculty member in 
the Col lege of Technology stated that sending l ists of col lege- or department-
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specific giving opportun ities to faculty in each area would be effective. Others 
agreed that printed materials i n  general were effective. 

A wide range of responses was generated to the question of why some 
facu lty members choose to contribute and others do not. Several senior 
facu lty members cited poor morale and lack of commun ity spi rit or  lack of 
facu lty bond ing with the Un iversity i n  general . Some participants noted that 
they choose to participate because they do have a strong al legiance and 
feel connected to the Un iversity. I t  was noted by more than one part ic ipant 
that faculty have the g reatest a l leg iance to their departments, then to thei r 
col leges, and f inal ly to the Un iversity i n  general ; as long as the Fam i ly 
Campaign is marketed (or perceived to be marketed) to general Un iversity­
wide issues rather than department-specific needs, faculty part ic ipat ion wi l l  
be l im ited . I n  related comments ,  other part icipants noted that they pay for 
i nstruct iona l  mate r ia ls  out of t h e i r  own pockets d u e  to i nadeq uate 
departmental operat ing budgets , and therefore they are hard pressed to 
g ive even more .  These part ic ipants agree that d i rect appeals to support 
needs at the i nd iv idual  department level m ight cause more facu lty to 
part icipate . Some participants stated that they decl i ned to part ici pate (or 
stopped partic ipat ing) due to disagreements with Fami ly Campaign priorities 
(or perceived priorit ies) . Another  part ic ipant noted that he chooses not to 
part icipate because of a fundamental ph i losophical d isagreement with the 
idea of asking the employees of an organ izat ion to g ive money to the ir  
employer. He stated that facu lty members make contribut ions to students 
every day whi le being employed at a far lower rate of compensation than 
could be had in the private sector. One participant noted that since many faculty 
members are unsure of how the i r  contributions wi l l  be used and also because 
they can only contribute small amounts , they fai l  to contribute at al l .  

A recu rri ng theme among most o f  t he  facu lty part icipants was that the 
Fami ly Campaign's market ing approach of noting the variety of giving targets 
avai lable to donors and h igh l ight ing a few Un iversity-wide g iv ing targets is 
not succeed ing with faculty because they want to see very specif ic ideas of 
how the i r  contr i but ions w i l l  benef it  the i r  own departments . P rovid i ng  
department-specific l isti ngs o f  g iv ing opportun it ies and  showing tai lored 
examples of how this giving has benefited (or could benefit) each department 
wou ld be a much more effective approach with many faculty. Shar ing more 
detai led i nformation after each year's Fam i ly Campaign about how the 
contribut ions were actual ly used was also noted as a usefu l  approach .  
Student scholarsh ips and facu lty research and travel support were noted as 
part icularly appeal ing g iv ing targets for faculty. Any perceived connect ion 
between the Fami ly Campaign and ath letics seemed to be a negative for 
many part ic ipants . I t  is part icu larly important among faculty that the Fami ly 
Campaign not be perceived as a "hard sel l . " 

Several part ic i pants stated that the low salaries of BGSU facu lty 
members com pared to those at oth e r  u n ivers i t ies  p revent g reater  
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participation i n  the Fami ly Campaign .  Newer facu lty who are earl ier  i n  their  
careers and not tenured are often start ing fami l ies, paying off student loans, 
and personal ly supplement ing the ir  own research and travel expenses, 
membersh ips in  professional associat ions, etc . at the same time that their  
pay is the lowest, and the ir  aff i l iat ion is perhaps the least as compared with 
other facu lty; these condit ions make it d ifficult for newer facu lty to contribute. 
Conversely, many of the Un iversity's most senior facu lty are saving for 
ret i rement. I t  was often noted that facu lty are asked to contribute to many 
causes with i n  the i r  com m u n it ies ,  to the i nst i tut ions from wh ich  they 
graduated , etc . As noted above and d iscussed further below, uncertainty 
about how the i r  contr i but ions w i l l  be used may represent a barrier  to 
part icipation for some faculty. 

Participants were asked whether concern over fund usage prevented 
some facu lty from participating in  the Fami ly Campaign. Several were unsure,  
and some were unconcerned about th is issue .  Several noted that they are 
not concerned about d iversion of funds from specified targets but rather 
about being able to specify the sou rce of the i r  contribut ions as specifical ly 
as they wou ld l i ke .  For example, some wou ld  l i ke to donate to specif ic areas 
not al ready establ ished, but they are unable to themselves meet the min imum 
dol lar thresholds necessary to establ ish new funds.  I t  was suggested that 
staff of the Office of Development meet with each department to explore 
facu lty i nterests i n  pool ing monies to establ ish new funds.  Again ,  it was 
suggested that detai led i nformation be shared each year after the Fami ly 
Campaign concludes about how funds were used . 

Most of the part ic ipants stated that they d id not know about the g iv ing 
behavior  of leaders of the i r  departments and col leges, although many 
expected that academic leaders should g ive . Most said that they would not 
be inf luenced by this even if they knew whether their  department or col lege 
leaders gave . 

Impact of the Study 
Prio r  to p rovi d i n g  i m p l icat ions  for the study i t  i s  necessary to 

acknowledge its l im itat ions. The study was carried out at a single institution 
at a s i ng le  po int  in t ime .  Wh i le  the dozen fu l l -t ime facu lty members 
interviewed were proportionately representative of a l l  BGSU fu l l -t ime facu lty 
with respect to gender col lege, longevity, and part ic ipation in the 2001 -2002 
Fami ly Campaign ,  there is no way to ensure that the ir  perceptions were 
truly representative of al l  fu l l-time faculty. Because the goal of the interviews 
was to learn more about percept ions of the Fami ly Campaign specifical ly 
on the part of fu l l -t ime facu lty, thei r responses cannot be general ized to any 
other employee groups. The natu re of the Family Campaign at BGSU and 
how facu lty and staff react to it may be d i fferent than at other i nstitut ions. 

G iven the f ind i ngs of the quant itat ive port ion of the study, it was 
suggested that development staff and vol unteers may also wish to consider 
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the usefu lness of sol ic itat ion of part-t ime employees and perhaps to l imit 
thei r sol ic itat ion (part-t ime staff members are no longer sol icited ) .  I t  was 
also suggested that they may also wish to very carefu l ly contact selected 
facu lty and staff members of American I ndian , Asian ,  and H ispanic heritage 
and further explore percept ions of and part icipation in efforts such as the 
Fami ly Campaign (th is was done) . Th i rd ,  it was suggested that Alumn i  and 
Deve lopment may wish to combine and carefu l ly  consider their efforts 
concern ing sol ic itat ion of employees who are also un iversity al umn i  s ince 
these persons are more l i kely to contribute , but they are also sometimes 
frustrated by mu lt ip le sol ic itat ions; carefu l  attention to this issue may lead to 
positive resu lts (th is remains a chal lenge) . Fou rth , s i nce employees who do 
not l ive in the c ity where the un ivers ity's main campus is located are 
s ign if icantly less l i kely to contribute, it may be usefu l to explore methods of 
making these people feel more integrated with the un iversity commun ity 
(th is has not been add ressed) . 

Because of the fact that those employees who contributed to the Fami ly 
Campaign previously are much more l i kely to do so again ,  the importance 
of donor recogn it ion cannot be over-emphasized (this remains a key part of 
the Fami ly Campaign) .  Wh i le  the strong re lationsh ip between salary and 
giving behavior is understandable,  it may be appropriate to stress,  especial ly 
to facu lty and classif ied staff g roups ,  more strongly that part ic ipat ion , not 
the dol lar amount of contribut ions, is the goal at BGSU (we cont inue to 
commun icate th is) . Whi le the f ind ing is taken as posit ive that part icipation 
increases with longevity at the un iversity, these resu l ts suggest that more 
proactive outreach about the Fami ly  Campaign and l i ke efforts may need to 
be done with new employee groups (th is has happened) .  

The f ind ings o f  the  qual itative phase of  the  study suggested that the 
development staff wou ld be wel l  served to change, target, and expand its 
efforts with facu lty members concern ing programs l i ke the Family Campaign .  
Whi le some facu lty members have strong feel ings about the  appropriateness 
of employee annual  g iv ing programs and others have a negative fee l ing 
about the Un iversity that re lates to lack of  part ic ipation ,  the i nterviews 
suggested that many facu lty m ight choose to part ic ipate if they bette r 
understood the purposes of the Fami ly Campaign and the use of funds 
col lected . This is especial ly true if they cou ld  see the re lationsh ip between 
part ic ipat ion i n  the Fami ly Campaign  and the addressing of needs and 
priorities in  thei r  ind ividual departments. Whi le clearly requ i ring considerable 
time and effort personal iz ing the Fami ly Campaign to faculty-not only as a 
un ique employee group but to d i fferent sets of facu lty i n  d i fferent areas of 
the un iversity-may lead to substant ia l ly improved resu lts. Implement ing 
these f ind i ngs remains an ongoing effort .  

Lessons Learned Concern ing Methods 
Whi le  some (e .g. , G u ba & L inco l n ,  1 988) have argued that the 
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underly ing ep istemology of the quantitative and qua l itative parad igms 
suggests that never the twain shal l  meet, others such as Patton (2002 , p .  
252) hold that the "practical mandate in evaluation to gather the most relevant 
poss ib le  i nformat ion for eva luat ion users outwe ighs  concerns about 
methodo log i ca l  pu r ity based on  ep i stemo log i ca l  and p h i l osoph i ca l  
arguments . "  Th is  was the  case for the  study described in  th i s  chapter. 

Tashakkori and Teddl ie (2003, p .  674) propose th ree ways in which 
mixed methods may be superior to s ingle approach des igns :  

1 .  Mixed methods research can answer research questions that other 
methodologies cannot. 

2 .  M ixed methods research provides better (stronger) i nferences . 
3. M ixed methods provide the opportun ity for presenti ng a greater 

d iversity of d ivergent views . 

The authors suggest that m ixed method approaches a l low theory 
confi rmation (th rough quantitative techn iques) and exploration (possib ly 
lead ing to theory generation , through qual itat ive techn iques) to take place 
s imu ltaneously. This was certa in ly the case with the BGSU study, as it 
provided for f ind ings of previous studies as we l l  as ideas from Fami ly 
Campaign staff and vol unteers to be confi rmed/refuted at  the same t ime 
that facu lty members' percept ions were explored . The study provided 
stronger and more useful resu lts than cou ld have been obta ined through 
e i ther method alone. F inal ly, it made it possib le for both patterns among 
g roup members as wel l  as ind iv idual d ifferences to be articu lated . 

Appendix:  Facu lty I nterview Protocol 

Before Beg i n n i n g  Each I nterview: 

• I ntroductions 
• Remind participants of the purpose of the study. 
• Partici pants have the r ight not to respond to any question .  
• Al l  materials wi l l  be kept confidential and pseudonyms wi l l  be used in  

report ing out  the responses . 
• There are no r ight or wrong answers .  
• Ask permission to tape. 

1 .  Can you briefly describe what you know about the BGSU Fami ly 
Campaign? [probes : Pu rpose? What contribut ions "count?" Where 
can gifts be d i rected?] 

2.  What methods of heari ng about the Fam i ly  Campaign are most 
effective? [probes : Departmental reps . ?  Printed materials? Other?] 
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3. What are some reasons that you th i nk  facu lty either g ive or do not 
g ive? [probes : i nst i tut iona l  loyalty, p rofess iona l  att i tude , socia l  
responsib i l ity vs . conviction ,  self-fu lf i l lment] 

4.  What are the reasons for g iv ing by facu lty to which the Development 
Office should appeal?  

5 .  What are some of  the  situat ions or barriers that prevent faculty from 
contributing? [probe : Al ready contribut ing to other organ izations?] 

6 .  Do you th i n k  facu lty a re sat isf ied  with t h e i r  sense that t h e i r  
contribut ions are being used in  the ways that were intended? [probe: 
I s  more acknowledgement needed of receipt of gifts d i rected towards 
a particu lar area?] 

7.  Does the giv ing behavior of those in a leadersh ip role in department 
make a d i ffe rence in the g iv i ng  behavio r  of al l  facu lty in that 
department? 

8 .  Are we asking the r ight quest ions? What else wou ld  you l i ke to tel l  
u s  about the Fami ly Campaign? 

At  the End of  Each I nterview: 

Thank you .  
Promise to share results a s  a member check. 
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Chapter 5 
A Mixed Methods Study of the Culture of Athletes 

at a Divis ion I University 

Rick Kroc 
University of Arizona 

Prel i m i nary Note 
This study has been underway for about 1 8  months, at the t ime of th is 

writi ng ,  but wi l l  take another 6 months to complete. The description below, 
then , is a mix of f in ished and unf in ished activit ies and analyses . The author 
wou ld be pleased to provide updates on the cu rrent status of the project 
upon request . A pub l ic  report about the project and its f ind ings should also 
be avai lable when the study is completed from the President's Office at the 
Un iversity of Arizona. 

Need for the Study 
Col lege ath letics may be the most publ ic ly v is ib le aspect of American 

h igher education . The i ncidents ,  concerns,  and scandals that su rface so 
regu larly can th reaten publ ic confidence and undermine the i ntegrity of a 
col lege or un iversity. Each year the stakes seem h igher and the controversy 
greater, placi ng increasing pressure on col lege preSidents ,  coaches, faculty, 
staff , and especia l ly the student-ath letes . 

A l thou g h  few peop le  wo u l d  q u est i on  t he  need for  st ud i es  of 
i ntercol leg iate ath let ics , conducti ng sound ,  thorough ,  unb iased research in 
a super-charged envi ronment that m ixes pol it ics, economics, and publ ic 
visib i l ity presents many chal lenges.  At the Un ivers ity of Arizona (UA) , the 
essential condit ion that made such research possib le was an engaged 
president with a fundamental commitment to improving ath let ics, born from 
a strong bel ief in the benefits of the ath letic experience for most student­
ath letes . He issued this cal l for the study: 
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As Chair of the NCAA Division I Presidential Task Force on 
the Future of Intercollegiate A thletics, I ha ve both the 
opportunity and the responsibility to examine the culture of 
higher educa tion a thle tics programs in America . My 
responsibilities begin at home. My task force experience as 
well as events at colleges and universities around the country 
led me to conclude that it is appropriate to examine the 
environment defined by the culture of high-level athletic 
competition here at The University of Arizona. At the national 
level a serious movement to strengthen the academic 



experience of student-athletes is well underway. We must 
examine the presence of any cultural influences here that 
ha ve the potential of distorting the shared values of 
academics and athletics in higher education. 

This study is intended to be a cultural assessment quite apart 
from the investigations that occur when the Dean of Students 
responds to any allegations of violations of our Code of 
Student Conduct by individual students (including student­
athletes) and apart from any investigations of alleged criminal 
conduct by law enforcement authorities. We seek to improve 
our understanding of the cultural context in which student­
a thletes function, and to find ways to impro ve tha t  
environment. (Likins, 2005) 

The President's i nvolvement with the Nat ional Col leg iate Ath let ic 
Associat ion (NCAA) helped increase the breadth of the study and permit 
access to NCAA staff and su rvey materia ls .  For the NCAA, our un iversity 
study became a pi lot project on how research and data ( i nc lud ing the i r  
nat ional ly admin istered GOALS su rvey) can be used to  improve the cu l ture 
of ath let ics . The i r  engagement h e l ped streng then  the  U n ivers i ty 's 
commitment to a sound research project . 

Organization and Process 
In a study with a h igh level of controversy and vis ib i l ity, process and 

organizational issues may be as important as the methodology, so a short 
description of these issues may be valuable.  F i rst, the President chose two 
co-principal investigators (P is) to d i rect a study that would fol low the principles 
of good soc ia l  sc ience researc h .  Both had soc ia l  sc ience research 
backgrounds as wel l  as extensive admin istrative experience, one as a dean , 
the other as a vice pres ident. This set the foundation for a study that wou ld 
have the credib i l ity of  i ndependent research ,  but wou ld  a lso be oriented 
toward pract ica l ,  workable recommendations for improvements . 

Second, the P is and President selected members for the I ntercol legiate 
Ath letics Envi ronment Panel (AEP) ,  the group tasked with accompl ish ing 
the i r  objectives. The AEP comprised facu lty, staff , student, and commun ity 
representatives. Although the AEP was u lt imately responsible to the President 
and the Arizona Board of Regents ,  its work was also conducted in  close 
consu ltat ion with an  Adv isory Board cons ist i ng  of sen io r  U n ivers ity 
admin istrators . 

Th is organ izat iona l  structu re ensured that adequate review and 
overs ight of  the study occu rred ,  but a lso meant that considerable t ime and 
attention was needed for meeti ngs and process issues . Some effic iency 
had to be sacrificed for the sake of mainta in ing adequate commun ication , 
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review, and support .  A two-year t imel ine and budget was establ ished for 
the project . The budget inc l uded half-time graduate research assistant 
support for the princ ipal  i nvest igators . 

F inal ly, the Un iversity was undergoing its NCAA accred itat ion review 
while the AEP study was underway. Care was taken to completely separate 
the AEP study from the accreditat ion process and self-study. Otherwise, 
the exigencies of the accreditat ion needs might wel l  have overwhelmed the 
AEP goals. 

Focus of the Study 
The study was d ivided into two phases. Phase I ,  mostly quantitative 

in natu re , was designed to look somewhat broad ly at the two fundamental 
study areas : 

• Student ath letes' academic experience; and 
• Student ath letes' cu l ture and envi ronment. 

Using qual itative methods, Phase I I  was designed to d ig more deeply 
i n to the c r i t i ca l  i ssues  i d e nt i f i ed  from P h ase I .  Deta i l ed , targeted 
recommendations would be developed from these two phases . The fol lowing 
two sets of research quest ions were des igned to gu ide the study. 

Student Ath letes' Academic Experience 
I s  the student-ath lete academic experience s imi lar  or  dissim i lar to that 

of the general student popu lation ,  and is there suffic ient and appropriate 
support to enhance student-ath lete success? 

1 .  Are we doing enough to develop the academic talents and diverse 
i nterests of our student ath letes? 

2. Are student ath letes suff ic ient ly i nteg rated i nto the academic  
commun ity to  ensu re the i r  development as  educated cit izens of  the 
world? 

3. Can our academic support systems be improved? Are our academic 
advisers and student ath lete counselors (Committed to an Ath lete's 
Total Success - CATS) meet ing the needs of student ath letes? 

4. What are we do ing to address any academic issues identif ied 
through our Ath letics Progress Report? 

Student Athletes' Cu lture and Environ ment 
I s  there evidence of inappropriate behavior  that is  symptomatic of 

problems embedded with i n  the cu l ture of UA competit ion? 
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1 .  Are there characteristics (either positive or  negative) d ifferentiat ing 



student ath letes , the student body, and the larger society regard ing 
behaviors/attitudes related to alcohol/d rugs,  d ishonesty, gambl ing ,  
rac ism, sex, sexism,  violence, and weapons? 

2. I f  not ,  is  any such inappropriate behavior instead symptomatic of 
problems more broad ly embedded in society? 

These questions were written to systematical ly address local , reg ional , 
and nat ional "hot button" issues i n  i ntercol leg iate D ivis ion I ath let ics. As is 
evident i n  the quest ions, some of these issues are broad , controversial , 
and often plagued with a preponderance of headl ine-making ,  anecdotal data. 
To g rapple with the wide scope of the research questions,  a few gu id ing 
pr inciples were adopted : 

• 

• 

• 

• 

• 

• 

I n  every way possib le ,  th is research study should be insu lated from 
the pol i t ics ,  b iases, and pub l ic  scrut iny that usual ly su rrounds 
intercol legiate ath letics; 
No single method or data sou rce is defi n it ive-triangu lation on a 
f ind ing us ing mu lt ip le sou rces is most l i kely to be val id ;  
Quantitative and qual itative methods are both essential : quantitative 
methods provide broader, more general izable resu lts, whereas 
qual itative methods provide depth ,  context , and understanding . 
Whenever poss ib le ,  f ind ings about ath letes should be compared 
with data from non-ath letes ; 
A review of the national l iterature as wel l  as stud ies done at other 
un iversit ies or  agencies should be used to he lp shape the study 
and to provide context for our local f ind ings ;  and 
No reports should be issued prior to the completion of the study 
and a subsequent thorough review by the President. 

Study Doma i n :  Areas and Populations 
The fi rst step i n  the study was to specify the domain .  Beginn ing from 

the research questions,  the AEP identif ied more specific areas for study 
with in  each of the broad categories of student-athlete's academic experience 
and the i r  cultu re/envi ronment.  In add it ion ,  a g raduate research assistant 
compi led and summarized the national research l iterature ,  as wel l  as studies 
done by the NCAA and by other  un iversit ies to ensure that the domain was 
appropriately defined , and that the AEP had knowledge about the array of 
methods , i nstruments ,  and f ind ings that were avai lable .  The f inal l ist of areas 
is d isplayed in Table 1 (next page) . 

Having identif ied the content domain ,  attention turned toward the study 
population .  I f  med ia reports were the only sou rce of data, it wou ld appear 
that athletes misbehave much more frequently than other students.To confi rm 
or d isconfi rm th is appearance, though ,  requ i res more systematic ,  unb iased 
comparisons between ath letes and non-ath letes , as wel l  as considerations 

59 



Table 1 
Domain of the Study 

Ath l ete's academic experience Ath l ete' s  cu ltu re and enviro n m e nt 

Academic preparation Alcohol a n d  d rugs 

P rogress to degree Dishonesty and cheati ng 

Student engagement Gambl ing  

Academic s u p po rt Racism 

Post-e l i g i b i l ity academic experience Sexism 

Other academic issues Sexu a l  behavior 

Violence 

Weapons 

of poss i b l e  exp lanatory va r iab les  such  as gender, soc io-econom ic  
background ,  academic preparation , race/ethn icity, and sport .  

The AEP also agreed at the study outset that the focus wou ld be on 
NCAA recru ited student-ath letes . "Walk-on" ath letes, who receive no ath letic 
f inancial aid, wou ld not be inc lud ing i n  the study. 

Methodology 
In very broad terms, the AEP study was d ist i l led i nto three questions .  

1 .  At th is un iversity, are ath letes' academic and cultural experiences 
un ique in important ways? 

2 .  I f  they are un ique ,  why? Can we understand and exp la in  th is  
un iqueness? 

3. I f  we d iscover problems with ath letes , what improvements can we 
make? I f  we discover advantages, can we somehow export these 
advantages to non-ath letes? 

In  some ways this research was more l i ke an evaluation study because 
the interest was more in the local situation than in any general conclus ions 
that wou ld be re levant to other  un iversit ies It should be noted , though , that 
the AEP had no reason to th ink  that the situation at th is un ivers ity was 
substantively d i fferent from other D ivis ion I un ivers ity sett ings .  

Moreover, i f  we th ink of ath letics as a program to be evaluated , then 
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th is study had both formative and summative aspects : the interests were 
both i n  systematic ident i f icat ion of "program effects" and i n  prog ram 
improvements .  Probably more than any other  aspect of the study, th is 
concern with both summative and formative issues was the pr imary tr igger 
for adopt ing a m ixed-method approach . 

Phase I-Quantitative 
The fundamental aim of th is phase was to determine if there were 

differences between ath letes and other students i n  the areas specif ied i n  
Table 1 .  Whenever poss ib le ,  comparisons by gender, ethn icity, SES ,  and 
sport were to be made . The AEP compi led a l ist of a l l  existi ng sou rces of 
student data that might be relevant , which turned out to be fai rly extensive: 

• 

• 

• 

• 

• 

• 

Board of Regents and N CAA reports on ath letes' g rades and 
graduation rates (ten year h istory) ; 
I nstitutional student records data ; 
Health and Wel l ness Su rvey, adm in i stered annua l ly  to assess 
student alcohol , drug ,  and sexual behaviors (seven year h istory) ; 
Dean of Students Code of Conduct and Code of Academic I ntegrity 
violations (five year h istory) ; 
Coal it ion on I ntercol leg iate Ath letics (CO lA) report ,  completed i n  
1 995; and 
Annual Un iversity Survey of G raduat ing Seniors ,  assessing student 
engagement, satisfact ion , and other academic issues (f ive year 
h istory) . 

Each of these sou rces contained re levant data that cou ld  be used to 
compare ath letes with non-ath letes and,  at least i n  some cases , break out 
sub-populations .  Only data from and about students was inc l uded in  this 
phase of the study. 

The AEP was convinced , though ,  that better coverage of the issues 
was needed . Al l  of the exist ing sou rces had f laws , inc lud ing smal l numbers 
of ath letes , inabi l ity to break out subpopu lations,  dated i nformation ,  and 
incomplete coverage of the study issues . In addit ion ,  one of the gu id ing 
pr incip les was tr iangu lat ion us ing mu lt ip le sou rces and methods.  The AEP 
decided , then , that new data needed to  be col lected .  

Coincidental with the t im ing of  th is  study, the NCAA began admin istering 
a su rvey to ath letes at Divis ion I un iversit ies. This su rvey, t it led G rowth , 
Opportu n it ies ,  Asp i rat ions ,  and Learn i ng  i n  Co l lege S u rvey (GOALS) 
consisted of seven components : 

• 

• 

• 

col lege ath letics experience; 
col lege academic experience; 
col lege social experience; 
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• 

• 

• 

• 

the student-ath lete experience ; 
health and wel l -be ing ;  
t ime commitments; and 
background i nformation . 

Both the NCAA and the Un iversity saw opportun it ies to benefit from a 
col laboration i nvolv ing the GOALS su rvey. For the Un ivers ity, the su rvey 
cou ld greatly enhance our  understand ing of the study issues. The NCAA 
saw a s ign ificant opportun ity to have UA serve as a p i lot and pioneer i n  
us ing t he  survey for our  i nternal needs, part icu larly as  we  strive to  improve 
the cultu re and experiences of student ath letes . This proved to be an ideal 
partnersh ip .  

I n  return for access to the Un iversity's GOALS data, the NCAA agreed 
to scan the completed su rveys and provide the data f i le to the AEP. Further, 
they real ized that having a complementary su rvey for student non-ath letes 
would serve their needs as wel l  as ours ,  so they agreed to modify the GOALS 
for the general student body and provide the new su rvey to the Un iversity 
for admin istrat ion during the study. 

Because the GOALS survey did not cover most of the cu ltu re and 
envi ronment areas l isted in  Table 1 ,  the AEP developed supplemental survey 
quest ions to be appended to the GOALS su rvey, both for the ath letes and 
non-ath letes . A few Un ivers ity-specific questions about academic issues 
were also added . The GOALS and the supp lemental quest ions were 
admin istered at the same t ime.  

Because the NCAA wou ld have access to our  data, it was necessary 
to obtain human subjects approval from our I nstitutional Review Board ( l RB) ,  
which proved to be a t ime-consuming process , particu larly s ince the domain 
of the study included some very sensitive and controversial areas. Eventual ly, 
approval was obta ined , provided the fol lowing agreements were honored . 

1 .  The NCAA could have access to the un ivers ity GOALS data, but 
not data from the supp lemental quest ions (wh ich covered the 
controversial areas) . 

2 .  Su rvey responses must be strictly anonymous. 
3. Part ic ipat ion must be vol untary. 
4. A l l  part icipants must see (but wou ld  not need to s ign) an informed 

consent form with the specif ic word ing that had been approved by 
the I RB .  

Survey admin istrat ion created some chal lenges. For  the ath letes , a 
paper admin istration was determined to be most desi rable. F i rst , the GOALS 
survey was on ly avai lable in a paper format. Second,  to ach ieve a suffic ient 
number of responses from the ath letes to parse the data by gender and 
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sport, the AEP felt it best to ask the ath letes the come to a central location 
at t imes arranged around the i r  academic and practice schedules.  Th rough 
the President, Ath letic D i rector, and team capta ins ,  coaches were strongly 
encouraged to stress the importance of the survey to thei r  ath letes, stopping 
short ,  though ,  of coerc ing the i r  partic ipat ion . Several su rvey adm in istration 
t imes were arranged during ear ly morn i ngs ,  l unch hours ,  and even ings.  
Though the AEP's fi rst thought had been to have coaches present, the 
Un iversity Testing Center staff , a neutral g roup ,  admin istered the su rvey to 
avoid any appearance of coerc ion.  Al l  student-ath letes were invited ; 55% 
participated. 

For non-ath letes , however, the AEP decided on a web admin istrat ion . 
F i rst, the i nstitutional research office rout inely develops , admin isters ,  and 
tabu lates web su rveys , so the technology and infrastructu re were robust. 
Second ,  this mode wou ld  be more eff ic ient and cost effective . These 
advantages were thought to outweigh any potential bias i ntroduced by using 
a d ifferent mode from the ath letes' su rvey. The GOALS and supplemental 
questions were converted for the web, and emai ls were sent to the sample 
with the URL inc l uded i n  the text . C l icki ng on the URL brought up both the 
i nformed consent language and the survey quest ions. The emai l was sent 
to a random sample of 5 ,000 non-athlete underg raduates , not inc lud ing 
African Americans. Because African Americans are a large part of the 
student-athlete population ,  but a smal l  proport ion of  non-ath letes , a l l  non­
ath lete African American undergraduates were invited to participate. Several 
$ 1 00 gift certif icates for the bookstore were offered to randomly selected 
respondents as incentives. The response rate, 1 7%,  was d isappoint ing ,  but 
provided suffic ient numbers of respondents for the desi red comparisons. 

The AEP addressed the value of statistical s ign ificance testi ng of the 
su rvey resu lts . Although the focus was pr imari ly on tr iangu lat ion across 
methods and on practical s ign ificance , statistical s ign ificance and confidence 
i ntervals were thought to be valuable tools to he lp sift through the massive 
number of su rvey questions,  part icu larly as they were broken out for sub­
populations. The reader/analyst could ,  then , have in  mind both the d ifference 
that reached various levels of statistical s ign ificance and the d i fference 
between means that seemed important from a practical standpoint . I t  was 
clear, though ,  that rel iance on statistical s ign if icance testi ng wou ld  need to 
be tempered by the potential bias i n  the representativeness of respondents 
and in the smal l  sample s izes in some sub-popu lat ions. 

From the new and exist ing Phase I data, a deta i led prof i le of student 
ath letes was developed. For further tr iangu lat ion and a wider context, this 
prof i le was compared and contrasted with the national research l iteratu re 
and with other  stud ies ,  i nc l ud i ng  N CAA stud ies .  These p rof i l es and 
comparisons were merged i nto a document t it led Phase I Emerging Profile 
of Student Athletes (Emerging Profile), which became the spr ingboard for 
Phase I I .  

63 



Phase I I-Qual itative 
Guided by the f indings from Phase I ,  Phase I I  was designed to ach ieve 

a deeper, r icher understand ing of the under ly ing issues,  context, and 
mot ivat ion  wi th i n  the  ath let ic  cu l t u re-aimed u l t imate ly  toward any 
improvements that might be recommended for  the intercol leg iate ath let ics 
program at the Un iversity. The Emerging Profile helped shape the domain 
of the Phase I I  efforts by identify ing those areas where ath letes differed 
from non-ath letes in  important ways. Moreover, it helped sort out d ifferences 
by gender and,  to some extent, by sport and ethn ic ity. The smal l  sample 
s izes i n  many sports and for some eth n ic  g roups ,  however, made it 
impossib le to profi le many sports and some ethn ic  groups. 

The Emerging Profile also helped identify areas that wou ld not be 
pursued in  Phase I I .  G iven the enormous territory covered by the research 
questions, this sharpened focus was essential to complet ing the study with in  
the  two-year timeframe. S ign ificant d i fferences between ath letes and non­
ath letes with regard to sexism and rac ism, for example ,  were not found on 
th is campus in  the Phase I data , so were not considered d i rect ly i n  the 
Phase I I  domain .  

Had Phase I not revealed any important d ifferences between ath letes 
and non-ath letes (h igh ly un l i kely in l i ght of the nat ional l iteratu re and the 
experiences of many other un iversities) , the study would probably have been 
concluded at that point .  Because there were many d i fferences , though ,  a 
clear need to ach ieve a g reater understanding of the underlyi ng issues, the 
context , and the various stakeholder perspectives was apparent .  Phase I 
only scratched the surface of many areas of the study and gathered primari ly 
only student- level data . 

The AEP sh i fted gears i n  Phase I I  from quantitative to qual itat ive 
methods and epistemology. For some AEP members ,  this was a s ign ificant 
educational process . Although everyone has some understand ing of focus 
g roups,  th is understand ing is often superfic ia l . Focus g roups are often 
thought of as more l i ke face-to-face su rveys where you get a l itt le  more 
information and serve pizza and soft d ri nks .  Questions often arose , for 
example ,  about how the "sample" i n  a focus group wou ld  be representative 
of the population : some thought that each focus group should have a random 
sample part ic ipat ing .  Some AEP members gained an understand ing of the 
differences between methods, whereas others simply decided to trust the 
process and the "experts . "  To achieve the thick descript ion , the r icher 
understand ing ,  and the contextual knowledge that was essential for this 
qual itative phase, it became necessary to expand the information gathered 
considerably beyond the student-level view used in the mostly quantitative 
Phase I .  Table 2 shows the g roups and methods for Phase I I .  

Shaping the questions for the focus groups and interviews, as wel l  as 
the characteristics of the part ic ipants in the focus g roups ,  was necessary to 
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Table 2 
Populations and Methods for Qual itative Phase 

Focus I nterviews Fol low-up 
Groups Survey 

Students (athletes and non-ath letes) X X 

Ath letic advisors X If needed 

Facu lty X If needed 

Admin istrators X If needed 

Coaches X If needed 

maximize the benefits whi le m in imiz ing the cost and t ime.  Again ,  Phase I 
f ind ings helped with th is .  

• 

• 

• 

Survey data clearly ind icated that most student-ath letes , especia l ly 
females, c learly benefited from the i r  part ic ipat ion i n  ath letics, so 
focus g roup and i nterview quest ions were tai l o red to ga in  an 
understanding of th is f inding from the perspective of (and i n  the 
words of) the ath letes themselves. In l ight of some other f ind ings 
that were clearly negative , the AEP felt that this positive story needed 
to be told .  
The  campus has been adm in iste ri ng  t he  Health and  Wel l  ness 
Su rvey, which col lects detai led data on alcohol and d rug behavior, 
for seven years . The rich i nformation avai lable about ath letes and 
non-ath letes from th is su rvey meant that there was a m in imal need 
to add ress these areas in Phase I I .  This i l l ustrates how more 
"quantitative" methods, l i ke surveys, can also gather qual itative data. 
Although much of the Phase I data could not be broken out by sport 
because of small n's , it was possible to compare revenue-generating 
sports (men's basketbal l  and footbal l  at this un iversity) with other  
men's sports . Some clear d ifferences between these two groups 
that emerged from Phase I helped with the development of i nterview 
and focus group questions,  as wel l  as in the select ion of g roup 
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• 

partic ipants .  The fact that these d ifferences between revenue and 
non-revenue sports were confounded by d ifferences i n  ethn icity 
(ath letes in revenue sports are predominate ly African American) 
and socio-economic status also helped gu ide the development of 
quest ions. For example ,  focus group questions were designed to 
el icit comparisons between the h igh school culture and the un iversity 
commun ity cu ltu re as experienced by the part ic ipat ing students. 
U lt imately, the data gathered in  Phase I resu lted in pars ing the data 
and des ign ing  Phase " us ing three fundamental comparisons,  
stemming from identif ied d i fferences between:  

• student-ath letes and non-ath letes; 
• males and females; and 
• revenue-generating men's sports and non-revenue men's sports. 

Visual ly : 

Ath letes Non-Ath letes 

Women All sports X X 

Revenue sport X X 
Men 

Non-revenue sport X X 

Phase " data col lection began with student focus g roups of about 6-
1 0 students each .  I t  was determined that the breadth of issues and the 
identif ied d i fferences across popu lations wou ld  requ i re 1 6  student focus 
g roups,  e ight for ath letes and e ight for non-ath letes. Each focus group was 
staffed by a fac i l itator and a co-faci l itator (note taker) . The AEP considered 
record ing each sess ion ,  but decided that this would be too expensive and 
time-consuming .  Fac i l itators and note takers were identif ied from campus 
personnel  with care taken to ensure that the staff ing of focus g roups wou ld 
maximize the candidness of  the students (for example ,  coaches wou ld  be 
bad choices as fac i l i tators) . 

A six-page trai n ing manual , Running a Focus Group, was developed 
and two train ing sessions were held for fac i l itators and note takers . H igh l ights 
for the sessions inc l uded gu ide l i nes for: 

• 
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Creat ing a warm and friendly environment before beg inn ing the 
focus g roup ;  



• 

• 

• 

• 

• 

• 

• 

I ntroducing the topic and part ic ipants ;  
Estab l i sh i ng  d iscuss ion ground ru les ,  i nc l ud i ng  havi ng  every 
participant s ign an i nformed consent form ; 
Asking the open ing question ,  which is designed to be an icebreaker 
to generate easy conversat ion ; 
Asking the content quest ions, inc lud ing t ips for l isten ing ,  probing ,  
and group management; 
Taking notes and summariz ing the d iscussion so that participants 
have a last chance to tal k and clarify the i r  ideas; 
Closing the sess ion ,  inc lud ing provid ing an opportun ity to complete 
a brief fol low-up su rvey (see next paragraph) ;  and 
Complet ing each session with a discussion between the faci l i tator 
and co-faci l itator designed to identify issues with the overal l  session,  
captu re the richness of the discussion , identify main themes, and 
ensure that key statements and quotes are recorded. 

Before each session , fac i l itators were provided with a written protocol 
tai lored to the specific focus group topic and type of participant. This protocol 
consisted of: 

1 .  Background information ;  
2 .  Pu rpose of  the  focus g roup ;  
3. Specific quest ions and possib le prompts ; and 
4. A one-page su rvey with open-ended questions about the topiC .  The 

survey was i ntended to supplement the focus g roup conversat ion , 
provid ing a d ifferent source of i nformation to confi rm (or d isconfi rm) 
and ampl ify issues emerg ing from the d iscuss ion .  

Recruitment of  student-ath lete part ic ipants was arranged through the 
Ath letics Compl iance Officer, a member of  the AEP, who contacted the 
coaches to arrange voluntary participat ion . Working around academic and 
practice schedu les was chal leng ing .  

Recruitment of  non-ath letes was done as fol lows . 

1 .  A sample of 5 ,000 non-ath letes was drawn from the Un iversity 
student database . Because Afr ican Americans are stat ist ical ly 
overrepresented among ath letes, but not many wou ld  be captu red 
in the random sample of non-athletes, all additional African American 
non-ath lete students were added to the orig ina l  sample of 5 ,000. 

2. Emails were sent to these students , asking if they wou ld  l i ke to 
part ic ipate (pizza, soda, and thei r des i re to make a d i fference were 
the incentives) . 
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3. I f  they were interested ,  they were asked to c l ick on a URL, where 
they wou ld ind icate the topics they were interested i n ,  t imes that 
they were avai lable ,  thei r c lass level , and gender. 

4 .  An automated process added the i nterested students to the non­
ath lete focus groups unt i l  6-1 0 students were in  each group .  

Next Steps-Qualitative Phase 
At the time of this writ ing (November, 2006) , student focus g roups are 

underway, and plans are being made for other qual itative data col lect ion . I n  
part icu lar, one  or two focus g roups w i l l  be  he ld  with t he  academic advisors 
assigned to advise only ath letes. These staff members,  who are professional 
advisors rather than faculty, have a un ique perspective on the cu ltu re of 
ath letes, especial ly (but not on ly) with regard to academic issues. They may 
also have constructive ideas for valuable changes. 

Coaches are another group with a un ique and cr it ical perspective . I n  
many ways , the coach is the pivotal person i n  a n  ath lete's l ife during h i s  o r  
h e r  t ime at the Un iversity. I t  i s  essential t o  obta in the i r  views on the issues 
underlyi ng the cu l ture of ath letes and to seek the i r  i nput about possib le 
improvements .  S ince there may be a variety of un ique ci rcumstances for a 
part icu lar  team,  and there are a re lat ively sma l l  n umber of coaches ,  
i nterviews were determined to be the best way to gather the needed data . 
Also, coaches may be more wi l l i ng to be forthcoming in  a one-on-one sett ing 
than i n  a group.  

F inal ly, key faculty and admin istrators wi l l  be selected for i nterviews. 
Depending on how clear the f ind ings are from the previous data col lect ion 
and analys is ,  these interviews may focus on possib le improvements rather 
than context and underlyi ng issues . 

Analysis and Recommendations 
Phase I I  data (notes from focus groups and i nterviews, as wel l  as 

responses to open-ended survey questions) wi l l  be analyzed using a content 
analysis approach .  Themes wi l l  be in it ial ly identified , corroborating evidence 
wi l l  be added , and then themes may be modified (or new themes proposed) ,  
depend ing o n  how "corroborat ing" the evidence turns out t o  b e .  This k ind of 
recu rs ive ,  feedback-or iented approach shou ld  resu l t  i n  a r ich , deep 
understanding of  the culture of  ath letes at  th is un iversity. 

Phase I I  f ind i ngs wi l l  then be "blended" with Phase I resu lts . I n  some 
cases , a l l  data and analyses may point i n  the same d i rect ion .  For example ,  
it appears to be c lear from Phase I and the i n it ial Phase I I  student focus 
groups that excessive alcohol use occurs among student ath letes, particularly 
males. In l ight of national stud ies that have reached the same conclusion , 
th is is not a surpris i ng f ind ing .  I n  other areas , though ,  overal l  f ind ings may 
be less clear. It w i l l  be interesti ng ,  for example,  to see what Phase I I  reveals 
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about physical violence and weapons, areas that were somewhat ambiguous 
i n  the Phase I data and analys is .  

The AEP has been asked by the President to use the study results to 
make recommendations for improvements in intercol legiate ath letics. These 
recommendations wi l l  come from two sou rces: 

1 .  D i rectly by sol ic i t ing suggest ions from part ic ipants during Phase " 
focus groups, i nterviews and surveys ; and 

2 .  I nd i rectly from the analysis of  the data gathered during both phases 
and the subsequent AEP d iscussions .  

The Value of a M ixed Methods Approach 
The drawbacks of a mixed methods approach are clear: it adds t ime,  

complexity, and expense to a study. Some wou ld  a lso say that it m ixes 
methods that are epistemological ly contrad ictory. So what was the value of 
th is approach for th is study? 

• 

• 

• 

• 

Ath letic cu ltu re spans a spectrum of areas , some of which (alcohol 
use, for example) have become fai rly wel l  understood over the years 
from quantitative methods, others of which (physical v io lence,  
weapons use) need the deeper explorat ion and understand ing 
provided by qual itative methods. 
The formative and summative aspects of th is study, which is more 
l ike program evaluation in many ways than l ike a trad itional research 
study, lend themselves to a mixed methods approach .  
Audiences and stakeholders consist o f  some people who respond 
best to systematic, i nferent ial ly rigorous,  quantitative data, but also 
others who want to hear the complex, r ichly detai led stories derived 
from the ind ividuals who are immersed in the cu lture .  Different 
approaches resonate with different audiences . 
M ixed methods also means that mu lt ip le  methods have been 
employed , which is essential to us ing tr iangu lat ion as a means to 
establ ish greater val id ity of the f ind ings .  Any s ing le approach used 
in  the messy world of social science research wil l be f lawed . I f  a 
wide array of methods leads to consistent conclusions, then analysts 
and stakeho lders feel more conf ident about conc l us ions and 
recommendat ions. 
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Chapter 6 
Discovering What Students and Professors 

Expect From Advising Relationships 

Carol Trosset 
Hamps h i re Col lege 

Grinne l l  Col lege, a selective private l iberal arts col lege in  central Iowa, 
is a col lege that emphasizes advis ing as central  to students' education and 
as an important responsibi l ity of facu lty members. The importance of advising 
is enhanced by the fact that G rinne l l  has no d istribut ion requ i rements , but 
asks each student to craft h is  or her own cu rricu l um i n  consu ltat ion with a 
facu lty adviser. Du ri ng  my years as G ri n ne l l 's D i recto r of I nstitut ional  
Research ( 1 995-2004) , the col lege gathered an increas ing  amount of 
i nformation evaluat ing its advis ing system .  These activit ies cu lminated i n  a 
grant from the Li l ly Foundation ,  focusing partly on the natu re and importance 
of the mentori ng process . 

The research process described i n  th is chapter, and the resu lt ing 
analysis ,  is not a s ing le isolated project . Rather, it should be read as a 
sequence of projects , each bu i ld ing on the previous ones. A question is 
posed , data are gathered and analyzed , and the resu lts lead to another  
question ,  wh ich requ i res a different method of  gather ing and analyzing a 
different set of data, which leads to a th i rd question ,  and so on .  Therefore , 
the structu re of th is chapter wi l l  reflect th is process , showing not s imply a 
set of quest ions,  a method, and a set of data , but also how each step i n  the 
research process was designed,  or re-analyzed,  to bu i ld  on the previous 
f ind ings.  

Questions Addressed i n  the Study 
The overarch ing question motivat ing all this research was "How good 

is advis ing ,  and what could be done to improve it?" In pursu ing this question ,  
I asked many other questions,  des igned to gain a deeper ethnographic 
understand ing of the advis ing process . Ethnographic research is  a process 
developed in the f ie ld of cu ltu ral anth ropology, and uses qual itative data 
(usual ly from interviews) and i n-depth exposu re to a commun ity to gain an 
understand ing of the perspectives and assumpt ions of the commun ity 
members .  

The s implest approach to evaluati ng the qua l ity of  advis ing is to  ask 
the students about the advis ing they have received . In 1 997, Grinnel l  Col lege 
admin istered the ACT Survey of Academic Advis ing to a stratif ied random 
sample of i ts students and received responses from a representative th i rd 
of the student body. (A stratif ied random sample is one in  which subjects 
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are drawn separately from a variety of categories present i n  the popu lation­
such as class year, sex, or ethn icity- but in which ind iv iduals with i n  each of 
those categories has an equal chance of being selected . }  

The  questions on the  ACT Advis ing su rvey pr imari ly measure two 
th ings:  (a) whether students d iscussed , or wish they had d iscussed , various 
topics with the ir  advisers ,  and (b) the ir  levels of satisfaction with those 
discussions and with other qua l it ies their advisers may or may not have 
possessed . Here are some of the resu lts we obtained on th is and on another 
survey: 

• 

• 

• 

• 

67% said the advising system met their needs "wel l" or "exceptionally 
welL "  
76% of sen iors were very or  genera l ly  sat isf ied w i th  f i rst-year 
advis ing .  
88% of seniors were very or general ly satisfied with major advis ing .  
On a 1 -5 scale ,  with 5 being strongly agree, students gave the 
fol lowing average responses: 
• "My adviser encourages me to take an active ro le i n  p lann ing 

my academic program" = 4 .4 .  
• "My adviser respects my right to make my own decis ions" 

= 4 .4 . 
• 

• 

"My adviser is f lexible in help ing me plan my academic program" 
= 4 .3 .  
"My adviser is  a he lpfu l ,  effect ive , adv iser  whom I wou ld  
recommend to  other students" = 4 . 1 .  

This was a l l  good news , confi rmed by national norms showing that 
these were re latively h igh numbers. 

Therefore , the fi rst question I had to ask was , " Is student satisfact ion 
a good and val id  measure of the qual ity of advis ing?" I n  part icu lar, when 
students are satisf ied (or d issatisfied) , what is i t  they are satisf ied (or 
d issatisf ied) with? Are they satisfied with the k ind of th ings that facu lty 
members and admin istrators th ink that students should want? Are students' 
expectations of advis ing in agreement with the kinds of he lp and gu idance 
that facu lty advisers are try ing to provide? And we must not assume that a l l  
students want the same th ing-th is  is someth ing that can ,  and shou ld ,  be 
described empi rical ly. I f  d ifferent students want different th ings from advisers ,  
what are the various types of student advisees and what does each type of 
student want? Final ly, how do students (of different types) actual ly behave 
in an advis ing relationship? 

Now, as with other features of the educational process , the student 
perspective is an essential component but not the only one. To understand 
advising ,  I also needed to study the experiences of facu lty advisers .  This 
i nvolved posing a s imi lar set of quest ions: 
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• 

• 

• 

What kinds of advis ing are facu lty members tryi ng to provide? 
What do faculty advisers expect of themselves and of students? 
Are all facu lty advisers try ing to provide the same th ing? 

• What makes a faculty adviser satisfied or d issatisfied with advis ing 
a part icular student? 

• Do facu lty members draw a d ist i nct ion between "advis ing" and 
"mentori ng"? I f  so, do d i fferent facu lty members d raw the same 
dist inct ion? 

Final ly, as I sought to answer a l l  these questions,  I tr ied to frame my 
research in  ways that wou ld  resu lt i n  practical i nformation that a col lege 
cou ld  use to fac i l itate more effect ive advis ing for a g reater number of 
students. 

Project #1 : I nterviews with Seniors 
Find ing out about student percept ions of advis ing i n  any kind of detai l  

c learly requ i red i nterviews with a number of students . Gather ing a large 
number of i nterviews requ i red more than one interviewer. So in  Spring 2003, 
I d i rected a g roup of anth ropology students i n  a study of student views of 
advis ing .  In an Ethnographic Research Methods cou rse, we designed and 
tested the interview quest ions, decided how to d raw a sample of students to 
i nterview, and then col lected interviews with 42% of the 2003 senior c lass . 
We asked about the i r  experiences of advising :  with thei r f i rst-year adviser, 
with the i r  major adviser, and with other adu lts from whom they had sought 
advice during col lege. 

Table 1 shows the seven types of i nteraction with advisers that I was 
able to identify by reviewing the interview notes col lected by the student 
i nterviewers .  How students perceived these types of i nteraction varied from 
one student to another-that is, some students wanted gu idance with the ir  
academic plann ing ,  wh i le  others wanted to be left a lone.  

I was sti l l  wonder ing whether good advis ing  resu lted in  satisf ied 

Table 1 
Types of Positive Student I nteraction 

Types of Positive Interaction (from student i nterviews) 
Adviser solves log istica l problems (sched u l i ng confl icts , etc. ) 
Adviser he lps with a cademic d ifficu lties 
Adviser enco u rages cu rricu lar  breadth 
Adviser g u ides student's academic p lann ing 
Adviser h elps plan future after col lege 
Person a l  re lationsh ip  with adviser 
Adviser leaves student a lone 
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students , so I tr ied to sort out the relat ionsh ip between what an ind iv idual 
student experienced and whether  s/he was satisfied or  d issatisf ied . I used 
my knowledge of facu lty and admin istrat ion values to decide whether a 
student had described "good" or "weak" advis ing .  "Good advis ing" was 
considered to i nc lude serious d iscussion of a student's academic goals , 
course selection ,  and other related issues, whi le "weak advising" was defined 
by the apparent absence of these features. These counts ,  of cou rse, are 
tentative and approximate , because not every i nterview col lected enough 
deta i l  to permit  such a characterizat ion . Even with suff ic ient deta i l ,  I cannot 
know whether  the description  g iven i n  the i nterview was an accu rate 
descr ipt i on  of the  advi s i n g  re l at i onsh i p .  However,  it seemed worth 
i nvest igat i ng whether  students who said they had received the k ind of 
advis ing the col lege attempts to provide were more satisfied than those 
who said they had not. 

Table 2 shows that the re lat ionsh ip between satisfact ion and the 
apparent qual ity of advis ing is  more complex than we might wish . 

Table 2 
Satisfaction and Apparent Qual ity 

Apparent Qual ity of Advising Student's Retrospective 
Received Assessment 

23 described having received good 1 9  were satisfied 
advising . 4 were d issatisfied, saying they wanted 

a more personal  re lationsh i p  with the 
adviser. 

1 8  described having received some 1 8  had m ixed feel ings. 
good and some weak advising. 
9 described having received weak 8 were d issatisfied . 
advis ing.  1 was satisfied . 
1 9  said that they had not wanted or 1 7 were satisfied . 
sought advice .  2 regretted this in retrospect . 

Project #2 : Identifying Types of Advisees 
Clearly I needed to unpack the advis ing experience further, to get a 

usefu l  p icture of what was real ly going on .  I n  Spring 2004, I turned to a pre­
exist ing data set that had been gathered for a completely d i fferent purpose : 
the surveys of cu rrent and former advisees that G rinne l l  does for facu lty 
members going through th i rd-year, tenu re ,  or promotion reviews . I was able 
to work with the resu lts of su rveys concern ing 35 different facu lty members .  
By do ing a content analysis of  what th ings d i fferent students praised or 
crit icized about the i r  advisers ,  I was ab le to identify three types of advisees 
(see Table 3) , who appear to want very d i fferent th ings from the advis ing 
relat ionsh ip .  A description of the types is  fol lowed by sample quotes-some 
of these come from the su rveys , and others from the i nterviews conducted 
during Project #1 . 

74 



Table 3 
Types of Advisees 

TYPES OF ADVISEES CHARACTERISTICS 
ENGAGED Seeks advice , wants adviser to make the student 

th ink things through. 
PASSIVE Wants attention and suggestions, but no pressure ;  

th inks adviser should in itiate contact, find and provide 
a l l  information ,  and prevent the student from making 
any m istakes. 

RESISTANT Wants to make a l l  their own decisions without 
i nterference ;  th inks advisers should not have opin ions 
or d isagree with students ;  advisers should sign pre-
reg istration cards but otherwise leave students alone. 

Quotes by ENGAG E D  advisees : 

• 

• 

• 

"He chal lenges me to take cou rses i n  unfam i l iar areas , so that my 
education is balanced . He's helped me tremendously with my fou r­
year p lan . "  
"Whi le  th inking about what I want to do with my t ime here ,  she 
always pushes me to see how each class fits i nto my long-term 
goals . "  
"She he l ped me decide which c lasses to take , how I cou l d  
i ncorporate m y  concentration i nto post-g raduate plans re lated to 
my major. " 

Quotes by PASSIVE advisees: 

• 

• 

• 

"My advisor has been real ly len ient with me choosing classes for 
my major. He's let me do whatever I want and take whatever I want 
to. However, he d idn 't tel l  me what I would have wanted to know. I 
wish I hadn't taken some of the classes I took. He should have 
asked me more about my post-graduation goals so we cou ld  have 
designed my schedule to better fit what I want to do after I g raduate ." 
" I f  there was a question he cou ldn 't answer, he always d id the leg­
work for me,  making phone cal ls  and looking on the i nternet, then 
giv ing me the perti nent i nformation . "  
"She was okay, except t hat I ar ranged a l l  bu t  maybe o n e  
appointment . "  

Quotes by RESISTANT advisees : 

• "I l i ke the freedom he g ives for cou rse selection ;  if G rinne l l  says it 
has an open cu rricu l um it should not worry about d istribution . "  
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• 

• 

• 

• 

"I have always been very i ndependent when it comes to cou rse 
selection ,  so we d id not d iscuss these th ings . "  
"We occasional ly d isag reed on cou rses and I once changed my 
schedu le after she s igned my card to inc lude a class I wanted but 
she was against." 
" I  never tal ked to my tutorial prof ["tutorial" is  the f i rst-year seminar 
c lass for which the professor serves as the student's pre-major 
adviser] , just looked for a rubber stamp on the classes I was taking .  
I p icked my major adviser based on a rumor that th i s  prof wou ld  let 
me take whatever classes I wanted . Same th ing when I declared 
my second major-j ust found a professor who wou ld  approve 
whatever I wanted .  I never had much i nteraction with professors ." 
"He's a good advisor-he's real ly open and doesn't care what I 
take ." 

The advis ing described by the "engaged" students is j ust the sort of 
th ing the col lege tries to cu lt ivate . It also seems l i kely that col leges tend to 
assume that students want that sort of advising .  But the comments provided 
by the "resistant" students show us that not all students want the i r  advisers 
to make suggest ions and chal lenge the ir  th ink ing .  Whether  or not these 
latter students are accurate ly describ ing what went on, it is  clear that some 
students do not want to d iscuss their academic decisions with a professor. 

Project #3 : Facu lty Views of Advising 
I n  l ight of these varied descriptions of student desi res and experiences , 

it is c learly important to learn how facu lty members experience advis ing 
re lat ionsh ips .  G rinne l l  faculty members hold a variety of views of the ir  own 
roles in the "open cu rricu l um . "  Some bel ieve they should be very assertive 
in  try ing to i nf luence each student's choices. Others bel ieve the col lege has 
essentia l ly told them that they do not have the r ight to refuse to sign a 
student's card , that once the adviser has told the student what he or she 
th inks,  the adviser should approve whatever the student decides. And some 
have moved from the fi rst posit ion to the second over t ime, after see ing 
students switch advisers i n  order to f ind someone who wi l l  le t  them do 
whatever they want. 

G rinne l l 's  pub l ished rat ionale for the open cu rricu l um is that having 
students make al l  thei r  own choices fosters student responsibi l ity. On the1 998 
H igher Education Research Institute (HER I )  faculty su rvey, we added a local 
question asking facu lty members to agree or d isagree with the fo l lowing 
statement: "The lack of cu rricu lar requ i rements is  an effective way to foster 
the growth of student responsib i l ity. " Respondents were spl i t  50-50 on th is 
question . There were no patterns identif ied when the responses were 
analyzed by rank ,  sex, or d iscip l ine .  
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I n  Spring 2002 , I conducted interviews with 28 facu lty members (about 
25% of the tenured and tenu re-track faculty) about the i r  experiences of 
advi s i ng  students .  I asked them to re late sto r ies of successfu l  and 
unsuccessfu l  advis ing encounters ,  and to  d iscuss what good advisi ng  
requ i res o f  them ,  and  what th ings make it d i fficu l t .  The  stratif ied random 
sample ,  inc lud ing about 25% of tenu red and tenu re-track facu lty members ,  
was representative of  gender, rank ,  and academic divis ion , none of  which 
corre lated with any of the responses given .  

Let me beg in with the stories interviewees told about good or successful 
advis ing encounters. The types of stories show what kinds of things happen 
in effective advis ing relationsh ips .  

• 

• 

• 

• 

• 

• 

• 

• 

Match ing a student with an outside opportun ity, such as a summer 
i nternsh ip or  a g raduate program. 
I n c reas i n g  a st u d e nt 's  se l f -co n f i d e n ce and aware n ess  of  
opportunit ies. 
Helping overly focused students to broaden thei r  cu rricular choices. 
Helping students discover their own interests and priorities by helping 
them th i nk  about why they l i ke or  d is l i ke a certa in  subject, the 
advantages and d isadvantages of a certain major, or  the i r  reasons 
for consideri ng graduate study. 
Convincing students to chal lenge themselves , for example by urg ing 
them to complete Ph i  Beta Kappa requ i rements ,  take a cou rse the 
student wi l l  f ind d i fficu lt ,  or  attend off-campus study in  an unfami l iar 
envi ronment. 
He lp ing a student sort out the log ist ics of a program,  such as 
plann ing a double major. 
Mediat ing between a student and a classroom professor, usual ly 
by convinc ing the student to tal k  to the professor. 
Supporti ng a student who is go ing through personal d i fficu lt ies, by 
l i sten i n g ,  p rovi d i n g  i nformat ion  about  support serv ices , and 
advocat ing for the student with in  the col lege. 

Based on these and re lated stories, there appear to be seven main 
types of positive advis ing i nteractions: helping with logistics, trouble-shooting 
academic problems,  he lp ing students d iscover the i r  own i nterests and 
pr iorit ies , he lp ing overly focused students to broaden , convinc ing students 
to chal lenge themselves , help ing students plan for the future ,  and supporting 
students i n  personal d i fficu lt ies. As shown in  Table 4 ,  the success stories 
fel l  i nto categories that rough ly matched the types of positive i nteractions 
descri bed by students .  N ote that no students ment ioned an adv iser  
convinc ing students to cha l lenge themselves, and no facu l ty member 
mentioned leaving students alone-at least not  as a positive th ing .  
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Table 4 
Faculty and Student Views of Position I nteraction 

Types of Positive Interaction - Types of Positive Interaction -
student interviews faculty interviews 

Adviser solves logistica l problems Help with logistics 
Adviser helps with academic Trouble-shoot academic d ifficu lties 

d ifficu lties 
Adviser encourages curricular Help overly focused students to 

breadth broaden 
Convince students to cha l lenge 

themselves 
Adviser gu ides student's academic Help students discover own 

plann ing interests and priorities 
Adviser helps plan future after Help students plan for the future ,  

col lege match students with outside 
opportun ities 

Personal relationsh ip  with adviser Support a student in  persona l  
d ifficu Ities 

Adviser leaves student alone 

Advisers were also asked what good advis ing requ i res of them. The i r  
co l lective wisdom seems worth repeat ing here .  

• 

• 

• 

• 

• 

78 

Know about the student's goals, background,  personal ity, strengths, 
weaknesses, and assumptions. This knowledge enables the adviser 
to f igu re out what makes sense for that student as an ind iv idual , 
rather than just f itt ing everyone i nto a general model ,  and to help 
them f i t  what they want to do academical ly with a l l  the nonacademic 
th ings they also want to do. 
Know the i nstitut ion 's programs and requ i rements , the opt ions 
available and the t iming needed to do particular th ings ,  so the adviser 
can suggest th ings that wou ld respond to the student's i nd iv idual 
talents and interests . 
Have a genu ine appreciat ion of the l iberal arts makes it easier to 
explain why students should want to learn about a variety of f ie lds 
and to consider subjects that wou ld  be benefic ial o r  of i nterest to a 
part icular student. 
Knowledge of the world outs ide the institut ion enables advisers to 
make students awa re of, and h e l p  match t hem wi th , j obs ,  
i nternships,  and  graduate programs. (One respondent said th is i s  
where advisers often fai l ,  especial ly when t he  student is not going 
on to graduate school . )  
Establ ish good rapport with students so  they wi l l  tal k  openly. Then 
be a good l istener, pay attention ,  and make sure of understanding 



• 

• 

• 

what they say. Be wi l l i ng to ask students quest ions, and he lp them 
learn to l i sten to themselves . 
Take a genu ine i nterest i n  the students. To be effective , an adviser 
must want what's best for them , and be able to know the d ifference 
between one's own wants and regrets , and what appl ies to that 
particular student. This i ncludes being wi l l ing and able to care about 
people without necessari ly l i king them . It he lps ,  one person said ,  to 
start by assuming the best about students , that the i r  i ntentions are 
good , that problems are real and not j ust due to laziness. 
Use one's knowledge of the student to think about how appropriate 
the student's goals and plans are for them . The adviser should 
make the student both secure and i nsecure , get them to confront 
both thei r  strengths and their weaknesses. Sometimes it 's necessary 
to say th ings the student doesn't want to hear, to be frank and not 
g loss over a student's weaknesses or unreal ist ic p lans.  
Staying i n  touch with students during the semester, preferably face­
to-face, because advis ing takes t ime.  

The success stories i n  Table 4 appear to refer e i ther to engaged 
advisees, or sometimes to passive advisees who gradual ly became more 
e n gaged . B u t  var i o u s  c h a l l e n g e s  were a l so  m e n t i o n e d : adv i s i n g  
underachievers and students with academic difficu lties , deal ing with students 
who don't want advice , and find ing appropriate solut ions in cases where 
there are conf l ict ing facu lty expectations with i n  a department or program. I n  
addition,  one respondent remarked that for good advis ing to work, something 
is requ i red of the student also: The student must have an open mind and 
take an interest i n  what the adviser has to say. Table 5 shows how the 
problems described by facu lty members are re lated to the passive and 
resistant types of advisees . 

Table 5 
Advis ing Problems Encountered by Faculty Members 

PASSIVE RESISTANT ROLE CONFUSION 
Students who can't Students who don't want to Being a demanding 
make choices or be advised professor wh i le being a 
decisions supportive adviser 

Students who avoid certa i n  Students who want help 
subjects with persona l  problems 

Students who won't Students with unreal istic 
plan ahead or get goals who won't reconsider 
organ ized them 

Students who want special 
treatment 

Under-achieving Students who don't want to 
students who don't be chal lenged 
seek help 
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Back to Project #2 : Types of Advising Relationsh i ps 
Advis ing is not the only context in which students talk about wanting 

more "personal , "  non-academic ,  contact wi th professors .  Sometimes in  
interviews or surveys, students refer to  a certain professor as  a "good friend," 
or  c la im that a particular re lationsh ip is "very close . "  Without more detai ls ,  
we don't  know what th is means-what they th ink they want ,  what they th ink  
they have , or  whether it's what the professor th inks they have . 

Read ing descriptions in su rveys and interviews made it possib le for 
me to describe types of "personal" i nteract ion . Note that the words used by 
students (such as "a good friend") do not permit us to determine which type 
is being described . Table 6 characterizes three types of perception and is 
fol lowed by student quotes i l l ustrat ing the th ink ing beh ind each type . 

Table 6 
Types of Personal I nteraction 

TYPES OF PERSONAL CHARACTERISTICS 
INTERACTION 

GOOD RAPPORT Professor g reets student on/off campus;  
they occaSional ly chat about non-
academic th i ngs. 

ADVISER AS CONFIDANT Student tel ls professor about 
private/personal l ife ; p rofessor l istens 
and/or takes an active interest. 

ADVISER AS BUDDY Student wants to hang out and social ize 
as with a same-age friend (rare) .  

Good Rapport 

• 

• 

• 

"I have a real ly  good re lationsh ip with both advisors .  I know the 
names and ages of their ch i ldren ,  and they know j ust as much about 
me."  
" I 've run into h im at  the farmers' market with h is fami ly several t imes. 
He's always said hel lo and asked how my classes were going . "  
"Particu larly meaningfu l to  me is her  true interest in  me. After coming 
back from summer break she g reeted me and asked me about my 
summer and so forth . It is n ice to have a prof know you as a person . "  

Adviser as Confidant 

• 

• 

• 
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"He was a wonderfu l  adviser; I cou ld tal k over anyth ing that was 
bothering  me,  whether  or not it re lated to academics . "  
"She is l i ke my parent away from home;  always there ,  a lways 
l isten ing ,  and always bursti ng with fantastic and honest advice . "  
"The strength of  the advis ing I 've received here is how great my 



advisor is .  He's real ly approachable and down-to-earth and fatherly. 
I real ly feel comfortable tal k ing to h im .  We have conversat ions that 
aren't j ust about academics. I 've told h im th i ngs about my fami ly, 
about my personal relationsh ips ,  and about some real ly i ntimate , 
personal th ings .  He is one of the very few facu lty members that I 
have shared that k ind of i nformation with . "  

Adviser as Buddy 

• 

• 

"I real ly l i ke non-academic relat ions with profs , j ust hanging out 
with them ."  
" I  became great friends with my major advisor; we hang out  together 
on weekends." 

A large number of students who ment ioned wanti ng ,  or  l i ki ng ,  having 
a personal relationship with an adviser s imply meant the type of  good rapport 
described i n  the fi rst set of quotes. At least at smal l  res idential col leges, th is 
type of i nteraction is general ly expected and happens frequently. The facu lty 
advisers who behave in this way would probably not use phrases l i ke "close" 
or "a good friend" to describe how they relate to these students ,  and we 
must not over- i nterpret the claims of students who use those terms . 

Obviously, there are possib le personal compl icat ions that cou ld  result  
from the "confidant" and "buddy" models .  And the confidant role is one that 
some facu lty members embrace and others avo id .  Whi le the "good rapport" 
model might form part of the expectations of facu lty members at some types 
of col leges, it seems un l i kely that the "confidant" model is ever considered 
part of the facu lty adviser's job descript ion . With respect to "hang ing out ," 
we should again remember that the faculty member might descr ibe the 
situation d ifferently. One col league at another i nstitut ion told me that he 
often goes to the campus coffee shop to read or g rade papers .  Somet imes, 
he said ,  a student from one of h is  classes wi l l  sit down and chat with h im for 
five or ten m inutes . He said it wou ld never occur  to h im to describe th is as 
"hang ing out ," but that it seems possib le that the student m ight th i nk  of it 
that way. 

There are also some potential academic compl icat ions that can arise 
from d i fferent percept ions of the mean ing  of the personal d imension of 
advis ing re lat ionships .  For example ,  I have heard occasional anecdotes 
from faculty members about students who seemed unable to bel ieve that a 
professor would actual ly g ive them a D i n  a cou rse. This d isbel ief appeared 
to come from the students having been told to th ink  of professors as 
supportive friends,  and act ing as if they thought "friends don't g ive friends a 
D . "  They reported that these students acted as if no fai l u re on the i r  part 
cou ld resu lt i n  a D or an F, s i nce th is wou ld impede the i r  progress i n  the 
major, and the col lege had told them "we want you to succeed."  
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Project #4: Student Curricular Choices 
Grinne l l  has the same goals for cu rricu lar breadth as do l i beral arts 

i n st i t u t i ons  w i th  exte n s i ve d i st r i b u t i o n  req u i re m e nts . The  cata log  
recommends that a l l  students take courses in  a l l  th ree divisions-humanities, 
social studies,  and sciences-as well as writi ng ,  mathematics, and fore ign 
language cou rses. There is a cap on the number of cred its that may be 
taken in any one division (Grinne l l  Col lege 2003-2005 Academic Catalog, 
page 22) . 

I n  the mid 1 990s , and again i n  2004, I conducted large-scale transcript 
analysis projects . I found that 84% of the last five years of g raduates had 
taken three cou rses in each div is ion . Whether that sounds h igh or  low 
depends on you r  point of view. Some people argued that, for a vol untary 
act , th is was qu ite h igh and very satisfactory. Others pOinted out that if we 
had requ i rements it wou ld be 1 00%. Our  1 998 re-accred itat ion self-study 
reported that "The majority of G rinne l l  Col lege students take a reasonable 
d istribut ion of cou rses across the th ree academic d iv is ions."  

The most common "deficit" occu rs when humanities majors take fewer 
than three science cou rses . I n  the spring of 1 997, I i nterviewed 1 8  such 
students to ask their reasons.  These i nterviews took p lace du ring  the 
students' f ina l  semester befo re g raduat ion ,  so that they could not be 
perceived as pressur ing the students to make different choices. Students 
were asked what science cou rses they had taken ,  why they had chosen it! 
them,  why they had not taken more science cou rses, and whether they had 
done any math or science at other i nstitut ions du ring the summers. 

Only one had transferred science cred it from another institution .  One 
other claimed a math learn ing d isabi l ity. Ten said they had arrived at G rinnel l  
knowing they were not i nterested i n  science and d id not want to take any. 
N i ne said math and science had been hard for them in  h igh schoo l .  Many 
had negative (m is)percept ions of science: as uncreative with no room for 
new ideas , as cold and d istant and unconcerned about people ,  as very 
special ized and un related to thei r l ives , and as pointless for anyone not 
plann ing a scientif ic career. Several d is l iked labs or thought they took up 
too much t ime.  

Why is th is project part of a study of advis ing? Because fu l ly ha l f  of 
these students said they had actively resisted pressure from the i r  advisers 
to take more science . We learn three th ings about advis ing from these 
i nterviews . F i rst , we val idate the existence of the category of "resistant 
advisees . "  Second,  we gain i ndependent evidence confi rm ing the facu lty 
i nterviews in which advisers described students who avoid certai n  subjects 
and do not want to be chal lenged. Th i rd ,  we now have a clear i l l ustrat ion of 
the difference between students receivi ng advice and being i nf luenced by 
it. This last d ist inct ion raises addit ional questions about what we mean by 
good advis ing :  is it defined s imply by the act ions of the adviser, or also by 
the receptiveness of the student? 
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Project #5 : Advisee Type and Cu rricular Choice 

The next question ,  it seemed , was whether  the d ifferent types of 
advisees made better or worse cu rricu lar choices. I made an i n it ial attempt 
to answer this question ,  us ing the Project #1 interviews with 1 22 seniors 
about the i r  experiences of advising and l i nk ing the i r  i nterviews with the ir  
transcript records.  Based on the i r  comments , I was able to "type" about hal f  
of the students i nterviewed,  with a reasonable degree of confidence . Table 
7 shows what percent of each advisee type fu lf i l led the unoffic ial standard 
for a wel l-distributed curricu lum at G rinne l l :  three courses each in  humanities/ 
arts, natu ral sciences, and social sciences . 

G iven the smal l  sample sizes, these numbers are not s ign if icant. Al l  
we can real ly say at this point is that there is no clear and obvious connection 
between the type of advisee and thei r cu rricu lar breadth .  One important 
m issing variable is the type of adviser each student had . 

Table 7 
Course Distribution by Advisee Type 

Advisee Type N= Took 3+ courses in  each 
division 

Engaged 1 1  73% 
Passive 32 8 1 % 
Resistant 1 2  83% 
Unclassified 59 80% 

Project #6: Types of Professors 
At this point ,  I retrieved data I had col lected in 1 995 , when I had 

in terviewed 35 ten u red and tenu re-track G ri n n e l l  p rofessors .  These 
interviews were not specifically about advis ing;  instead they included thi rteen 
scenarios about facu lty-student i nteraction . Each interviewee was asked to 
rate each scenario on the appropriateness of the act ion taken in it. The 
fol lowing six scenarios had proved usefu l  i n  d i fferentiating between d ifferent 
views of appropriate types of faculty-student i nteraction . 

• 

• 

• 

• 

A professor fol lows a pol icy of lowering the g rades of students who 
repeatedly miss class or  come late. 
A professor refuses to accept a late ass ignment, on the g rounds 
that the student had not requested an extension and that h is/her 
only reason for being late was a heavy workload . 
A professor notices that a student who d id badly on the last test has 
been missing class. He or she tries repeatedly to contact the student 
to find out what the problem is .  
A student goes to a professor to d iscuss a personal problem.  
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• 

• 
A professor, when i nvited , attends student parties on campus.  
A student frequently addressed professors by the i r  fi rst names, 
without being asked to do so. 

Table 8 shows the three models of facu lty/student i nteraction that 
emerged from a c luster analysis of the 35 sets of responses. 

ROLE-D ISTANT PROFESSORS accounted for 1 6  of the 35 facu lty 
members interviewed.  More than half were assistant professors .  Some 
quotes : 

TYPES OF 

Table 8 
Faculty Types 

CHARACTE RISTICS 
PROFESSORS 

ROLE-DI STANT Sees attendance and dead l i nes as the student's 
responsib i l ity and consequences a re appropriate ;  
l im ited outreach is  o k a y  but n o t  requ i red ; students 
should take persona l  problems elsewhere ;  would on ly  
attend forma l  g ro u p  events ( l ike eth n ic  c lub d i n ners);  
no first names. 

FLEXI BLE Shou ld be flexible rega rd ing attendance and 
dead l ines;  outreach is  appropriate ; student should  
notify professor if a personal  problem is  affecting 
academic work but should get help elsewhere ;  socia l  
d i stance i s  important but deta i ls  of  i nteraction can 
vary. 

N U RT U R I N G  S h o u ld enco u rage/requ i re attendance b u t  be 

• 

• 

• 

• 

flexible about deadl ines;  outreach is good ; the 
confidant role is  appropriate ; some social informal ity is  
okay. 

"The syl labus has every due date ; it 's the student's job to get the 
work done."  
" I f  you said 'no extensions' i n  advance , then it would not be fai r to 
the rest of the class to make an except ion . "  
"D iscuss i ng  personal  p rob lems wi th students i s  f raught  with 
d i fficu lt ies . I 've become very efficient at referri ng them elsewhere 
to deal with complex problems."  
" I  hope professors and students can be fr iend ly, but being fr iends 
has to wait unt i l  after g raduation , not before . "  

FLEXI BLE PROFESSORS accounted for  1 1  ind ividuals, many of  them 
fu l l  professors . From the avai lable data, we cannot be sure whether  we are 
observing a generational d i fference, or whether the flexib le style is a learned 
behavior. 
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• 

• 

• 

• 

"Attendance is usual ly a moot pOint-those students do so badly 
you don't need to dock thei r g rades . "  
"We ought to  be more f lexib le about late work, even though we get 
taken advantage of somet imes." 
"When they te l l  me about problems, they usual ly have impl icat ions 
for class. I f  they came with lots of i rrelevant problems, I 'd  say that 
was not appropriate . "  
" I  don ' t  have strong fee l ings about us ing names - as long as the 
students don ' t  want to 'hang out' . "  

N U RTU R ING PROFESSORS accounted for e ight  ind iv iduals .  They 
occu rred even ly across ranks, and-contrary to student-held stereotypes­
seem more l i kely to be male than female.  

• " I 'm Mr. Soft ie-I always accept late work ."  
• "I always try to contact students who are having troub le-it takes a 

lot of t ime."  
• 

• 

• 

"Sometimes we can help with thei r problems."  
" I f  the students want us there (at parties) , we should go."  
" I  encourage students to use my fi rst name."  

Assuming that these general approaches to facu lty-student interaction 
w i l l  affect how professors approach the advis ing relationsh ip ,  we can 
speculate about how different combinat ions of student and facu lty types 
might work out .  Table 9 is as yet unsupported by data, but cou ld be tested if 
enough were known about the individuals in  particular advising relationships. 

These types of i nteract ion wou ld  p robably apply to any type of 
i nteraction that goes beyond a student s imply taking a class: advis ing ,  
research col laborat ion , coaching i n  ath letics or  f ine arts , or any other type 
of i ntensive ongoing re lat ionsh ip .  Us ing advis ing as a genera l  mode l ,  
Engaged students w i l l  p robably do wel l  anywhere that they can get good 

Table 9 
Matching Student and Adviser Types 

ROLE-DISTANT FLEXIBLE NURTURING 
PROFESSOR PROFESSOR PROFESSOR 

ENGAG E D  Success l ikely Success l ikely Success l ikely 
STU DENT 
PASSIVE Both d issatisfied Success possible Mutua l  satisfaction , 

STU DENT possibly l imited growth 
RESISTANT Little i nteraction ? Student feels 

STU DENT smothered 
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advice and gu idance-and they wi l l  certa in ly th rive at a smal l  col lege with 
concerned professors. Passive and Resistant students wi l l  doubtless present 
d i fficu lt ies for thei r advisers at any institut ion . I t  m ight be usefu l  to i nterview 
experienced flexib le professors about how they work with these two types 
of advisees. 

Back to Project #3 : Defin it ions of Advising and Mentoring 
Perhaps these d ifferences i n  types of i nteraction can be i l l um inated 

by the dist inction between "advising" and "mentori ng . "  Although these terms 
are somet imes used i nterchangeab ly, a l l  but 5 of the 28 i nd iv idua ls  
interviewed made a distinction between advising and mentoring. Two different 
kinds of d ist inct ions were made,  and some ind ividuals mentioned both of 
them.  (Those who said advis ing and mentori ng were the same were 
describ ing the fi rst type described below. ) 

One Professor described mentori ng as the fac i l itat ion of the student's 
overal l  personal development. Here advis ing is seen as very c i rcumscribed , 
and consists of he lp ing students meet the expectat ions of the col lege, 
suggest ing alternatives and encourag ing them to explore. The professor 
shepherds the student's academic program. Advis ing largely focuses on 
cou rse choices , and expectat ions are c learly defi ned . 

Mentori ng for personal development is seen as more encompass ing .  
Some describe i t  as a form of  parenti ng ,  us ing the phrase i n  loco parentis. 
It requ i res the professor to be a role model and talk  to students about l ife, 
sharing in  their personal growth .  I t  can include help ing them with study ski l l s  
and classroom interact ions, and showing them how to dea l  with part icu lar 
c i rcumstances. I t  may or may not be academic i n  focus.  I t  is defi ned as a 
more connected posit ion than advis i ng ,  with more respons ib i l ity, more 
investment in the relationsh ip .  This type of mentori ng is more about l ife i n  
general , concerned with the  whole person ,  he lp ing students with the  non­
academic th i ngs i n  their  l ives . The mentor and student become personal ly 
close, and the mentor provides a model of how to have a fulf i l l i ng  l ife. I t  
takes more t ime and i ncl udes more i nformal i nteraction ,  such as going to 
see students perform i n  sports events , p lays, or  concerts . I t  is  a more 
personal  and more m utua l  re lat ionsh ip  than advis i ng ,  and has f l u i d  
expectat ions. 

The second def in it ion referred to mentori ng an i nc ip ient co l league.  
Here "advis ing" means help ing a student do what that student wants to do,  
when what they want is someth ing d ifferent from what the professor does. 
"Mentoring , "  on the other hand , of th is second type happens when the 
professor and the student have an intel lectual affin ity, and the student comes 
to the professor having al ready defined him or herself as wanti ng to do what 
the professor does, and want ing to learn about it from that person .  The 
student shares the professor's academic i nterests and professional goals .  
The mentor sees the student over t ime, demonstrat ing how to do something 
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the mentor knows wel l ,  provid ing a model of what a scholar i n  a part icular 
f ield is l i ke ,  how to act and th ink. This k ind of relationship has a strong focus 
on a particular subject area. The mentor engages with the student at a deep 
level ,  in  a more sustained, developed , and intense relationship than "advising" 
requ i res. I deal ly, both people find themselves g rowing .  Mentori ng is more 
hands-on than advis ing ,  help ing the student emulate what the mentor does. 
I t  takes place with some majors ,  and it happens from day-to-day, i n  upper­
level classes or i n  research projects . The mentor sees the student fai rly 
regu larly and the two work on a specific set of ski l l s .  I t  general ly happens in 
the context of some kind of project. 

Proponents of both models of mentor ing stressed that some students 
need and/or want mentor ing and some do not. A student who wants to be 
mentored wi l l  seek it out. Mentori ng of either type is seen as more organ ic 
than advis ing and as related to personal i t ies ;  it cannot be planned or 
assigned . The mentori ng of  an incip ient col league specif ical ly depends on 
the student being ser iously i nterested i n  that part icular subject. Either k ind 
of mentor ing works by both part ies knowing what they want from the 
re lat ionsh ip  and being w i l l i ng  to g ive i t .  No  one saw mentor ing as an 
institutional responsib i l ity, but as aris ing out of relationsh ips .  

The fi rst type of mentori ng ,  for personal development, wou ld appear 
to be the preferred model of N u rtur ing professors. I t  m ight work with either 
an Engaged or a Passive student.  Mentoring an i nc ip ient col league would 
requ i re an Engaged student, but could happen with any of the three types of 
professors .  

Methodological Lessons Learned 
Qual itative research methods do much more than s imply "provide a 

voice" for the people we study. D i rect quotat ions are extremely valuable ,  
but thei r value is increased when we can use them to i l l ustrate pOints that 
go beyond what any one person told us .  Us ing appropr iate analyt ical 
strategies, we can investigate th i ngs people say to d iscover th i ngs they 
assume or value but cannot articu late , and br ing them into consciousness . 

Gather ing appropriate data often means asking quest ions of subjects 
that are different from the quest ions that we, as researchers ,  are tryi ng to 
answer. Col lecting qual itative data is d ifficu lt and t ime consuming ,  but most 
of the work of qual itative research l ies in the analys is .  

Sometimes valuable i nformation can be gained by viewing th i ngs as 
data sets that were designed for another purpose. Several parts of th is 
study were designed to investigate advis ing ,  but usefu l  data were also 
obtained from evaluations of faculty members seeking promotion or tenure ,  
and from interviews done several years i n  advance that were not  concerned 
with advis i ng .  
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Impact of the Study 
Although this research did not result  i n  f ind ing out "how good advis ing 

is , "  it d id produce a great deal  of knowledge that can contribute both to 
improving advis ing and evaluati ng it in more appropriate ways . Knowing 
about the varied expectat ions different types of students have of advis ing 
could help col leges to avoid the use of s imple student satisfaction to evaluate 
advisers .  Going further, th is research and these typologies cou ld be used to 
educate both students and advisers about how to work we l l  together. 
Awareness of sty l i st ic  var iat ions cou ld  he lp  teach both g roups about 
appropriate expectat ions,  provide suggestions about how to i nteract in 
effective ways , and p repare al l  part ic ipants fo r cha l lenges they may 
encounter. I n  my experience, facu lty development workshops on adviS ing 
tend to focus on how to do a better job with engaged students ,  but may offer 
l itt le  help in deve lop ing effective i nteract ions with passive or  res istant 
advisees. The typologies could also be used to design diagnostic instruments 
and thereby improve our effectiveness at matching different types of students 
with appropriate advisers .  

Acknowledgements: One set of  facu lty i nterviews was funded as part of  a 
g rant to G ri nne l l  Co l lege from the L i l l y  Foundat i on .  I a lso g ratefu l l y  
acknowledge the  contributions o f  anth ropology professor Douglas Caulk ins 
and of the Ethnographic Research Methods students who conducted the 
interviews with g raduat ing seniors .  

88 



Chapter 7 
A Mixed Methods Approach to 
Assessment in Student Affairs 

Lance Ken nedy-Ph i l l i ps 
South University 

El len Meents-DeCaigny 
DePau l U n iversity 

Student affa i rs d iv is ions have successfu l ly  used quantitative and 
qualitative methods of data col lection and analysis. Recently, d ivisions simi lar 
to the Division of Student Affai rs at DePaul Un iversity have begun col lecting 
and analyzing data using a m ixed methods approach .  This chapter wi l l  
provide an example of  th is type of  research and the larger context in  which 
it was conducted . 

I ntroduction 
The accountabi l ity movement is an active part of management i n  

American h igher education . As  a resu lt ,  student affai rs divis ions have been 
forced to justify not only the i r  existence as a un it ,  but also thei r seat at the 
table of un iversity decision-making .  Divis ions across the country have had 
to devise un ique methods of "te l l i ng thei r story" to the un ivers ity commun ity. 
In many cases the chal lenge is to not on ly show support for the academic 
miss ion of the institution ,  but to a lso demonstrate responsib le stewardship 
of u n ive rsity resou rces . Mai ntai n i ng  a cu l tu re of evidence bu i l t u pon 
consistent data col lection wi l l  provide the foundation for divis ions to  assess 
their  contribut ions to the learn ing outcomes of the institution . 

The problems facing most student affai rs organ izat ions are the resul t  
of an increase in  the rate of change i n  the envi ronment in  which they operate 
and fai l u re to adapt to such changes . 

A remarkable number of social and cultural trends, economic 
forces, population changes, new and emerging technologies, 
and issues of public policy will have powerful and lasting 
effects on the ability of colleges and universities to fulfill the 
demands of their mission and the expectations of their 
students and constituencies (Keeling, 2004, p. 3). 

Organizations that real i ze th is  cha l lenge are moving to strateg ic 
management processes to deal  proactively wi th envi ronmental changes. 

89 



Strateg ic  management, as defi ned by Paul  N iven ,  author of Balanced 
Scorecard Step-by-Step for Government and Nonprofit Agencies, is  "the 
use of a process in  a l ign ing an organ ization's short-term activities with long­
term goals and success factors" (2002 , p .  4 1 ) .  

Col lecting data a s  part of a systematic process increases the accuracy 
and effectiveness of decision making at both the departmental and divisional 
leve l .  With the development of a systematic assessment process , data 
become more rel iable.  I n  addit ion , tracking trends related to divis ional key 
activit ies helps in the assessment of divis ional vital ity. Making decisions 
based on val id data can assist student affai rs divis ions i n  secu ring and 
a l locat ing resou rces effectively. In addition ,  a systematic data col lect ion 
process can he lp the d ivis ion have inf luence i n  un ivers ity pol ic ies and 
decisions.  

Accord ing to the American Associat ion of H igher Education (2000) , 
assessment  i s  "most effect ive when  it ref lects an unde rstand i ng  of 
organizational outcomes as mu lt id imensional , i ntegrated , and revealed in 
performance over time" (p .  2 ) .  This is accompl ished at DePaul by cascad ing 
the Un iversity's or Student Affai r's mission ,  val ues, and goals to a l l  l evels of 
the d ivision ,  a l ign ing budgets and goals to the strateg ic p lan , and us ing 
outcomes assessment as a feedback and learn ing mechan ism . 

Accord ing to Askew and E l l i s  (2005) , strategic th inking should "be the 
passion,  heart and soul of today's student affai rs professional whether entry­
level staff member, mid- level manager, or senior admin istrator" (p. 1 0) .  Thus, 
strategic th inking comprises those decis ions that are concerned with the 
enti re envi ronment in  which the i nstitution or division operates . The DePaul 
Un iversity model involves al l  levels of the d ivision and chal lenges each staff 
member to contribute to its success. I n itiat ing an assessment process around 
the pr inciples of strateg ic management ensures that the departments i n  the 
divis ion are i nvolved in  the day-to-day process of ach ieving the i r  goals and 
meet ing the factors that lead to the success of the d ivis ion .  

I n  January 2003 , the Student Affai rs Division at  DePau l Un iversity 
engaged the un iversity commun ity i n  a process to define and shape the 
"DePaul Student Experience." As a resu lt ,  the d ivision developed a long­
range strategic plan that i ncl uded an i ntegrative assessment i n it iative . The 
process was designed to measure the day-to-day operations of the d ivision , 
as wel l  as the div is ion's impact on student learn ing ,  engagement, and 
i nvolvement. 

To move the i n i t iative forward , the Div is ion of Student Affai rs ,  i n  
conjunction with the Office o f  I nstitut ional P lann ing and Research and the 
Office of Teach ing ,  Learn ing ,  and Assessment,  developed an assessment 
process that i ncorporated the pr inc ip les of strateg ic  management and 
program assessment. The pu rpose of th is process is to develop a cu ltu re of 
evidence to support the decision-making processes of the division and the 
un iversity. The three overarch ing goals of the assessment i n it iative are to 
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focus on data-driven decision making ,  to promote continuous improvement, 
and to understand how the divis ion contributes to student learn ing .  Us ing 
the d ivision's mission as a gu ide,  the division department chairs determ ined 
crit ical envi ronmental factors that needed to be i n  p lace to support student 
success at DePau l .  These crit ical factors are referred to as success factors 
and constitute programs, services and collaborations that support the mission 
of the d ivis ion .  The 1 4  departments i n  Student Affai rs each contribute to 
some subset of the success factors . 

The Model 
In an effort to address the g rowing need for accou ntabi l ity at the 

un iversity and departmental leve l ,  the Divis ion of Student Affai rs at DePaul  
Un iversity developed a process they bel ieve addresses good practices of 
assessment in h igher education and the use of strateg ic management 
pr incip les. This process provides a clear articu lat ion of the impact student 
affai rs programs have on the fulf i l lment of the institution's mission . The 
d ivision can no longer rely on anecdotal decision-making ;  decisions need to 
be made based on data col lected as part of a systematic and systemic 
process . The data provide the context to understand the effectiveness of 
programs and services offered by the d ivis ion .  Members of the divis ion 
receive train ing regard ing how to col lect student learn ing outcomes data 
quantitatively, qual itative ly, and through the use of mixed methods. These 
data enhance the discourse regard ing what students are learn ing and add 
to the cu ltu re of evidence. 

An effective assessment model supports a cascad ing process that 
considers the mission of the un iversity, divis ion , and each department. The 
development of key activities at a l l  levels of the organization a l lows for clear 
and  cons istent  estab l i s h men t  of resou rce a l l ocat i on  and  p rog ram 
development decisions. With the col lection of data to support the key activities 
of each department and the overal l  d iv is ion , a cu ltu re of evidence is  
developed that assesses student learn ing and program performance over 
t ime.  The goal of th is process is to col lect evidence that demonstrates the 
viab i l ity of programs developed and sponsored by the Divis ion of Student 
Affai rs (Exhibit 1 ) . In addition,  this process al lows the members of the d ivision 
to share thei r story with the g reater commun ity. 

The DePaul process measures the environment ,  the activit ies , and 
the outcomes assoc iated with those act iv i t ies for the d iv is i o n .  The 
envi ronmental measures a l low the divis ion to understand its posit ion i n  the 
institution and with peer i nstitut ions, relative to the mission and vision it has 
establ ished. The goal of the p rocess is to p rovide a framework to translate 
the mission and goals of the d ivision i nto operational terms ,  or  key activities. 

The success factors ( Exhibit 2) were developed after a review of the 
key activit ies of each department. The key activit ies represent the day-to­
day operations of the department and serve as the framework for measuring 
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Exhibit 1 
I ntegrated Assessment Model 

I Division of Student Affairs Mission I 
! 

I Success Factors: Programs, services & collaborations in support of m ission 

r Measures: 

I Department Key Activities I 
I Cost 

Magnitude 
Satisfaction 
Learning 
Outcomes 

Measures: How are students 

I Department Assessment Question I 
I learning, engaged, or 

involved? 

departmental performance throughout the academic year. Key activit ies are 
measured according to cost, magn itude, satisfaction , and learn ing outcomes. 
Cost measures i nc lude but are not l im ited to: cost per student ;  cost per 
staff ; overhead ; and a l l  expenditu re used i n  support of a part icular activity. 
Magnitude measures the impact of the activity on the un iversity commun ity. 
This number can be stated as sum,  average or rat io .  Satisfaction measures 
the abi l ity of the activity to meet not only the expectat ions of the participants 
i n  the activity, but also satisfaction of the learn ing outcomes associated with 
the activity. Each activity is grounded i n  a set of learn ing outcomes. The 
learn i ng  outcomes ensure that the act iv i t ies of the departments are 
supporting the learn ing enterprise of the institution . 

The key activit ies are the essential funct ions of the department and 
divis ion that lead to fulfi l lment of the divis ion's mission . I t  is  crit ical for each 
department of the division to clearly articulate key activities and the measures 
that demonstrate progress towards fu lfi l l i ng  those activit ies. This process 
results in the development of an annual  report of key activit ies by each 
department, which contributes to the identificat ion of divis ional success 
factors. The key activit ies represent the everyday management processes 
for the department. A vast majority of the d ivis ion's data-driven evidence is 
captured i n  the measurement of the key activit ies. 

Each department and the division decide on one assessment question 
to answer for the year. The assessment question is derived from the learn ing 
outcomes devetoped for  t he  key act iv it i es .  The p rocess has to be 
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Exhibit 2 

Divisional Success Factors 

The fol lowing is a description of the success factors . Base-l i ne  data for 
each success factor has been co l l ected in 2004-2005 to be used as 
comparative data for futu re years . 

1 .  Qual ity Programs const i tute co-cu rricu la r  and extra-cu rr icu la r  
learn ing opportun it ies that support students' transformational learn ing  and  
foster students' personal growth and  development.  Qual ity programs inc lude 
new s tudent  o r i e ntat i o n ,  l eaders h i p  workshops ,  d i ve rs i ty workshops ,  
involvement in  student organizations, Residential Education programs ,  Cultural 
Center programs ,  spi ritual development opportun it ies social j ustice and civic 
engagement programs, ski l l  development workshops, health and wel l ness 
programs, and Life Ski l ls workshops. 

2. Intervention and Support Services are provided to students on a 
one-on-one or structu red group basis to enhance their educational experiences 
by removing barriers to their success. Advocacy, tutoring ,  advis ing,  counsel ing ,  
and crisis management are examples of  i ntervention and support services. 

3. Community Service activit ies engage students and the un iversity 
commun ity in service experiences with and for external constituencies i n  need . 
S e rv ice  expe r i e n ces i n c l u d e  s e rv ice  days ,  i m m e rs i o n  t r i ps ,  s e rv ice  
organizations, student organ ization ph i lanthropy projects , and  departmental 
service projects . 

4. Staff Tra in ing and Development is des igned to develop sk i l l s ,  
abi l it ies and awareness around a part icu lar posit ion .  I t  is a lso i ntended to 
assist with p reparation for future professional posit ions and to foster upward 
mobi l i ty. Staff train ing is d ivided i nto three g roups of ind iv iduals with i n  the 
d iv is io n :  student/paraprofessiona ls  ( res ident  advisors ,  STARS mentors , 
orientat ion mentors ,  DSCA coord inators , etc . ) ,  g raduate assistants/i nterns/ 
externs, and professional staff. 

5. University Celebrations foster pr ide, bu i ld  school spi rit and connect 
students to the larger DePaul commun ity. Annual celebrations fal l  i nto fou r  
categor ies :  cu l t u ral  appreciat ion (Mart i n  Lu the r  K ing  P raye r Breakfast,  
President's Diversity Brunch , Festival of Lights ,  etc . ) ,  leadersh ip  recogn it ion 
(Arthur  J.  Schm itt Awards Ceremony, Egan Hope Scholars Ceremony, Senior 
Leadersh ip  Awards Ceremony, departmental year-end ceremon ies ,  etc . ) ,  
re l ig ious ceremon ies (Mass o f  t he  Holy Spi rit ,  Baccalaureate Mass, weekly 
l itu rgy, etc. ) and social events (B lue Demon Days , Homecoming ,  Fest, etc . ) .  

6. University Partnerships are an essential e lement o f  the  Student 
Affa i rs d iv is ion . Deve lop i ng  and i m p l ement i ng  effect ive p rograms and  
support ing student success requ i res the  work o f  many. Col laboration occurs 
across the divis ion and is structu red accord ing to i mmediacy, student need , 
impact and re lation to long-term and short-term d ivisional goals. Whi le there 
a re n u m e rous  exa m p les  of effect ive part ne rs h i ps ,  such  as the  Loop 
Development Task Force , the Student Welfare Task Force and the U n iversity 
Center of Ch icago Taskforce . 
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manageable and answering one assessment question is appropriate for 
this process . A deterrent to progress is attempting to measure more than is 
possib le .  The developers of the model bel ieve an assessment process that 
is too compl icated wi l l  eventual ly lead to the fai l u re of the process . Each 
year the department can choose to assess a d ifferent aspect of their program 
or conti nue answering the assessment question from the previous year, if it 
is warranted . The methodology for the assessment project depends on the 
proposed question . 

Al l  data sources are considered when measuring the d ivision's impact 
on student learn ing ,  engagement, and i nvolvement. Quantitative data are 
col lected through intake forms, budget documents , and surveys . Qual itative 
data are col lected th rough focus groups, i nterviews, written documents ,  and 
p rofess iona l  observat ion . As demonstrated in o u r  case study, some 
departments use a m ixed methods approach that i ncorporates both 
qual itative and quantitative methodologies to col lect and analyze data. There 
is l itt le argument about the value of assessment and the col lection of data 
that demonstrate the impact of our  programs on student learn ing .  The 
question of what should be measu red and how that i nformation should be 
used has been more problematic (Ruben , 1 999) . In addit ion ,  practit ioners 
struggle with the appropriate methodology for conduct ing assessment of 
student learn i ng .  I n  what c i rcumstances shou ld we use a quantitative 
methodology versus a qual itative methodology? When should we use both? 

Quantitative methods are recommended if departments are attempting 
to use a descri pt ive , comparat ive , or corre lat ive approach to co l l ect 
assessment data (McMi l lan , 2000) . Descriptive research inc l udes studies 
that provide i nformation about frequency or amount of t ime spent during a 
particular activity. Comparative studies examine d ifferences between groups 
on a part icu lar variable or subject . Correlative studies,  on the other hand , 
investigate the re lat ionsh ip between two or more variables. For example,  a 
department cou ld attempt to determine if there is a correlat ion between an 
activity of the department and student retent ion . 

McMi l lan (2000) def ines qual itative research as "a phenomolog ical 
model in which mu lt ip le real it ies are rooted in  the subjects' percept ions. A 
focus on understanding and mean ing is based on verbal narrat ives and 
observations rather than numbers" (p .  1 0) .  Because of its exploratory nature ,  
qual itative research is a popular methodology with departments with i n  the 
Div is ion of Student Affai rs at DePaul Un iversity. Departments are able to 
get a deeper understanding the gu id ing assessment question .  Departments 
use focus groups, document analys is ,  and professional observat ion to 
answer quest ions regard ing the department's impact on student learn ing .  

The data from m ixed methods research provide a rich source for 
measur ing the envi ronment.  As the case study wi l l  demonstrate , some 
departments combine qual itative and quant itative parad igms into a mixed 
research methods approach .  According to Johnson and Onwuegbuzie ,  "the 
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goal of m ixed methods research is to maximize the strengths and m in im ize 
the weaknesses of [qual itative and quantitative methods] in a single research 
study" (2004, p. 1 5) .  Departments that strive to gain a deeper understanding 
of thei r proposed assessment question f ind the mixed methods approach 
to be beneficial . In this part icular case study, the department implemented a 
m ixed methods approach that used the resu lts of a su rvey i nstrument to 
develop questions for focus g roup i nterviews to further understand the 
quantitative data . 

The Case Study 
The d iv is ion 's assessment  p rocess is g rou nded in two centra l  

quest ions: how do our  programs and services impact student learn ing ;  and 
how can we share that information wi th the broader commun ity? Each 
department with i n  the divis ion develops an annual assessment plan to 
ind irectly address these questions by posing an assessment question di rectly 
tied to one of the department's key activit ies. For Un iversity M in istry (the 
focus of our case study) these key activities i nclude faci l itat ing opportun ities 
and activit ies (Cathol ic ,  commun ity service , i nterfaith/ecumen ical ) ,  and 
providing pastoral counsel ing and support. These key activities are reflective 
of the department's mission . 

As a part of the annual  assessment process , the Un ivers ity M in istry 
staff reviewed their  fou r  key activit ies and chose commun ity service (see 
Exh ibit  3) as the i r  area of focus.  With i n  commun ity service, there are six 
areas : (a) un iversity service days ; (b) on-going student organ ization service 
activit ies (DCSA) ; (c) service immersion tr ips; (d) the Vincent and Louise 
House; (e) the Faith and C ivic Engagement Project ; and (f) other one-day 
service events . After considering what area and aspect of service they were 
most interested in  explori ng ,  the department decided to study the impact of 
service immersion tr ips .  The department decided to study students who 
participated in  service immersion tr ips and explore what they had learned 
as a result  of thei r experience . The department determined that a m ixed 
methods approach would provide a more comprehensive perspective of 
student learn ing .  

Methodology a n d  Resu lts 
Si lverman (2000) warns researchers to be cautious when choosing a 

mixed methods approach : "Often the desire to use mu lt ip le methods arises 
because ( researche rs )  want to get at many d i ffe rent  aspects of a 
phenomenon ,  however, th is may mean that (they) have not yet narrowed 
down (the i r) topic" (p .  50) . Un iversity M in istry, however, was confident that 
a mixed methods approach wou ld al low them to look at d ifferent aspects of 
the same phenomenon . Pai ri ng pre- and post-tr ip surveys with fo l low-up 
focus groups was an attractive option . The rat ionale for th is approach was 
that su rveys could help determine change over t ime, and focus groups would 
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Exh ibit 3 
Example of Key Activity Report 

University Min istry 
Key Activity #2 : Community Service 

Cost: 
Staff: 4 Fu l l-t ime Staff ( 100% of t ime) 

1 Assistant D i rector (75% of t ime) 
Student Leaders - compensated : 

DC SA Senior leaders (3) , Service I mmersion 
Programs Student Coord inator ( 1 ) ,  

DC SA Group Leaders (30) 
Operational Budget Costs (d i rect) : $4 1 ,000 

$ 1 2 ,000 Operational Budget Costs ( ind i rect) : 

Magnitude: 
Un iversity Service Days (3) 

1 , 725 Students ,  staff, faculty, and commun ity 
members 

7,475 hours of commun ity service 
DePaul  Community Service Associations (DCSA) 

200 Students participate weekly x 30 weeks 
10 ,300 hours of commun ity service performed 

Service Immersions 
14 service tr ips 
127 students part icipated 
2 ,000 hours of service performed 

Vincent & Louise House 
10 Students participate for one year 
1 ,800 hours of service performed 
Weekly communal formation/education meet ings 

FACE Project (Faith and Civic Engagement) 
10 Faith and Civic Engagement dialogues with 219  

student participants 
Community Service: Other 

Educational Programs ( 15  programs tota l ing 1 ,338 
part ic ipants) 

VIA Reflect ions (40 sessions, 20 repeat participants 
at each) 

Retreats (1 DC SA Retreat, 36 participants) 



Satisfaction : 
1. I mmersion Trips: Student leader journal ,  staff mentor journal , 

tr ip part ic ipant evaluation ,  site evaluations, assessment project 
2. Service Days : Volunteer part ic ipant evaluat ion card 
3. DCSA: Weekly check-i ns ,  DCSA group/site quarterly 

evaluation 
4 .  Amate: 1 on 1 meeting ,  part icipant evaluation of experience 
5. Professional observation for al l activit ies 
6 .  The Louise Project Evaluation Form and Satisfact ion Survey 

Learn ing Outcomes: 
1. I ncrease leadersh ip  abi l ity of students i n  re lation to faith-based 

service. 
2 .  Engage volunteers i n  U M I N  created reflection on service to 

ensure that learn ing and meaning are t ied to a l l  service . 
3. Make connection for volunteers between Vincentian and 

Cathol ic m ission of Un iversity and faith-based service and 
Cathol ic Social  Teach ing .  

al low for in-depth exploration of specific topics related to the student learn ing 
exper ience.  Th is  rat iona le is supported by the work of Joh nson and 
Onwuegbuzie (2004) in  their  art ic le entit led , "M ixed Methods Research : A 
Research Parad igm Whose Time has Come ."  Johnson and Onwuegbuzie 
bel ieve a m ixed method design can be superior to a mono-method design 
in  that qual itat ive methods,  such as focus groups, can serve as a "way to 
d iscuss d i rectly the issues under investigation and tap into the part ic ipants' 
perspectives and mean ings" that may be missed using an experimental 
(quantitative) model (p. 1 8- 1 9) . 

Whi le the broader assessment question addressed student learn ing ,  
the department was part icularly interested i n  students' knowledge of  thei r 
assigned service sites and general attitudes and behaviors related to service 
and serving others .  To further focus the project , the methodology was 
designed to probe i nto the impact of the experience re lative to the five 
foundational tenets of the service immersion program: service, simple l iving ,  
social justice , intentional commun ity, and spi ritual ity (See Exhibit 4 ,  pg. 98) . 

S u rvey quest ions  were deve loped to add ress th ree constructs 
regarding service: students' knowledge, attitudes, and behaviors .  Questions 
were organized accord ing to what Suskie cal ls ,  "a natu ral f low both logical ly 
and psychological ly" ( 1 996 p .  60) . The survey inc luded 3 demographic 
questions and 20 statements to which students were asked to respond using 
a Likert scale of strongly agree to strongly d isagree (See Exhibit 5 ,  pg. 1 00) . 

After students were selected to participate in the service immersion 
program , they were assigned to one of nine service locat ions.  Students and 
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Exhibit 4 
U n iversity M i n i stry Service Immersion Program Phi losophy 

The five tenets of the U n iversity M in istry Commun ity Service 
I mmersion Program draw upon the l ives of Saints Vincent DePaul and 
Lou ise deMar i l lac .  They are :  serv ice ,  sp i r i tua l ity, soc ia l  j ust i ce ,  
intentional l iving ,  and commun ity. 

Service: Service is the cornerstone of the service immersion 
program at DePau l .  I n  the spirit of Vincent DePau l ,  serving people on 
the marg ins is an essential act of sol idarity. The goal is to nourish the 
inherent human d ign ity of a l l  persons through the mutual sharing of 
t ime,  ta lent and resources. The specif ic type of service depends on 
the needs of the host commun ity. Al l  immersions strive to embody a 
ph i losophy of service that celebrates the balance of "doing" the work of 
service and bu i ld ing re lat ionsh ips by "being" with the people we serve . 

Spirituality: The ph i losophy behind this tenet is two-fold .  F i rst, 
service without reflection is j ust work. Reflect ion is necessary i n  order 
to better understand the complexity of the issues that people on the 
marg ins face in their daily l ives . Therefore , each n ight  the DePaul  
commun ity wi l l  gather to reflect on the day. These discussions provide 
opportun it ies for part icipants to process their experience and learn from 
one another. Second,  What motivates you? The service immersion 
program upholds the sacred-ness of al l  l ife. I n  each experience, students 
are chal lenged to look deeply at their  own l ives and source for l iv ing .  
For Vincent DePaul  and Lou ise de Mari l lac ,  the i r  service with the poor 
was rooted in  the person of Jesus Christ. Whether or  not you come 
from a re l ig ious background or  specif ic faith trad it i on ,  the service 
immersion exper ience wi l l  cha l lenge each part ic ipant to look more 
deeply at h is/her motivat ing sou rce and l ife val ues. 

I ntentional Community: Each commun ity wi l l  consist of DePaul 
students and a staff/facu lty mentor. The pu rpose of bu i ld ing i ntentional 
commun ity is to provide a unique opportun ity for students to create a 
shared l ifesty le ,  one that emphasizes human d ign ity and the common 
good . Central to th is tenet is the Vincentian val ue that i ndiv iduals come 
together i n  commun ity to support one another in  their  work. 

Simpl icity: Living with intention is meant to help students heighten 
their  awareness of the issues of access , avai labi l i ty, and al location of 
resources. It is also an opportun ity to l ive in sol idarity with the people 
of the host commun ity. This process can beg in  to shape one's short­
and long-term decisions about how to spend resou rces of t ime,  talent 
and money. I n  commun ity, the students defi ne their common l ifestyle 



by mak ing  conse nsus  dec is ions  about  food p u rchases ,  recycl i n g ,  
technology usage, etc . The commitment i s  more than attempting t o  l ive 
with in a budget or to feel deprived of favorite th ings.  I t  is a sh i ft of focus.  
Spending an immersion centered less on money and the consumption 
promoted by our  American cultu re can free students to experience the 
value of simple pleasures, conversations,  and their  own creativity. 1 

Social Justice: The reason for l iv ing i ntentional ly, in commun ity, 
serv ing others is to strive for social just ice. M uch of the d isparity of 
resource al location and marg inal ization resu lts from systemic i nj ustice. 
The purpose of th is tenet is to increase one's awareness of the unjust 
pol itical , economic,  and social structu res which imp inge upon the human 
d ign ity of people .  Students are chal lenged to explore the causes and 
effects of i njustice whereby they can beg in  to understand their  ro le in 
creat ing a more j ust world .  

1 Excerpts taken from the  Jesuit Volunteer Corps Web site. 

tr ip leaders then met a total of fou r  times prior to the ir  departure .  I t  is du ring 
the second pre-trip meeti ng that students were asked to complete a pre-trip 
su rvey. The pen and paper su rvey was adm in istered by the staff member 
lead ing the trip .  

At  the end of  the service trip ,  students completed the su rvey a second 
t ime, either on-site at the i r  service locat ion or  i n  the van as they d rove back 
to the un iversity. Both sett ings a l lowed for immediate feedback regard ing 
the experience and provided a common group sett ing i n  that the groups 
were sti l l  intact and immersed in  the experience. 

The resu lts of the su rvey then informed the development of focus 
group questions.  

Accord ing to Si lverman (2000) , "'Mapping' one set of data upon another 
is a more or less compl icated task depend ing on you r  analytical framework" 
(p .  5 1 ) .  I n  part icu lar, S i lverman (2000) warns researchers about looking at 
a s ing le  'phenomenon ' when us ing  data co l lected i n  one context and 
compari ng it to data col lected in  another context. Whi le the department 
recogn ized the possib le l im itat ions of compari ng su rvey resu lts and focus 
group responses, the pr imary intention was to use the su rvey resu lts as a 
basel ine for understanding student learn ing i n  relation to the th ree constructs 
and five tenets . S i nce the su rvey resu lts were used to determ ine which 
areas of student learn ing wou ld be further explored i n  a focus group setting ,  
the t im ing of  the quantitative and qual itative phases of  th is  study was an 
i m p o rtan t  e l e m e n t of  the m i xed  m e t h o d s  a p p roach  ( J o h n s o n  & 
Onwuegbuzie ,  2004) . 
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Exhibit 5 
Spring Break Service I mmersion Trips 

Student Participant Pre/Post Survey 

On wh ich Spri ng  B reak Service I m mers ion are you partic ipati ng  / d i d  you 
participate? (a l ist of sites was provided) 

Have you participated i n  a service immersion at DePaul Un iversity before Spri ng 
Break 2006? Year in schoo l :  _______ _ 

For each statement below, please ind icate you r  cu rrent level of agreement or 
d isagreement by p lacing and "X" i n  the appropriate box: 

�� !� lt»Iil' H 8�n9Iy .,� 
Ii ';ll! Ilf'1' DI.aI,.. ·ili 

1 I know about the city / 

location where my 

service immersion was 

held 

2 I know about the 

issue/s addressed by 

my service immersion's 

learning focus/issue 

(theme of immersion; 

see listing above) 

3 I know a bout the 
population g roup that I 

served on my service 

immersion 

4 I felt comfortable with 

the population group 

being served on my 

service immersion 

5 I participate in  regular 
community service 
opportunities as a 
student at DePaul 

6 I have a strong self-

knowledge and 

understanding 

7 It is important to me to 
have a reg ular faith 

practice that sustains 

me and my 
values/commitments 
(e.g.  prayer/meditation) 

8 Service to others is an 
important value to me 

1 00 

DI,.Oife ,!NeU"'1 'AgM¥1 
l' Iii :0). , ;L tK,;; � 'AGreed:' 

'NoJili' dlllili , ' iM I APDlICabte 



use my resources 

wisely (financial ,  
material ,  personal)  

1 0  I understand the 
Catholic, Vincentian 
and urban mission of 
DePaul 

1 1  I am interested or 
curious about socia l  
justice issues 

1 2  I a m  interested or 
curious about 
spiritua l ity 

1 3  I make 

1 4  I feel engaged in  the 
Catholic, Vincentian 
and urban mission of 
DePau l  

1 5  I a m  thoughtful and 
discern ing about how I 
use my resou rces 
(financial ,  material ,  
personal)  

1 6  I feel compelled to act 
on behalf of those who 
are in  need or who 
suffer injustice 

1 7  I take action o n  behalf 
of others who a re in 
need or who suffer 
injustice 

1 8  

importance i n  m y  life 

1 9  

to b e  important 

20 I ntegrating 
faith/spirituality into my 
l ife is i mportant to me 

Please explain/comment as needed on any of the above, 

1 0 1 



Exhibit 6 
Focus G roup Protocol 

Department Name: U n iversity M in istry 

Time:  

Date : 

P lace: 

Moderator: 

Note-taker: 

Grand Tour Question : What have students learned as a result  of their  
part ic ipation i n  Un iversity M in istry Service I mmersion Trips (Spr ing 2006)? 

Focus Group Questions:  
1 )  What were your expectations for the service immersion tr ip 

experience? Were your expectations met? Why or why not? 

2) Are there ways i n  which you 've changed as a result  of the 
experience? 

3) Since you've retu rned are there specific choices you 've made 
d ifferently i n  you r  l ife based on your experience? Please be 
concrete. 

4) Has you r  understanding of social j ustice changed as a result  of 
you r experience? 

5) Did the focus on simple l iving during the immersion tr ip impact 
you in any way (upon you r  retu rn to campus)? 

6) Based upon your immersion experience has there been any 
change i n  the way you think about or i ntegrate your  faith or  
spi ritual i ty i nto you r  l ife? 

7) Was there anyth ing else that you took away from the experience 
that we haven't d iscussed? 

The su rvey resu lts i nd icated an i ncrease in student  knowledge 
regard ing the s ite and popu lat ions served du ring thei r trips . Specif ical ly, 
students reported that they were more knowledgeable about the i r  c ity 
dest inat ion , the issue or theme of the i r  part icular trip ,  and the popu lat ion 
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they served . I n  addit ion , the su rvey resu lts ind icated a sh ift in students' 
fee l ings of engagement in the m ission of the Un iversity. Lastly, the su rvey 
resu lts d id  not ind icate a measurable change in students' att itudes or  
behaviors related to  three of  the  five tenets : faith or spi ritual ity, s imple l iving ,  
and social j ustice . 

Based on the resu lts of the su rvey, the department decided to further 
explore students' learn ing  i n  the areas of spi ritual g rowth ,  s imple l iv ing ,  and 
social j ustice . To do so, the department i ntentional ly designed focus group 
questions re lated to these tenets (See Exh ib it  6) . 

A l l  service tr ip part ic ipants were invited to part icipate i n  one of two 
focus groups during the tenth week of the quarter. Of the 55 students i nvited, 
9 chose to participate . The low participation rate could be due to the calendar, 
as the interviews were schedu led during exam week. Each focus group 
i ncl uded a faci l i tator and note taker not affi l iated with the department. The 
focus g roups lasted approximately 60 m inutes and were audio taped.  

Based on the handwritten notes and audiotapes , the focus g roup 
fac i l i tator provided the department a summary of  responses to each focus 
g roup questio n .  U n ivers i ty M i n istry staff members then conducted a 
qual itative analys is of these notes and developed five overal l  themes that 
emerged from the students' statements . Themes that emerged inc l uded : a 
greater understanding of the connection between faith and social j ustice ; 
stronger appreciation of the i r  own priv i lege (gratitude) ; a g reater and more 
personal  understand ing  of the exper ience of the poor ;  and a deeper 
question ing of materia l ism with in  the U . S .  cu ltu re and a des i re to l ive a 
S impler l i festy le .  

Us ing a mixed methods approach , the department was able to p iece 
together a more comprehensive pictu re of student learn ing re lated to the 
service immersion experience. Students' knowledge of service sites and 
the populations served was uncovered through survey data, whi le information 
regard ing students' general att itudes and behaviors re lated to service,  
specifical ly i n  the areas of spi ritual g rowth , s imple l ivi ng ,  and social j ustice, 
was uncovered through focus group data. 

I n  addit ion to what the department learned about the impact of service 
immers ion t r ips on  student  part ic i pants ,  the key take-away from the 
assessment project was the need to better attend to and support the re­
integration of students i nto the un iversity commun ity after they return from a 
service immersion trip .  This f inding was uncovered during the focus g roups, 
part icularly i n  response to the last question ;  Was there anyth ing else that 
you took away from the experience that we haven 't d iscussed? Students 
shared that they felt lonely when they returned and struggled to re-connect 
with fami ly and fr iends when want ing to share thei r experience. As a way to 
assist them i n  t he i r  t rans i t i o n ,  students suggested more structu red 
opportun ities to process the experience after return ing .  While Un iversity 
M inistry did not expect to uncover this i nformation about the program,  the 
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candid feedback and suggestions for program improvement have been taken 
seriously and wi l l  be used to i nform future decis ions.  

I t  is important to not on ly assess key program outcomes, but to use 
data to inform decisions regard ing changes to the program and to implement 
changes i n  a t imely fashion . I n  th is case , service immersion trips play a key 
ro le in fu l fi l l i ng  the D ivis ion of Student Affai r 's commitment to commun ity 
service and the Un iversity's commitment to serv ing others .  The success of 
th is program impacts the success of the department, the div is ion ,  and the 
larger i nstitution .  Therefore , positive changes to the program can potential ly 
"cascade" upward and have a positive effect on al l three levels of the 
institut ion . 

The department w i l l  use the assessment data to d rive p rogram 
improvement .  For examp le ,  the department  p lans to rest ructu re the 
immers ion exper ience by add i ng  opportun i t ies for students to better 
re- i ntegrate i nto the campus commun ity fol lowing the immersion trip .  The 
goal is to reduce students' feel i ngs of isolat ion , support students as they 
str ive to make sense of the i r  expe r ience , and encou rage cont i n ued 
involvement i n  commun ity service . A residual effect of th is change might be 
an increase in  student i nvolvement in commun ity service which could fu rther 
strengthen students' fee l i ngs of engagement in the un ivers ity's mission . 

Lessons Learned 
There are mu lt ip le lessons to be learned from this assessment project 

and the use of a mixed methods approach .  F i rst, conducti ng research of 
t h i s  natu re can p rov ide p rofess iona l  deve lopment  opport un i t ies for  
professional  staff i n  student affa i rs .  Second ,  des ign ing ,  col lect ing ,  and 
analyzing data with a m ixed research method takes t ime and resou rces 
from a department. Th i rd ,  there is value in us ing a mixed methods approach 
when assessing student learn ing in  a student affai rs sett ing.  Fou rth , a sound 
research design is critical to the success of the assessment process . Final ly, 
be ing  open-m i nded and l i sten i ng  to part ic i pants' sto r ies can lead to 
unexpected f ind ings that d rive program improvement. 

At the department level , student affai rs staff members can increase 
thei r capacity to conduct assessment by learn ing to design and imp lement 
surveys and focus groups, as well as analyze both qual itative and quantitative 
data. "Mu lt ip le methods are tempting because they seem to g ive you a fu l ler  
p icture.  However, you need to be aware that mu lt ip le sou rces of data mean 
that you wi l l  have to learn many more data analysis ski l ls" (Si lverman , 2000 , 
p. 50) . I n  the case of Un ivers ity M in istry, understand ing the resu lts of the 
su rveys was the fi rst chal lenge.  Using the survey resu lts to create focus 
g roup questions to further explore student learn ing was a second chal lenge. 
A th i rd chal lenge was analyzing the focus g roup data and l i nking the f indings 
to the survey data. Fortunately, U n iversity M in istry received assistance in 
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addressing these chal lenges from the Student Affai rs Assessment and 
Research Coord inator who was avai lable throughout the process to help 
faci l itate and provide trai n ing regard ing the analysis of data . 

Practit ioners should consider t ime and resou rces when design ing a 
methodology. Focus groups can produce rich data and mean ingful stories 
that help the department understand its impact on the populat ion studied . 
However, departments need to strateg ical ly plan for the t ime it takes to 
develop focus group questions, coordinate focus group meetings, and sol icit 
part ic ipat ion . In the case of Un iversity M in ist ry, the focus g roups were 
intentional ly faci l i tated 8 to 1 0  weeks after the immersion experience to 
al low participants time to reflect on their experience. The chal lenge, however, 
is that the un iversity operates on a quarter system ,  which means that the 
focus groups took place the week before f inal exams. The department spent 
considerable time contact ing and remind ing students to participate in order 
to ensure attendance. 

In addit ion to the t ime it takes to design assessment instruments and 
faci l itate the process, t ime has to be al located to conduct a thorough analysis. 
Depending on the method of analysis ,  it takes t ime to structu re the analysis .  
For example ,  the decis ion to col lect data via a pen and paper su rvey can 
add addit ional steps to the analysis process in  that the participant responses 
have to be organ ized and entered i nto a data ( i.e . ,  Excel or Access) 
spreadsheet before being analyzed . The analysis of qual itative data also 
takes time. Whether the group decides to use a use a pen-and-paper method 
of cod ing the documents or ut i l ize text analysis software , both methods 
requ i re addit ional time for train ing and analysis. 

During a m ixed methods approach there is an addit ional step to the 
analysis.  Not only did the department analyze the qual itative and quantitative 
data , it had to compare the resu lts of both methods and determ ine a f inal 
analys is .  Because th is is a complex methodology that requ i res expertise in 
quantitative and qual itative methods, departments or div is ions should not 
hesitate to ask for assistance from other areas , such as institutional research 
or academic areas ( i. e. ,  sociology, psychometrics, anth ropology, etc. ) .  The 
experts , if not conduct ing the study, can provide trai n ing and or consu ltation 
to novice researchers .  This is a crit ical lesson to learn . The stronger the 
design of the study, the more impact the study wi l l  l i kely have on decision 
making .  

Another lesson learned was the val ue of  us ing  a m ixed methods 
approach . In the case of Un iversity M in istry, having sol id outcomes and 
tenets to work with were important i n  developing both the survey and focus 
group questions.  The tenets , part icularly, he lped structu re the focus group 
questions .  The su rvey cou ld captu re i nformat ion regard i ng  increased 
knowledge or basic level changes in  att itudes and behaviors, but the focus 
groups a l lowed for in-depth exploration of more complex topics such as 
s imple l ivi ng ,  socia l  j ustice, and spi ritual ity. 
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A f inal lesson learned was the importance of being open to uncovering 
the unexpected. Conducti ng assessment can be a risky process s i nce it is 
uncertain  as to what students wi l l  say about a department's programs and 
services . In the case of Un ivers ity M in istry, one of the key f ind ings came 
from an open-ended quest ion asked at the end of each focus group :  Was 
there anyth ing else that you took away from the experience that we haven't 
d iscussed? As a result  of th is quest ion the department learned that the 
program was successfu l  in having a powerfu l  impact on students , however, 
the experience left students feel ing isolated and unsure how to commun icate 
what they learned to fr iends and fami ly. Because Un iversity M in istry was 
wi l l i ng to take a risk and ask a quest ion whose answer they d id not know, 
they were able to col lect rich data that w i l l  help d rive program improvement. 
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Chapter 8 
Mixed Methods and Strategic Planning 

Richard A. Voorhees 
Pri ncipa l ,  Voorhees G roup LLC 

I ntroduction 
Without sk i l l fu l  use of m ixed methodologies,  most strategic plan n ing  

p rocesses wo u l d  fa l l  far  short of  t h e i r  l ofty i ntent i o n s .  O rgan izat ions ,  

especial ly h igher  education organizat ions,  are  complex.  U nderstand i n g  
where best t o  advance strategy req u i res m u lt ip le  pOi nts o f  i nte l l igence 

gather ing coupled with an understanding of how an institut ion's i nteractions 

shape its capabi l ity to pursue that strategy. I nteractions that shape a col lege 
or  u n ivers ity occ u r  along formal and i nformal pathways both i nternal ly and 
external ly. Captu ring and u nderstanding q uantitative and qual itative indicators 

throughout the strategic p lan n i n g  process , inc lud ing  those ind icators that 
emerge along m u lt ip le pathways as the p rocess u nfo lds ,  can spe l l  the 
difference between a mean i n gfu l strategic p lan and one that gathers dust .  
Drawn from the author's expe rience i n  fac i l itat ing strategic plans i n  h igher 

education institutions,  th is chapter i l l ustrates how both quantitative and 
q ual itative methods can be combi ned to create meaningful  d i rect ions for an 
i nstitut ion's future .  

At its most basic,  strategic plann ing is a process o f  anticipati ng change, 
identifyi ng new opportun it ies,  and executi ng strategy. Strateg ic  plan n i n g  
c a n  a l s o  be descr ibed as idea m a n a g e m e n t  i n  w h i c h  new ideas are 

developed (or brainstormed) ,  categorized , p rocessed , and implemented . I t  
is  a journey that beg ins  best when appropriate data , d rawn from m u lt ip le 

sou rces and us ing m u lt ip le techn iques,  are transformed i nto "actionable" 

i nformation . Contrasted to "pedestrian i nformation ,"  act ionable i nformation 
makes obvious the next steps an i nstitut ion should consider. For example ,  

understanding that an institut ion's e n ro l l ment is  increas ing is ,  for the most 
part ,  ro uti ne knowledge across a campus .  U nderstand i n g  what market 
segments are g rowing and the institution's penetration rate of those segments 
he lps the i nstitut ion to understand what act ions may be needed to manage 
that g rowth . Ideal ly, the avai lab i l ity of act ionable i nformation creates an 
expanded appetite for more act ionable i nformation . Ski l lfu l uses of mixed 
methods are crit ical for i nstitut ions seeki n g  to harvest the best possib le 
act ionab le  i nformat i o n  to g u i d e  st rategy. E m p l oyi n g  q u ant itative and 
q u a l itative methods i nterdependent ly, a n d  i n  ba lance,  can mean the 
d iffe rence between t rue strategy or  strategy that on ly "seems r ight ."  
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Quantitative and Qual itative Techniques 
Appl ied to Strategic Plann i n g  

Quantitative a n d  qual itative parad igms make different contribut ions to 
strateg ic p lan n i n g .  The q uantitative parad igm helps strategic p lanners to 

describe the "what" in an organ ization wh i le  the qual itative parad igm can 

answer "why" it is happe n i n g .  In genera l ,  qual itative methods p rovide a 
bette r u nderstanding of the context in which the development of i nstitutional 
strategy can occu r. Quantitative methodologies, on the other  hand, provide 

an assessment of how the institution is  cu rrently function ing. The i nterest in 
qual itative tech n i q ues to supplement what has trad it ional ly been perhaps 
an overrel iance on q uantitative meas u res appears to be accelerati ng i n  

recent years ( National Science Foundatio n ,  1 997) . 
As used in this chapter, q ual itative methodology refers broadly to human 

i nteractions and how data gathe red from those i nteract ions can g u ide the 
development of strategy. I nc luded here are one-on-one i nterviewing ,  focus 
groups, and what the author terms, "strategy sessions." I nformation gathered 

us ing these techn iq ues can be used to g u ide the col lection of add it ional 

q uantitative data . More i mportantly, however, qual itative data should be 
used to make i nte l l igent,  i nformed decisions about what types of strategic 

actions an institution can reasonably pursue.  Quantitative methods, as their  
name i m p l ies ,  are ch i ef ly tech n i q ues that use n u m be rs to i n d i cate an 
i nstitut ion's operation and i ts envi ronment .  I nc l uded i n  th is chapte r are 
q uantitative tech n iq ues such as access i n g  and exam i n i n g  i nternal and 
exte rnal databases, construct ing and analyz ing q u estionnaires,  and the 

construction of Geographical  I nformat ion System ( G I S )  maps.  
A successful  model  for strategic plann ing incorporates both q uantitative 

and qual itative data col lection in a symbiot ic way. Tashakkori and Teddl ie  

(2003) suggest three temporal  seq uences for  com bin ing  quantitative and 

q ual itative data: (a)  concu rrently, i n  which two types of  data are col lected 
and analyzed in paral le l , (b) seq uential ly, in which one type of data provides 
a basis for col lection of another type of data , and (c) convers ion ,  where the 
data are "qual it ized" o r  "quantit ized" and analyzed agai n .  Taken together, 
there are pr imary and secondary uses for these tech n iq ues as they are 
app l ied to specific e lements of strateg ic  plan n ing  as d iscussed late r i n  th is 
chapter. As H oward notes i n  the i ntroduction to th is vol u m e ,  decis ions that 
researchers make about when to employ quantitative and qual itative choices 
are not always based on the q uestion at hand ; occasional ly th is choice is 
based on pragmatic real it ies inc lud ing avai lable resou rces and t ime.  The 
case study presented below i l l ustrates these dynamics. 

A Case Study 
Among the largest com m u n ity col l eges in the U n ited States ,  Broward 

Community Col lege (BCC or  Broward) is  a mU lt i-campus col lege d istrict 
compris i n g  th ree large campuses and th ree ed ucational centers .  Located 
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in South Florida and stretch ing  25 m i les north to south and 50 m i les east to 

west, Broward Cou nty consists of 30 m u n icipal it ies and almost 1 ,200 square 

mi les. Only the eastern portion (41 0 square m i les) is developed , however. 

This area is nearly at capacity for development, a fact that d rives land and 
housing values upward . Palm Beach County l ies to the north and M iami-Dade 

Cou nty to the south .  The Atlantic Ocean marks the County's east border. 
U nder d i rect ion of a new president and to respond to expectat ions by 

its reg ional accredit ing body, BCC embarked on a strategic planning process 
in 2004. The Education Master Plan , as it is known at Broward , has become 
the guiding force for strategic management and the framework for operational 

plan n ing  across all u n its of the Col lege.  To accompl ish th is ,  a de l ibe rate 
process was lau nched to engage i nternal and exte rnal stakeholders i n  

identify ing key decisions fac ing t h e  Col lege a n d  b y  harvest ing actionable 
data. The process began in  that fal l  and cu lminated i n  a report to the Col lege 
com m u n ity i n  the spring  of 2005 . '  This experience is used i n  th is chapte r to 
i l l ustrate how mixed methodologies can converge to prod uce a strategic 

plan . Although the i nstitut ional type portrayed here is a com m u n ity col lege,  
the techn iq ues i l l ustrated below and the lessons learned from employi ng 

m ixed methodologies with i n  these tech n i q u es can be i n structive to  a l l  
institutions that em bark on strateg ic plan n i n g .  

Strategic Plan n i n g  Elements a n d  Mixed Methods 
Each of the elements used to create the Broward strategic plan are 

d iscussed below. Readers wi l l  note considerable overlap among these 
e lements as we l l  as the syne rgy between q ual itative and q uantitat ive 
methodologies with i n  each plan n ing  element.  

Environmental Scan 
Broad ly put, a scan of an i nstitut ion's envi ron ment req u i res not just a 

vol u m e  of i nformation but ,  at the fi rst level of analys is ,  the abi l ity to d iscern 

with i n  that i nformation what is crit ical to the development of that institut ion's 
strategy. Data for environmental scan n i n g  are abu ndant and are g rowing 

more so on the I nternet. M uch of  these data, howeve r, fal l  short of  criteria 
for inclusion i n  an envi ronmental scan because they lack a d i rect con nection 
to the institut ion or  because their re l iab i l ity are q u estionable.  Befo re they 
can be helpfu l ,  their connection to the i nstitution's scope of operation needs 
to be establ ished . A second level of analysis ,  therefore , req u i res knowledge 
of the i nstitution's cu rrent operat ions-a knowledge that can most q u ickly 
be gained by tal k ing with key faculty and staff , i n  other  words,  qual itative 
interviewi ng .  

Whi le  most of the act iv i ty g e n e rated i n  com p i l i n g  a mean i n gfu l 
envi ronmental scan may appear to be a s imple act of data retrieval and 
q uantitative analys is ,  no scan can exist i ndependently of an i nstitut ion's 
organizat ional  structu re and the cu ltu re that d rives that structure .  Learn i n g  
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about that culture and structu re req u i res ski l l fu l  use of q ual itative tech niq ues 

inc luding ind ividual i nterviews , g roup i nterviews, and tabu lati ng the interview 
data . These data create a framework that can be used to diagnosis the 

institution's cu rrent strategic stance and capabi l ity to pursue strategic actions. 
The results of the envi ronmental scan we re used as the basis for creat ing 
protocols for  i ndiv idual  i nterviews and strategy sessions.  

I nterviewing Key Stakeholders 
Ski l lfu l  i nterviews yield helpful qual itative i nformation .  A sol id foundation 

fo r these i nte rvi ews can be set by a t h o ro u g h  review of q u ant itat ive 
characte ristics of the institutio n .  In general , the more that the interviewer 

prepares for these i nterviews-the deeper that she or he understands basic 
i nstitut ional data-the bette r i nformation the i nterviews wi l l  yie l d .  Once that 
framework is clear i n  the interviewer's m i n d ,  the next step is to establ ish 
rapport with the i nterviewee.  Whi le  quantitative data ind icate the extent to 
which outcomes are being met, qual itative i nterviews speak more to how 
the partici pants feel about what is  happen ing with i n  an institutio n .  Si nce 

mob i l iz ing part ic i pants is key to futu re act ions,  a deep understanding of 
the i r  percept ions advances the strategic p lann ing agenda.  P repari ng for 
i nterviews mobi l ized key stakeholders at BCC si nce they felt that they we re 

not being i nterviewed "co ld . "  
The resu lts of  qual itative interviews themselves may point to  uncovering 

sou rces of an institution's quantitat ive data or to offeri ng new mean i n g  for 
that data. To ensure that those conversations yield maxi mum retu rn , it always 

is recom mended that the preparation for i nterviews with key stakeholders­
a qual itative process--be augmented by analyses of existi ng i nstitut ional 
data resu l t ing from q uantitative p rocesses. Carefu l structur ing of these 

i nterviews ensures that act ionable data are captu red from a wide variety of 

sources . 

Focus G roups 
The term focus group has take n on m u lt ip le  mean ings i n  h i g h e r  

educatio n .  I t  h a s  been used t o  describe casual  conversat ions with more 
than several people i n  random sett i n g s ,  a m i suse of the te rm . More 
appropriately, a focus g roup is a de l iberate event p lanned to gather specif ic 
i nfo rmation . Wel l -p lanned and executed focus g roups are a q ual itat ive 
exercise i nvolv ing a p rotocol of q uest ions designed to e l icit com m u n icat ion 
without c i rcu mscri b i n g  mean i n gfu l d ia log u e .  In the same way that the 
preparation for one-on-one i nterviews req u i res i nti mate knowledge of the 
institution to be effective, focus g roup p reparation req u i res the i nterviewee 
to understand the underlying issues facing the i nstitut ion's strateg ic plan n ing 
process i n it ia l ly and how to understand partic i pant perspectives of  those 
issues can serve as a test bed for examination of the issues.  

Because higher education institutions are typical ly very busy places, 
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creat ing focus g roups is diff icult ,  especial ly if they are based on partici pants' 

aff i l iat ion with the institution .  Separate focus g roups sched uled for students , 

ad m i n i strators , and com m u n ity stakeholders may not on ly be d i fficu lt  to 

organ ize,  they may also p roduce low attendance. F u rther, if  it is i ntended 
that focus g roups further the strateg ic plan n i n g  process by provid ing  an 

avenue i n  which part ici pants can learn from one another's perspectives,  
conduct ing focus g roups based on a part ic ipant's re lat ionsh ip  with the 

i nstitution does l itt le to advance that goal . The autho r's experience holds 
t h at foc u s  g ro u ps can b e  h e l pf u l  fo r st rat e g i c  p l a n n i n g ,  but t h at 

heterogeneous g ro u ps o rgan ized to s i m u ltaneously represent the total 

i nstitut ion prod uce deeper com m u n icatio n .  S uch g roups are vertical in an 
organizatio n ,  i nc lud ing classif ied perso n n e l ,  m id- level managers, faculty, 
and executive leadersh ip .  

Large G roup "Strategy Sessions" 
Among the most effective strategic plan n ing techniq ues are large group 

meeti ngs designed to promote an i nterchange of ideas about strategic issues 

fac ing an organ izat ion .  Though somet imes labeled as focus g roups,  thei r 
pu rpose is somewhat diffe rent than the defi n it ion d iscussed above . I n  the 
author's experience,  few stakeholders have been exposed to the concept 
of act ionable data to make meani ngful  contri but ions to strateg ic  plan n i n g .  
B C C  sched u led 12  strategy sessions t o  provide max imum access t o  the 
strategic plan n i n g  process . I nvitat ions to part ici pate in the BCC strategy 

sessions we re sent to students ,  facu lty, and ad m i n istrato rs to sol ic it  a wide 
range of perspectives and op in ions .  

U n l i ke a focus g roup i n  which opin ions and perspectives are gathe red 

from partici pants in a one-way fash ion , the fac i l itato r of a strategy session 
g u ides a d ia logue among the part ic i pants about q ual itative and q uantitative 
data and how those data combine to produce act ionable i nformation for the 

instituti o n .  Carefu l ly  designed so that a l l  part ic i pants share a fou ndat ion of 
com mon data , strategy sessions in real ity become bra instorm i n g  sessions 

where new ideas can be processed across a range of part ic ipants .  The 
sessions began with a presentat ion of q uantitative data about the Col lege's 
i nternal and exte rnal trends fol lowed by a series of q uest ions developed 
beforehand , pu rposefu l ly  des igned to el icit d iscussion . 

I n  the author's experience, many strategy session participants wi l l  have 
strong opin ions about an i nstitut ion's futu re , but not a l l  w i l l  share common 
knowledge about the i n stitut ion 's  cu rrent  funct io n i n g  as expressed in  
q uantitative terms.  A key o utcome of  strategy sess ions is  to acq u a i nt 
part ici pants with data and to expla in  where those data arise as wel l  as what 
they mean in pred icti ng the i nstitut ion's future .  Because futu re strategy 
depends on cred ib le  data, strategy sessions and the process of certifyi ng 
those data through g roup processes, played a major  role  i n  creat ing buy- i n  
fo r t h e  Col lege's strategic p lan . 
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Geographic I nformation System (GIS) Maps 
Most audiences do not react q u ickly to tabu lar  data , especial ly if the 

rows and col umns are n u merous. Yet, data d rawn from census tracts , smal l  
stat istical subdivis ions of a g iven county, we re vital  to u nderstand i n g  where 

BCC might target market ing and recruitment efforts .  To make sh i fts with i n  

these tracts eas ier  t o  d igest d u ri n g  t h e  strategy sess ions ,  Geog raphic 
I nformation System (GIS)  maps were used to provide a qu ick, visual overview 
of popu lation changes, inc lud ing sh ifts in i ncome,  m inority su bpopulations,  
age,  and housing values. Constructi ng these maps was a quantitative activity, 

d riven by software and technology. I nterpret ing these maps , on the other  

hand,  was a q ual itative activity i n  which i nterviewees and strategy session 
part ic i pants were asked fo r the i r  i ns ig hts on populat ion sh ifts with i n  the 

Col lege's service area. For some, th is  i nformation was fresh ;  for others the 

G I S  maps prod uced a new way of looki ng at BCC's potential student market. 

Competitor Analyses 
Few i nstitutions are aware of the range of i nstruct ional  p rograms 

avai lable at other institutions with whom they com pete for students . This 
knowledge can be the basis for creat ing new programs or modify ing exist ing 
programs. It can a lso point  to programs that might be e l im inated .  Gatheri ng 
these data from websites of com petitor organ izat ions i n  proxim ity to the 

i nstitution or who com pete reg ional ly or  national ly i n  g iven prog rams is  a 

basic exe rcise i n  tabu lati ng data. H owever, the nomenclature needed to 

describe programs so that they can be categorized accu rate ly is learned 
best from i nterviewi ng academic staff and faculty. P rogram tit les may not 

match the i r  content,  and astute p lanners w i l l  want to ensure that programs 
that appear, on the s u rface, to compete with the i r  i nst itut ion's programs are ,  
i n  fact , com parable .  

Enrol lment Forecasting and Scenario Bui ld ing 
The approach used to fo recast e n ro l l m e nts for BCC i nc l uded a 

basel ine,  or status quo, projection coupled with the development of alternative 
scenarios based on specif ic i nstitut ional  decis ions about how to manage 
futu re enrol lments . This process is decidedly quantitative i n  natu re , especial ly 
in the process of construct ing project ions that com pared trends in BCC's 
market share of key demograph ics to those correspond ing  demograph ics 
predicted for South Florida. Scenario bu i ld ing ,  on the other  hand, combines 
the quantitative process of calcu lati ng i ncreased market shares with the 
qual itative process of decid ing what specific actions are with i n  the i nstitution's 

capabi l ity to imp lement.  Scenarios developed fo r BCC inc l uded increasing 
the market share of  minority 1 8  to 24 year-olds fi rst and,  then increas ing the 
market share of  a l l  1 8  to 24 year o lds,  and f ina l ly i ncreas ing the market 
share of 25 to 44 year-olds.  The gains for the Col lege in these s imu lat ions 
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are considerably larger than the status quo base l i n e  project ions and led to 

su bstant ive d iscussions about the i nstitution 's  future e n ro l l ment mix .  

Instructional Program Vital ity 
The analyses of program e n ro l l ment data are yet another strategic 

exercise that can not be based on n u m be rs alone.  Wh i l e  upward and 

downward trends i n  i ndiv idual  p rograms provide a fi rst place to look when 
analyz ing an i nstitut ion's instruct ional  men u ,  the whole story needs to be 
researched before conclus ions are d rawn . For example ,  it may be that 

enrol lments have decl i ned in response to decisions l im it ing course avai labi l i ty, 

combi n i n g  cou rses across d isc ip l ines ,  facu lty ret i rements,  or  a lack of 

program marketi n g .  Each of these potential  reasons,  and perhaps other 
considerations,  shou ld be balanced against other  criteria i nc lud ing sh i fts in 

labor markets , expi red cu rricu l u m  that doesn't match cu rrent real it ies,  and 
act ions taken ,  mostly i nadve rtently, that d isco u rage e n ro l l ment.  Without 
knowledge of these facto rs , gained q ual itatively by l isten ing to stakeholders 
i nternal and external to the institutio n ,  an i ncomplete p ict u re of program 

vital i ty is more than probable . 

I nternal and External Su rveys 
One-on-one i nterviewing and strategy sessions may not su bstitute for 

gatheri ng op in ions and ins ights by way of su rvey researc h .  Data gathered 

from existi ng q uestionnaires and those developed specifical ly for plan n i n g  
c a n  provide m u lt ip le perspectives about a col lege a n d  its envi ronment .  
S u rveys can be a trad it ional pape r and penci l ve rs ion or, increasing ly, web­
based s u rveys . S u rvey construct ion req u i res knowledge of sa m p l i n g  
proced u res,  re l iab i l ity issues , a n d ,  o f  cou rse,  content val id ity t o  ensure that 

items measure what they pu rport to measure.  I nterpret ing su rvey responses 
is usual ly regarded as a q uantitative activity. C reation of i n d iv idual  su rvey 

items that are institut ional -specific should ideal ly be developed from the 
results of ind iv idual  i nterviews , focus g roups,  and strategy sessions.  

Analyses of Labor Market I nformation 
The I nternet has made labor market i nformation widely accessib le ,  

maki ng it easier  for  col leges and u n ive rsit ies to co l lect data that can be 
used to map the connecti o n  between the outp uts of the i r  caree r and 
p rofessional  programs and the world of  work.  Ten-year fo recasts are 
avai lable both for new jobs that w i l l  be created and for jobs that w i l l  g row 
most rapidly by county, reg ion , state, and national ly. At the national  leve l ,  
t h e s e  fo recasts a re c o n n e c t e d  t o  t h e  m o st s i g n i f i c a n t  s o u rc e  of  
postsecondary education or  trai n i ng req u i red for entry i n  each occu pation 
fo recast . 2  

Whi le employment forecast data are helpfu l ,  strategic p lanners should 
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not expect a perfect fit between job tit les and program labels.  To provide the 
best pred ict ion of academic programs req u i res knowledge not found in 

external databases. I ns ig hts req u i red to accu rately esti mate the need for 

programs closely match those ins ights necessary to gauge program vital ity. 

I nterviewing ski l l s  and tech n iques,  inc lud ing the aforementioned need to 
establ ish rapport with i nterviewees as wel l  as g u i d i n g  the i nterview, asking 

approp riate q u est i o n s  about p rocesses , engag i n g  in  e m pathy for the 

i nterviewee,  and tabu lat ing i nterview resu lts , are beyond the scope of  th is  
chapte r, but are key touchstones for  ensuring  that q uantitative data apply to 

an i nstitution 's un ique c i rcumstances . 

Movi ng to Operational Plann i ng 
Strateg iC  p lann ing often fai ls  to connect the d reams and aspi rations 

that ar ise i n  strategiC p lanning to specific actions.  Whi le  many col lege and 

un iversity websites contain visual ly appeal ing strategic plan n ing documents , 

most do not conta in  specific act ions to support the strategy, do not assign 
respons ib i l ity fo r carrying out those act ions,  and,  do not com m it dol lars and 
h u man reso u rces to make strateg iC d reams a real i ty. There is also a 
tendency to ass ign responsib i l ity for act ions to com m ittees,  rather than 
i ndiv iduals .  Plans of th is variety are l itt le more than pub l ic  re lat ions p ieces 
designed to persuade readers that an institution is carry ing out strategy. 

Mappi ng the intersection between strategiC planning and operational plann ing 

and gu id ing  institut ions through th is process req u i res f inesse i n  b lending 
mixed methodologies.  

The predecessor to the BCC strateg ic plan described here lacked 

clear l i n ks to operational plan n i n g .  To close this gap, Col lege adm i n istrators 
asked that specific action strategies be fi rst developed by the consu ltant to 
support each of the new n i n e  strateg iC  goals .  These i n it ia l  strategies 
subseq uently were refined i n  i nteract ions among the Col lege's operational 
un its . The executive decision-making team then identified responsible parties 
and assigned executive sponsors for each strategy. At th is  stage of the 
transit ion between strateg iC plan n ing  and operat ional  p lan n i n g ,  it is very 
i m portant that potential action strateg ies not be stated i n  such g lobal terms 
that defy measurement. For example,  an action strategy statement " improve 
the educational  expe rience of students" needs more elaboration before it 
can be measured.  On the other hand,  a measurement scheme for an action 
strategy that cal l s  for " improvi ng student success rates i n  col lege- level 
mathematics" is easier  to operational ize.  

A key ro le  of the consu ltant i n  th is  sub-process was to work with 
i nstitut ional  leaders to ensure that the measurement of act ion strategies 
were quantif iable so that a clear pictu re of i nstitut ional prog ress cou l d  be 
made . To th is end, the consu ltant d rafted "success factors" to provide a 
q uantitative and qual itative way of assessing goal attainment. These success 
factors were shared with those responsib le fo r each act ion strategy and 
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were brought back to the Col lege's cabinet for ratificat ion . This process 

was iterative and req u i red both a sense of the poss ib le  strategies and 

success factors that the Col lege might  p u rsue as wel l  as an esti mation of 

whether they cou ld reasonably be successfu l .  Some u n its i n  the Col lege 
previously had not considered an accou ntab i l ity system based pr imari ly on 
success facto rs . This new system provided a mechan ism for those u n its to 

engage i n  deeper conve rsat ions with senior ad m i n i strato rs about how 

q uantitative and q ual itative factors could com bine to ensure that prog ress 
toward BCC's new strateg ic goals could be meas u red . 

To fu rther engage each u n it i n  strateg ic  plan n i n g  and to provide a 
transparent means of creating potential action strategies and success factors 

across the enti re organizat ion , BCC created an on l ine  p lan n i n g  too l .  Th is 

tool permits a comprehensive overview of the plan ning process whi le seeki ng 

new q uantitative and q ual itative data from a l l  laye rs of the Col lege to i nform 
and potential ly i m p rove act ion strateg ies and success factors . 

Summary of Strategic Plann i n g  Elements and Mixed Methodology 
Table 1 summarizes the types of mixed methods associated with each 

of the strategic plan n i n g  elements d iscussed above and ind icates whether 
the i r  role is  pr imary or  secondary. Note that ,  i n  keeping with the sym biotic 
u n ion between the two tech n iques,  no s ing le  strateg ic plan n i ng e lement is 
excl usively q uantitative nor q ual itat ive . 

I mproving Strateg ic Plann i n g  throug h  M ixed Methodolog ies 
The appl icat ion of mixed methodolog i es as i l l ustrated above is vital to 

the development of a successfu l p lan and may be he lpful  for those charged 

with chart ing strategy for i nstitutions.  From the author's experience several 
othe r  touchstones fo r us ing these tech n i q ues may save t ime and energy i n  
t h e  strategic p lann ing process . 

Sharing Techn iques and Data 
Ed ucat i n g  t h e  co l l eg e  c o m m u n ity about  d ata s o u rces a n d  t h e  

tech n iq ues used t o  harvest those data is an important facet i n  strateg ic 

plann ing .  Explain ing  data to stakeholders creates credib i l ity for the process, 
even among the few institutions that have successfu l ly  created a cultu re of 
i n q u i ry i n  which quantitative and qual itative data are routi nely used to g u ide 
decis ions.  A+ i nstitut ions that lack a trad it ion of either creat ing or  shar ing 
data , strateg i c  p l a n n i n g  is  l i ke ly to make many i nternal  stake h o l d e rs 
uncomfortable,  especial ly if the pu rpose is to create act ionable i nformation . 

It is crit ical to the success of strategic plan n ing  to establ ish the cred ib i l ity for 
both the tech n iq ues employed and the data prod uced . 

I nstitutions with no quantitat ive data trad it ion are also l i kely to lack the 
necessary framework i n  which q ual itative data can be he lpfu l  to decis ion 
maki n g .  I n  fact , when q uantitative data are not avai lable ,  it is  certai n  that 
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Primary 

Methodology 

Quantitative 

Qual itative 

Qual itative 

Qual itative 

Quantitative 

Quantitative 

Quantitative 

Quantitative 

Quantitative 

Quantitative 

Qual itative 

Quantitative 

Table 1 
Mixed Methodolog ies and their Appl ication 

to Strategic Planning Elements 

Secondary 

Methodology Strategic Planning Appl ication 

Qual itative Environmental Scan 

Quantitative Interviews with Key Stakeholders 

Quantitative Focus Groups 

Q u antitative Large Group "Strategy Sessions" 

Qual itative Geographic Information System (GIS)  maps 

Qual itative Com petitor Analyses 

Qual itative Enrol lment Forecasting and Scenario Bui ld ing 

Q u a l itative I nstructional Program Vital ity 

Qual itative I nternal and External  Surveys 

Q u a l itative Analyses of Labor M arket I nformation 

Q uantitative Creating Action Strategies 

Qual itative Creating Success Factors 

p rev i o u s  p l an n i n g  has been based most ly on the o p i n i o n s  of s e n i o r  
ad m i n i strato rs . I t  is  also probable that what h a s  p reviously passed fo r 
qual itative data are ,  i n  rea l ity, scattered impressions gathered haphazard ly. 
Lack of mean i ngfu l q uantitative and qual itative data at the onset of the 
strategic plan n i n g  process means that considerable effort wi l l  be req u i red 
to position the institution to recogn ize and incorporate actionable information . 
The learn i n g  curve is steep. It is crit ical that the process of shar ing data 
where it previously has been u navai lable be seen as a fi rst step i n  th is 
jou rney. 

Planning Cycles 
Strategic p lan n i ng cycles often assume a l ife of the ir  own . That is ,  
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when an i nstitut ion meets with i n it ia l  success i n  strateg ic  p lan n i n g  by 

demonstrat ing change through action strateg ies,  it w i l l  want to repeat the 

cycle anew. Whi le conti n u i ng the cycle of plan n ing  is h i g h ly des i rable,  it is 

also possib le that the institution cou ld  become so beholden to the process , 
and become so busy i n  an i mati ng that process , that it fai ls to recog n ize 

other  strateg ic opportu n it ies.  The resu lt is that the pu rpose of strateg ic  
plan n i n g ,  that is ,  to  anticipate , identify, and p u rsue opportu n it ies,  becomes 
secondary to the institution's p lann ing calendar. 

To offset t h i s  a l l -to-co m m o n  t e n d e n cy, i n st i tut i o n s  wi l l  want to 
e n co u rage cont i n u o u s  i nte l l i g ence gath e r i n g  w h i l e  e n s u ri n g  that the 

operational p lann ing cycle provides many opportu n it ies to consider fresh 

i nformation . U pdati ng of envi ronmental scan n i n g  should be a routi ne task .  
I t  shou ld  i n co rpo rate the most recent changes i n  exte rnal q uantitat ive 

databases as wel l  as the fresh perspectives depicted by q ual itative data 

gathered to support strategic p lanning inc luding focus groups and i nterviews 
with external stakeholders .  

Overcoming Amnesia 
Strateg i c  p lan n i n g  p rocesses freq u e nt ly s uffe r  from aband o n i n g  

previous strategies i n  favo r o f  strateg ies that appear t o  b e  more attractive. 
While strategic plans should always be f lexible to permit development of 
n ew st rateg i c  acti o n s ,  d i scard i n g  p revi o u s  act i o n  st rateg i es wi thout  
account ing for  the i r  positive contri but ions to the institution or fai l u res is a 
fool 's errand.  To cou nter memory-free strategy sett ing ,  institutions wi l l  want 

to ensure that the previously set success factors attached to each strategy 
are accu rately measured . Wh i le  it is al most certain that measurement issues 

wi l l  su rface when decid ing whether a g iven strategy has met with success , 
d i scuss ion of shortco m i ngs i n  meas u rement s h o u l d  not automat ical ly  
e l i m i nate a strategy from conti nuation .  Rather, there is probably m uch to 
be learned about how to improve q uantitative and q ual itative measurement 
tech n iq ues as appl ied to institutional strategies that can , i n  turn ,  g u ide new 
strateg ies or  ref ine exist ing strategies.  

Providing for M u ltiple Outcomes 
I t  is far easier  to meas u re the i n puts of act ion strategies than the i r  

o utputs .  I n p uts meas u rements most typ ical ly are q uantitative and inc lude 
dol lars and h u man resou rces a l located to accompl ish a g iven strategy. 
Meas u ri n g  the o utcomes of act ion strategies,  on the other  hand,  requ i res 
more creativity and a grounding i n  quantitative and q ual itative methodologies. 
M ixed methods provide a framework for detect ing i mpacts , especial ly if those 
i mpacts are u nanticipated or  even u n i ntended . Triangulation of data, that is ,  
gather ing data from m u lt ip le sou rces and us ing  m u lt ip le methods,  is always 
preferred in strategiC plan n ing because it ensures that m u lt ip le stakeholders 
can view the process as possessi n g  val i d ity. 
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Plann i n g  Ahead 
The desirab i l ity of adequate preparation for each strateg ic  plan n i n g  

element mentioned i n  t h i s  chapter h a s  b e e n  p reviously n oted.  Col lection 
and analysis of act ionable data req u i res i n it ial  thought about the su itabi l ity 

of data col l ection methods as wel l  as how that data wi l l  be i nteg rated .  F i rst, 
decis ions should be made about the extent to which qual itative methods 
w i l l  be used. They may either p rovide commentary o r  p rovide detai led 
analyses which can add weight to quantitative data. Seco n d ,  it is  desi rable 

to have a col l ection sched u l e  and to revisit that sched u l e  throughout the 
strategic p lan n i n g  process . Early analyses may i n d icate the need to alter 
the sched u l e  or tech n i q u e ,  i nc lud ing the data sought and whether a switch 

in pr imary techn ique-q ual itative or  q uantitative-is warranted . Periodic 

revisit i ng of the sched u l e  can help to mit igate agai nst the strategic plan n i n g  
process beco m i n g  ove rwhelmed b y  data that is on ly periphera l .  

Summary a n d  Conclusion 
This chapter has shown a l ink between m ixed methodologies and 

effective strategic p lan n i n g  as a desi red evol ut ion i n  strateg ic  p lan n i n g .  
Assembl i n g  a n d  i nterpret ing q uantitative data, i n  isolation , is  no longer a 
suffic ient basis for p lott ing an i nstitut ion's future .  I n  an earl ier  e ra ,  when 

q uantitative data we re more d ifficu lt  to gather, ch iefly because they we re 

on ly retrievable in pr int form , strateg ic  plans with abundant exte rnal data 
were considered state-of-the-art. Whi le there was always a role for q ual itative 
techn iq ues with i n  th is generation of strateg ic  p lan n i n g ,  extensive use of 
q uantitative data served a larger role in legit i m iz ing the process,  especia l ly  
among external stakeholders .  

T h e  next evo lut ion o f  strategic p lan n i n g  has been ushered i n  b y  the 
I nternet and the easy access to data and electronic databases it has provided . 
W h i l e ,  as d iscussed earl i e r, data-free plans sti l l  exist , mai n ly for pub l ic  

relations pu rposes , there is l itt le justification for strategic plan n ing processes 

that do not i nc lude exte rnal q uantitative data that are closely matched to the 
institution's operations and the envi ronment with i n  i n  which it fu nct ions.  The 
relative ease of assembl ing these data, however, is on ly a start .  I t  is  arg ued 
h e re t h at u n less c o n s i d e ra b l e  q u a l i tat ive ac u m e n  is b ro u g h t  to t h e  
i nterpretation a n d  refi nement o f  quantitative data, strategic plann ing becomes 
only an exercise that describes "how" without understanding "why." Effective 
strateg ic  p lan n i n g  today m ust inc lude a sk i l l fu l  m ix  of q uantitative and 
qual itative data, both i nternal and external to the institution ,  to g u ide strategy 
development.  
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Endnotes 
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at http://www.broward .edu/masterplan/presreports .jsp (active as of 2/6/07) 
2 See, for example ,  the Bureau of Labor Statistics site. http://www.bls.gov/emp 
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